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Abstract
This thesis examines the educational situation of the

Little Red River Cree Nation in Northern Alberta. Issues
surrounding student retention, achievement, Cree language,

and cultural identity within First Nations education are
addressed, with particular attention paid to curricula and
practice in one of the Nation's schools: Jean Baptiste
Sewepagaham School, Fox Lake. The legacy of Western colonial
schooling, pertinent to this community, is traced with
reference to academic literature and theory, the personal
experiences of the a u t h o r , and the words and art of First
Nations people. First Sations art provides the focus for a
discussion on the cultural metamorphosis of Indigenous
education which is suggested as a suitable ideological
foundation/process for the school. This realistic approach to
cultural change and personal/collective identity formation

involves collaborative community-based educational planning,
multidimensional teaching methodologies, cooperative learning
strategies, and broad ranging assessment practices.

iii

Preface

This thesis brings together thoughts on t w o areas: first
my understanding, as a nowAboriginal person, of past and

present curricular and practice within First Nations, in
particular, the Little Red River Cree Nation, Alberta; and,
second, some possibilities which members of this Nation may
wish to e x p l o r e towards addressing the future education of

their youth. This work is the culmination of a personal
exploration into a number of areas. These include Cree
worldviews, philosophies, values, ways of interacting with
others and the environment and use of symbolic systems (oral,
written, visual art, gestures, dreams, visions e t c . ) : the
conflicting role of Western curriculum, school structure. and
teaching practice within First Nations education in general;
the work of First Nations artists; and reflection on my own
teaching experience as a way of bringing practice into

theory.
As the terms "Nativen and "Indiann were colonial labels
assigned to Indigenous people (Yetis, treaty and non-treaty)

in Canada, they are used throughout this thesis when

referring to the past. The term "Aboriginal" is used here for
contemporary colonial contexts, but the titles "Indigenousn
or "First Sations" are assigned when a postcolonial meaning

is inferred. The title "First Nations" refers to "Aboriginal
collectives whose individuals 'mutually agree to join
together' as sovereign governing bodies," and, consequently,

does not apply only to "Status IndiansR as defined by non-

Native legislators (Calliou, 1993: 27). Similarly, the terms
non-Native, non-Indigenous and Western represent those people
who are not of N a t i v e ancestry and identify the larger

Canadian society.
As the distinctions prevalent

in Western terminology

b e t w e e n art, c r a f t , and material culture are generally not

prevalent within Indigenous cultures, the term "artist" is

used with no distinction made b e t w e e n artists and
craftspeople. First Nations art embodies First Nations
aesthetics, philosophies, worldviews and expressive forms
(Gray, 1993) and the "practice of making things, sometimes
called art" (Benjamin Thomas in Phillips, 1993: 249). This
art is. as described by Debra Sparrow (1998: 2 9 8 ) . "as much

academics as i t is art

-

it is inquiry and it is teaching,"

F i r s t Nations artists offer positive role models for

Aboriginal students, and their "making of things" opens doors
to understanding how to create and read the world. Any number
o f art works could have b e e n chosen t o accompany t h e issues

discussed i n t h i s t h e s i s . Those chosen represent a glimpse of
the complex, dynamic and diverse nature of F i r s t Sations

cultures .
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CHAPTER ONE

INTRODUCTI ON
Current Concerns in F i r s t Nations Education and Art

First Nations in Canada are seeking ways of regaining
full control over their children's education and reversing

the past assimilative schooling practice of non-Indigenous
governments and churches (Royal Commission on Aboriginal

Peoples, 1996). They wish, generally, to improve retention
and achievement, promote Indigenous Language use and cultural

identity, and ensure a better education for their youth. This
thesis explores these possibilities with regards one First
Sation, the Little Red River Cree Nation in Xorthern Alberta.
Yany of the obstacles First Nations face in transforming
and improving the education of their youth have been explored
by contemporary First Nations artists who, as forerunners of

social activism and change. frequently adopt an undefined
position outside the bounds of cultural pluralities by acting
as Ciesakychak ( i - e .Trickster) or shamanic figures. First

Nations art can, in fact, be a source of information, insight
and interpretation. Jane Ash Poitras' multi-media art work
Burial Stand Blackboard (1992) ( F i g 1

for example,

encapsulates many facets of First Nations education. This art
work is not only a critical and ironic commentary on the
oppressive nature of Western pedagogy, history and culture;
but reveals a concern, expressed by many Indigenous artists

and educators, for transforming, decolonizing, and healing
First Nations people. 4s a 'fine art' object depicting

Fig- L

Jane A s h P o i tras, 1 1992), Burial Stand Blackboard.
Reproduced in Canadian A r t . (1992)- Fall.
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Indigenous spiritual imagery, Burial Stand Blackboard is a
symbol of participation within the larger Canadian society
while simultaneously promoting First Nations culture.

The use of s p i r i t u a l imagery within this multi-media

work, however, is a potentially contentious issue within some
First Nations communities. First Nations artists, educators

and learners who bring such aspects of their Indigenous
cultures into larger society settings often find themselves
in a culturally in-between role in which they encounter many
conflicts and considerable responsibility. They are torn
between an education which reflects traditional Indigenous

life or one that encourages participation in the larger
Canadian society (Haig-Brown,1995). Communities are
sometimes divided between "traditional" versus "modern"
orientations regarding the development of their economic

(Pasquaretta. 1994) and justice systems (Ryan, 1 9 9 5 ) .
Clearly, community consensus on such highly political
educational issues is difficult to achieve,
As visually represented in Kay WalkingStickls (1992: 1617) drawing S ~ i r i tCenter (1991) (Fig- 2 ) , attempts have been

made to unify the double life experienced by "all Xative
people. whether living on a reservation or separated from a

tribal experience"; to harmonize the physical with the

spiritual, and the present with the past and future.
Importantly, diverse designs for Indigenous education have
emerged which "suggest many third, versus either-or, forms

are possible where hiestern and Indigenous ways can be

negotiated along both axes toward modern Indigenous
identities, models of schooling, and language patternsn
(Freeman, 1994). These Indigenous educational designs are
motivated, as stated b y Hampton (1993: 2 6 9 ) , by a generaL
discontent with Native education in which nschools continue
to have assimilation goals, lack of instruction in Native
languages, and high failure rates." Yany of these programs
are based on a profound desire for a self-determined
education founded upon a variety of Indigenous philosophies,
goals, pedagogies, structures, curricula, and forms of
evaluation. The majority of First Nations in Canada are just
beginning to develop such educational programs. The Little

Red River Cree Sation in Northern Alberta is one such Sation.
This chapter introduces the reader to this Xation and

its educational concerns. as well as the author's experience
teaching in one of the Nation's three schools (Jean Baptiste
Sewepagaham School, Fox Lake). The author's past experiences,
philosophy of education and research methodology in

approaching the topic of retention, achievement. Cree
language and cultural identity in the formal education of the
Little Red River Cree Nation are, subsequently, elucidated.
T h e c h a p t e r c o n c l u d e s with a b r i e f synopsis o f this w o r k ' s

key objectives, contents and contribution towards First

Nations education.
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The Little Red River Cree Nation

Certain geographical, cultural, and linguistic qualities
characterize the Little Red River Cree Nation. The following
sub-sections describe these qualities and how they affect the
educational concerns of the Nation.
1. One Nation, Three Communities

Despite the enforcement of assimilative formal schooling
by the Catholic church and government organizations, and the
impact of new media technologies, members of the Little Red
River Cree Nation have maintained their Cree language and
culture as central to their way of life. Since 1985, this
Nation has held community control of their education programs
and their Board of Education has sought the inclusion of Cree
culture and language in school practice and administration.
The Sation has three schools: one on each of its

two

reserves. Fox Lake and John D'or Prairiei: and one in Garden

River, a non-reserve community adjacent to Wood Buffalo
Sational Park (Fig. 3). Each community has a local school
board comprised of elected community members. Two members
from each local board sit on the regional school board, and
it is at this level that final decisions on educational

policies, philosophies and practice are made. Each school
adapts these decisions, policies and philosophies to reflect
the particular needs of each community, the students. and the
capabilities of the teaching staff available.
The name "John D r o r Prairiew is the English version of the
French title "Jean d'Or Prairie,"

THE COMMUNITIES OF THE LITTLE RED RIVER CREE NATION
1
2

3

-

Fox Lake
John D'or Prairie
Garden River

Fig. 3

Reproduced f r o m Base !fap: Western Interior of Canada.
Calgary Department of E n e r g y , ? l i n e s and Resources
S u r v e y s and 'slapping Branch, ( 1 9 7 3 ) -
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Cree culture and language use in each community varies,
largely as a result of the degree of contact with the outside
world. Fox Lake is the most isolated community. A winter road
built over ice bridges connects this community with the
outside world during the coldest months, and a barge is used
for transporting large items across the Peace River in the
summer and fall. Otherwise, the only outside contact i s by
airplane. Face t o face interaction w i t h English speaking
Canadians has thus been minimized for many members of this
community. except f o r contact with teachers. nuns, priests,
nurses. and Sorthern Company (formally Hudson's Bay) s t a f f .
Traditional Cree spiritual ceremonies and cultural events,
such as handgame competitions and Tea dances. are integrated

into the social life of this community. with Cree spoken b y
all generations as a first language.

Traditional Cree cultural events are less evident in
Garden River and John D'or Prairie. Both of these communities
are connected with the outside world by road. John D'or
P r a i r i e has suffered the greatest amount of language l o s s ,

with over half of the younger generation speaking English as
their f i r s t language.

.U

attempt towards addressing this

language loss is c u r r e n t l y being undertaken by the
community's Elders who are co-developing Cree language and
culture programs in the John D'or Prairie School with the
teacher assistants.

The Peace River separates

Fox

Lake from the other two

communities. It is surrounded by the woodland ecology typical

9

of Northern Alberta, which, at the beginning of this century,
provided subsistence for the people. While hunting, trapping
and gathering still provide a subsidiary livelihood for some

members of the Nation, the socioeconomic base and population

has greatly changed. Living off the land is no longer a
viable option for most young people due to the encroachment
of non-Native economic enterprises, the restricted land base
of the reserve ( F o x Lake has 10438.3 hectares and John D'or
Prairie 14034.0 hectares [Schedule of Indian Bands, Reserves
and Settlements, 1987]), and the rapidly increasing

population. In 1986, approximately one fifth of the Nation's
members lived away from their home communities (statistics
from the Schedule o f Indian Bands. Reserves and Settlements,
Indian and Sorthern Affairs. Canada [December, 19861 shob

band membership as 1758, Fox Lake with a population of 760,

John D'or Prairie with 482, and Garden River with 159: thus

making the total population at this time 1401). The
population of Fox Lake, has, as in many First Sations
communities across Canada, greatly increased over the last
twelve years to 1481. with young people under 25 forming the
majority, adding to the urgency for improving employment
opportunities.
The Nation runs it own community maintenance program and
has developed a number of economic enterprises to help its

people obtain alternative livelihoods, including an airline

and forestry company. Individuals in the community have
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initiated their own business ventures, such as grocery stores
and restaurants with varying degrees of success.
Academic and economic success in realms associated with
the larger Canadian society is generally promoted, and is
reinforced in the school and through some hiring practices.
Adults who have completed junior high, high school, or
degrees for instance, are more likely to find employment in
the schools, Kayas College, nursing stations, and Northern
Store. Otherwise opportunities for employment are few, with
logging, hunting and trapping. and fire fighting providing
some seasonal work.

As students reach adolescence, many begin to realize how

limited their options for success are in school and in

occupations associated with the larger society. Yany face the
prospect of a life of unemployment within the community or
isolation and discrimination if they leave to work outside.
Some young people seek success within Cree cultural life.
Others resort to less constructive routes for dealing with
the social inequities and discontinuities they face. turning
to crime. alcohol and substance abuse. and family violence.
1 1 . Educational Concerns

Parents are concerned about the future well-being of
their children under this current economic climate. In Fox
Lake only a few students have graduated from grade nine and
twelve over the last few years (Fig. 4). thus opportunities
for employment associated with, or in. the larger Canadian
society are restricted for the majority of the children.

NUMBER OF STUIIENTS ATTENDING SCHOOL 11996-19971:

ECS
89

ELEMENTARY
321

JUNIOR HIGH
68

SENIOR HIGH

TOTAL
519

41

ER OF GRADUATING STUDENTS:
GRADE 9
1998(projected) 25
1997(
"
1 16
1996
13
1995
9
1994
12
1993
15

YEAR

GRADE 12
11
4
0
3

0
1

ACHIEIEYE3.T (1996-1997 School Year):

Grade

Number of students
in Class

Number o f First
Class Honours
80%- 100%

Fig. 4

Number o f
Honours
70%- 79.9%

Graduation and Achievement Statistics from
Jean Baptiste Sewepagaham School, Fox Lake
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In addition, the learners attending the Little Red River
Cree Nation's schools have diverse knowledge bases,

abilities, language skills, learning styles and strategies,
opinions and attitudes. Learner identification with Native
and non-Native cultures is varied and complex, intertwined
with and shaped by community, family and personal histories
and experiences. Individual experiences with oral and written

language in various contexts of situations, both outside and
inside school, are likewise varied. Learners may commence
school monolingual in Cree or English or bilingual in Cree
and English. They may be fluent Cree speakers with a limited
knowledge of English or vice versa. The language use of
succeeding generations also differs.
Cree Language and Culture, nonetheless, is taught only
as a subject for a few hours a week by Cree instructors from
each community, There are no qualified teachers from the
Xation on staff in any of the schools. although the teaching

assistants are all from the Nation and some are presently
taking courses towards a B.Ed. Degree. Whilst teachers are
encouraged by the Board of Education and administration to
include Cree content and teaching approaches as much as
possible in their practice, the quality and amount included
varies depending on teacher familiarity with this knowledge
and their participation in community life,
Teachers are required to take part in community events

held at the schools. Participation in outside community
events and spiritual life. nevertheless. varies depending on

13

the teacher and the isolation of the community. Teachers in
John D'or Prairie are less reliant on the community for
social life outside the school, because o f easy access to
other towns in the area via the road. In the p a s t there has

been, consequently, less teacher/community involvement in
this community than i n the other two.

Due to their reliance predominantly upon outside

teachers and administrators who are usually unfamiliar with
the local Cree language and culture. the schools are
primarily places where children are taught to participate in
the non-Aboriginal society and play a minor role in
strengthening a Cree identity. Enhancing Cree identity is
mainly the domain of community members, who. faced with the
influx of non-Aboriginal media and technologies and living

with legacy of colonialism, find this role increasingly
difficult. Response to the role of the schoofs. therefore,
varies between individuals, families. and communities,
depending on how they identify [consciously or unconsciouslyI
with Cree and the larger society's traditions and cultures,
and how useful they perceive aspects of these cultures to b e
for the future well-being of their children.
As this brief description relates, the primary concerns

over formal education expressed by members of the Sation
revolve around retention. achievement, Cree language use and
cultural identity, as well as the future well being of their

youth. These are clearly reflected in the Board of
Education's following philosophical statement:

The Board of Education of the Little Red River
Cree Nation believes that it is desirable to
recover as much of the old culture as possible
and to transmit this knowledge to the younger
generation. In order to do this, it is mandatory
to retain the use of Cree as a functional language;
and to maximize the opportunities to students to
communicate in the Cree language, and for teachers
and students to communicate in the Cree language.
The Board of Education believes that effort to
ensure the perpetuation, revitalization, growth,
and protection of the Cree language and culture
are of foremost importance to preserve and promote
self respect and self identity of the individual.
The Board of Education will strive to increase
school attendance and successful achievement for
children of the Little Red River Cree Nation. In
recognition of their future place as contributing
members of the larger community, the Board of
Education will ensure that the children of the
Little Red River Cree Nation follow a program
of studies that is acceptable to the province,
yet is adapted to meet the special needs of the
Nation (Little Red River Board of Education
Statement of Philosophy, 1997/98).

To conclude, i t appears that in the Little Red River
Cree Nation's geographical isolation acts as a significant

factor affecting Cree language loss and cultural life. the
forms of livelihood available for community members, and
teacher involvement in each community. Due to the Sation's
reliance upon outside educators, formal schooling is
characterized by the transmission of the larger Canadian
society's language and culture, with Cree language and
culture holding a subsidiary role, The encroachment of the
larger society embodied in formal schooling and mass
communication is undermining the Nation's ability to maintain
Cree language and culture, Poor retention and achievement,
Cree language loss and cultural identity, and concern for the
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future well being of youth are, consequently. the Nation's
major educational concerns.

An Autobiographical Sketch of the Author

In order to place myself in relationship to the
educational situation of the Little Red River Cree Nation,
this chapter section describes my experiences with culture
stress when first teaching in Fox Lake, with growing up as a
working class female in England, and with crossing over
several cultural boundaries. It concludes with an outline of
my view of curriculum and practice.

I. Experiences with Culture Stress
In 1987 I was hired by the Little Red River Board of
Education to teach art and high school English in J.B.S.
School. Fox Lake. During my three years and four months
working in t h i s school (1987-89: 1991-1992: 1998-99), I have
always been welcomed by members of the Little Red River Cree

Sation. The community has become, in many ways, a second
home.
First reactions to living and teaching in Fox Lake on my

part, however. were not quite so favourable. Like many
teachers, I experienced 'culture stress1 from some cross
cultural interactions (c.f. Furnham and Bochner. 1986). While
members of the community were welcoming, as an outsider (and
foreigner to Canada), I was not familiar w i t h the Cree
language ( s p o k e n everywhere except i n the school and nursing

station) or many Cree forms of social interaction. I was not,

however, immobilized or disoriented by cross-cultural
interactions as the term 'culture shock' (originally
attributed to Oberg, 1960) suggests. Having travelled
extensively in East Asia helped, in that I felt comfortable
being surrounded by people who spoke a language 1 did not
understand. I was used to, and accepted, having people
interact around me in unfamiliar ways.
Travelling as a visitor within other cultures, however,
is quite different from living and working in an unfamiliar
environment where social interactions revolve around
educating children (a highly sensitive situation in any
cultural or social group). Hy initial reaction to this new
situation was escape, either into activities I was
comfortable with or back to southern Alberta during the
holidays. I witnessed the reactions of confrontation k . f .
feelings of hostility and superiority) and encapsulation
(e.g. protecting oneself from the unfamiliar by avoiding

community interactions) experienced by some of my teaching
colleagues (c.f. Robert and Nanthapa Cooper, 1982).
Gradually. however. I began taking part in community
gatherings rather than social occasions which replicated life
down south. Fortunately, m y partner had lived in an isolated

First Nations community while a teenager and was able to
assist my integration into community life. A grant received
from the Alberta Teacher's Association Multicultural

Education Department for developing a project which attempted

to integrate Cree art and art making into the provincial art
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curriculum led to further involvement in community events and
Cree culture in general.

Two further factors assisted my overcoming culture
stress. The first was the effort made by members of the
community to make me feel at home, show me how things were

done, and correct my social blunders. It very quickly became
clear to me that culture stress created during cross cultural
encounters was a two way street. It involved not only my
ability to learn about and appreciate a s p e c t s of Cree
culture, but the ability of the children and adult community
members to learn about me, my culture, and how I interacted

with the school's culture. Reciprocity characterized our
interactions, a point which has also been noted by others
( e - g . Yader,

1996). The children, their parents. Elders and

the Cree educators in the school taught me a great deal for

which 1 will always be extremely grateful.
Finally. it was my own past experience, growing up as a
working-class female in England, which helped me feel a part

of community life. The closeness of family and community, the
frictions which sometimes erupt from such closeness. the
cultural dynamics of an oppressed group, and the
contradictions between family life and formal schooling faced
by parents and children, echoed some of those from m y own
childhood.

1 1 , Growing Up in

an English Satellite Village

The first eleven years of m y life were spent in a

working-class neighbourhood of London, England. In 1965, my
family was encouraged to move, as an exercise in "social
engineering," to a satellite v i l l a g e built specifically for

low income families from London. The village w a s placed
within a distinctly middle-class area, into a kind of
"reservew based on class (called the "Old Dean Estatew), as

an extension of the "New Townw movement. This imported
community was ostracized, feared and looked down upon by the
surrounding, predominantly middle class, community. It was
considered a lowering of status for the whole area. Trouble
became. and still is to this day, synonymous with this area,
despite the changes which took place during the "Thatcherite"
era ( i t is considered a "no-go" zone, i.e-, too dangerous to
visit)- The working-class English dialect and social life
were

quite different from the surrounding community. Yiddle-

class social graces and the correct pronunciation of BBC
English were not high in priority. Teachers hired from the
larger encircling community appeared primarily concerned with
the social assimilation of the children into middle-class

society. Growing up on the "Old Dean," I became resentful
about the way we were looked down on by these teachers and
other members of the surrounding population.
While these aspects of living in this ostracized

community affected and were perceived by individuals
multifariously, I rebelled both silently and openly against
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the unnecessary rules and regulations surrounding how I was
supposed to behave and what I was expected to do and wear in
school. My hair style, clothing, music and dance venues
clearly identified m y association with an emerging youth
"Skinheadw movement. 1 disliked having to change in order to
gain the acceptance and respect of middle-class people. My

silence in their company often seemed disquieting and
unfathomable to them. Their attempts to change our working

class culture created underground economies, black markets,
distrust of authority and social agencies, secrecy, and the
telling to people in power only what they wanted to hear. he
had our own knowledge systems and identity to combat

"theirs." Yembers of the outside community, however, held the
keys to accessing the economic, political, and s o c i a l power
of society at l a r g e .

The majority of my friends and associates did not finish
h i g h school. I tried to complete what would be the equivalent

of high school in Canada. but decided it really wasn't worth
the effort after a particularly disagreeable teacher derided
my desire to further my education. Upon recollection, this

teacher's comments are probably what fired me i n t o becoming
an educator, They also inspired a drive to find out why I

developed such an aversion to formal schooling.
111, Crossing Cultural Borders

Fortunately moving to Canada provided me with the
opportunity to f u l f i l l my childhood dream of becoming a
teacher, The receptiveness of Canadian universities towards
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mature students provided m e with access to further education.
My

recollections of inspiration and support from a former art

teacher in England helped give me the confidence I required
to pursue undergraduate degrees in Art and Education. Her
support was, in fact, a catalyst in cultivating my interest
in art and the diversity of human perspectives.

As a result of this further education, my life changed
from being on the receiving end of middle-class values as a
child, to being expected to perpetuate such values as a
teacher- The teacher training I received and subsequent
teacher internship in a rural community did not, however,
prepare me for the cross-cultural teaching position I
undertook in Fox Lake. The ideas of Tyler and Bloom, which
played a major role in my education training, proved
insufficient in this First Nations educational environment.
The provincial curriculum teachers were expected to teach
allowed for the incorporation of some Indigenous content, but
still "[denied] students their own knowledge constructions
and [limited] their analysis of social enquiry" (Battiste,
1993: 14).

On the other hand, my upbringing helped me to identify

with the closeness of family and community life and the
complexities involved with living in a marginalized
community. I could identify with some of the children's
frustration with formal schooling: its failure to provide
them with the knowledge and skills they needed to create or
obtain employment or academic success: its devaluing of their

culture; and the boredom of learning information which had
little relevance to their lives. I could also identify with
the fear of a social welfare system which could take away
their children and leave parents powerless, without a voice.
Their reactions made me recall my own feelings of
powerlessness against state controlled systems as a child.
The school structure, teaching practice, and curriculum
imposed a set of values oriented towards economic wealth.
individualism, power and authority which in many ways
appeared to contradict those held by most members of the
community, where emphasis was placed more on family,
cooperation, sharing, respect, equality, spirituality and a
close relationship with the natural environment.
The first three years I spent teaching in Fox Lake
initiated a personal search into ways of dealing with such

discontinuities between the home and the school. and
facilitating respect for Cree culture, as well as student
success in both Cree and English speaking worlds, through
formal education. Despite the efforts of many First Nations
and non-Indigenous educators. formal education in the
community appeared to alienate many of the children. It

offered unequal access to Western academic and economic
power. and devalued their own culture and language.
Although I became aware of the intellectual and
linguistic wealth of Cree language and culture and the total
injustice of oppressive government and church policy and
educational practice (Crawford, 1994). my primary concern.

focused assisting the Little Red River Cree Nation in
improving the quality of education for all children

-

in

facilitating t h e i r success, as requested by the Little Red
River Board of Education, in both Cree and English speaking
worlds. Like Freire (cited in Freire and Macedo, 1995: 391),
" I cannot remain neutral. I must intervene." Intervention,

though, requires that 1 describe further my position and bias
within curriculum and educational practice.

IV. A View of Curriculum and Practice
As a parent and teacher I prefer to v i e w curriculum as

the process of teaching and learning about "life in all its

manifestations" (Whitehead, 1929: 6). The experientialist
viewpoint outlined by Schubert (1986). or the combination of
an expressionist and reconstructionist approach within the
transformational framework described by Xiller and Seller
(1990). are curricula orientations for which I have a close

affiliation. I feel t h a t educational aims t h a t "focus on t h e
learner . . . personal discovery, interconnectedness, and
social awareness and change" (Hanley, 1994: 198) are
important. Enhancing the learner's self concept in a
supportive and positive environment is crucial. To this end
t h e learning environment should b e one

in which learners feel

free to make mistakes. I t should be emotionally supportive,
physically assuring, intellectually engaging, and, if
desirable. have a spiritual dimension. Critical awareness and
reflection are also essential. along with respect for the
autonomy of the learners and their ability to guide t h e i r own
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learning. I believe that learners views of reality, their
ways of knowing, their values, imagination, creativity and
aesthetic sensibilities should be respected; however, this
respect has to be warranted. Children need guidance on what

is considered appropriate and good within their cultural
context (Freire, 1995).

In some

w a y s , my

own conception of curriculum appears

idealistic when faced with the reality of teaching.
Experience has taught me that the cultural, social,
political, and environmental contexts are not always
conducive to such an approach. Like Schubert. however, I
appreciate that w e are all "embedded in a history and context
that both creates what [we] are and do and is created by what
[we] are and d o w (Schubert, 1986: 94). This creative process

may be viewed from many angles

Mithin this chapter then, my past experiences with
culture stress, social oppression, and crossing of cultural
boundaries are presented, providing insights into my
membership within various socio-cultural nets. These
experiences have shaped my curricular orientation and led to
a concern for transforming formal schooling in order to
provide a just, equitable and quality education for all
children.

Research Methodology

I. Educational Connoisseurship
In pursuing this thesis topic, I have adopted a
qualitative naturalistic approach (Guba and Lincoln, 1981)
within a phenomenological framework (Husserl, 1962).
Initially, I wished to investigate pedagogy and curriculum
which valued Cree language and culture, and which also
facilitated student retention and academic success. The
actual focus and choice of topic, however, was affected or
mediated by certain events, the literature itself, and
discussions with others. The whole process of this thesis
writing has thus been both prefigured and emergent, conscious

and intuitive, rational and subjective.

Yy

encounters with

research in this area, along with the words and images of
Sative people have led to constant reflection on my teaching
experience and. importantly, a metamorphosing of
consciousness. I consider this thesis a creative endeavour.
best described by the words of the artist. Pablo Picasso

picture is not thought out and settled
beforehand- While it is being done it changes
as one's thoughts change. .And when it is
finished it still goes on changing according
to the state of mind of whoever is looking
at it. A picture lives a life like a living
creature. undergoing the changes imposed on
us by our life from day to day. This is natural
enough, as the picture lives only through the
man who is looking at it,
1 draw primarily from personal experiences while

teaching in Fox Lake and elsewhere: along with subsequent

informal contact with community members i n the Nation;
documentary analysis; the variety of perspectives presented
in oral, visual and written forms by First Nations people;
and research pertaining to Indigenous education and the
Little Red River Cree Nation. My methodology embraces the
spirit of Eisner's ( 1 9 8 5 ) educational connoisseurship and
educational criticism. Connoisseurship I consider a personal
appreciation, or ability t o see, how aspects of schooling are
interconnected and reflect the societies in which they are
embedded. This ability to see applies " t o all of the senses
and the qualities to which they are sensitive" (Eisner, 1991:
68). It includes an appreciation of dreams, visions (Goulet,
1993), and spirits which extend beyond objective verification

(Battiste, 1993).

Despite its elitist connotations (Xadeleine R. Crumet.
1989) and its implication of expertise in helping "people
see.

understand and appraise the character and quality of

educational practice and its consequences" (Eisner, 1985:
180). educational c o ~ o i s s e u r s h i p / c r i t i c i s mcan provide an

egalitarian forum for the sharing of alternative
interpretations. As stated b y Pinar et al. (1995: 5831,
"criticism is an a c t of [reconstructing]

,..

experience ...

there is no one-to-one correspondence b e t w e e n educational
criticism and the event or experience it seeks to ilhmtine."

Because of this, multiple perspectives of events are possible
and each one has its own truthfulness (c.f . Akutagawa. 1952).

11, Ways of Seeing

Art works by First Nations artists are used throughout
this thesis as a way of providing the reader with visual
references which augment perception and understanding beyond
the written ( c . f . Eisner. 1991: 8 2 ) . They are utilized, along
with written descriptions, interpretations, and appraisals.
to try and uncover underlying themes which extend beyond the
educational situation itself (Eisner, 1991).
Autobiography and reflection, similarly, are used to
assist the reader in assessing my place in creating this
picture of education within the Little Red River Cree Sation.

I have tried to listen. empathize. "grasp the native's point
of view. [their] relation to [their] life. to realize [their]
vision of [their] world" (Yalinowski, 1953). and become aware
of oppressive. racist perceptions and systems (Pieterse &

Parekh. 1995). Empathy. however. can involve placing
"concerns and relevances

..,

derived from [one's own] culture

and analytic schemes" (Watson. 1996: 86) onto the actions and

concerns of others. Hierarchies and class structures, for
instance. permeated my childhood. which enables me to easily
identify their workings. but may just as easily lead me to
misinterpret situations which have other possibilities.
Empathy. then, can "conceal as well as reveal

... might lead to collusionn (Pinar 1995:

...

[and]

5 8 3 ) . Although

collusion can be stalled by retaining a critical distance, as
suggested by Pinar with regards Eisner's approach to
connoisseurship (1995), for some people this is not desirable
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-

for them accepting the beliefs of another culture is

required for full understanding and respect (c.f. Stoller and

Olkes, 1987: 2 2 9 ) . I f we maintain a critical distance from
the phenomena being described, interpreted and assessed, on

the other hand, we become caught in the trap of
anthropological cultural imperialism (Young and Goulet,
1994 )

.

If we use our understanding of the worldviews of

others to address larger issues (Young and Goulet, 1 9 9 4 ) we
may be accused of appropriation or recolonization (MaskegonIskwew, 1995; Basham, 1 9 9 4 ) . As Jimmie Durham stated about
the i d e a of appropriation and re-application of Native art

and ideas by non-Native people: "They'll steal it from you
and then sell it back to you, but by then it's not the same
thingn (cited in L i p p a r d , 1993: 5 5 ) .

Bearing these thoughts in mind I feel that understanding
and using the viewpoints of others to explore larger issues
may have merit in that it helps us to meet w i t h a n d know
o t h e r people, " w i t h whom, in the end, we share a common

humanityw (Young and Goulet, 1994: 325). We also cannot help

but "stand with one foot in each culture" (Young and Goulet,
1994: 325). although to what degree and how much we change

depends on who we are. our experiences, our interpretations,
We retain our own voices. We interpret intercultural
experiences and empathize with others based on our own

personal and "cultural assumptionsN (Young and Goulet, 1994:
323).
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Travelling through life introduces us to, and enables us

to take part in, many cultures: school cultures, peer
cultures. gender cultures. The way we grow through cultures
involves many changing perceptions, rejections and adoptions;

and so many subjective positive and negative personal
associations and presentations by others. At times in my
life. I rejected my working-class background in favour of a

middle-class one, my English background for a Canadian
identity. Now they are all a part of my accumulated
transnational (or as some describe it "transatlantic") and
multivalent cultural identity, without repudiation.

Yy

view

o f culture is therefore cumulative. and identity is formed by

selecting from diverse cultures. One culture does not have to
be denied in order to include aspects of another. Allegiance.

likewise. can be held towards more than one nation.
This thesis. then. contains insights which may have
biases

and limitations. I ask the reader to be aware of my

place in this endeavour. and to look for content about which
I have not written. as well as that which I have tried to

elucidate.

Thesis Objectives and Contribution to First Nations Education
The following key question forms the focus of this

thesis: given the difficulties of past and present
educational challenges, how might members of the community in

Fox Lake and the Little Red River Cree Nation in general come
together to improve their education system so as to ensure a
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better education for their youth? In order to provide answers
to this question issues pertinent to the Nation surrounding
retention, achievement, Cree language and cultural identity
are addressed.
Often such facets of First Nations education, however,

are dealt with in isolation providing only a partial picture
of specific educational contexts and largely ineffective
solutions. This thesis, therefore, contributes towards
increased understanding of First Nations education by
interconnecting these facets in a wholistic way in order to
provide a more comprehensive perspective and, hopefully, more
effective suggestions for improving education with a First
Nations setting. Although this work presents yet another nonNative perspective of First Nations education. the personal
and reflective stance adopted provides important insights

into the role of non-Aboriginal teachers in an Indigenous
community/school setting. Within the analysis of the
educational situation, new reasons for First Xations student
withdrawal and lack of achievement in formal schooling are
revealed which have not previously been acknowledged within
the Literature, Additionally, the interdisciplinary nature. of
this study presents a novel viewpoint which integrates theory
with practice: visual arts with language; and visual imagery
with socio-political. environmental, and cultural issues.
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Thesis Organization
Within chapters two and three, First Nations art acts as

a springboard for exploring relevant issues in the literature
surrounding the educational concerns of the Little Red River
Cree Nation. Chapter two examines the history of retention,
achievement, Cree language and cultural identity within the
assimilative educational models which have characterized past
formal schooling for First Nations youth. A paradigm shift
towards empowering transformative educational models is

suggested in its conclusion as a means of addressing past
colonial policy and practice. Chapter three explores the
theoretical limitations and possibilities of transformative
educational models for improving First Nations education.
Further. a viable model for metamorphosing First Nations
education within the Little Red River Cree Nation is
proposed.
this model in mind, the author's understanding and
experience of past and present educational systems and

community contexts within the tittle Red River Cree Nation
are described in chapters 4 and

5.

Suggestions for courses of

pedagogical and curricular action which members of the Little

Red River Cree Nation may wish to consider in improving the

future education of their youth are presented in chapter 6.
Finally. chapter

7

reflects on t h e importance of shifting

educational paradigms and maintaining/reconstructing Cree
cultural life in order to encourage life-long learning.
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secure worth in learners cultural identity. and prepare youth
for life in today's complex world.
Insights provided by First Nations artists in their work
provide a significant contribution towards these educational

goals, the cross-cultural awareness of this author and
towards the thesis itself. First Nations art works,
therefore, can act as metaphors in the cultural metamorphosis

of curriculum and practice which is, in turn, an art.

Summary

Members of the Little Red River Cree Nation are
concerned about improving learner retention, achievement.
Cree language use and cultural identity in their schools.
They wish to develop educational programs which will ensure a

better education for their youth. As a former teacher in one
of the Nation's schools, the author shares this desire. Her
past educational experiences, transnational allegiance,
multivalent cultural bias and transformational curricular
orientation. however. may influence the picture presented in
this thesis. With this in mind, this work may contribute
towards a wholistic. integrated understanding of First
Xations education. particularly within the Little Red River
Cree Nation- It seeks to describe past and present
educational systems within the Nation; place the author's
experience in theoretical perspective and within its
community context; and propose viable courses of pedagogical
and curricular action which members of the Little Red River
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Cree Nation may wish t o consider in improving the future
education of t h e i r youth. Lastly, i t explores various links
and themes between these descriptions, interpretations, and

proposals and the work of First Nations artists, who
frequently foreshadow social change and political activism.

c3uWrmTWO

'IF THESE WALLS COULD TALK': LANGUAGE, CULTURE AND POWER
WITHIN FIRST NATIONS EDUCATION
Introduction:

Issues surrounding curriculum and practice within
education can be reinforced visually by referring t o the work

of Indigenous artists. Indigenous art, alternately, can
provide the stimulus for exploring issues surrounding First
Nations education. C. Xaxx Stevens' installation, J f These

walls Could Talk (1998) ( F i g . 5). is one such example. This
installation contrasts the artist's experiences in
residential school with mealtimes in her home community,
illuminating various discontinuities in language, culture and
power between the home and the school evident within the
literature on Native education. Such discontinuities have

been seen to contribute towards the generally poor record of
retention and achievement by First Nations and other minority
students ( O g b u , 1991). They are embodied in the assimilative
models of education which have characterized most formal
schooling for Indigenous youth.
Within this chapter, the visual clues provided by
Stevens' installation stimulate a discussion on certain
issues surrounding First Nations education revealed within
the literature. The injustice of colonial assimilative

schooling for Indigenous children. highlighted in both in
Stevens' art work and the literature. is elaborated upon
first in a brief historical review of colonial assimilative
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Fig. 5

C . Yaxx Stevens (1998). I f These Walls Could Talk.

Photographed by Gerard Curtis: Courtesy of
Exhibition: Reservation X : The Power of Place in
Aboriginal Contem~orarvA r t . (1998). Canadian Yuseum
of Civilization, Ottawa.

schooling. This is followed by a description of various
discontinuities in language. culture and power within the

goals and attributes of assimilative education uncovered by
researchers. The reactions of resistance, alienation and
distrust by First Nations people are. subsequently.
elucidated: along with the diversity of opinions about, and
poor monitoring of, retention and achievement. A sub-section
exposing the role of colonial assimilative schooling on
language shift then ensues. In the two final chapter
sections, the content within Stevens' art work is seen,
alternatively, to point towards the struggle for Xndigenous
self-determination and control over education. as well as the
development of diverse bilingual/bicultural programs.

Colonial Assimilative Schooling
Stevens' installation, ' I f These Walls Could Talk'
(1998). is comprised of two replicated environments. On one

side is a typical residential school classroom arrangement
with desks separated and facing the blackboard on which the

names of class members are written in English: on the other
(of which a reproduction is unfortunately unavailable), a
long table represents communal mealtimes where stories were
shared in an outdoor setting. The table is covered with

onions and surrounded by trees with birds singing and human
voices talking in the background, Whereas the communal
mealtime environment within Stevens' installation embodies
the integrated. interactional approaches of Indigenous
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teaching and learning, the classroom setting exemplifies the

goals and attributes of Western colonial schooling for Native
children.

The Canadian government and Christian churches made
successive attempts towards assimilating Indigenous children
into the larger Canadian society. When the largely voluntary
missionary day schools of the nineteenth century failed to

achieve this goal, because the Indigenous people who attended
them remained in contact with their own culture (Petrone,
1983). the federal government adopted the .American policy of

removing children from their home culture and placing them in
residential schools where they could be indoctrinated into
the canons and ways of Western society (Barman, Hebert and
YcCaskill. 1986).
Attendance at industrial and residential schools was
enforced. Indigenous children were placed into an alien

residential school environment where teachers attempted to
change their language, religion, behaviour, and dress. Only
basic education and Christian religious instruction, along

with agricultural, craft and domestic training, were offered.
The curriculum, therefore, was oriented towards preparing

Indigenous youth for entrance into the lower rungs of the
Larger Canadian society

(Barman, Hebert and McCaskill. 1986:

English. 1990)Contrary to government ambitions, however, Indigenous
people returned to their home communities as leaders or began

to compete in the larger Canadian industrial marketplace
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(Barman, Hebert and McCaskill, 1986). This unexpected outcome
led to a new federal policy of reduced funding and a
s i m p l i f i e d basic curriculum useful for students when they

returned to their home reserves, making conditions within
residential schools even more unbearable for Indigenous youth
(Barman, Hebert and McCaskill, 1986).

The starkness of the classroom in Stevenst installation
suggests the total lack of physical, emotional, intellectual
and spiritual comfort p r o v i d e d for Indigenous children in
these institutions. Yany children died because of the poor
diet and sanitation within their walls (Barman, Hebert and
XcCaskill, 1986; Pettit, 1997). The clock on the wall,
permanently stopped at a few minutes to three. alludes to the
boring routines and irrelevant curriculum (described in
detail by Pettit (19971). which the children were forced to

endure.
Recognition by the Canadian government of the neglect,
gross discrimination and unequal treatment of Indigenous

people in its educational policy and practice, however, only
began to emerge after World War Two (Coates and Persson,
1986). The academic literacies required for success within.

North American culture, therefore, were not offered to Native
children until the Canadian government amended the Indian Act
and initiated integrated schooling in the 1950s. First
Nations youth were then able to attend the public and private
schools of the larger Canadian society in a new form of
assimilative schooling.

38

Discontinuities in Language, Culture and Power

The contrasting home/school environments within Stevens'
installation reveal the many cultural and discourse
differences which Indigenous children encountered when they
were coerced into residential schools or attended day or
integrated schools ( c . f . Scollon and Scollon, 1981). The most
obvious linguistic inequality alluded to within her art work

is the use of English for writing the names of the students
on the blackboard. This recalls how Indigenous children were
forbidden to speak their own language in these schools under
threat of punishment (Pettit, 1996; English, 1990). It also
reveals how many First Nations children have had to learn
mainstream content through the medium of English as a second
language or dialect in submersive English/French programs,
e - g . , programs which

have instruction only in these majority

languages and cultures (Heit and Blair, 1993). Such programs
"show bad results all over the world, [and] assimilate the
children as they prevent them from getting a good education"

(Skutnabb-Kangas, 1981: 128). Their goal is for First Nations
children to give up their language and culture and become
part of mainstream society through a deliberate denial of
equal treatment. Student acquisition of, or proficiency in,

their first language or dialect, required for successful

learning through their first or second language (c.f. Feurer,
1993; Cummins, 1995). is denied.

In submersive Englisb/French language programs,
Indigenous language speakers have to negotiate a new language
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and cultural world through unfamiliar symbolic systems ( e . g .
"the forms by which we represent our worlds to ourselves and
to each other, and the forms which shape our perception of
those worldsn such as spoken and written language, gestures,
signs [Chambers and Walker, 1991: 11). Reading and writing,
for example, have frequently not been an extensive part of
Indigenous home life (MacKay and Myles. 1995), either in
English, French, or the Indigenous language. Even when
children are familiar with written forms of their Indigenous
language. the orthography used is frequently syllabics and

not roman numerals. Transferring their writing skills into
English. therefore, is complicated by having to learn a new
orthography. Although other functions in both Indigenous and
English languages are emerging, reading and writing, if
present, are typically limited to personal correspondence and
church scripts in the Eu'ative language ( c - f . Shearwood, 1987).
School work can be difficult and frustrating for
children who have not been exposed to academic symbolic

literacies. If. in addition, they are taught through a second
language or dialect, they may be unable to express themselves
fully. have difficulty associating written with oral symbols,

and fail to grasp the concepts being taught (Larson and
Davis. 1981). Reading can become an exercise in decoding

rather than deriving meaning from text (Larson and Davis,
1981)- Children may feel that their own language is not
valued, that school literacies are the only route to economic

and academic success. and be demoralized when they encounter
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problems, particularly when some of their peers are more
familiar with the school's symbolic systems (Larson and

Davis, 1981). Minority children who succeed in school may
think that everyone is capable of doing the same, thus
alienating and indirectly placing the blame for failure on

those children who are less successful (Skutnabb-Kangas,
1984).

To add to these learners' difficulties, mainstream
teacher-led classrooms (symbolized by the teacher's chair
facing the students within Stevens' installation) typically

allow for only one or two word responses from students and,
therefore, provide few opportunities for extended language

use (Goodlad, 1984). The types of questions students are used
to answering at home may be quite different from those they

are expected to respond to in school (Heath, 1983). Cohesion
in discourse may differ from that expected and evaluated in

literary forms of speech and writing (Collins, 1986).
Further. the literary styles of explanation expected for oral
and written tasks in academic school s u b j e c t s may be

perceived as redundant or obvious to students whose oral
style of discourse assumes a shared common knowledge

(Bernstein in Hymes, 1974)- Teachers may, consequently, gear
questions to the perceived level of their students (Wells.
1986) or simplify tasks (MacKay and Myles, 1995) instead of

providing them with the skills and experiences they need to
answer complex school type questions. Even when students are
able to converse fluently in English they may not be able to
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function well in academic subjects and be misdiagnosed as
cognitively and linguistically deficient (Roessingh, 1995).
These subtle forms of discourse dissonance adversely affect
student attendance and achievement.
Discontinuities extending beyond differences in language

and discourse, such as values and participation structures
(c-f.Philips, 1974; Erickson & Mohatt, 1982), are also
inferred in I f These Walls Could Talk. In this work,
participants are made aware of the informality,
egalitarianism and flexibility of certain Indigenous communal
outdoor environments. compared with the formality, hierarchy

and rigidity of the residential school setting. The
importance of the natural world and natural order within
Indigenous life and spirituality is contrasted with the
Western focus towards controlling nature and structuring time
represented by the clock on the wall. The Indigenous
community values of sharing, generosity. and collaboration
represented by the communal table contrast starkly with the
Western socioeconomic values of individualism, power and
competition represented by the isolated student desks facing
the teacher's chair. the symbol of authority.
The potential for miscommunication between students and
teachers because of all such discontinuities between home and
school cultures is clearly articulated in Stevenst
installation. Concern over miscommunication has been explored
by a number of researchers (Erickson & Mohatt, 1982: Heath.

1983; Yacias, 1987: Philips, 1983; Spindler. 1982), who
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reveal that educators who are unfamiliar w i t h t h e discourse
norms of the children they teach are less able to connect
"the known experiences of the children themselves with the
content of the curriculumn (Corson, 1992: 4 7 2 ) . The
miscommunication that results from this unfamiliarity leads
to missassessment of student ability by teachers (Corson,
1992). In addition, people unacquainted with the verbal and

non-verbal expectations of school interactional contexts
become less willing to participate in them (Gumperz, 1977).
These factors create conflict which adversely affects
children's school attendance and achievement (Macias, 1987),
as well as success in the larger society (Gumperz, 1976).

Resistance, Alienation and D i s t r u s t

Despite these difficulties, Indigenous people. notably
women like C. Yaxx Stevens, have become highly successful

members of both Indigenous and larger societies. Some
minority groups, correspondingly. appear more successful in
adapting to Western school culture. Immigrant minorities are
frequently more successful than non-immigrant minorities,
even though they have similar linguistic, cultural and

structural barriers to overcome (Ogbu, 1991). Indigenous
peoples, like other minority groups, are subjected to
discrimination, oppression, and colonization by a dominant
society. Their historical experiences, attitudes. knowledge
of how to succeed, and understandings of "the workings of the

larger society and of their place as minorities in that
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working order," however, shape the ways in which they adapt
to the school (Ogbu, 1991: 8 ) . as explained within this

chapter section.
Within their own homeland, First Nations people have
been coerced and subordinated into minority membership within

a dominant North American society, Western schooling for
Native people, as so far discussed, has been characterized by
the imposition of Western philosophies, methodologies, media.

and content (Hampton, 1993). This form of schooling has done
little to include Indigenous culture (histories, worldviews,

interactional styles, languages) within its matrix except as
unintegrated, marginalized subject matter (Corson, 1992) or a
motivational ploy (Giroux, 1988). The books on the desks in
Stevens' installation symbolize this p o i n t - They contain the
family history of the artist, yet are sealed in varnish,
unable to b e opened or read. The potential for including the
histories and cultures of the students within the classroom
is thus tragically revealed yet denied.
Such oppression and involuntary membership contributes to
perceptions of permanent discrimination, negative views of
mobility, and feelings of never being truly accepted w i t h the
larger society (Ogbu (1991). Rather than viewing school as a
place to overcome linguistic and cultural differences,
involuntary minority groups (like First Nations) may see the
differences themselves as "symbols of identity to be
maintainedw (Ogbu, 1991: 1 5 ) - Resistance to schooling i s
created which can involve retaliation, revolt, or
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deliberately planned refusal to follow mainstream
expectations (Hesch, 1996). Alternately, more passive forms
of resistance become established, such as non-participation,

ambivalence (MacKay and Myles, 1995) or keeping information
secret from outsiders (McCaskill, 1987).
Crossing over cultural boundaries, like success in
school, can become threatening to an involuntary minority's
collective identity and b e discouraged b y the use of peer
pressure (ostracism and criticism) or a fear of not being
accepted by peers ( e . g . "affective dissonancew) (De Vos,
1978). Children, as a result, become torn between success in

the majority society and association with their Indigenous
cultures (Haig-Brown, 1995). Dominant group members and
institutions are not trusted and school practices become an
imposition of the dominant culture (Ogbu, 1991). In some
communities, members obtain successful positions such as
tribal leadership with very little formal schooling (Kramer.
1991). These conditions mean that personal incentive and

family/community emphasis is lessened toward success in
school. In turn, the community's knowledge of how to succeed
in formal education remains limited.
Resistance, alienation and distrust, therefore,
characterize many Indigenous perceptions of assimilative
colonial schooling. These diverse perceptions are captured
within Stevens' installation - recorded voices of the
artist's family and friends emanate from speakers in the
walls of the classroom. These voices create awareness of the
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complexity of opinions and reactions to the oppressive
assimilative schooling which has become part of the history
and identity of First Nations people.

Retention and Achievement
A diversity of opinions, ranging from a focus on school

related to socio-economic factors, also characterizes the
literature surrounding retention and achievement in First
Nations schools. These opinions, as well as the inadequate
monitoring of student attendance and achievement within
reserve schools, are examined in detail within this n e x t
section.
1. Diverse Opinions
A

diversity of opinions have been voiced within the

research on the retention and achievement of First Nations
students. Students, parents, and teachers often have
conflicting perspectives on the reasons why students withdrab
from or achieve poorly at school (MacKay and Yyles, 1995).
Parents frequently state that they feel alienated from the
school because professionally trained experts hold the role

of educating their children. They feel intimidated,
ambivalent and/or excluded from how their children are
taught. This situation is "exacerbated by the parents' own

negative experiences of school" (MacKay and Yyles. 1995: 166)
and fears of their children leaving home to obtain employment
outside the community- School communication tends to be one
way (teachers to parents), negative (dealing with student
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difficulties instead of successes), or not understood.
Teachers are often insensitive or unaware of these parental
concerns, as well as the many language and culture
difficulties students face in formal schooling.
A

dichotomy in perspective is also apparent within the

research. Although a combination of socio-economic and school
related factors are usually found, scholars in the past
focused more on the socio-economic factors of Indigenous
peoples. A report completed for the Northland School Division
in Northern Alberta by Swift et Al. (1975). for example,
considered school related reasons a factor in student
achievement, but placed blame for poor attendance
significantly on lack of parental support. The authors state
that student learning of English and academic content in
school was hampered by a variety of factors, the majority of
which favoured Western educational practice, e . g . :

little or

no reading, writing or speaking of English at home: poor
attendance; little teacher/student discussion: personal.
social, cultural, ~ n deconomic home circumstances which were
not supportive of the school. They note that there was little
if any adaptation of the Alberta Curriculum to the children

lives. Teaching staff were overworked. inappropriately
assigned, had no training in cross-cultural education. and.
consequently, often left for jobs elsewhere. In addition.
materials appLicable to life in northern communities, and
Native language and culture in general. were lacking.
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This report contradicts a study undertaken in the same
area by McCarthy (1971), which revealed that two thirds of
Native students who dropped out blamed the school* Like

McCarthy (1971), A r d y Sixkiller Clarke (1994) considers the
school as the primary site for creating and perpetuating
conditions for student failure and withdrawal. He declares
that it is not children's 'deficitsl(e.grpoor English
language skills, dysfunctional homelife, poverty, cultural
differences) which are at fault, but rather inability,
insensitivity, and discrimination by teachers to the cultural
values and concerns of students. Clarke describes how
children encounter a series of negative interactions with
teachers who, in turn, reduce their expectations and focus
blame for poor achievement on the children and their
homelife. Consequently, the children's self-esteem is
lowered, leading to skipping school, substance abuse,
succumbing to peer pressure, and premature sex.
YacKay and H y l e s ' ( 1 9 9 5 ) work on Aboriginal retention

and drop out rates in Ontario, adds credence to the greater

involvement of t h e school in contributing to Indigenous
student withdrawal. These researchers uncover a broad
spectrum of factors including: lack of teacher training in.
or understanding and support of, student language

difficulties; teacher inability to motivate students;
students falling behind or being kept back one or more

grades; poor home-school and teacher-parent communication;
friends who have dropped out; too many pointless lessons and

school rules that bear little relevance to the children's

lives or Native culture; discrimination; and culture shock
associated with leaving the home community to attend s c h o o l -

This complexity of individual viewpoints suggests that,
in most cases, a combination of socio-economic and schoolrelated factors might be found for student withdrawal and
poor achievement.
11. Monitoring
Any attempt at improving retention and achievement for
First Nations youth, then, would require some kind of

monitoring. yet for reserve schools this is virtually
nonexistent. The only records kept by the Department of
Indian and Northern Affairs are nominal rolls for the purpose

of funding (MacKay & Yyles, 1995); a fact mirrored by the
names Listed on the blackboard in Stevens' installation. In

addition. few First Yations monitor student progress or
attendance (MacKay & Yyles, 1995).
The Little Red River Board of Education has begun to

retain retention, graduation and achievement records for the
past few years, but only minimal information from Jean
Baptiste Sewepagaham ( J . B . S . ) School is available from the
Nation (Fig.

4)-

Further relevant statistics cannot be

obtained from Alberta Education as they are not responsible
for federally funded schools. It is, therefore, difficult to

state whether there has been any increase in retention or
achievement within the Nation's schools, except to say that
they have been stressed as concerns within the Board of
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Education's Educational Policy/Philosophy. Attendance rates,

as recalled by the author, varied between classes, but
normally ranged between 60 and 75% in J .B.S. School,

Achievement on standardized and teacher made tests were
generally perceived by teachers in the school as lower on

average than results obtained in most classes within the
larger society.
Such figures relating to Aboriginal retention and
achievement, nevertheless, do not provide insight into the
individual, institutional and sociocultural related reasons
behind low student retention and achievement (c.f. YacKay and

Yyles, 1995; Cuellar

&

Cuellar, 1991). Further research into

such reasons for individual cases and specific educational
contexts is clearly required.

Language S h i f t

The colonial assimilative schooling depicted in Stevens'
installation has resulted, not only in poor retention and
achievement, but in language shift from Indigenous to English
and French languages (Hansegard, 1972; Fishman, 1991).

Indigenous languages are rapidly declining in use across

.

Canada. "Among all Canadian Indigenous peoples, 36 percent of
persons over 15 and 13 percent of school-age children speak
their indigenous language, a dramatic shift from fifteen
years ago when over half of Indigenous children entered

school with native language fluency" (Freeman et al., 1994:
4). Cree, along with Ojibwe and Inuktitut, is thought to have
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sufficient speakers to exist as a thriving community language

(Hughes, 1990). The literature dealing with the overwhelming
shift in the use of Indigenous languages is explored in more
detail within this section.

One of the most obvious reasons for the decline of
Indigenous languages is integral to Stevens' installation. As
observers leave the work they become aware of being
"surrounded by English" (Freda Ahenakew, 1996). It is the

language of economic markets, academia, government,
employment off and on many reserves. and o f electronic media
with its subtle assimilative transnational imagery (Wilson &

Dissanayake, 1996) and promotion of global cultures
(Yoshimoto, 1996). This obvious inequality in language use

points to the lack o f power accorded to Indigenous languages
and educational programs in Canada. Indigenous languages do
not have official-language status (Corson, 1996). Funding and

the provision of technical assistance f o r appropriate
r e s o u r c e s and programs i s dependent upon F i r s t Nations

adopting and utilizing dominant institutional frameworks and

guidelines (West, 1995). which are totally inadequate for
Indigenous first and s e c o n d language and culture programs. as

well as English second language programs ( H e b e r t . L994:
Corsoa, 1996). Except for Q u e b e c , adequate funding and

resources for teacher training, curriculum development.

linguistic research, and community involvement are totally
i n s u f f i c i e n t for elevating Native languages to equal status

(Shkilnyk, 1986). English or French academic literacy skills
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are mandated through provincial standards for success in
school.
Within Alberta, Cree second language programs (1989,
1990) have been developed by the Department of Education, b u t

these offer little challenge to students who speak Cree as a
first language. They encourage local adaptation, but
stipulate the upholding of provincial standards. There is
little incentive offered for teaching in or through an

Indigenous language, unlike the monetary bonus offered in New
Zealand for teaching Maori. Provincial policy on language
teaching, moreover, places priority on English, followed by
French. and then minority languages. Indigenous language
teachers are not credited with teaching experience if they
teach a Native language full-time, and students, in turn, can
obtain high school credit for Native language courses only if
taught by fully certified teachers (Shkilnyk, 1986).

This situation is compounded because Little effort is

being made in local education to address Indigenous language
Loss (Kirkness and Selkirk Bowman, 1992). partially due to
community awareness of language loss often being discovered
too late to maintain it (McAlpine and Herodier, 1994). In

addition, language projects have to "compete with other,
usually more pressing priorities like health care, housing,
schooling and economic developmentn (Crawford, 1994: 8 ) .
Parents are too busy trying to look after their families to
worry about language loss (Freda Ahenakew, 1996).

Many First Nations children, consequently, have lost
"touch with who they are, where they come from, and what
place there might be for them in the contemporary world"
(Corson, 1996: 97). Communication between generations has
been undermined (English, 1990) and Indigenous symbolic
literacies and systems of meaning have been eroded and
destroyed (Battiste, 1986: Archibald, 1993: Grant, 1988),
resulting in personal and community demoralization (Royal
Commission on Aboriginal Peoples, 1996), and a decline in
higher level thinking and language proficiency in both Native
and non-Native languages.
X

new era of First Nations control of education,

however, has begun due to the impetus for self-determination

which remained an undercurrent within Indigenous communities.
This era holds potential for addressing Indigenous language

loss- Its beginnings and characteristics are traced in the
following chapter section,

Self-Determination and Control over Education
During the middle of this century resistance against
colonial assimilative schooling led to the development of
Indigenous political organizations throughout the world. By
the end of the 1960s. the Indian Association of Alberta

(founded in

1944).

the Federation of the Saskatchewan Indians

and the National Indian Brotherhood had been established,
inspiring greater interest in self-determination and the
struggle for Indigenous rights within Canada- Such political

activism led to a change in federal government and church
policy with regards the education of Native youth. Although

the Canadian government introduced integrated education as a

new form of assimilative schooling after their initiation of
the Hawthorne report in 1966-67, Native self-reliance was
encouraged. Christian churches became more concerned about
assisting and working with Native people (Barman, Hebert and
YcCaskill, 1986).
Yomenturn for Indigenous self-determination and increased
control over education, however, rapidly increased after the
presentation of the Liberal government's White Paper in 1969.
Indigenous people overwhelmingly opposed this paper's a t t e m p t
at eradicating First Nations culture and removing federal
responsibility for past injustices (Barman, Hebert and
YcCaskill, 1986). The continued imposition of colonial
education upon First Nations people led to the local band
take over of the Blue Quills School, Alberta, in 1971
(Persson. 1986). After this success, other First Nation bands
commenced efforts towards control over education, bringing
about the withdrawal of the White Paper and the ceasing of
cultural assimilation as official government policy (Barman.
Hebert and YcCaskill, 1986). The National Indian Brotherhood
formulated a position paper in 1972. deLineating parental
responsibility and local control as the foundation for First
Nations education, which was accepted by the federal
government as national policy in 1973.

54

The Development of Indigenous Language and Culture Programs

The federal government, subsequently, commenced funding
for cultural and education training centres. Diverse
bilingual educational programs were developed within First
Nations based on the National Indian Brotherhood's guidelines

of responsibility and focal control. Bilingualism became the

educational goal for many Indigenous collectives. First

Nations children were to succeed within formal schooling and
strengthen their Indigenous languages and cultures. As
bilingual speakers they would be "able to function in two (or
more) languages, either i n monolingual or bilingual

communities, in accordance with the sociocultural demands
made by (their] communicative and cognitive competence by

these communities or by [themselves], at the same level as

native speakers. and . . . [ be] ... able positively to identify
with both (or all) language groups [and cultures], or parts
of themn (Skuttnabb-Kangas, 1994: 90).

Until the recent move towards multiculturalism by the
Canadian government, however, language courses formed the
only Indigenous component within formal schooling. Technical

structuralist-behaviourist models of language learning,
typical of past English and French language education. were

utilized (Hebert, 1994)- Their emphasis on linguistics and
grammar, and the preservation of Native languages, doing
little to encourage the continuance o f Indigenous languages

as functional community languages, a desire expressed within

the Little Red River Board o f Education Policy/Philosophy.
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Elements of Indigenous cultural content were gradually
introduced, but these focused on the transmission of past
Native cultures thus not promoting Indigenous cultures as
viable, dynamic and contemporary. Indigenous language and
culture programs were still plagued with the methodologies
and perspectives of Western society.
Indigenous Cultural Survival Schools (McCaskill, 1987)
emerged and First Nations people became involved in the
production of Indigenous content within Western curricula
( c . f . the Sacred Circle Project [Vernon, 19871). !!lost

commonly, however, the Indigenous language and culture was
included as a subject within educational programs- This is
the case for the Little Red River Cree Nation, as well as the

Zhahti Koe Slavey Language Program developed by the Dene in
the N-W.T. (Blondin, 1989)- In other programs the Indigenous

language and culture became the foundation for pre-school
and/or primary curricula in a transitional or triangle

approach. Within this approach children are immersed in the
Indigenous language and culture during their formative years
in order to provide a strong linguistic and cultural base.
The language and culture of the dominant society is then

introduced within certain subjects, until the Indigenous
language and culture are taken only as a subject- The goal of
transitional programs, therefore, is towards soft
assimilation within the larger society. The North Baffin
Katavik Inuit Program (Stairs, 1988). the Cree Way approach
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at Waskaganish (Feurer, 1993). and the Navajo program at
Rough Rock (Dick and McCarty, 1994) are of this nature.
Within some of these programs movement is being made
away from the educational models of colonial domination and
assimilation of the past, towards transformational approaches
which "are culturally, linguistically, and philosophically
relevant and empoweringn (Battiste, 1995). Wholistic
approaches are being utilized which incorporate Indigenous
philosophies, ways of interacting, languages and content,
c.f. the North Baffin Inuit Katavik School Program (Stairs,

1995), some Mohawk community schools (Stairs, 1994), the
Navajo Rough Rock School Program (Benally, 1994), the Ojibway
'N'ungosuk program (Fleras, 1993), and the Aboriginal two-way
schooling in Australia (Harris. 1990). These appear to offer
greater possibilities for the continuance of Indigenous
languages and cultures.

The highly successful Te Kohanga Reo (or 'Language
Nests')

in New Zealand provides an exceptional example of the

linguistic and cultural renewal that can be achieved through
the use of such an wholistic conception. Te Kohanga Reo,

however, developed from a grassroots community movement with
a deep commitment to Maori language and culture and 3aori
educational rights (Farquhar and Laws. 1991). This commitment
induced the financial, political and jurisdictional support
of the dominant society which recognized its responsibility
towards developing a culturally appropriate education system
with the Maori (Broad, 1994).
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Most First Nations educational initiatives in Canada.
however, often lack both the unified community will and the
government support required to successfully develop their
educational programs (Fleras. 1993). The only exception

appears to be Quebec, where government support and First
Nations control of education have led to the development of
Indigenous language programs which have increased the quality
of education for many First Nations people, and reversed the
trend towards language loss (Shkilnyk. 1986).

As this literature review expounds, assimilative

educational models have formed the basis of past formal
schooling for First Nations children. C. Yaxx Stevens'
installation encourages reflection on the diverse reactions
of First Nations People for whom such education has become a

part of their personal history and identity. Many Indigenous
children, like the participants in Stevens' installation,
have had to cross over into the control, authority and
hierarchy of formal schooling. They have been subjected to
colonial domination which sought to eradicate their language

and culture.
This has resulted in discontinuities in language.
culture and power between the goals and attributes of
assimilative education and those of Indigenous education
which, in turn. has led to missassessment of Indigenous
students' abilities. Further repercussions of colonial
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domination have included reactions of resistance, alienation
and distrust by First Nations people; poor retention and
achievement rates for First Nations students; and language
shift into English and French, resulting in demoralization
and identity crises within Indigenous people and communities.

The self-determination of First Nations people, on the
other hand, has enabled them to regain some control over the
education of their youth, Early attempts to introduce

indigenous languages and cultures within formal schooling,
however, were based on structuralist linguistic study and its
preoccupation with linguistic structure/grammar, as well as

the recording and preserving of Indigenous languages and
cultural knowledge. They were still entrapped within the
goals and aspirations of the larger Canadian society.

First Nations educators and scholars are currently
seeking alternatives to the assimilative education of the
past, They are exploring the use of transformative

educational models, discussed in detail within the next

chapter, as a means of maintaining/reconstructing Indigenous

languages and cultures, Lack of support from members of the

larger society and the diverse opinions and experiences of.
Indigenous people may make this shifting of paradigms within
educational programs a considerable challenge. The many
voices within Stevens' art work will need to be heard, the

wounds of past assimilative schooling healed. and an
appropriate model of education found for each First Nations

community.

STRATA AND ROUTES:

--

CULTURAL IDENTITY AND TRANSFORMATIVE

EDUCATIONAL MODELS
Introduction

Themes explored

by

First Nations artists often parallel

those investigated by scholars in Indigenous education. Mary
Longman's sculptural installation, S t r a t a and Routes ( 1 9 9 8 )
( F i g . 6). for example, examines the complexity and diversity

of collective and personal identities and not only how they
are shaped by the environment, but also change the world.
Cultural and personal identities within her work are
presented as dynamic, fluid and adaptable: a quite different
conception from past bounded and stable structuralist
notions.
Certain First Nations and non-Native scholars and
educators similarly v i e w cultural and personal identities in
more realistic terms. Individuals, they believe, retain a
sense of cultural identity while accommodating the neh by

procuring concepts, "[reworking] them for their own purposes

and [integrating] them into their own models of meaningn
(Stairs, 1994b: 167). People add skills to t h e i r "primary
cultural make-up, rather than displace itw in an
accumulative. reconstructive process (Harris, 1990: 1). These
scholars, as a result, are interested in transformative
approaches to education which promote social action and

change. They wish to address the lack of consideration
towards bicultural theory and Indigenous identity formation
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Fig. 6

Mary Longman. (1998). S t r a t a and Routes. Photographed
b y Gerard Curtis; Courtesy of Exhibition: Reservation
X : The Power of Place in Aboriginal Contem~orarv Art,
(1998). Museum of Civilization. O t t a w a -

evident within previous bilingual/bicultural programs
(Harris, 1 9 9 4 ) .

The paradigmatic shift involved in implementing the
transformative education required for ensuring the
revitalization of Indigenous languages and cultures, however,
often creates diverse and often conflicting perspectives
within First Nations. Indigenous communities currently
wishing to develop their educational programs often face a
major question: how much should transformational education be
based

on Indigenous philosophies, methodologies, and

languages; and how much should it draw from Eurocentric
models in order to offer diverse options for First Nations
youth?
With this question in mind, the nuances and potential of

three transformative educational models (segregationist,
postmodern, and culturally negotiation) for improving the
retention. achievement. Indigenous language use and cultural
identity of First Xations youth are explored in this chapter
with reference to Longman's Strata and Routes and the art
work of other Indigenous artists. In the first section,
segregationist approaches are scrutinized in light of the
difficulties of 'inbetweenness' and negotiation encountered
in the Indigenous postcolonial role. The potential for

delivering a new form of assimilative schooling is then
disclosed in a section discussing postmodern educational
models. Following this, culturally negotiated education is
presented as a more realistic approach to Indigenous program

development and pedagogy, particularly for the Little Red
River Cree Nation. The shortcomings of this approach are

revealed in the final part of this chapter, which suggests,
in turn, that the cultural metamorphosis of Indigenous
schooling may embrace a more appropriate ideology for this
Nation.

Roots, Symbols and Ideals
I . Education for Cultural Segregation

Roots form the primary element within 3ary Longman's
installation Strata and Routes. This work combines two tree
trunks. one with its roots extending from the ground and the
other with its roots reaching out into the air. Both,
however, are "shaped by the rockn in which they grew
(Longman, 1998: 10).
Scholars advocating segregationist approaches to
Indigenous education likewise recognize the importance of the
environment, or rock, in shaping Indigenous identities. e . g .
the metaphorical trees within Longman's installation. They
seek to reinforce the roots, symbols and ideals found in

deeper levels of meaning embodied within Native philosophies.
spirituality, values, traditions, and ways of living.
Bicultural/bilingual education, they feel, should be viewed

from Indigenous, rather than Western perspectives (Battiste.
1986; Haskegon-Iskwew, 1996). Native language and culture

should form the basis of pedagogy itself in order to include
Aboriginal children within school practice (Leavitt, 1993)

63

and securely anchor children's Indigenous cultural
identities. Providing a firm foundation in Indigenous culture
will help prepare youth for life in First Nations and larger
societies, while preventing cognitive assimilation into the
latter (Battiste, 1986). Indigenous and Western cultures are
considered as essentially incompatible. First Nations and
Western people are perceived as viewing the world from
different angles, and unable to fully understand each other
(Hampton, 1993).
Perhaps the most notable research pertaining to this
orientation towards First Yations education is that of Eber
Hampton (1993). His standards towards a theoretical framework
for a self-determined Indigenous education based entirely on
models of education structured by Indigenous cultures
(entitled "Indian Education Sui Generis") has provided
inspiration for other scholars ( e - g . YacIvor, 1995). These
standards reinforce Indigenous cultural domains, whose
separation from those of the Western world has been thought,
by other theorists, as the only route for ensuring certain

forms of Indigenous cultural maintenance, as well as academic
success ( c - f . Harris, 1990)- They embody the necessity for
people. subjectively. to have "roots, symbols and ideals,"
and to retain and fight for aspects of their past (Harris,

1994: 146).
Within segregationist models, Indigenous philosophical
and ideological roots are seen to underlie all aspects of

communication within First Nations cultures (Little Bear,
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1994; Hampton, 1993: Couture, 1985; Battiste, 1986;
Armstrong, 1987). Indigenous worldviews, values, and beliefs
are perceived as manifested in Indigenous symbolic systems
(Battiste. 1993): in the grammatical structure of language
(Moonhawk Alford. 1992: Heit and Blair, 1993: Armstrong,
1994); in Medicine Wheel teachings (Battiste. 1993); and in

forms of orality (Archibald, 1993). They are seen to be
imbued within everyday interactions (Stairs, 1994a), as well
as ways of organizing ideas (Leavitt. 1993) and relating to

the environment (Snively, 1990: Little Bear, 1994).

Icdigenous ways of thinking (Archibald. 1993) are thought to
be

incorporated within content (Hesch, 1995) and teaching

methodologies (Hampton, 1993; Hesch, 1995). Furthermore,
Indigenous languages are not totally translatable into
English (Maskegon-Iskwew,1995).
These roots, symbols and ideals are considered essential
for linking past. present, and future Indigenous identities

(Hampton, 1993) and rewriting history from First Xations
perspectives. They are considered necessary for providing
culturally relevant Indigenous programs, pedagogies, and
teaching ideologies in schools (Hesch. 1995). In turn, such
roots, symbols and ideals can provide the strength and
vitality needed for combating the hostile content, practice,

structure and personnel of Western education, which purports
to be culturally neutral (Hampton. 1993). They can facilitate
the creation/maintenance of paths of resistance. important
for sustaining First Nations identity against postmodern

conglomerating influences (Dirlik, 1994) and approaches to
pedagogy (Maskegon-Iskwew, 1995). They are, likewise, crucial
for combating First Nations exclusion from the domains of the
larger society and presenting a collective voice to the
Canadian government.
With its oppressive practice, racism, ethnocentrism, and
institutionalized cultural hegemony (Hesch, 1996), Western
education has failed First Nations people (Hampton, 1993).
The passive transmission of past cultural knowledge to
younger generations, typical of structuralist orientations
( a s is implied within Little Red River Board of Education

Statement of Philosophy, 1992: and in Alberta Education's
Cree Language and Culture Program, ECS- G.9, 1989). is
inadequate. "Learning about each others culture." as
advocated in m u 1 ticultural and ethnographic and
anthropological approaches to cultural education (e.g. Heath,
1983; Byram, 1991). requires extension towards the social

reconstruction of Western society (Hampton, 1993: 305).
Active engagement with, reflection on. and the constructive
building of, ideas, within a social constructivist approach
to education is to be valued over critical thinking, in order
to include First Nations children in school (Hampton, 1993).
These theorists see the conflict as not one which exists
between Indigenous and non-Indigenous peoples. "but between
that which honours life and that which does not" (Hampton,
1993: 2 9 6 ) . They seek to enhance a self-determined Native

consciousness which enables First Xations children to respect

and live their own culture, as well as respect and
participate fully in the larger society (Hampton, 1993). It
is, however, the antithesis between "dominant society
interests and culture specific hopes [which will present] a
fundamental and inescapable challenge" for Indigenous
education (Couture, 1985: 12).
11. Political, Cultural and Postcolonial Ramifications

The political ramifications of this antithesis,
particularly the existence of First Nations as relatively
powerless minority groups within a larger nation and world
economy, has created a forum for cultural nationalism. This
has promoted distinctiveness rather than unity. and PanIndianism as a nationalizing force, notable particularly in
Elijah Harper's raising of an Eagle feather when voting
against the Yeech Lake Accord at the Hanitoba legislature
( c . f . YacDonald, 1993). It has also led to collective s e l f -

stereotyping and, on occasion, racism in reverse (Pieterse
and Parekh. 1995).
While segregationist orientations affirm First Nations
cultures within and against the Larger society, they also
perpetuate, as a positive political tool, colonial
perceptions of notherness." This stereotyping presents
certain contradictions. Indigenous culture, for example, may
be depicted as inherently spiritual ( c . f . Hampton. 1993),

even though some First Nations people may not share this
perspective of their cultural identity. Likewise, emphasis
may

be placed towards increasing the cultural awareness and
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decolonizing or liberating the minds of non-Indigenous
oppressors, while omitting the idea that there may be a need
to decolonize First Nations people suffering from oppression
( e - g . Hampton, 1993).

This promotes the idea t h a t First

Nations people have essentially never been colonized in
spirit and, therefore, do not require liberation. In a way,
it denies that there were any victims of oppression: yet many

First Nations people have suffered considerable
psychological, spiritual, and physical harm from its effects
and require healing or decolonizing in order to restore their
confidence and pride in themselves and their Indigenous
identity

.

Alternative voices within postcolonial discourse. such
as Yehrez (1991: 2 5 8 ) , focus on decolonizing the imagination.
culturally, psychologically, and politically, of both the
colonizers and the colonized from the complex effects of
colonialism, i.e., liberating the colonized from dependency
and the colonizer "from imperialist, racist perceptions.

representations, and institutions." Critical reflections on
true or false shared images of self, society, culture, and
power are used to seek transcendence from dichotomous
frameworks and boundaries (Native/non-Native,
colonized/decolonized) and open spaces for alternate
culturally pluralistic possibilities (hybridity,
transnationalism). This discourse recognizes that aspects of
colonialism were welcomed and willingly incorporated by
colonized peoples and that liberation may not b e desired by
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all. Despite their colonial associations, formal schooling
and nationhood, for instance. have become integral to
Indigenous education. Postcolonial discourse plays with
perceptions of self and others to "open possibilities for
innovation beyond the logic of opposition-through-imitation"

(Pieterse and Parekh, 1995).
Postcolonials, however, have been accused of using their
bicultural position or "inbetweennessW primarily to describe
the colonized world to the colonizers in Western discourse,

an act which is exclusive in that it takes place primarily in
academic circles, outside First Nations communities (Gray,
1993); and an act which, itself, has the potential of being a

new mechanism of "colonialw intellectualism. The power
postcolonials have found in the pluralist postmodern culture
of the c o l o n i z e r s , as well as back in their colonized
culture, accords them with a great deal of responsibility in
their role as cultural mediatorThe a r t i s t Jimmie Durham, however. adds a twist to

postcolonialism's confinement within Western discourse and
power systems which reflects the exclusionary aspect of
segregationist educational models. In his art work. SelfPortrait (1986) (Fig. 7). English inscriptions, representing
the dominant culture able to see only through its own frame
of reference, are undermined by Durham's use of Cherokee

symbols as "'jokes' any Indian would getw (cited in Shiff,
1992: 79). As stated by Lippard (cited in Shiff, 1992: 79).

"Quietly laughing at White people has long been an Indian

Fig. 7

Jimmie Durham. ( L986) . Self-Portrait. Collection o f
J e a n Fisher- Reproduced i n A r t Journal (1992), 5 1
( 3 ) : 78.
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pastime rarely acknowledged or understood by its targets."
Durham has no desire to explain things to his Western
viewers: 'What I want them to know is that they can't knowtw

(cited in Shiff, 1992: 79). The tables are turned within this
art work: members of the larger North American society have
to learn Indigenous discourse in order to understand and must
recognize their powerlessness, exclusion, and failure to
control.
Scholars advocating education for cultural segregation
then consider an environment based on Indigenous roots,
symbols and ideas as essential for shaping/maintaining
Indigenous identities. Rather than accepting the natural
shaping action of the environment, like the rock which shaped
the trees in tongman's sculptural installation, the rock

itself is to be shaped- The ability of First Mations people
to shape their environment and, therefore, identities,
depends upon the antithesis of their own and larger society
interests. Within this political arena of interests lies the
potential of further stereotyping and excluding members of
First Nations and the larger society.

Postmodern Education: A Route Towards Cultural Assimilation
Postcolonial discourse, like postmodern educational
theory, at first appears to have potential for First Nations

education in its attempt to include multiple worldviews and
'all voices.' Postmodern perspectives, moreover, emphasize
process, continuity, and multiple layers of interpretation

allowing individuals "to move towards truth, to be in a

process of becoming, in a search for self," which appears to
be

in tune with, but not confined to, Aboriginal spiritual

perspectives of life (Hebert, 1994: 40). The world is
perceived " a s an organism rather than a machine, the earth as

a home rather than a functional possession, and persons as
interdependent rather than isolated and independentN
(Slattery, 1995: 19). In addition, postmodern approaches to
pedagogy appear practical for meeting the diverse needs of
First Nations children. Doll (1993), for example, describes
postmodern curriculum as rich, recursive, relational and
rigorous, a vision rather than a model, and a form of
practice which encourages reflective educators to adapt their
teaching to the practicalities of their students'
envi ronment .
Postmodern theorists, however, offer a myriad of
perspectives from which there is little consensus other than
a sense of transcendence beyond modernity (Griffin et al..
1993)- They have been criticized for avoiding responsibility

in their "blind headlong rush to erase and create distance
from the atrocities of the European pastw (Maskegon-Iskwew,
1995: 38) .

While postmodern approaches to pedagogy offer much for
opening spaces for First Nations perspectives within Western
discourse and teaching practice (particularly with their
critiques of Eurocentrism, anthropocentrism, and natural

science investigation), they are limited in their ability to
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include all aspects of being 'Indigenous.' For First Nations
wishing to maintain and encourage the growth of their
language, culture and identity postmodern pedagogies may, due
to their entrapment within Western discourse and practice,
embody a subtle new form of colonialism and weaken rather
than support Indigenous identities. Postmodernism presents us
with a culture of equality and the idea that everyone can

learn from the voices and understandings of others, but
relies largely on English as the medium of discussion based
on the premise "that it is easier to talk about other
people's cultures in English than to learn other peoples'
talkn (Shell. 1993: 119). If worldviews are embodied in

language (Yoonhawk Alford, 1994) and not totally translatable
(Yaskegon-Iskwew,1995). it becomes obvious that the politics
of language diversity within postmodernism are definitely
oriented towards the larger society.
Furthermore, academic deconstructive postmodernism,
parodied for example in Joanne Cardinal Schubert's,
Preservation of a Species: DECONSTRLTCTTVTSTS (This is the

house that Joe built) (1990) (Fig. 8). culminates in

relativism or nihilism and denies the existence of universal
truths which form the foundation of Native spiritual

worldviews (Griffin in Orr, 1992). Correspondingly. critical
deconstructive discourse undermines Native children's
interactions with Elders which are based on gratitude for and
acceptance of Elder guidance and wisdom (Hampton, 1993)-

Deconstruction may lead to a variety of reconstructions,

Fig- 8

Joanne Cardinal Schubert. (L990). Preservation of a
Species: DECONSTRIXTIVISTS (This is t h e house t h a t
J o e b u i l t ) . Reproduced in A r t Journal (1992). 5 1 1 3 1 :
70,
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or forms of constructive postmodernism, which may or may not
be threatening

to a group's collective identity.

Deconstruction may be used to establish or re-establish the
value of set of symbols or ideas for a group of people, as
with Hampton's (1993) segregationist approach to education.
Alternatively, it can be used to appropriate another group's
symbols. While constructive postmodernism centres on creating

a " synthesis of modern and premodern truths and values"
(Griffin in Orr, 1992: Intro), it, therefore, also encounters
the risk of appropriating Indigenous symbols and ideologies

and turning them, in turn, into educational commodities
within the larger society.
The spiritual knowledge of Indigenous peoples, for
example, is of particular interest at present in providing
guidance for the Western world which has lost faith in its
ability to understand the world through the rationality of
the enlightenment (Epes Brown. 1976)- While this is a
complement to the strength and vitality of Indigenous
spirituality, one has to ask the question posed by Bob
Haozous (interviewed by Abbott, 1995: 136) in his recent work
Steelhenae: "Why do you come to Native Americans for your

Yother Earth when you have your own?" Xoreover. constructive
postmodernism's recovery of Indigenous truths and values and
their transformation into new forms, opens u p questions about
who will benefit from their creation and who will be
excluded.
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Epes Brown (1976: 161) suggests that "the great hope for
this (spiritual] search on the part of Indians and nonIndians consists in putting together a truthful and open
dialogue in which no one tries to imitate the other, but
instead everyone will rediscover and confirm the sacred
dimensions of his own traditions." On the other hand. some
non-Native people have in fact appropriated and transmitted
Native cultural knowledge with a sense of honesty and
integrity which has been admired by First Nations people
(Paskievich, 1995). Examples exist, however, of exploitation

and commercialization. which take advantage of those who are
"innocentw in their search for spiritual truth.
Postmodernist approaches to pedagogy then. while they
encourage the sharing of all voices, can also be seen as a
cultural enemy, like their modernist/colonial forebears
(holcott, 1987). They may subtly undermine First Nations
cultures by appropriating Indigenous spirituality and
symbols. Further, their use of deconstruction as a route to
understanding the world may lead to nihilism and alienation.

Culturally Negotiated Schooling
I . An Inclusive Approach
As

an alternative to postmodern and segregstionist

approaches, the concept of culturally negotiated schooling
has recently been proposed as a route for facilitating
Indigenous student success and inclusion within schools
(Mohatt, 1994; Stairs, 1991 & 1994; Lipka, 1 9 9 4 ) . From the
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work of Malinowski

(

1945/196l: 7 3 ) , researchers from this

social constructivist orientation propose that cultures are
constantly evolving and that intercultural exchanges produce

" third cultural realities. Seen from this perspective ,
Indigenous educators use and creatively combine diverse
approaches and processes from both First Nations and Western
cultures in their teaching which serve to include Indigenous
children within school (c.f. Lipka, 1994: Sharp, 1994;
LaFrance, 1994; Freeman and Stairs, 1994) and offer "paths to
cultural survival beyond assimilation, isolation, or anomien
(Stairs, 1994a: 63).
Scholars advocating culturally negotiated schooling
realize that "there is more variation within any single
racial group than between any two different racial groups"
(Krugly-Smolska,1992). They are aware of the advantages of
ethnographic and anthropological research, as well as its
limitations in providing insights into ways in which student
retention, achievement. Cree language and cultural identity
are undermined. They reveal how anthropologists and
ethnographers divide humanity into races, cultures and
nations in order to understand "others": thus creating
dichotomies (modern/traditional, Native/Western,

oppression/resistance), as well as stereotypes (Mohatt,
1994). They contend that "educators have oversimplified

culture with their dichotomous lists of Xative and Western
values, styles of relating, learning styles, teaching styles"
and so on (Mohatt, 1 9 9 4 ) . The description of cultures in
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terms of national or regional differences "stereotype[sj and
anchor[s] perceptions of groups, and perpetuate[s]
'otherness'" (Holliday, 1994: 126) leading to lack of
awareness of the diversity within Indigenous collectives. It
perpetuates stereotypes of First Nations people as primitive,
mystical, savage, noble, culturally doomed, "reticent and
taciturn in their oral communicationw (Fiordo and Violato,
1993). or "right-brain dominant" (Browne, 1990; McShane,
1988) .
As

stated by Calliou (1995: 5 7 ) . such labels perpetuate

racism which limits Indigenous student potential, creates
conflict, and is "physically, emotionally, psychologically,
and spiritually draining for both the sender and the
receiver." The presence of alternate local, hybrid, and
transnational cultural identities (Willinsky, 1996) and the
complex and interactive nature of culture is denied.

Teachers, as a result. may focus in on only local cultural
traits, miss important factors or perceive learner traits
negatively, resulting in a form of micro cultural imperialism
(Holliday, 1994).
Additionally, scholars involved in the cultural
negotiation of Indigenous schooling reveal how ethnographic
research is often "relatively, narrow, behavioural, and
static" (Stairs, 1994b: 155). Even when Indigenous ways of
interacting and using language have been identified by such
research and included in the school, they have proven
effective in some educational contexts, yet faired poorly in
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others (Stairs, 1994b). They have also been shown to be
ineffective in improving student retention and achievement
without community support (Ogbu, 1991).
Likewise, such scholars are aware o f Indigenous self
determination against Western definitions of authenticity and
the ethnologizing of First Nations culture, as seen visually
represented in James Luna's The Artifact Piece (1987) (Fig.
9). In this mixed-media installation and performance piece,

Luna's act o f actually lying down in a glass museum display
case ridicules the whole foundation of Western art criticism,
approaches to culture, and ethnographic research. It has the
disturbing e f f e c t on Non-Native viewers of returning their
gaze, making them examine themselves in their perception of
"others," pointing out how reflection on educational practice
by scholars and educators plays an important role in the

negotiation of Indigenous schooling.
1 1 . Compatibility with the Little Red River Cree Nation?

Behind the concept of culturally negotiated schooling is
an understanding that Indigenous cultures have grown by

negotiating outside elements in diverse

ways.

Cree culture,

like other First Nations cultures, is dynamic, creative,

expressive, and has responded to particular situations in
specialized w a y s to include diverse individual and communal
characteristics (Couture. 1985). Such positive depictions and
realizations of First Nations cultures, and Cree cultural
ingenuity and self-determination in particular, opposes
stereotypical images of Indigenous peoples. It reveals how
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Cree culture has retained its own essence, its own 'skin,' as
astutely stated by Maskegon-Iskwew (1995: 39) in his critical
commentary on the nihilism and lack of substance within

pos tmodernism:
Spirits of the land and the living spirit of time,
everyone learning to talk Indian, everyone learning
to feed on dreamlife, learning to tell stories
stitched across the web of memory and a body bounded
by infinity and uncertainty, not skin.

Embodied within Cree culture is the recognition of the
physical, emotional, intellectual and spiritual realities of

human existence; realities which transcend cultural
boundaries and include all mankind. yet are based on cultural

exchanges. A culturally negotiated approach to Cree education
within the Little Red River Cree Nation could embrace these
realities, or 'skin'.
Culturally negotiated Indigenous education. like Yary
Longman's S t r a t a and Routes (Fig. 6). offers "a realistic
perspective of what community consists o f . what kinds of

identities are there, and the diversity of identitiesw

(Longman, 1996: 10). This would appear to offer a more
theoretically inclusive conception for improving retention,
achievement, language and cultural identity within the Little
Red River Cree Nation. as the diverse opinions and identities
of Nation members may be accommodated.
As

scholars supporting culturally negotiated Indigenous

education recognize that "the negotiation of education is in

fact the negotiation of identity as it evolves through
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interactions of individual and surrounding culture(s) and
between culturesm (Stairs, 1994b: 167). children may be
encouraged to "become members of their tribal community as
well as the world, [and schooling may become] affirming
rather than alienatingw without the dichotomy of either/or
scenerios (Mohatt, 1994: 180). The goals stressed by the
Little Red River Cree Nation's Board of Education in their
Statement of Philosophy ( 1 9 9 7 / 9 8 ) towards maintaining Cree
language and culture, as well as contributing towards the
larger society, may be accommodated within such a
perspective .
On the other hand, as Niezen (1993: 245) points out with

regards cultural administration, negotiating Indigenous
schooling may be an extremely challenging task: "the
differences among genders, generations and those with
different spiritual orientations makes i t difficult to
institutionalize particular customs without alienating or
raising resistance from those with a contrary perception of
the past."

The range of perspectives on language and culture
existing within First Nations like the Little Red River Cree
Nation, for example, may make the development of Indigenous
educational programs a challenging and worthwhile, yet highly
emotional and politically volatile, enterprise. Language
"plays a very complex role in relation to ethnic or national
or racial identityn (Le Page and Tabouret-Keller, 1985: 2 3 8 ) .
Some people feel their Indigenous Language has the capacity

82

to handle the influx of a broad range of English content;
others consider the introduction of non-traditional content a
threat to their Indigenous identity (Foster, 1992). Some
worry about the meanings that will b e lost forever if
Aboriginal languages are allowed to die (Armstrong, 1994;
Freeman, 1 9 9 4 ) . Although First Nations people appreciate the
strong value of Indigenous languages as symbols of identity
(Freeman and Stairs, 1994: 121, many have retained their
cultural identity as Indigenous people even though they have
had little opportunity to learn or maintain their Native
language. They transmit First Nations values and ways of
knowing and appreciating the world through the medium of
English or French (Dickinson, 1 9 9 4 ) , suggesting that, for
some people, Indigenous cultural identity centres around
spirituality and values rather than language. Indigenous
cultural identity can, in fact. remain intact even if
"language, land, blood, leadership, [and] religion" are

radically changed (Clifford, 1988: 338).
Finding meanings and processes which do not alienate
some community members or perpetuate "bureaucratic hegemony
in new formsw is, therefore, essential (Niezen, 1993:

246)-

Language issues, cultural content, ecological and social
relationships, and philosophies all have to be negotiatedBridges have to be built, meanings constructed. and
di fferences between the community and school reduced in order

to create new Indigenous realities. Deep community
participation in the process is required for the success of

83

culturally negotiated schooling, as well as a consideration

of all contexts (classroom/teacher, school/community,
region/education system, and provincial/national) (Stairs,
1994b).

Yet, there is a concern even within a culturally
negotiated approach to Indigenous education. As Mohatt (1994:
181) elucidates, the term 'negotiation' "carries a powerful

connotation of manipulation and treacheryw with regards to
interactions between First Nations and the larger society.
Negotiation has the potential for creating irreconcilable
conflict as well as consensus. Another "word is needed that
speaks to the process that brings community and school
together to create a new realityw (Mohatt, 1994: 181).
Within the perimeters of culturally negotiated
Indigenous schooling, therefore, it a p p e a r s important to
examine oneself in relation to others, to recognize the
complexity of cultural interactions, and to realize that
diverse cultural realities are possible. Developing

educational programs and practice which accommodate the
diversity within First Nations, like the Little Red River
Cree Nation. may prove to be a considerable challenge.

The Cultural Metamorphosis of Indigenous Education
The cultural metamorphosis of Indigenous schooling may
provide a more encompassing view, and embody a culture's more
natural processes of change, of interacting in complex ways
with other cultures and creating, as well as responding to.

the new. The concept of metamorphosis, while one this thesis
seeks to develop, has also been used by First Nations writers
to describe the cultural changes they and other Indigenous
people have experienced. Linda Hogan, for example, writes:

I had watched the amphibious development of the
frog ... It seemed to reflect my own human growing,
the way an egg divides, the pushing out of legs,
how my gill slit in the womb before birth vanished
back into my still-wet skin. Like the frog, my
Grandmother and I lived between the elements, born
to two worlds, Indian and white, And that white
world was one that had come down, for Indian
people, like a wall we were thrown against, a wall
that turned our L i v e s inside out, a wall that broke
the spine of our societies ,.. One of the bare
survivors of this history, lighter-skinned,
broken, I rose out of the forbidden ways, a frog
waking beneath the mud, feeling the vibration of
rain, smelling water, digging out (cited in
Gattuso, 1993: 34.39).
Joy Harjo, similarly, describes how a strong sense of

cultural unity and connection with the past exists within
Native youth cultures while they accommodate the new:

Yet w e were all 'skins' travelling together in an
age of metamorphosis. many of us facing the same

tests of rage, locked grief, alienation. History
still talked to us, still l i v e d , and w e were the
direct evidence of the struggles of our great
-grandparents, though many of us wore bell-bottoms
and Lennon glasses and listened to the psychedelic
music of exploding times- We felt united (cited in
Gattuso, 1993: IS).
The words of these First Nations authors reveal the struggle
and anguish involved in the metamorphosis of culture against
oppressive colonial practice. Yetamorphosis certainly appears
a more apt term for the transformation of First Nations

education often characterized by conflict and struggle ( c - f .
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Haig-Brown, 1995). It invokes an image of conflict as a
positive force, rather than "a personal shortcoming" (HaigBrown, 1995: 262) and recognizes the agency of victims in
transforming their lives.
Creativity could hold primacy over negotiation within a
cultural metamorphosis approach to Indigenous education, as
the former suggests an orientation towards the constructive
building of ideas, whereas the latter connotes the potential
for becoming trapped in disputes. This creativity may extend
beyond Western notions, which typically focus on behavioural
characteristics (e.g. originality, flexibility), to could
include the intuitive, spiritual, and affective processes
(c.f. Irwin & Reynolds, 1994; Abbott, 1994) intrinsic to many
Indigenous cultural transmissions, transactions, and
transformations and First Nations aesthetic constructions.
Crucial to the concept of the cultural metamorphosis of
Indigenous schooling, though, would be the recognition that
First Nations seek, on their

own

terms, to develop and

continue educational theories and practices which include
knowledge of Indigenous and larger society worlds within new
Indigenous identity formations. First Nations, however, must
"have the power to

put

into place that meaning they consider

most critical to the process of schooling" (Mohatt, 1994:
181). As the notion of power based upon individualism may be

disruptive within First Nations, the idea of "responsibility"
on the part of Indigenous and larger Canadian societies and
individuals may provide an alternative more in tune with
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Aboriginal community life. As Mclvor (1991: 82) elucidates
"responsibilityn differs from "powerm: "we don't have one
person speaking for the community and making decisions for
the community without consulting the community."

The cultural metamorphosis of Indigenous schooling would
include the consideration of processes which contribute
towards empowerment and healing, such as reflection,
expression, cleansing, and belonging (c.f. Regnier, 1994

;

McCormick, 1995) within the negotiation of the "what," "how,"

and "why" of curriculum and practice. This may help address
the effects of colonization, as well as social concerns (such
as poverty, alcohol and drug abuse, and family violence)

often neglected, or given a minor place, in curricuhm and
practice. Its aim would be towards the larger goal of seeking
inclusion for a l l children within the school or "balanced
relationships respectful of the life force shared by a l l
entitiesn (Calliou, 1 9 9 3 : 34). As such, it may provide a
route for addressing the educational concerns of the Little
Red River Cree Yation, as well as provide the insights,
knowledge and skills learners require to negotiate and
metamorphose the complex cultural worlds they encounterYary Longman's sculptural installation Strata and Routes

(Fig. 6 ) . with its unifying presentation of the naturally
occurring "complex strands that make up collective and
personal identity

- the diversity

that lies at the heart of a

community" (McMaster, 1998: 9). in a sense embodies the
cultural metamorphosis of Indigenous education. It symbolizes
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the agency of individuals and collectives to shape their
world while including all people, all ' s t r a t a and routesf,

Summary

Postcolonial, poststructural and postmodern thought
opens doors to many personal and collective 'strata and
routes' previously confined within the control, authority and
hierarchy of modernism, structuralism and colonialism. First
Nations youth, however, require transformative educational
programs which enable them to learn about and deal with the
complexity of contemporary life, as well as have the ability
to reconstruct/change their world.

The three transformative educational models critiqued in
this chapter offer various routes for improving First Nations

education. Segregationist educational models present one form
of postcolonial reaction to the colonial domination and

control b y the Western world, yet their perpetuation of
cultural nationalism and adoption of formal schooling both
have European roots. The segregationist focus. while
strengthening the core of Indigenous cultures, may lead to
isolation, stereotyping, racism, and alienation. Indigenous
postcolonial educators, therefore, find themselves caught
inbetween aspects of First Nations and Western histories and

cultures in a difficult mediating r o l e .
Postmodern educational approaches offer many possible
routes for First Xations youth to follow and share some
characteristics with Aboriginal spiritual worldviews [Hebert.
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Their focus on deconstruction. however. may result in

nihilism or another form of loss and alienation which would
be politically harmful for First Nations.
Culturally negotiated Indigenous education offers a more
viable alternative for First Nations. The diversity of
viewpoints and the educational goals of the Little Red River
Cree Nation may, in particular, be accommodated through the
adoption of such an approach to educational development and
pedagogy
The cultural metamorphosis of Indigenous education,
nevertheless. is suggested as a more suitable ideological
foundation/process for this Nation as it allows
transformation towards a more realistic and natural approach
to cultural change and personal/collective identity
formation. Creativity, agency and a sense of responsibility
in negotiating the many challenges and conflicts faced by
First Nations and educators holds primacy, along with the
wholistic goal of including all children in school. These
characteristics are exemplified by Mary Longman ' s
installation Strata and Routes ( F i g . 6).

CHAPTER FOUR
A

PICTURE OF EDUCATION IN THE LITTLE RED RIVER CREE NATION

Introduction

Fig. L O

Little Red River Board of Education Yeeting, L i t t l e
Red R i v e r , A l b e r t a (1992)- Photographed b y G e r a r d
Curt is -
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This photograph (Fig. 10) of the Little Red River Cree
Nation's Board of Education meeting in July 1992, reveals how
members of the Nation combine various aspects from Cree and
larger societies. The banner for the meeting indicates the
importance of both Cree syllabic and English roman writing
within the formal education of this Nation. The unity of the
Nation's three communities towards providing a better future
education for their children, although indicated by the
slogan on the bottom of the banner, is also symbolized by the
circular crest which encloses an image of a fox, eagle and
buffalo (the Fox representing Fox Lake; the Eagle, John D'or
Prairie; and the Buffalo, Garden River).
Instead of holding the meeting in one of the schools, a
context associated with the larger society, formal education,
in this instance, is brought into a Cree environment, The

meeting is informal, participation is optional, and an
opportunity to voice an opinion is given to anyone interested
in the proceedings. The outdoor setting at Little Red River,

a site imbued with considerable spiritual significance,
reveals the importance of spirituality and contact with
nature for members of this Nation. Cree families met at

.

Little Red River at the beginning of this century for summer
celebrations and to trade furs for goods supplied by the
Hudson's Bay Company. Since the late 1970s this site has been
the location for a religious pilgrimage in July/August. and a
place where, for four years (1983-87). Cree elders instructed

Catholic missionaries in Cree spirituality.
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The location of a formal education meeting at Little Red
points to the fact that within the Little Red River Cree
Nation self-determination and visions of Cree cultural
education have been maintained despite larger society
perceptions of Cree people as pagan, a doomed or vanishing
race. noble savages, victims, or an insignificant minority.
Contrary to most interpretations of Native cultural
encounters, this has not involved merely an adaptation or
acculturation into Christian religions (c.f. Peelman, 1995)
and Western society, b u t "processes of appropriation,
compromise, subversion, masking, invention, and revival"
(Clifford, 1988: 338). Underlying the protection, affirmation
and renewal of Cree cultural education. however, have been
processes of reciprocity, of giving and receiving, of

exchanging ideas and materials with other cultures. New
elements have been acquired by individuals through
intercultural exchanges. remodelled, and then integrated into
their own Cree meanings of the world. The sparse attendance
by community members at this meeting. on the other hand. also

indicates the struggle involved in combining traditional Cree
and larger society education. in bringing about the cultural
metamorphosis of Cree schooling.

This chapter traces this struggle and the cultural
processes, interactions and combinations surrounding past and
present education in the Little Red River Cree Sation with
particular reference to one community: Fox Lake. I t begins
with a section descrzbing the importance of Cree
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spirituality, Elder guidance and the Cree language within
contemporary extended family Cree education (a term borrowed
from James [sakej] Youngblood Henderson [I9951 and u s e d to

distinguish Cree education from formal education) in this
community. An exploration of how this form of education has
been maintained/reconstrvcted despite a legacy of oppressive,

colonial educational policy and practice, which sought to
s u p p r e s s and devalue Cree knowledge, then follows. This

exploration points to the self-determination and vitality of
the Nation towards retaining and restoring control over the
education of their youth and utilizing aspects of both Cree
and larger societies

-

a strength culminating in the Nation

taking control over education from Northland School Division

in 1985. Some of the challenges and responsibilities facing
members of the Nation in their new culturally inbetween role
are then related in a discussion of regional educational

concerns in the concluding section of the chapter.

Maintaining/Reconst~cting Cree Language, Culture, and

Identity
I . Extended Family Cree Education

In the late 1700s, the founding ancestors of the Little

Red River Cree Xation (Great, Great Grandfathers Xanooch,

Sewepagaham, and Kakinost [Tallcree]) moved into the Little
Red River Area from Wabasca (Ribbonleg, 1988). They explored

the area in small family groups in order to maintain a
livelihood through hunting, trapping and trading furs. Some
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followed the Athabasca River to Fort Chipewyan and then
travelled west along the Peace River. Others travelled north

on the Wabasca River and then northeast along the Peace River
(Fig. 4).
These elders knew all the roads, literally
and figuratively. They knew how to get from
one place to another. They knew particularly
through narrative, of the bite of hardship
and the laughter of accomplished survival.
These elders had demonstrated both strength
in the leaving and strength in the arrival.
Their storytelling itself meant survival for
within the later narrative journeys were
shared the insights that would be needed by
the next generation of travellers, The elders
remembered and in doing so gave order back to
the world. Through their remembering, life was
given shape that extended back in the past and
forward into the future (Sewell, 1994: 232) .

The memories of the Elders still give shape to the past,
present, and future character of Cree extended family
education in the Little Red River Cree Xation. Elders are the
"living librariesw (Cardinal-Schubert, 1994) of the Nation
and their narrative performances perpetuate, yet renew,
stories passed down from past generations before each new
audience ( c .f., Darnell, 1 9 7 4 ) . Along with spiritual
ceremonies, Round and Tea dances, handgames, and diverse
occupations connected with obtaining a livelihood from the
land, their narratives offer ways of travelling through life,
of making meaning of the world (c.f. Lightning, 1992).
Orality, Xedicine Wheel teachings, dreams and visions (c-f.
Goulet, 1993), gestures, and other symbolic systems ( c . f .
Chambers & Walker, 1991) provide the media through which

multiple meanings are transmitted, transacted and

transformed, The community is the classroom, wherein
educational theory and practice are guided by Cree
philosophies dealing with beliefs, values, and worldviews;
teaching and learning are integrated within everyday
interactions with others and the environment; and
apprenticeships are undertaken by learners interested in
specialized knowledge. The world, both physical and
metaphysical, provides the content.
Although the extent to which people participate in this
form of extended family/community Cree education within Fox
Lake is variable. it is a dominant presence and inherently
spiritual.1 At its core is a philosophy, a deep inner reality.
in which life is lived as a spiritual journey. This spiritual
reality, common to all Native .American cultures, is validated
more by dreams, visions, and "experiences of the Great
Yystery ( the source of everything that is),

. . . than by

beliefs, doctrines and ritualsn (Peelman. 1995: 43). The
land, language, spiritual ceremonies and beliefs. personal
and collective insights (intuitions. knowledge) into the

world, as well as personal skills, are given as gifts from
the Great Spirit. These gifts are transmitted. transacted and
transformed through dreams, the teachings of the elders, and
This observation, like the many others contained within this
thesis. is based on participation in community events and
ceremonies, as well as information children. parents and
community members shared with the author while teaching in
Fox Lake and developing Art for the Awasisak (1989). I t is
supported by written sources describing Cree spiritual life
in Northern Alberta and Native spirituality in general.
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collaborative group engagement. Relationships with nature
(the land, animals, plants and humankind) are to be based on
interdependence, coexistence with, and a humble reverence
for, natural forces. Prayers of forgiveness are said and
gifts of tobacco are offered in gratitude for something taken
from nature. Each individual fills a unique place in a
universe where everything living and non-living is
interrelated, so that "no clear separation between the
visible and the invisible world, between earth and heaven,
between the living and the dead, between past, present and
future generationsn is perceived (Peelman, 1995:

42).

Yaintaining *balanced relationships respectful of the life
force of all entitiesw (Calliou, 1993: 34) in this
interrelated universe is sought. but this respect is based on
non-interference, an understanding that:
"in everything which happens, the will of
someone always intervenes to a large degree:
mine, that of m y neighbour, that g f the devil,
or that of God [Kisemanitouj ... [the] cause
will indeed know why it acted in such a way,
but that is its own business and not yours
or minen (Vandersteene, 1969: 41)-

Thus spiritual forces can be good or evil. Amulets are worn
for protection against. and healing ceremonies and medicines

are needed to exorcise, bad spirits (Vandersteene, 1969: 63).
This deep inner reality reveals a Cree way of living
life involving a respect for individual autonomy along with

responsibility towards the group, Put another way b y Hampton
(1993: 285) "the freedom and strength of the individual is

the strength of the group." This "sense of community"
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(Couture, 1 9 8 5 ) . extends beyond humanitarian and democratic

ideals to accommodate all life forces ( c . f . Calliou, 1 9 9 3 ) ,
It nourishes close relationships with other life forms,
rather than a sense of separation from, or control over,
them. As such, it contrasts Western worldviews that emphasize

possessive individualism and the manipulation, control and
exploitation of nature (Murdoch, 1 9 8 8 ) . As with other Native
philosophies, this Cree way of living life leans towards a
perception of reality as cyclical, rather than a linear
progression from the past to the present and into the future
(c.f. Little Bear, 1 9 9 4 ) . Time, similarly, tends to be
measured in intensity and the idea of there being a right
time for everything, rather than in chronological order.

Lastly, language. particularly the spoken word, "is perceived
as a sacred reality produced by the breath of life within the

centre of the human person ... [and] not
external elementw (Peelman, 1995:

... as

some kind of

42).

This Cree way of living life is learned under wholistic,

experiential, and largely non-verbal, conditions (Yader,
1996; Darnell, 1979). While adults and elders perform tasks
at work and during ceremonies and community events. children

observe carefully, and are encouraged to be unobtrusive,

self-governing, and responsible. Little direct instruction is
given and children practice their skills with their peers or
in private until they are accomplished enough to take part or

make a finished product- Learning from adults is largely
self-initiated. Reciprocity. sharing, gratitude, respect.
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humility, collaboration, non-interference, and responsibility
are encouraged in all interactions (Darnell, 1979; Lightning,
1992: Mader, 1996). Although "moral or philosophical

teaching, in contrast, is primarily verbaln often in the form
of stories told by the elders, it too upholds these qualities

(Darnell, 1979: 10). These stories may include the singing of
songs, playing of drums, and recalling of dreams, along with
the use of explanation, metaphor and humour.
1 1 . Continuity with the Past

This brief description of some of the spiritual aspects
of contemporary extended family/community education in Fox

Lake, shares characteristics with other Cree and Indigenous
cultures, and clearly demonstrates a continuity with past

Cree educational philosophies, methodologies, media, and
content. The people of Fox Lake have protected, reaffirmed

and renewed Cree cultural education through times of
desperation and great hardship, and in spite of the

proselytizing, assimilative policy and practice of Christian
Churches (Peelman. 1995) and the Canadian government. They
endured epidemics of diseases like smallpox (1869 & 1919).
influenza (1920 & 1928). measles and whooping cough (1885)
which killed or weakened many people i n Northern Alberta
(Fumoleau, 1974). They survived the hunger and starvation
caused by the encroachment of non-Native trappers (frequently

using poisoned bait), the collapse of fur markets. and
Canadian government hunting and trapping restrictions

(Fumoleau, 1974)-
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Objects and skills have been exchanged without
necessarily undermining Cree culture. Trading provided Cree
people with new materials (beads, manufactured cloth, tools,
weapons, and modes of transport) which were incorporated into
Cree life and art, in exchange for furs and art objects.

Syllabic writing was used, not only for recording prayers and
hymns for Christian religious practice, but also as a means
of personal correspondence. This form of writing, although
normally attributed to James Evans (a missionary who worked

in Ontario and Manitoba in the nineteenth century), has also
been thought to have originated from the Cree people
themselves ( c - f . John Murdoch comments in Report of the

Native Educations Concerns Grow on the Native Enrichment
P r o - i e c L Winnipeg, Yanitoba, 1985). Selective adoption of

these objects, media. and skills has ensured the growth of

Cree culture without undermining its "being." The use of
Roman numerals for writing in Cree within the Nation, for
example. has remained the domain of English or French
languages. perhaps because of a perceived potential for this
orthography to weaken Cree culture.
1 1 1 . Negotiating Third Cultural Realities

A recent religious revival reveals the strength of the

Little Red River Cree Nation in creatively negotiating these:
"third cultural realitiesw (Xalinowski. 1945/1961: 73). This
renewed form of Cree spirituality includes Christian
religious symbols. actions and ideas within its practice and
philosophy "without modifying the worldview in a significant
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wayu (Peelman, 1995: 79). Father Paul Hernou (called Maskwa),

for example, describes how he was taught by the Elder, Frank
Cardinal, to address Jesus as "Our Elder Brothern during a

Sacred Pipe Ceremony; how the Virgin Mary was depicted on a
drum used during the Wikkokewin (the Dance of the Ancestors)

at Fox Lake; and how "songs started and ended with the sign
of the c r o s s n (cited in Peelman, 1995: 113). Furthermore, the
spiritual processes involved in transmitting and transforming

the Cree rituals include "dreams b y elders and other
spiritual persons," as well as orality (Father Paul Hernou in
Peelman, 1995: 1L8). The structures, processes, and meanings
are integrated into, and also transform, Cree culture.2

Reciprocity underlies these Cree/Christian interactions.
Catholic Church Services, in turn, include Cree spiritual

elements, songs, drums, images, and language. This painting
completed for the Catholic Church in Fox Lake b y Teddy
Ribbonleg (c. 1990) (Fig. 11). for example, depicts the
integration of Cree spirituality within Christianity. Joseph.
3ary and Jesus are shown within a teepee, surrounded by the
woodland environment of the area, and watched on by the
animals which symbolize the communities of the Little Red
River Cree Nation (the Fox, the Eagle, and the Buffalo)-

Reciprocity characterizes some of the relationships
A member of the Little Red River Cree Nation recommended
Peelman's Christ is a Sative American (1995) to the author as
providing an accurate description of the combination of Cree
spirituality with Christianity occurring within the Little
Red River Cree Nation,

Fig- L l

Teddl- Ribbonleg t c . 1 9 9 0 ) . Cntitled- Little Flower
Y i s s i o n . Fox Lake. A l b e r t a

101

established between the Elders and Catholic missionaries like
Father Paul (Maskwa) Hernou and his predecessor Father Roger
Vandersteene (Peelman, 1995). Although priests learned the
Cree language with the aim of communicating with and
converting the Cree to Christianity, they also acted as
translators for the Little Red River Cree Tribal Hembers with
the Canadian Government and wrote correspondence for them.
Their role as cultural brokers is appreciated by members of
the Nation. The Elders refer to Father Vandersteene as, "the
one who speaks our language," and his spirit is venerated
during the Wikkokewin (Peelman, 1995: 143).
Reciprocity has not, however, characterized all
Cree/Christian interactions. Some members of the community
are cautious and critical of Cree/Christian syncreticism
(Father Paul Hernou, interview in Peelman. 1995).

X

certain

amount of skepticism may be expected about the intentions of
a Catholic Church which at one time wished to abolish Cree
spirituality, and which now welcomes aspects of Cree faith
within its walls under the cloak of religious pluralism.
Catholicism has been layered on top of Aboriginal
spirituality in countries throughout the world in a new
assimilative practice which attempts to perpetuate the
Church,
AS Achiel Peelman (1995) writes about the impact of

Christianity on Native spirituality. there are a variety of
negative and positive individual responses involved. Negative
reactions can range from aggressive hostility or passive

rejection to indifference or assertion of difference.
Positive responses can include "dual acceptance,

...

dimorphism, syncretism and full conversionw (Peelman, 1995:
66). While some people incorporated various aspects of

Christianity within their own cultural worldview, others kept
certain information about Cree spirituality carefully secret

from outsiders (Vandersteene, 1969).
Within the Little Red River Cree Nation, some people
feel it is important to maintain secrecy and/or reaffirm the
old ways, whilst others welcome the integration of Christian
spiritual elements. Many people take part in both Cree and
Catholic ceremonies. both Tea and Round Dances. All appear to
have their place. This openness towards participation or nonparticipation in dances and Cree and Catholic ceremonies
points towards a sense of self-determination of action by
members of the community. I t may be explained by the noncoercive nature of Elder teachings: the *Elders understood, a
long time ago, that religion is something

we

cannot impose on

other persons" (Father Paul Hernou interview in Peelman,
1995: 119).

Cree spirituality, Elder guidance and the Cree language
are of fundamental importance to contemporary extended family

Cree education. Their inclusion within formal education, as
in the Little Red River Cree Board of Education Yeeting (Fig.
10). similarly. meets with diverse individual responses.

These responses are interconnected with the legacy of formal

schooling as a colonial project.

A

Legacy of Colonial Formal Schooling

I . Treaty 8 and the Establishment of Industrial and

Residential Schools
Aspects

of formal schooling, like Christianity, have

been adopted, rejected, or combined in the past by members of
the Nation in various ways. Cree leaders, when they met with
the Treaty 8 commissioners dispatched by the Canadian
government, expressed a desire for formal education for their
children based on the understanding that they would be
equally responsible for its implementation (Henderson, 1995).

When Cree tribal leaders signed Treaty 8 in 1899, however,
clauses which affirmed Aboriginal choice in education (and
which were formally used in treaties with the Imperial Crown)
were omitted (Henderson, 1995). The provision for education
outlined in Treaty 8 thus relinquished control to the Federal
Government:

"Her Yajesty agrees to pay the salary of such
teachers t o instruct the children of said Indians
as Her Government of Canada
(Treaty 8).

may

deem advisable"

The Federal Government, subsequently, held themselves
responsible for the education of First Nations children,
When industrial and residential schools were established
to fulfill Federal Government "obligationsn for Native
education within Treaty # 8 , an era of demoralization and
increased resistance began. "These institutions could now
peacefully promote religious indoctrination along with
cultural assimilation backed by government fundsn (Friesen,
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1991: 13). Children from the Little Red River Area between 7

and 16 years of age were required to leave their homes and
communities for ten months of the year and be indoctrinated
with Western religions, languages, values, and customs. Cree
cultural practices were not permitted under threat of
punishment. Children were not allowed to speak their Cree
language, although some residential schools permitted

children to speak Cree on weekends (Ribbonleg, 1988).
Although, to this author's knowledge, no study has been
completed on the conditions of residential schooling and its
effect on individuals and families in the Little Red River

Cree Nation, repercussions for Native people have been
described elsewhere ( e - g . The Roval Commission on Aboriginal
P e o ~ l e s ,1996). For some, residential schooling took away

"self-esteem, self-determination, self-worth, pride and
confidencen (English-Currie. 1990: 5 3 ) and contributed to
"cultural self-hatred , . . a learned self-helplessness, a
socialized belief that no matter what you do ... you cannot
make a difference" (Haig-Brown, 1995: 396). This can manifest
itself in a belief that Native ways, languages and
educational programs are not as good as their Western
counterparts, At its worse, "self-destructive, selfdepreciating behaviour" becomes the result (English-Currie,
1990). In addition, indoctrination of alien worldviews,

languages and ways of interacting led to misunderstanding and
lack of communication between the children and their parents.
Native forms of discipline and respect were undermined as
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many Elders could not speak English and pass on such forms o f
socialization (Chartrand, 1988: from a meeting a t t h e Kayas
Cultural Centre, Fox Lake). A t a minimum, individuals who
attended residential and industrial schools underwent
personal distress, but sought re-socialization back into
their home community, where they were welcomed (Moore-Eyman,
1991). This appears to be the case for many members of the

Little Red River Cree Nation (Ribbonleg, 1988). The inability
of residential schooling to destroy Cree cultural life may be

explained by a number of factors.

In North-eastern Alberta, enforcing attendance at
residential schools was difficult up until the 1950s. as Cree
families remained relatively independent and were able to
obtain a livelihood o f f the land by living in many small

isolated communities. Nine settlements had been established
by the Little Red River Cree Band by the 1940s. each with

seven to ten families: Little Red River, Fox Lake. Fifth
Yeridian, Garden River, Moose Lake, Prairie, Noskiye, Xeeting
of the Two Creeks, and Big Slough (Ribbonleg, 1988). Xany

parents quietly resisted this form of assimilative schooling.
They avoided the transport of their children to residential

schools in Fort Vermilion ( c l o s e d in 1968). Wabasca. Demarais
and Grouard (all closed in 1973). and educated them in Cree
culture and language at home. In 1954 and 1955, for example.

only half of the children of school age in the Nation
attended residential schools (Ribbonleg, 1988). A school was
opened in 1950 a t Little Red River, but closed due of l a c k o f

attendance after being in operation for only one year
(Ribbonleg, 1988).
Further, those who attended residential schools,
including the Chiefs of the Little Red River Cree Tribe who
had been closely affiliated with the Catholic Church since
the beginning of this century (Local Church Newsletter,
1990), acquired knowledge of the larger society. With the

assistance of the Catholic missionaries, who acted as
cultural brokers for community members, they negotiated the
improvement of formal education within their communities.
11. Relocation and the Establishment of

Day and Integrated

Schools

After the Second World War, Chief Jean Baptiste
Sewepagaham and his Tribal Council, requested further
development of the small communities in the Little Red River
Cree area. The Canadian government responded by amalgamating

these settlements into two reserves and one community in
order to better administrate its programs and offer better
*benefitsw to the people. This offer provided the motivation
for people to move onto the reserves. The Department of
Indian Affairs introduced social assistance. health, housing
programs, and education programs. Government agents were
placed on the reserves to uphold changes to the Indian Act
which included provisions for mandatory attendance and action
on truancy for school age children. A day school was built by
the priests and members of the community in Fox Lake and

opened in 1957. The Sisters of C h r e t i e m e were moved into Fox
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Lake to teach grades 1-6 in the one room, Little Flower
School.
Instead of the improvements many people in the Nation
hoped would occur, however, these programs further
contributed ( a s they had in other Nations) to: "severing
Aboriginal people's relationship to the land and environment

and weakening cultural bonds; loss of economic selfsufficiency, including

...

increased dependence on government

transfer payments; a decline in [some] standards of health:
and changes in social and political relationsn (Royal
Commiscion on Aboriginal Peoples. Vol, 1 Lookina Forward
Lookina Back, 1996: 4 1 5 ) . Despite the tensions created by

these government programs and the bringing together of family
clans under new restrictive environmental, socio-economic,
and political conditions, the communities remained united.

The introduction of integrated schooling and amendments
made to the Indian Act in the 1950s transferred control from

DIAXI to the provinces and territories. This resulted in
Northland School Division # 6 4 taking charge of the Little
Flower School in Fox Lake in 1964 and schools being opened in
John D'or Prairie (1966) and Garden River (1967). This new
form of assimilative schooling mandated the use of provincial
curricula which extolled Western modernist philosophies,
methodologies, media and content.
Teachers, on the other hand, began to take on the role of
cultural broker and find ways of mediating larger society and
Cree cultures- %aterials were developed by Sister Bernadette
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Gautreau, one of the teachers at the school, for enabling
Cree first language speakers to learn English ( e . g . the " 1
Cann series, Northland School Division). In the 1970s the
Little Red River Reading Society was established and
developed a s e r i e s of readers to encourage community
involvement in learning to read and write English.
Poor attendance and achievement by students throughout
the Northland School Division in the 1960s prompted a
thorough investigation into the educational situation. A
report was completed by Swift et al. (1975). which suggested

a number of changes for helping children adjust to formal
schooling and acquire English more readily ( e - g . the use of a
continuous progress approach, rather than grade retention: a
remedial year after grade nine to help students handle the
requirements of high school: and the need for valuing
intellectually demanding forms of Cree language learning, as
well as learning concepts through C r e e in the first three
years of schooling with English taught as a second language a transitional form of bilingual education). Considerable

persuasion was felt to be needed, by the authors of this
report, for the Cree people in most Cree communities to see
the usefulness of such approaches. Apparently. little

interest was expressed by the Cree people themselves in
developing Cree language and culture programs in the schools
at this time, as this was considered the domain of the

communities. Cree community members generally expressed the
desire for formal schooling to teach English and the A l b e r t a
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Curriculum, as anything else would be discriminatory. In

Garden River, however, requests were made for modifying the
school year so that children could accompany parents pursuing
traditional Cree livelihoods. Moreover, community support for
the early childhood, teacher aide, and counsellor programs,
initiated by Northland to ease children's transition into the
school and the learning of English, was stated in this report
as generally good. Even though Alberta law prosecuted parents

for not sending their children to school, the Xorthland
School Division adopted a non-prosecution policy to help

increase rapport between the home and the school.
Even with the funding for tuition and construction of new
schools from DIAND (one in John D'or Prairie in 1974. and one

in Fox Lake in 1978). the Northland School Division was
unable to provide high school courses within the Little Red
River Cree Band's communities. Children had to attend
integrated provincial high schools outside- Students faced
poor boarding accommodation, poor if any supervision,

discrimination, and unsympathetic school climates, resulting
in homesickness and loneliness when they left the community

to attend these schools (Swift et al, 1975). These factors.
resulted in more than 90% of Native high school students
dropping out during the 1960s (Hawthorne Report, 1970). In

the Northland School Division 78% of children left school
before grade 10, and 97% before grade twelve fHcCarthy,
19'72).
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Although the impact of this assimilative form of
schooling on the few who attended integrated schools from the
Nation at this time is not documented. the young people who
went t o high school outside the community, when the author
first taught in Fox Lake ( 1 9 8 7 - 8 8 ) , found life difficult even
with support networks in place. At this time only a few high

school courses were actually taught at the school in Fox
Lake, so students only had the option of correspondence
courses or leaving the community. Personal observations of
peer interactions when these students returned to the
community revealed teasing from peers. but acceptance back
into the community if these students were willing to fit back

into social life, which was difficult for some.

Thus formal schooling for members of the Little Red
River Cree Sation, up until the 1980s. carried with i t a
legacy of colonialism which denied responsibility and control
over their children's learning. enforced assimilative

curriculum and practice, and attempted to devalue Cree
language and culture. This legacy cut into the fabric of Cree
cultural life and contributed towards social and cultural
disruption.

The 'skin,' or spirit, of the Little Red River Cree
Yation. however, was not broken. Community members resisted
this colonial education, and reaffirmed and renewed their

Cree language and culture. Their vitality. strength and selfdetermination lessened its impact, along with the relative
isolation of the Nation from the encroachment of non-Native
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society and the support of members of the Catholic Church.

The one-sidedness of the intercultural exchange between Cree
and larger Canadian societies, nevertheless, remained.

Negotiating Formal Schooling

I. Restoring the Relationship

In the late 1970s a concerted effort towards restoring
the original relationship of reciprocity and joint
responsibility for formal schooling began within the Little

Red River Cree Band. I t was motivated by certain factors:
self-determination towards improving the totally inadequate
education p r o v i d e d in the past; i n c r e a s e d political activism
and momentum towards control over education by other Native
groups and organizations; and the recognition of Aboriginal
rights. as well as the change in assimilative government
policy, within the larger society. The Tribal Council
developed and negotiated a five year plan with DIAXD and the

Northland School Division in the 1980s. and took control over
formal education, community maintenance. administration. and
economic development on July 1st. 1985.
A new era of C r e e responsibility and involvement in

formal education began and many changes were made. Formal

educational goals became focused on training community
members in the diverse skills needed for the Nation to manage
its own affairs and improve the standard of Living
(Ribbonleg, 1988). Regional and local school boards were
established, and a supervisor and assistant of curriculum and
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instruction were hired by the Nation to develop Cree and
English curriculum materials for use in the schools ( e . g . the
Cree/English Cree story collection and language arts
materials for The Grouses Pouch, 1987). Cree syllabic
instructors, teaching assistants and counsellors from the
community were hired or continued to work in each school.
Kindergarten and primary readiness programs helped prepare
children to enter grade one. Adult vocational programs were
initiated and teaching assistants sought provincial
certification. Upgrading the skills of community members so
that they would eventually be able to operate at all levels
of formal schooling became a priority.
By 1992, the Tribal Council renamed itself as the Little
Red River Cree Sation, revealing a desire to return to Cree
sovereignty and autonomy, and renew relationships with the

Larger Canadian society on a "nation to nation" basis. Action
was taken towards addressing the educational concerns within

the Nation. These concerns were identified by the Board of
Education. and a Board Policy/Philosophy developed. The goals

of formal education were. therefore, expanded to ensure the
perpetuation and growth of Cree language and culture. and
increase school attendance and achievement. while following
the provincial curriculum. Yaintaining continuity with the

past w a s considered essential for the growth and protection
of Cree language and culture, which, in turn, promoted

individual self-respect and a secure identity,

Towards these ends, attempts w e r e made to
institutionalize Cree language and culture within formal
education: teachers and teacher assistants were encouraged to
include Cree language and culture as much as possible within
their practice, arrangements w e r e made for students to obtain
credits for a high school Cree language and culture course,
and the development of Cree language courses began at the

Kayas College. Negotiations with DIAND and the University of
Alberta were undertaken in order to a d d r e s s the retention and
achievement problems students/community members had
encountered with having to leave the community to complete
high school or further their education. A full high school
program was, subsequently, developed and implemented in Fox

Lake. The Kayas College was established in 1994, with a
campus in each community, offering adult upgrading. as well
as first and second year general university courses toward a
B.A.

or B.Ed. degree through teleconferencing with the

University of Alberta. Formal education became a priority.
Steps were taken by the Board of Education towards
reducing cultural inequities and imbalances between Cree
extended family and formal education at the school board
level in an effort to make the schools community
institutions. A democratic orientation towards decision
making was implemented through the election of board members
from the community every four years- Cree cultural elements
were included within this more Western democratic model in
various ways. Community members were consulted before major
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decisions affecting the Nation were discussed and
established. Advice from the Elders was sought on educational

issues, and the Cree language and a talking circle/consensus
approach to discussion was used at Board of Education

meetings. The Nation's leaders promoted an atmosphere of
positive relations and the portrayal of strengths in its
interactions with community members and the outside world.
1 1 . New Challenges and Responsibilities
A

number of factors, however, haunt the Nation's

attempts to make formal schooling, with its past association

as an object of colonial oppression, Cree. Funding from the
Federal Government for curriculum and material development is

nonexistent. Only funding for tuition is provided. based on
the number of children attending school. Consequently money
for curriculum development within the Yation comes out of an
already overstretched school budget. Student access to the

larger society, and community member ability to teach in the
schools, is based upon Alberta government restrictions and
standards. Elders, parents and community members primarily
hold either supporting or controlling roles ( e - g . as teacher

assistants. paraprofessionals, community liaison officers,.
and secretarial staff, or board members on local and regional

school boards). While members of the Nation wish to offer
their children the same opportunities as members of the
larger society by following the Alberta Curriculum, the Board
often has to rely upon outside experts or specialists for
whom it normally takes a considerable length of time to
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become familiar with the unique sociocultural and educational
contexts and concerns of the Nation.
This situation is compounded by the fact that many
teachers leave after one or two years. usually because they
find employment closer to their home community, or because
they have difficulty adjusting to the cross-cultural nature
of teaching in the community. They are often, therefore,
unable to support and connect the learners' cultural worlds
with those of the larger society; and are unfamiliar with the
ways of interacting, communicating and combining cultures

utilized by members of the Nation in administering and
operating formal schooling. Educators from outside, for
example, are sometimes frustrated by the inclusion of a Cree
circle/consensus approach to dealing with issues within the
bureaucratic system as i t appears to slow down improvement.
Initial concerns can be changed via this process which,
although it allows for all Board Yembers to express their
views. also leaves issues unresolved at times, and educators

unsure of how they should proceed. The advantages of this
Cree approach to administration, on the other hand. perhaps
are seen in its respect for individual autonomy and the

sharing of ideas as essential for the well-being of the
Nation: the opportunity for the community to reflect on and
incorporate cultural change at its own pace: and the
realization that imposing forms of education based on the
knowledge of outside experts. typical of formal school
administrative systems, does not always work.
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Local educational control and policy implementation is
hampered, however, as Regional Board meetings, scheduled
every two months, are hard to arrange. Many board members
have other jobs or commitments in the community which have
their own demands. When Regional Board meetings do occur, the

agenda is consequently full of pressing community concerns,

and issues surrounding the implementation of Cree language
and culture in the schools are not as high in p r i o r i t y .

Additionally, diverse opinions exist within the Nation

of how to proceed with formal schooling. Perspectives on the
future direction o f bilingual/bicultural education, for
example. range from a desire to maintain the Cree language
and culture as a course in the school, to a wish for the

development o f a new school founded on Cree language and
culture. Finding common ground on future development is.
therefore, difficult. To give a practical example: a variety
of Cree syllabic o r t h o g r a p h i e s are used and regarded h i g h l y
by community members, yet agreement on a standardized form

which might be used for mass communication v i a the local
newspaper is hard to reach,
The lack of permanent staff, resources, and financial

assistance, as well as the highly political nature of Cree
language and culture inclusion in the schools, places some
strain on the educational system within the Nation.
Administration and teaching workloads within the schools has
meant that finding time for curriculum development is limited
and complicated by the diversity of viewpoints held by
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teachers and community members. Lack of communication or
miscommunication between the schools, teachers and
administrators, teachers and community members, the Board and
the schools, has often resulted in feelings of powerlessness
and frustration.

Yet, even with these limitations, the Nation has made
tremendous headway in building a new education system from
the ground up, A high school program and culturally relevant

Cree language and culture courses, as well as curriculum
materials, have been developed ( e . g . The Grouses Pouch,
1987). While the education the children receive is less

effective than it could be, the new challenges and
responsibilities faced by the Board of Education, like those
of the p a s t , will undoubtedly be resolved in the future.

Sllmmary
As

indicated in the photograph at the beginning of this

chapter and with regards the integration of Catholicism into

Cree spirituality, attempts to bring together formal and
extended family Cree education in order to restore Cree
control and responsibility for schooling within the Little
Red River Cree Nation meet with diverse community reactions.
This process appears hampered by a number of factors related
to the legacy of formal schooling as an oppressive colonial
project and the continued lack of assistance towards the
development of Indigenous education by the larger Canadian
society. Community members have had to learn new roles,
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undertake new responsibilities and find ways of accommodating
diverse views within their community. Federal government
restrictions have limited structural operations, funding and.
therefore. appropriate resources (curriculum, materials,
personnel) and adequate facilities. This, in turn, has
perpetuated school related factors for learner withdrawal and

poor achievement such as: overworked teaching and
administrative staff; lack of communication between
stakeholders in education; and teacher lack of familiarity
with Cree language and culture. Although symbolic aspects
(venues for meetings, school crests, graduation ceremonies)

and management (hiring, budgeting. negotiating educational
services. etc.) are under the Nation's control. planning.
implementation, and evaluation remain in the hands of outside
experts often resulting in isolated. haphazard efforts. b'hile
the holding of the Little Red River Board of Education

Yeeting at Little Red River embodies considerable spiritual.
cultural and educational significance. without movement
towards full responsibility for all aspects of education. the
Nation's future metamorphosis of formal schooling may remain
on hold.

CHAPTER FIVE
TEACHING I N JEAN BAPTIST13 SEWEPAGAHAM SCHOOL, FOX LAKE
Introduction

To gain a better understanding of the difficulties the
Nation faces in having to depend upon outside experts for
delivering formal education to their youth, this chapter
draws upon the author's experiences and reflections of
teaching in Jean Baptiste Sewepagaham School, Fox Lake. This
subjective knowledge is organized into four sections:

languages of instruction and discourse: pedagogical relations
between teachers, learners and community; the tension between
meritocracy as part of the nature of schooling, shifts in
educational thought and practice, and received traditional
knowledge in Aboriginal life; and curricular frameworks and
the crossing of cultural boundaries.

Languages of I n s t m c t i o n and Discourse

The languages of instruction and discourse I experienced
within J.B.S. School were comprised of complex cultural
interweavings. This section explores this complexity by
discussing the diverse characteristics of students and
community opinions with regards language use, as well as
various discontinuities and inequalities embodied within the
school culture.
I . Diversity

When teaching mainstream subjects (language arts, social

studies, science. math, art and health) in Fox L a k e . I
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encountered, as in schools elsewhere, great diversity in
personalities, abilities, and interests among the young
people. Youth enjoyed videos, the latest rock groups, video
games, and Western fashions, as well as Cree cultural events.
They generally spoke English only to English-only speakers in

the school or other larger society contexts. Amongst speakers
of Cree and bilinguals, discussions about ice hockey,
television programs, and news items were held primarily in
Cree, with English normally confined to names of people and
some objects within the English speaking world (or domain).
Opinions about Cree and English language use within the
school and the community varied. Some community members f e l t
it was up to t h e young people themselves to decide which

language they wished to use and when. Others expressed a
great sense of pride in t h e Cree fluency skills of t h e
youngest generation. and told stories of how Elders i n other
Cree communities were "surprisedw at the fluency i n "Old

Cree" by the young people from Fox Lake. Stories were also
told about the power and strength of the Cree language and

concern expressed over i t s potential loss or weakening into a
second language. Western media (television, radio, video and
computer technology) were undermining the use of the Cree

language at

home

in their neighbouring communities of Garden

River and John D'or Prairie (Chartrand, 1988). Xany of the

young people i n these communities had been drawn

away

from

the old ways of transmitting, transacting and t r a n s f o r m i n g
Cree knowledge. Fewer young people were practicing the old
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stories and coming forward to continue this form of orality
when an Elder passed away.

Attempts at recording the Elders' s t o r i e s and retaining
their knowledge f o r future generations included tape
recordings and books (c.f. Grouses Pouch, 1987). The ability

of community members to read these stories in Cree, however,
was limited as few adults were able to read and w r i t e in Cree
syllabics. Agreement on a standardized orthography had not

been reached and very f e w children were taught syllabics at
home.
-4s

the Cree language and culture was largely perceived

as "living" within the community of Fox Lake, the need for
expanding Cree instruction in the school beyond a separate
subject (the current situation) was generally viewed as not
necessary. The school's function of facilitating the
children's knowledge of the English language and kestern
culture was generally welcomed. Some parents. however,
perceived the school as a potential force towards undermining
the use of Cree language and culture in the home. They

delayed their children's entrance into kindergarten and
primary readiness until they acquired a sound knowledge of
their Cree language (usually considered to be around seven

years of age).
11. Discontinuities and Inequities in the School Culture

As in schools everywhere, some learners who attended
L B . S . School were able to function well and succeed in

various aspects of the "school culture." For others. however,
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the culture of the school appeared a source of alienation.

Despite school organizational and staff initiatives towards
including all children in school, several inequities and
discontinuities appeared to contribute towards learner
frustration with and withdrawal from school, and undermine
learner achievement, as well as Cree language and cultural
identity .
As

all the children started school fluent in the Cree

language, with some speaking Cree-English, teacher assistants
from the community (many of whom were working towards T.A.
certificates or Bachelor of Education degrees) were employed
to assist teachers in the elementary grades (mainly grades 13). Their role in the school varied depending on their skills

and the teacher/teacher aide relationship. Duties ranged from
preparing materials and translating teacher directed English
instruction to Cree speaking students. to involvement in
cooperative planning, translating, and teaching with the
teacher (see Appendix C). Although collaboration was
encouraged by the administration, teachers generally held the
primary decision making role in the classroom reflecting the
hierarchical system typical of formal schooling and the
larger Canadian society (Sterling, 1995).
The role of the teacher assistants was viewed by

community members as an adult extension of the peer
teaching/learning used in Cree extended family education.

Peer teaching (most frequently clan-based) was utilized
extensively b y children in all classrooms for translating

English language and content into Cree, and explaining
concepts and material to each other. Cree language and ways
of learning were thus primary mediums for discussing,
interpreting, and perceiving content and making meaning of
the world. This "grass rootsn learning practice, often given
little recognition by the teachers, served to reinforce the
importance and use of Cree in the school. I t was invaluable
for children in learning what was sometimes unfamiliar

academic content along with unfamiliar symbolic systems, as
teachers had very little knowledge of Cree language and
culture. It also contributed to the social cohesiveness of

the student culture and promote a strong sense of personal
and Cree cultural identityTeachers who lacked knowledge of Cree content and
philosophies, and traininglpractice in Cree symbolic

literacies and

ways

of interacting, were limited in their

ability to access this student culture. The inclusion of Cree
language and culture, therefore, tended to b e minimal,
haphazard, and superficial

- a rather

'hit and miss' affair

with Cree colleagues and the children themselves providing
most of the guidance. Teachers, as expected within mainstream
practice, wanted to motivate the children ( c - f - Giroux and
Simon, 1989) and facilitate their English language learning
(c-f.Phillipson, 1988) and, therefore, achievement and
improved access to the academic and economic benefits of the

Larger society. Certainly many also wished to support the
Cree language and cultural identity of the children. but
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found t h e r e was little t i m e while teaching to acquire t h e
extensive body of knowledge i n v o l v e d , Although teachers were
g i v e n increased pay for completion of courses related to

Native language and culture, t h i s had little effect on the
inclusion of Cree language and cultural knowledge in the
classroom, as there were no mandatory requirements
established by the Board of Education.

Lack of teacher training in the nature of dialects and
second language learning further complicated teacher/student
interactions. Although it was possible to identify variations
in, and learner difficulties with, language acquisition, for
instance, understanding the reasons behind them or how to
help students transfer their linguistic skills from Cree o r
Cree/English into standard English was difficult to acquire.
Children transferred vocabulary, grammar, pronunciation and
discourse styles from the Cree language into their English
language use. Yany children, for example, would speak more
evenly in tone and use less volume for emphasis than standard
English speakers when asked to read orally, as i n Cree
emphasis in speech is frequently conveyed through word order.
Similarly, "he" and "sheu were often reversed, reflecting
Cree animate/inanimate. rather than English gender
distinctions for classifying subjects. The rules for
introducing, organizing, ending and stressing ideas in Cree
discourse differed from those of standard English. Learner
performance which utilized Cree rules, both orally and in
writing, often appeared incoherent to teachers.

This situation was not helped by various forms of
discourse dominance which occurred in mainstream teaching
practice (Johnson and Evans, 1995: 52). Some teachers
primarily used materials and transmission-type teaching
methodologies which promoted passive reception and
recognition, e . g - , checklists, multiple choice, note copying.
These reduced and simplified the linguistic demands made on
learners and undermined their achievement by not providing
them with the training or opportunity for to develop the full
English linguistic repertoire they needed for academic
success. As pointed out by Mackay and Yyles (1995: 165),
learner practice in active discourse is needed in order for
learners to produce "extensive, well-reasoned, and wellorganized oral [or written] responses to complex questions,"
a basic requirement for junior high and high school
achievement in mainstream subjects. Alternatively, some
teachers. used cooperative, whole language, communicative
approaches to language learning, and allowed e x t r a time for
learners to share ideas in English as well as Cree, thus
providing them with the practice they requiredOften, however, students were expected to use direct
question forms in school which differed from, and were even
considered offensive in, certain Cree contexts- Community

members often used indirect questions involving an interest
in, or a wish to know, something ( L e . I wonder why this
happened [when it doesn't usually]? or I'd like to know how

that works?) ( c - f , Vandersteene. 1969)- It was then left to
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the part of those who heard such requests to chose to provide
the information or not. "To ask a question directly [was]
rude because it [placed] an obligation upon the person asked
to reply in a particular way " (Darnell, 1979: 11). Asking
direct questions either resulted in agreement to do
something, so as not to appear rude (with no intention of
carrying it out), or redirection to someone else who the
questioner should ask. In addition, answers to indirect

questions often came later "in the form of a story whose
point [was] not immediately obviousw to teachers from
outside, because metaphor was frequently used (Darnell, 1979:
12).

Another difference in discourse between Cree and English
speakers was apparent in the pauses between a person's speech
and a reply. In Cree discourse, pauses tended to be longer in
recognition of t h e importance of what was being said.

Teachers from the larger society, because their pauses in
speech were usually shorter, tended to fill in what they
perceive as periods of uncomfortable silence when talking to
Cree community members with inconsequential talk or
convent ions (c.f . Darnell, 1979) . Consequently, teachers who
interrupted anothers speech, or whose wait time between
speaking was short, were sometimes seen as aggressive and not

respectful of others (c-f.Darnell. 1979; ?fader. 1996).

Teachers, however, had almost inevitably received no
training in these and other discourse differences (c-f.
Scollon and Scollon, 1981) and were, consequently, unaware of

their existence and puzzled by occurrences o f
miscommunication with students and other community members.
T h e i r lack of awareness and promotion of Western discourse,

although a potential threat towards the break-down of
respectful communication between Cree children and Elders,

was o f t e n , in fact, exploited by learners. Cree youth
appeared well aware of the different use of questions and
silence for Cree and English contexts. Some were adept a t
using such differences to exploit teachers' misperceptions

and create humourous situations for their peers, thus
subverting the authority of the school (much like Willis'
[ I 9 7 7 1 working-class "lads"). This made me recall how. during

my own school years, youth would "take the mickeyn ( L e a make

fun) of middle class teacher accents and attitudes.

The languages of instruction and discourse utilized by
teachers in J.B.S. School were, thus, primarily those of the
larger society resulting in miscommunication, discourse
dominance, and missassessment of Cree learners' abilities.

The languages of instruction and discourse utilized by
learners were primarily Cree, which subverted the authority
and control of the teachers. Teachers' lack of training in.

language and discourse differences and ESL techniques
diminished their ability to interconnect t h e i r cultural
worlds with those of the students, thus increasing the
complexity of cultural life w i t h i n J . B . S . School.

Pedagogical Relations Between Teachers, Learners and
Community

The intricacy of cultural life within J.B.S. School was
further compounded by the pedagogical relations between
teachers, learners and community members. This section
examines the characteristics of these relations.
I - Teacher and Community Member Interactions
As

a fairly high turnover rate for teachers existed

within the school, teacher/learner and teacher/community
member interaction was limited

in Fox Lake. Teachers and

administrators came to the community, often on their own,
without the support of extended family members and friendship
networks. This, along with the location of the teacherages in
one area surrounding the school, meant that they were more
readily inclined and able to seek each others company and
create their own social life surrounding the school. The cost
and difficulty of leaving the community (either by flying or

driving 70 krn on an ice road in winter) did, however,
encourage teachers to participate in some aspects of
community life.
Outside educator's attitudes toward the community
varied. Some desired participation in community life, were

able to accommodate cultural differences, and form
relationships with community members (friendships,marriage.
etc.). Others took longer to form relationships, feel
comfortable, and become actively involved in the community.
Yany, as effectively stated b y John Taylor (1993: 225).
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accepted teaching positions "with the intention of completing

a couple of years before landing the job they really want"

and were not particularly interested in participating in
community life. None have stayed in Fox Lake more than twelve
years.
The community, on the other hand, welcomed outside
teachers and administrators into community life through
invitations to homes and community events, such as Round/Tea

Dances and hand games. Some children and community members
visited the teachers in the teacherages. Elders were
available for consultation regarding educational issues as
they arose. and were members of advisory committees dealing

with Professional Development, Field Trips, Culture. and

Outdoor Education- In addition. Elders visited the school on
feasts and special open days. They came as guests for
storytelling, spirituality, local history, traditional and
modern a r t s , and to speak at graduations.
11.

School and Community Interactions
The unique administrative system in the school provided

an innovative consensus approach to school management and
school/community relations which enabled greater interest and
involvement by community members. Four coordinators shared
responsibility. knowledge, power, and ideas when handling
educational issues and parental/community concerns. They
encouraged Elder and parental involvement in the school. as
well as teacher implementation of more effective educational
programs and practice. The coordinators also attempted to

130

empower staff from the community and from outside by
providing them opportunities to chair staff meetings and take
over supervision of the school when the coordinators were
absent, leading to the current situation where two of the
coordinators are Nation members.
As

the school w a s overcrowded due to the rapidly

increasing young population and the inadequate provision of
facilities from DIAND, the tensions and pressures of school
life for learners, teachers and administrators were
intensifying (c.f. Haig-Brown, 1995)- The increasing size of

the school sometimes resulted in conflicts between the use of
authoritarian and more personal/community-based approaches to
school management and community relations (c.f. Haig-Brown,
1995).

The school was used extensively for youth sports
activities, graduations, Round/Tea Dances, feasts, community
meetings. cultural performances, and fundraising events. like
bingos. This assisted the integration of school and community
Life.

Despite such efforts, most interactions between teachers

and community members took place within the realm of the
school, and primarily between the teachers and the children
in the classroom, In turn, parental attitudes towards school
were reinforced or changed by personal interactions with
school staff, They ranged from highly supportive. to
indifference, skepticism, or disapproval.

Yost

community

members cooperated with the school, some were reluctant. but
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very few actually retaliated or revolted against the school.
Support for school success was likewise varied, though most
parents, as in communities anywhere, were pleased when their
children did well. As few individuals had actually completed
high school, little community knowledge of how to succeed up
to this level in formal education was available.
111. Teacher and Learner Interactions within the Classroom
As

Cree youth within J.B.S. School perceived being "Creen

more on the basis of "behaviour rather than

...

ethnic

identificationn (Darnell, 1979: 2 ) , they disapproved of
teachers w h o were pushy and authoritarian, no matter what
their cultural background. They saw them as 'mean' and
sometimes assigned the label of 'Yoniyaw', meaning "loud-

mouthed" or aggressive (Darnell. 1979: 2). Teachers who w e r e

non-authoritarian were more likely to gain students' trust
and acceptance and be viewed as 'one of us' (in the sense of
belonging in the community and against the authoritarian

aspects of school life). Similar to my school days, students
would assess who's *siden teachers were on
schools

-

-

theirs or the

and were more likely to express their concerns and

cooperate with teachers who were non-coercive and supported
them ( c 3 . Willis, 1977).
Additionally, there appeared to be at least two
different student cultures operating: those who supported
school Life, and those who doubted its value, analogous in

some ways to XacLeod's (1995) brothers and hallway hangers
and Willis' (1977) 'ear 'oles and lads. Older students who
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were not achieving well and who often had to repeat grades,
in particular, became acutely aware of how limited their

opportunities for success were in school and within forms of
employment associated with the larger society, and doubted
the usefulness of the school. For some of these students,
school became a place to come for something to do, a source

of entertainment. These students, for example, would

sometimes cause trouble between their peers, disrupt group or
class work, cheat on assignments, and ignore school rules on

smoking or taking snuff. Their reactions to formal schooling
were like those used by members of counterschool gangs during
my

own school days and point to similarities in dealing with

oppression shared by oppressed social groups throughout the

world ( c - f . F r e i r e ,

1994).

Even students w h o wanted to succeed and cooperate within
the school were sometimes bored or repelled by w h a t they

perceived as unnecessary restrictions. rules. and routines
and would complain and reluctantly participate in them. The

organization of the school, the expectations of the Alberta
Curriculum and the training teachers had received. created a

situation where students were frequently expected to follow
structured/sequentia1 lessons and courses. with established
classroom routines often involving individualized and
authoritarian instruction typical of the Tyler rationale
(Hesch, 1995)- They were, for example, given forty minute
Lessons within a time-tabled week.

New teachers often felt tied to curriculum and
administrative requirements in order to obtain teacher
certification. There were, however, notable exceptions. Some
teachers attempted to include Cree forms of participation and
utilized cooperative, teacher facilitated, and student
initiated learning within their classrooms. They established
more relaxed, informal and flexible class routines and

connected the concepts within the Alberta curriculum to
community life and students experiences and interests.
Pedagogical relations between teachers, learners and
community members were thus often strained by outside
educator lack of insight into the students' school culture,

as well as their adherence to mainstream teaching practices,
the Alberta curriculum and the organizational structure of
the school.

Meritocracy

Yeritocracy, as a fundamental aspect of mainstream
teaching practice, is subtly interconnected with various
aspects of curriculum content and learner assessment. I t may

have considerable ramifications for the retention and
achievement of First Nations youth in J.B.S.

School. as

elucidated in this chapter sectionI. A Criticism of Formal Schooling
Differences in the assignment of merit between Western
formal and Indigenous education have been noted by First
Nations students (Hesch, 1995). These students criticize the
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meritocracy of formal schooling. They argue that students who
work hard and are capable in a narrow band of intelligences
a r e t h e ones who are rewarded t h e most in school, and,

therefore, are promoted as the most useful contributors to
society. This placement of merit on a few individuals is not

only unfair, but fails to recognize and reward diverse other
skills and abilities. It labels individuals, leaving scars.
marks, grades. Merit is commonly based on culturally biased
assessment practices which may misdiagnose First Nations
children as learning disabled (Sharp, 1994). Success in
school is measured by student ability to perform in the
Western areas of science, mathematics, and English written
literacy. Success in alternative areas within the Larger
society or within Cree culture are given less priority, less
worth.
11, The Negative Effects of Quantitative and Mainstream
Teacher Assessment

kithin J.B.S. School, assessment reinforced this form of
hierarchy. Teacher evaluations and standardized tests such as
the Canadian Test of Basic Skills (CTBS) were used to compare
students' abilities with their peers from the larger society,
assign learners to specific grades, decide who would graduate
and indicate the success of education in the school. Their
use for such a wide variety of Western assessment functions
(e-g.

temperature takzng, gate-keeping, remediation. teaching

and program quality) provided a narrow and culturally biased
perspective or account of teaching, learning and the
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educational program ( c f , Eisner, 1993). It denied the
complexity of assessment involved in each function, as well

as the connection of assessment with the real cultural world
of the learners. As such, it harkened back to past and
present forms of educational evaluation focusing on
accountability, scientific measurement and control, and
mandated assessment practices within the technical,
quantitative paradigm (Eisner, 1993).
Teachers were generally unable to adequately judge
students' abilities ( c . f . Heit and Blair, 1993) and tended to
assess differences in discourse negatively (c.f, Collins,
1986). Teacher evaluations were statistically unreliable and

based on Western canons of knowledge, a narrow vision of
literacy (Cook-Gumperz, 1986), and face-to-face interactions
with professionals who were frequently unfamiliar with the

interactional styles of the students ( c . f . Scollon and
Scollon. 1 9 8 1 ) . Those students who learned best through
alternative forms of literacy, such as those inherent within
Cree language and culture, were limited in the amount of

success they could gain in school. They were not provided
with the opportunities they needed to access the economic and
educational benefits of the larger society. and routes to
Indigenous cultural success were devalued.
As teachers' children enrolled in the school frequently
had more practice and exposure to the literacies and cultural

content of standardized t e s t s and teacher evaluations
required for success. they tended to perform well. although
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i t should be noted that this was not always the case. Some
Cree students, particularly i n the older grades, perceived

this as a form of teacher favouritism toward teachers'
children.

Furthermore, teacher evaluations conflicted in several
ways with those used within family/extended family education
within the community. Teachers would frequently directly
pinpoint students errors within whole class settings.
Learners were told that they were wrong and given advice on
how to correct mistakes. Correcting errors or wrong answers
in Cree culture, on the other hand, tended to be indirect.

Explanations were often given in "yes, b u t ..." forms or were
explained in a different way (c.f. Darnell, 1979). To tell
someone directly that they were wrong was usually considered
impolite. Elder assessment, significantly, generally focused

in on strengths and considerations without the use of
judgement statements

(such as "good work"). As in other

Indigenous cultures, final exams or evaluations were not
deemed necessary within extended family Cree education as
e v e r y t h i n g learners d i d w a s "part of the learning process"

(Grant. 1995: 220-221). Although personal disappointment

occurred, the concept of learner failure (typical in Western
education) did not exist as there was no deadline for
mastery. Learners were respected for the successful

accomplishment of tasks from a wide range of options.
Students attending J - B . S . School were well aware of each
o t h e r s ' strengths and weaknesses i n both Cree and larger

society languages and cultures. Because of their

topographical perceptions, they knew who was good at
particular tasks, and would complain if a student received
what they perceived as an unwarranted award. Merit was

personalized or individualized and not a detached label
assigned to a group of learners with "likew characteristics
typical of the norm-referenced evaluation used by the

teachers. Teachers, on the other hand, often perceived
learners as average, low or high, rather than
"topographicallyn as individuals within a community of
Learners (Xurdoch, 1988).
Such mainstream teaching perceptions and practices may
create undesirable results. During my first year teaching in
Fox

Lake, for example. I remember praising a child in a

younger grade for work well done in front of the whole class.
This was extremely embarrassing for the child, who wanted to
Leave the room, but who was eventually comforted and

reassured by peers into staying. This reaction to praise
not one I

was

was

used to. Like other teachers, I did not

question the impact of highlighting students' efforts because
it is held to be a normal reward or punishment mechanism in

formal school practice. First Nations students elsewhere have

stated that they feel extremely uncomfortable when singled
out for praise, criticism. and knowledge display (Hesch,
1995) as it promotes the individual above the group, disrupts

group harmony, contradicts the cultural value of sharing

(Erickson and Yohatt, 1982). and may be harmful to their
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spiritual and psychological well-being (Scollon & Scollon,
1981). Singling out is, in fact, symptomatic of the Western

ideology of possessive individualism which promotes
individual competition and the concept of personal. rather
than communal, success. It can b e offensive and create
barriers to Indigenous students' learning (Hesch, 1995).

Teacher highlighting of student errors, prioritizing of
student ability. and placement of merit on a narrow range of
literacies within the school led to various kinds of
disruptive behaviour by children ( c . f . Darnell, 1979: 13).
Teasing and gossip, important and complex Cree cultural
mechanisms of social control that as a teacher one becomes
sharply aware of (c.f. Hebert , 1995; Niezen, 1993), were
sometimes used by students to taunt learners identified in
this way. This exacerbated friction between children,
particularly when family disputes were involved. For
teachers. like myself. who knew very little Cree. it was

difficult to identify and assist children with the harmful
effects of teasing. Children would tease each other. but were
often unable to handle being teased. Although individuals
were

generally rescued by others to maintain group harmony,

children sometimes did not attend school when there was too
much teasing in the classroom. Heritocracy and singling out.

therefore, played a significant role in student attendance
and achievement. These complexities surrounding teasing,

teacher practice and student retention and achievement hold
considerable potential for further research.
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I 1 I . Meritocracy within the Alberta Curriculum

The lack of merit given to alternative literacies within

the larger Canadian and Cree societies contributed in other
ways to reduced school attendance and achievement in J.B.S.
School. The Alberta Curriculum often had little relevance to
the students' lives. Western disciplines and English language
competence in reading and writing comprised the majority of
its content, with Cree Language and Culture acknowledged only
as

a second language requirement. School credit or merit was

not given to students who excelled in aspects of Cree
extended family education, except when Cree instruction was
offered as a course in the school. Cree language and culture
was taught only as a subject for 80, 200, and 280 minutes a
week respectively in elementary, junior high and high school.

The school, therefore, paid minor attention to avenues of
success provided within Cree extended family education where

young people were still able to undertake apprenticeships
with Elders and Xedicine Yen, participate in Cree cultural
events and spiritual ceremonies and learn how to hunt, trap,
tan hides and create a variety of items from moccasins,
c o a t s , jackets, belts, blankets, and jewelry to drums used

in

spiritual ceremonies, community celebrations, and handgames.

Even the Alberta Cree Language and Culture Curriculum,
although developed in response to demands by First Nations
people and a positive step for promoting Cree language and
culture in communities where Cree is no longer spoken, proved
to be of little challenge within Fox Lake, where all children
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enter school fluent in Cree and actively immersed in Cree
culture within the community. To give a brief example, at the
grade 10 level students were expected to

"ask questions and

give simple answersn in Cree (Cree Language and Culture,

Alberta Curriculum, 1 9 9 2 ) , which hardly challenged fluent
Cree speakers. Although adaptation to community needs was
stressed in this curriculum, only the elective 20% of the

Cree Language and Culture 10, 20, 30 Program (1992) was
suggested for use in meeting the instructional needs of Cree
first language speakers. Further, the Cree Language and
Culture, ECS

-

G.9,

Curriculum (1989) relegated traditional

Cree life to a past "pre-contact* era, thus undermining the
recognition, worth and use of many "traditional" ways,
stories, and content within the contemporary and future life
of the Cree people in the community. Learners were perceived
within this curriculum as passive receptors of transmitted

knowledge from the E l d e r s . Teachers were expected to expose

learners to contemporary Cree events and lifestyles, but no
mention was made of encouraging the active participation of

learners. Active engagement with economic. political. and
social issues which were particularly pertinent to the
student's lives were not to be found. except as
extracurricular suggestions. The dynamic nature of Cree
culture and the agency of Cree learners, were therefore
denied.
Although contemporary issues w e r e an integral part of

Cree Language and Culture 10, 20, 30 Program of Studies. Cree

30 mentions the idea of exploring and evaluating ideas

critically without reference to the conflict often felt by
Native people whose traditional ways oppose the use of
critical thinking (Hampton, 1993). Explanation and nonjudgmental guidance were used by the Elders in Fox Lake to
transmit values and the information Cree children needed in
order to survive in the world (Loonskin, 1995: Grant. 1995).
Their wisdom, advice, and insight was based on gratitude.
respect, and non-interference. not criticism.
In addition. the Cree 1 0 , 2 0 . 30 Cree Language and
Culture Curriculum outlined learner expectations which were
meant to serve as "benchmarksn for language and cultural
proficiency. No definition of "cultural proficiencyn was
provided. nor were there guidelines as to who will determine
"proficiency." The potential for the additional labelling of
Cree learners. who have had to contend with enough identity
politics from Western and First Nations societies in the
past. has to be questioned.

As

this program operated under

the premise of the Cree language as the essence of Cree
cultural identity. it had the potential for marginalizing
members of the community who may not have wished to speak.
Cree (although the author has never heard of this desire

being expressed within Fox Lake. it may be possible given the

diverse views on language and culture within the community).
While this relationship between language and cultural
identity was the same for the English Language Curriculum
within the Alberta Program of Studies, it did beg the
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question of how teachers might deal with conceptions of

*culturem which have the potential to divide people,
perpetuate inequalities, and marginalize those who live
across or within several cultural boundaries ( c - f . Willinsky.
1996).

Teacher adherence to the Alberta Curriculum within
J o B . S o School then placed merit predominantly on a narrow

range of literacies associated with academic and economic
success within the larger society. Further, the use of
mainstream teacher practice within the classroom conflicted
with forms of merit utilized by youth within Cree
community/family education. These teacher practices,
importantly, led to student perceptions of favouritism and
increased peer teasing. Combined with the lack of merit
placed on alternative routes for success offered within Cree
and larger societies. they contributed towards student

bithdrawal and lack of success in school.

Curricular Frameworks and the Crossing of Cultural Boundaries

While Western subject areas within the Alberta Program

of Studies were amenable to the integration of Cree content.
outside teachers did not have sufficient knowledge in Cree
ways

of teaching. philosophies, and language. to assist

learners in bridging gaps in understanding between Cree and
school worlds. This final section explores some of the
contradictions between mainstream school and Cree cultures
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within the Alberta Curriculum, and the difficulties this
author encountered when negotiating these cultural worlds.

I. Curricular Contradictions
Although I found that soft Western s u b j e c t areas ( e - g . ,
art, language arts, music, and social studies) more easily
accommodated what I had learned about Cree language and
culture, I was not, initially, aware that the h a r d subjects
of mathematics or science could. in fact, include a
considerable amount of Cree cultural and linguistic knowledge
(c.f. Snively, 1990; YacIvor, 1995; Murdoch, 1988; Pinxten,

Van Dooren, & Harvey, 1983; XacPherson, 1987 in Leattitt,
1991). I was, similarly, uninformed about the narrow scope of
s u b j e c t areas within the Alberta Curriculum. The Health

Curriculum, for exampie, focused on the acquisition of
kestern knowledge, attitudes, and s k i l l s within p h y s i c a l and

social/personal domains. and did not consider the diverse
ways of healing and attention paid to spiritual dimensions
and relationships with nature utilized within Indigenous

cultures (c.f. YcCormick, 1995) .

The research I undertook towards t h i s thesis uncovered a
number of contradictions w i t h i n the provincially mandated
Alberta Curriculum which had the potential to undermine
aspects of Cree culture. The Alberta Yath Curriculum (1982).
for example, expected learners to acquire mathematical
understandings which reflected English language use.
Perceptions of space and relationships encouraged b y the use
of the Cree language, however, may lean children towards
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acquiring alternate mathematical understandings from those
expected within the curriculum at a far younger age. Pinxten,
Van Dooren, and Harvey's (1983) study of Navajo language and
mathematics teaching, for example, suggests that "dynamic
topology and fuzzy s e t s n (Hampton, 1993: 290) may be
relatively easy for Navajo students, whereas the isolation of

shapes and counting of numbers typical of Western/English
mathematical learning, may be quite difficult and abstract.
Inuk students have shown to be extremely able in applied
geometry (c.f. Mac Pherson, 1987, in Leavitt, 1993) at an
earlier age than that usually prescribed within English
mathematical programs of learning.
An

analysis of other subject areas reveals further

discrepancies. "Depth of human experience and thought." for
example. is to be gained through literature, not orality, in

the Alberta Elementary Language Arts Curriculum (1991: X . 2 ) ,
yet this is counter t o the bay knowledge is transmitted

through the Cree language. Likewise, e m p h a s i s i s placed on
reading, writing and talking within this curriculum, rather

than listening and viewing. Writing and speaking are to be
organized in threes ( b e g i ~ i n g ,m i d d l e . end) a s opposed to
the twos or fours typical of Indigenous discourse. The use of

metaphor for assisting language skills is suggested at Level
7

in this curriculum, whereas it may be prove far more

useful, considering its role in Cree language learning.
beginning at level 1 - Yoreover. considerable emphasis is
placed on story making and telling which involves fantasy.
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yet, as noted by Murdoch (1988), Cree stories are not based

on fantasy. The ability t o distinguish between fact and
fiction is stated as an objective ( C . 4 1 , but distinctions
between

the real and unreal, physical and spiritual "may not

be as distinct or polarized" within Cree culture (Murdoch,
1988: 2 4 1 ) .

11. Negotiating Cultural Worlds
1

recall vividly how m y lack of familiarity with such

Cree cultural knowledge, led to the inappropriate
incorporation of a Cree image within my teaching. When 1
asked a group of junior high students to complete a large
reproduction of Norval Yorrisseau's w i n d i m (1980) (Fig. 1 1 )
as part of an art assignment, an older community member
expressed concern about the depiction of this figure. The
threat of the Wetigo (or Windigo), a cannibalistic monster
into which people may transform. was very real to many
members of this community. Immediately. the significance of
the potential harmful power of this image became apparent,

and the reproduction was left unfinished. I became aware of
the importance of asking advice from. and collaborating with.
community members on the inclusion of Cree knowledge in the
classroom.
Teachers may encounter further difficulties in their
cultural negotiation of Alberta Curriculum content.
particularly with regards social studies. First Nations see
themselves as Founding Peoples of Canada and distinct from
the multicultural nature of the larger Canadian society. yet

Fig, 12

Norval Yorrisseau. ( 1 9 8 0 ) . Windiao.
Public Archives of Canada.
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certain topics within the Social Studies Curriculum omit this
detail ( e - g . Grade 1, Topic C ) . Other topics (e.g. Grade 3,

Topic C) do examine the distinctiveness of Native
communities, but decline to call them "Nations." Canada as a
bilingual (English/French) country is studied without
reference to the exclusion of Indigenous languages (Grade 4,

Topic

C).

The question beckons as to how teachers should deal

with such "politicalw allegiances in the classroom,
particularly with the growing importance of First Nations as
political entities?
Further, how do teachers' and l e a r n e r s ' worldviews,
ethics, and values, affect the learning of content? In my own

case, although I respect the reasons, history, and value
behind the gender roles in the acquisition of knowledge and

content predominant in Cree extended family education in Fox
Lake. 1 do not feel comfortable accepting them in the
classroom c o n t e x t or i n t o my personal l i f e . Whilst exceptions
to such gender roles do occur in the community ( e - g . some

young women Learn to play the drum which is typically a male

domain), I find the social expectations surrounding the
acquisition and sharing of male content/knowledge l i m i t i n g
from my own cultural perspective (a perspective shared by
c e r t a i n F i r s t Nations women's organizations).

Teachers face the handling of many other cultural
incongruities within the Alberta Curriculum. The study of
science, for example, is based on Western constructs oriented

towards detaching human reason from nature; i s o l a t i n g
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discrete elements: conceiving of progress as linear: and the
dissection, prioritizing, control, and manipulation of the
environment (Little Bear, 1994: Murdoch, 1988). This
contrasts with Cree spiritual worldviews which focused on
wholistic, interconnected, harmonious and balanced
understandings of the world extending well beyond objective
verification. Cree learners. consequently, might keep "a
number of related ideas in mind, without assigning them an
order of hierarchyn (Leavitt. 1993: 9). whereas teachers may
expect linear reasoning in student performance in science and
other academic subjects. The study of Western science also

involves learning about abstractions, experiences, and
interactions with nature which are not given priority in some
community members' understandings of the world.

As

discussed

a science lesson portraying a beaver as a
'wild' animal: a member of the rodent family:
Searing an average of three young annually;
and. inhabiting the woodland areas of most of
Canada. will be poorly remembered by a Cree
student who has trapped, eaten and worn beaver,
These facts, however plausible in southern
Canadian classrooms, are not part of the Cree
experience of beaver.
In addition, cultural bias has. in the past, been an inherent
aspect of Western science content. As pointed out by YacIvor
(1995: 135). "conventional biology with its theories of

evolution and natural selection and survival of the fittest.
may

lead students to internalize a hierarchical view of human

evolution. with Westerners at the
the bottom,"

apex

and tribal people at
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Cree children had to deal with such racism on many
levels beyond curriculum content. They encountered
discrimination in face to face interactions with members of
Western society ( c . f . Calliou, 1995) and in power relations
with the dominant community (c.f. Deyhle, 1995). I recall
inadvertently stereotyping all Cree people as protectors of

the natural environment one day when I found swear words on a
piece of tanned hide while teaching a junior high art class.
After saying "aren't you people supposed to respect nature?"
one of the students came up to m e quietly and said that I was
being unfair. This student taught me something I will never
forget. 1 apologized to the whole class.

Perhaps the most noticeable aspect to teaching in Fox
Lake was the tolerance and compassion of community members
involved in education towards teachers who made mistakes, b u t
who cared and believed in the children's ability. While. a s
presented in this section, curricular frameworks may present
many cultural contradictions and teachers may falter i n their
negotiation of cultural worlds, the most important thing is a
person's openness or willingness to reflect upon, learn about

and metamorphose their practice.

Sllmmary

As

this reflective examination of curricula and teaching

practice reveals, outside experts generally require
considerable training in and familiarity with the
sociocultural and language needs of the community in order to
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meet the educational needs of the children and concerns of
the Nation. They, like community members, transmit, transact,
and transform language and culture from their own
cultural/personal perspectives, and interact with others
based on their own cultural experience. Curriculum and

teacher practice, therefore, is primarily oriented towards
enabling the children to know and live in the larger

modern/postmodern Canadian society, and secondly, know about
Cree language and culture (which is the opposite of the
Elders' teachings). While teachers are hired to deliver the
content of the Alberta curriculum, their lack of familiarity
with Cree language and culture and ESL techniques, and their

training in mainstream teacher practice (meritocracy,
singling out, Tyler rationale, racism) inhibit their ability
to achieve this g o a l .

Formal schooling, in many ways, still continues the
legacy of past colonial educational practice and remains a

cultural enemy of the community in its personnel, curriculum,
philosophies, content, and use of symbolic systems and ways
of interacting with others and the environment. Education
which may enable greater success in Cree and/or larger

.

Canadian societies for learners is being denied. The result
is the continued marginalization of members from this Cree

First Nation who are fighting to provide a b e t t e r future for
their youth, to offer them routes
unemployment and ill health.

away

from poverty,

CHAPTER SIX
THE CULTURAL MEl?Am)RPHOSIS OF CURRICULUM AND PRACTICE

Introduction

Given the past legacy of formal schooling as an
oppressive colonial project, knowledge which facilitates
empowerment and healing may require prominence within
curriculum and practice in J.B.S. School. A cultural
metamorphosis of Cree education may serve to restore control

of all facets of education to members of the Nation.
promote/maintain Cree language use and cultural identity, and
improve student retention and achievement. This chapter
explores the possible nature and routes of such a
metamorphosis, with the art work of First Nations artists
providing visual reinforcement for the ideas presented in
each section.

In the first section a Kavas Blanket (Fig. 13) provides
the focus for a discussion of strategies which may prove

useful for educational planning. communication and culturally
specific curriculum development within Fox Lake. Kesakvchak'p
Blind Journev (The Grouses Pouch. 1987). a story told by

Johnny Peecheernow and illustrated by Jimmy Tallcree (Fig.
14). stimulates an analysis of teaching approaches which may

be relevant for practice within J.B.S. School in section two.

Section three examines the roles of responsibility and
strategic competence in cooperative learning approaches by
referring to a photograph of a handgame in Fox Lake ( F i g .
15)- X

broad-ranging approach to evaluation is recommended in
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section four by referring to a pair of beaded moccasins (Fig.
2 6 ) by

Rose Auger. Finally, Joanne Cardinal-Schubert's

recommendation for a paradigm shift supports the summary
which reflects on the need for a cultural metamorphosis of
curricuium and practice, and a re-evaluation of what
knowledge is worthwhile, why is it worthwhile and how might
it be transmitted, transacted and transformed.

The Kayas Blanket

The Kavas Blanket (1989) (Fig. 1 3 ) . was made by a group
of women in the Little Red River Cree Nation in 1 9 8 9 . Each
moosehide piece was designed and beaded by individuals, and

then arranged to form a harmoniously balanced composition by
women working in the Kayas Centre (now the Kayas College),
who then sewed the sections into a blanket. This unique

collaborative art work symbolizes the artistic ability,
strength and sense of responsibility of individuals towards
the group and the successful creation of a functional and
aesthetic group work. Each piece displays the beading ability

of the contributing artists, as well a s their ideas on
design, colour, and content,
The idea of community member input within collaborative
educational planning bas, similarly, been utilized
successfully for transforming education in First Nations
communities. This chapter section proposes various strategies
for p l a m i n g , communication and culturally specific
curriculum development which may be beneficial for the

F i g . 13

Kavas Blanket, (1989). Photographed by Gerard
C u r t i s , Courtesy of the Kayas Cultural C e n t r e . Fox
Lake, Alberta.

educational context of J.B.S. School.

I. Educational Planning Strategies
Three approaches to educational planning proffered within
the literature offer possibilities for empowering community
members to transform education within Fox Lake. ChartersVoght (1991) describes how a structured experience workshop
proved beneficial for the Upper Nicola Band in British
Columbia. In this workshop, community members were asked to
address tour questions: "Where have we been? Where are we
now? Where do we want to be? How will we get there?"
(Charters-Voght, 1991: 121). "The purpose of the workshop was
to reflect on the philosophy, goals, and objectives of the
community, not just the views of a select fewn (ChartersVoght, 1991: 122). Reclaiming parental responsibility for
formal education: linking the past with the present and

future; exploring ways for culture to b e central to
curriculum and practice; and providing a sense of ownership

and commitment toward the constructive resolution to

problems, formed the core of the workshop.
Such an approach to community involvement in educational

planning may be particularly useful for community members -in
Fox Lake as it would enable them to share and express their

past educational experiences in an enjoyable. safe.
supportive and empowering environment in which all
contributions are valid. Including the voices of community
members previously alienated by formal schooling. however,
may be difficult within a workshop setting.

An

alternative
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venue, such as the holding of a Vision Quest (a suggestion
which has been talked about for a number of years within the
Nation) may be more germane, as it would involve spiritual,
as well as affective and cognitive processes.
A

(1994),

second strategy, recommended by De Mello et al.
involves the holding of courses which utilize a

transformational process methodology, Participants are
encouraged to share experiences and search for common
patterns- New cultural and technical information is then
added and problems are explored. A plan of action is devised
and practiced through simulations and role plays of real
world contexts, These actions are then reflected upon and reevaluated for the effectiveness of their outcomes in an
ongoing process of program development. This methodology.
however, may prove largely ineffective as the holding of
courses may, again, attract a limited number of community

members
Finally, a more extensive approach is proffered by
Calliou (1993:

40)-

Within her community school model. she

suggests the use of community-based research and knowledge.
extra community awareness, collaborative teaching and
learning, intergenerational connectedness, social
egalitarianism. and participatory democracy as a route
towards healthy Indigenous school development-ICurriculum and
The term "healthy" is defined by Calliou (1993: 2 7 ) as
"positive and functional states of physical, emotional,
spiritual, psychologicaL and intellectual being of the
individual and the collective."
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practice. she proposes, should focus on addressing
contemporary concerns with "outcomes related to preservation
of cultural heritage and activation of self determinationu
(Calliou, 1993: 36). Immersing students in curriculum
construction which promotes extracommunity awareness, and
respectful intergovernmental relations is seen as essential,
Problem solving approaches which consider community memberst
feelings as well as their cognitive knowledge when addressing
community concerns are recommended, along with creating
awareness of possible long term effects resulting from any
actions taken.
While Calliou's emphasis on awareness, respectful

relations, egalitarianism and interconnectedness is
important, her concern for preserving cultural heritage and
activating self determination, on the other hand, clouds the
active. dynamic. and self-determined nature of Cree culture
in Fox Lake. H e r approach, however. holds the greatest

possibility for encompassing the diversity of viewpoints
within the community.
11. Culturally Specific Curriculum Development Strategies

Analogous, in a way, to the cooperative creation of the
K a ~ a sBlankek is

a point mentioned by Calliou (1993), which

appears particularly relevant to community involvement in
education at J . B . S . School. Calliou (1993: 40) stresses the
possibility of returning to more traditional forms of
respected authority "with elders serving as the guiding
administrators of the school on a day-to-day basis" along
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with cooperative, non-hierarchical, power sharing roles held
by school staff- The coordinator system and

Elder

participation in J.B.S. School appear to be oriented toward
this cooperative direction.
The establishment of curriculum development teams,
facilitated by the Elders with the school, may be worthwhile
and offer an exciting and constructive route toward
Indigenous practice and program development which may
contribute toward increasing student retention, achievement,
Cree language and cultural identity. Such teams could be
comprised of representatives from all stakeholder groups
(teachers, teacher assistants. parents, students, board
members, administration) and include curriculum development
and linguistic consultants

-

with each stakeholder

contributing towards the creation of the metaphorical "Kayas
Blanket" of educational practice and program development.
Particular attention may need to be paid to group sharing

of ideas which allow for all voices to be heard and valued,
in particular those voices previously silenced by hegemonic,
paternalistic control in formal education. Feelings of
disempowerment have been noted by Aboriginal teachers in
Australia when working collaboratively on program
development, due to Western teacher maintenance of control

and failure to give responsibility to Aboriginal teachers
(Bindarriy et al., 1991).2 To continue the analogy of the
Pseudonyms have been used by the authors of this article to
preserve anonymity .
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Kavas RlankeL, each artist's designs and skills would be

valued as part of the whole.
Indigenous circle approaches to discussing issues on
curriculum development may b e worthwhile as they facilitate
respect for individual wisdom by allowing only one person to
speak at a time, invite all to participate in turn. address

the topic rather than the person, and accept silence as a

response. Such approaches may also assist the internal
political dimensions within the community regarding the
inclusion of Cree language and culture in the school,
particularly if the focus is towards ways of including dl
children within formal schooling and "balanced relationships
respectful of the life force of all entities" (Calliou. 1993:
34).
1 1 1 . Communication Strategies

The organization and operation of opportunities and
venues for communicating and sharing information would assist

program development. The Kayas College could continue to
expand communication between the Nation's schools, the

schools and community, the Little Red River Cree Nation and
other First Nations and educational institutions. Likewise-.
it could continue to collect Cree language and culture

resources and support academic research within the community.
X

central Canadian location for exchanging information on

Indigenous language and culture programs. as outlined b y
Hebert (1994). would

contribute extensively to their e f f o r t s -

In turn, the sharing of progress reports at board
meetings and participation of board members in curricuium
development teams would serve to update and provide guidance
from the local and regional education boards, The
establishment of more frequent board meetings and the
assigning of priority to educational concerns would,
likewise, be invaluable.
At the school level, workshops, teaching/teacher
assistant exchanges, and team teaching initiatives may
contribute towards the sharing of information. Similarly,
communication between the school and the community can
continue through the present use of open days. home visits,
parent/teacher interviews, newsletters, cultural days. feasts

for the Elders, and interest groups. The use of multi-aged
study groups, tutoring clubs and research teams may assist
communication between generations and serve to integrate age
and family groups separated in formal school practice

(Calliou, 1993). Cree extended family learning practices and
values may then be reinforced and appreciated as successful
pedagogical mechanisms within formal schooling.
Public forums for enabling community awareness and

-

reflection on the role and transmission of Cree language and
culture, as well as social, economic, environmental.
political issues, and the healing of wounds created by past
oppression may prove useful. Establishing places where
community members can express their opinions on such matters
within the school and Kayas College. in the local newspaper
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(The Kayas Nooze), or through the foundation of a local radio
station ( c . f . Aboriginal Voices. 1995) may assist curriculum
development teams with expanding and sharing ideas. as well
as community involvement in educational planning.
Not all community members. however, may wish to be
directly involved in education. The beaded designs in section
of the Kavas Blanket are often passed on through family lines

from mothers to daughters. grandmothers to grandchildren. or.
alternatively, specific designs are requested. created, or
given as "gifts." Thus. what appears to be created by f e w

individuals, actually involves many, and may embrace a far
larger community context.

This chapter section. therefore. suggests the creation of

a "Kayas Blanketw approach to educational planning.
curriculum development and communication which is
collaborative. empowering. culturally relevant and community
based as a

route for improving retention. achievement. Cree

language use and cultural identity in J.B.S. School. T h i s
approach. however. requires nurturing in the classroom
context through the use of applicable approaches t o pedagogy.
learning and evaluation. areas explored within the following
sect ions.

Wesakychak's Blind Journey

Perhaps one of the most constructive form of pedagogy is
the ability to laugh and enjoy life. The Elders stories about
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Wesakychak, the trickster, such as W e s w a k ' s Blind Journev
(The Grouses Pouch, 1987) (Fig. 14). provide us with a way of

travelling through life which enables us to laugh,
particularly at ourselves. Wesakychak, known as Coyote or
Raven in other Indigenous cultures, may be tragic or comic,

friendly or antagonistic, foolish or wise. He " h a s come to be
a symbol of survival-with-hubris for most Indian people"

(Durham cited in Tousley, 1995). Wesakychak elides definition
and represents the enigmatic nature of humanity and existence
within the world that precludes complete resolution.
This chapter section reveals how approaches t o pedagogy
which are multidimensional, thematic and integrative,
collaborative and empowering provide opportunities for

teachers to draw from Cree and larger society worlds and
contribute towards the cultural metamorphosis of Cree
schooling, Each of these approaches are explored in turn.
with Wesakychak acting as a metaphorical link with Cree

culture.
I , Multidimensional Approaches to Pedagogy

Indigenous teachers appear to have learned from
Wesakychak. They have been seen to promote communal

identification by contextualizing their teaching and
combining strategies from both Native and larger Canadian

society worlds in imaginative. multidimensional ways ( c - f .
Xohatt & Erickson. 1981; L i p k a , 1991). A Yup'ik teacher. for

example. integrated Yup'ik values with Western knowledge
while reinforcing learners Yup'ik identity. Within one lesson
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this teacher combined culturally significant content (the
preparation of smelts), values (importance of food for

survival, family relationships, group cohesiveness, respect
for individual autonomy), and ways of teaching (non-coercive,
informal, and largely non-verbal) and learning (learner
initiated, collaborative peer teaching/learning), with Yup'ik

and English language use (Lipka, 1994). The knowledge the
children acquired in this impressive period of instruction
concluded with a collaborative English language writing
experience.

The dynamics of such multidimensional approaches to
pedagogy are extremely complex. Various linguistic,
interactional and philosophical combinations are possible

from learning hiestern content through Cree philosophies or
language, to learning Cree content through English. Diverse
pedagogical options may be utilized including experiential,
situational, task based and problem solving components: the

development of cultural and intercultural awareness and
strategic competencies (expressive, communicative and
metalinguistic skills); interpretative, interactionalist.
symbolic and spiritual language uses; constructivist
approaches to collective cultural identity formation;

reflection and narrative,
Yultidimensfonal approaches, however, require teacher
adaptation to particular cultural contexts. Teaching
approaches which appeared to be culturally compatible and

encouraged learning in the classroom context at J.B.S. School

were characterized by physical closeness, quiet words,
patience, affectionate humour and teasing ( c - f . Yurdoch,
1988),

respect for the autonomy of the individual, and non-

interference (c.f. Darnell, 1979; Philips, 1 9 7 4 ) .
Participation often occurred, particularly with older
students, when teachers kept quiet, held back attempts to
prompt or coerce them into joining in, and waited for the
students themselves to initiate interactions (c.f. Philips,
1983). In addition, any activity or work teachers undertook

drew immediate interest from the children as did humourous

classroom events and the telling of personal stories. Using
non-verbal cues, such as passing out materials or commencing
an activity or demonstration by showing how to do something
without talking, was successful for initiating classroom
work. In turn, teacher awareness of, and response to. nonverbal

student requests was also effective. This appeared to

match the non-verbal participation common in community

interactions. where enjoying the co-presence of a group,
sometimes with barely a word being spoken, was considered
polite ( c - f Darnell, 1979:

14).

Teaching complex relationships and abstract
philosophical ideas through the use of metaphor ( c - f .
Lightning, 1992; Yurdoch, 1988: Darnell, 1979) may prove
particularly fruitful as it is methodology used extensively
in Cree extended family education in Fox Lake. The
appreciation of metaphorical approaches to learning which

take "into account the students' beliefs, as well as their
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valuesn (Snively, 1990) have been seen to encourage learning
and the growth of student worldviews. Metaphorical

understandings of the world can complement the literal
(Clifford and Friesen, 1993). Caution, however, has been
expressed about the use of such approaches as they h a v e a
tendency to appropriate "Aboriginal content to further the
goals of the Westernn (MacIvor, 1995: 141). Cree worldviews
can b e integral to, and equally respected within, Western
content areas, like science and art, which have in the p a s t
purported to be culturally neutral (MacIvor, 1995; Eisner,
1988).

Depending on their p a s t experiences, teachers and
teacher assistants in J.B.S. School may create diverse
multidimensional approaches to pedagogy which may be viewed
as more, or Less, suitable for this specific educational

context (c.f. Sterling, 1995). Although it should be noted

that Cree teachers in other Cree communities have been seen
to believe in teaching " b e s t b y telling how" and maintaining
control " b y demanding punctuality and showing he/she is the
b o s s n (McAlpine & Taylor, 1993: 13). Such beliefs are thought

to stem from experiences w i t h residential schooling and

.

mainstream teacher practice. They could also, however, echo
the formal and hierarchical nature of story telling within
traditional Cree contexts, where children are expected to
listen respectfully (c.f. Darnell, 1974). Alternately, nonIndigenous teachers have been seen to either intuitively
adapt their responses to the interactional styles of their
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students (c-f.Voght, Jordan & Thorpe, 1987) or show little
appreciation or understanding of culturally congruent
Indigenous teaching methodologies (Lipka. 1990; Bindarriy et
Al, 1991). These complex strands within pedagogy are
reminiscent of Wesakychak's "ambiguous and paradoxical power
derived from [his] ability to live interstitially, to
confuse. and to escape the structures of society and the
order of cultural thingsn (Barbara Babcock-Abrams in Petrone,
1990: 16). They reveal the intricate interweavings of

personal histories, experiences and cultural adaptations
which surround teacher practice.
1 1 . Thematic and Integrative Frameworks

Mithin a thematic framework. multidimensional approaches

to pedagogy can include the complex and paradoxical nature of

kesakychak. and integrate knowledge from Cree and larger
societies. Such integration would be compatible with the
kholistic nature of learning within Cree iamily/community

education. Whole language themes, that within Western
pedagogy tend to focus on noun-centred topics. may be

interco~ectedwith the active, descriptive. and verbal
nature of the Cree language. Themes based on verbs related'to
real-life tasks may build from the children's' learning
experiences and environments and subtly promote Cree language
and culture as valuable ( c - f . Leavitt. 1995).
Themes such as "Buildingw or "Travelling" may provide
learners with ways of learning from their own linguistic and
cultural base, offer infinite possibilities for acquiring
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both Cree and English languages, and connecting ideas across
subject

areas and between Cree/Western, peer/school,

youth/adult, and female/male cultures. The seasons, animal

and plant life, growth, measurement, life cycles, weather,
illness and leisure activities are related to such themes and

can be explored through Cree and Western perspectives and
knowledge in the areas of social studies, science, health,
mathematics, physical education and home economics.
111.

Collaborative Teaching Methodologies
Thematic frameworks combined with collaborative teaching

approaches would appear to be particularly appropriate for

use in J.B.S. School as the latter capitalizes upon the peer
teaching currently used within the classroom by learners.
Collaborative teaching approaches allow learners to share
ideas. teach each other. and practice their language skills
with p e e r s in an informal atmosphere ( c . f. S l a v i n , 1995;

Kessler. 19921. They encourage more frequent student speech
production, compared with teacher led classrooms, and have
been shown to improve First Sations students' oral and

written development when teachers are familiar with the
interactional styles and culture of their students (HcCarty,
199L).
Collaborative learning strategies. like group
investigation. cooperative games. role playing, word chains.
complex instruction, reading groups and buddies. or round
robin. enable greater student autonomy over their learning
while respecting the needs of others through the use of
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intrinsic motivation. They support the focus on autonomy
while learning collaboratively within Cree family/community
education, particularly when learner choice towards
participation and group membership is respected. Teachers,
however. may need to be aware of clan frictions and teasing
between learners which may be aggravated by the transactional
nature of collaborative approaches. Wesakychak is renowned
for his ability to trick or fool others.

One collaborative methodology with considerable
potential is the creation of group narratives drawn from the
learners' own knowledge bases and experiences (Hebert, 1995).
With the help of peer or teacher assistants group narratives
can b e recorded on sound or video tapes in both Cree and
English. or in written form. enabling students to refer back
to them for practicing language skills. Performance then

takes the form of a group product that may be reworked in a
variety of ways in both languages. it can be developed into

well defined. well reasoned and lengthy responses to complex
questions which have relevance to students' lives and engage
them in a broad range of content in all subject areas.
Similarly, the combination of story circles.
improvisation, and peer editing appears to provide a positive
and successful model for improving spoken and written

language skills in English and Indigenous languages (Regnier,
1987). The creation of collaborative visual narratives (such

as murals, blankets, posters. displays etc.) may, likewise,

enhance language use. Language, resultantly, no longer

becomes a barrier to learning, and the strength of the
student culture of J.B.S. School, in guiding learning. is
recognized as an asset. While learning Cree and English
languages and literacies. children "learn to think. to solve
problems. and to integrate and apply knowledge and skillsN
(Slavin, 1 9 9 5 ) .
IV. Empowering Pedagogies
Various pedagogies offer possibilities for empowering
youth. Task-based instruction (c.f. Nunan. 1989). for
instance, is not only empowering but, more importantly.
encourages forms of learner autonomy typical in Cree extended
family education. The teacher provides opportunities for

learners to make choices in designing and selecting projects
and in learning "how-to-learnn (Nunan. 1989). The syllabus
acts as a framework or checklist "which can provide coherence

and continuity to the course design and materials development
process" (Nunan. 1989). Skills are integrated and real world

tasks are used when possible so that students are provided
with meaningful reasons for producing oral and written
products beyond the display of knowledge for the teacher
(Nunan, 1989). The creation of books or art works like

moccasins for others. the production of school or community
radio programs or video events, and the writing of newspaper
articles covering topics relevant to community members. offer
just a few suggestions for making learning and performance
meaningful.
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Pedagogies which encourage learner awareness of culture
by

participating in, and reflecting on, other cultures, as

well as their own may also be empowering. They may help

maintain or restore relations between generations, and
between the school and the community ( c - f . Byram, 1991). By
comparing perspectives from their own and othersr cultures,
learners can become interculturally competent and explore
issues of Cree cultural identity, racial stereotyping,
prejudice, and oppression. Active engagement with all aspects
of Cree culture, and other cultures, may help the young

perceive their own culture(s) as dynamic, vital, contemporary
and facilitate "empowerment of selves and of communities, as
a right to equivalence with other cultural groups" (Hebert,
1 9 9 4 : 77).

Additionally, tracing the role of culture within Western
pedagogy may prove fruitful in highlighting how First
Sations. and other Peoples have been marginalized xithin
larger societies in the past ( c - f - Willinsky, 1996). This
would enable learners to recognize oppression in all its
guises by providing them with the knowledge and reflective
skills they need to read, act on, and heal their world. I t
may help
(c

.f .

restore health within individuals and the community

Regnier, 1987 ; McCormick. 1995).

As

Cree Elders transmit information and values through

the use of explanation (Loonskin. 1995). reflective rather
than critical thinking may be more culturally compatible.
Pedagogies that honour Cree language and culture in all its
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diverse "contemporaryw forms may offer students a solid

ground from which to understand and decolonize the emotional
impact of past and present inequities.
Another teaching approach which may b e of advantage in
building learner confidence and ability in guiding their own
learning, and dealing with social and cultural issues, is
that of using projects that involve four phases of
development: teacher Led direction, group tasks, independent
work, and reflection on objectives and learning (Battiste,
1987). This type of approach facilitates flexibility in the

instructor's role, ranging from teacher to learning
assistant. It also promotes independent learning, the mastery
of language and content through a variety of instructional

strategies. and reflective thinking skills.
Pedagogy which includes empowering Native approaches to
healthy living may also assist community and individual
tensions and social concerns. Diverse mediums of healing are
utilized b y First Nations, e.g. establishing a spiritual
connection, participating in spiritual ceremony, anchoring
oneself in Native cultural contexts or traditions, relating
to the natural environment (McCormick, 1995). These mediums

could embrace the whole educational program. Teaching

approaches such as task based learning, healing circles, role
play, and apprenticeships, can create an environment where
children feel free to express anger, grief and other
emotions. Such approaches encourage the development of social
connections, the obtaining of help and support from others,
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and taking care of oneself

-

all of which facilitate healing

(Mccormick. 1995). Additionally, they may help learners deal
constructively with issues which affect school attendance and
achievement such as poverty, unemployment. teacher practice,
curriculum content. youth resistance, substance abuse. family
violence. and peer teasing.

As this section elaborates, Wesakychak can be a
"liberator and healer in a narrative, a comic sign, communal
signification and a discourse with imaginationn (Vizenor,
1989: 187). Xultidirnensional approaches to pedagogy which

offer flexibility and diverse content, philosophical,
interactional and symbolic combinations in culturally
sensitive and compatible ways, may assist the inclusion of
all children in school. Collaborative, thematic, integrative.
and empowering pedagogies which draw from educational theory
and practice within Cree and larger societies offer routes

for promoting cultural awareness. reflection and healthy
living. They encourage learners to discover, interconnect
ideas, become socially aware and bring about change in their
personal lives, their communities and the world. Respect,
collaboration, reflection and the guidance/iavolvement of
community members required for the successful metamorphosis

of Cree education may also be enhanced through the use of
multidimensional approaches.

Handgame

Cooperative learning approaches which encourage
individual responsibility and strategic competence, likewise,
appear to be culturally compatible and may assist learners in

coping with the complexity of the social and cultural worlds
they face. They may be exemplified by the handgames played in

Fox Lake (Fig. 15), which are more than games of chance. Each
teams' leader or captain in a handgame uses intuitive
judgement, past social knowledge and observational skill to
determine the hand in which members of the opposing team are
holding a small game piece. Each team player tries to
outsmart the opposing team Leader

by

moving and acting in

various ways. Both the leaders and team players are
responsible for their own actions and have developed their
own strategies for playing the game. The strategic competence

of individuals is admired, Cooperative Learning approaches
utilizing strategic competences. however, may require a
wholistic focus which emphasizes individual responsibility
towards the collective, as this chapter section elucidates,

I. Cooperative Learning Approaches, Strategic Competence and
Individual Responsibility

Within Fox Lake. the strong clan identification and high
interest in competitive games and sports (such as handgames.
hockey, and baseball) suggest that team based approaches to
cooperative learning, such as Student Teams-AchievementDivisions. Teams-Games-Tournament. and Jigsaw I 1 ( c . L
Slavin, 1995). may be culturally compatible- I , like others

Fig. L5

Hand Game. Fox Lake, Alberta (1989). Photograph by
Gerard Curtis.
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(e.g.

Watts, 1 9 9 6 ) , have found cooperative learning forms

which involved competition between groups of students highly

motivating.
Students may place more emphasis on individual
responsibility towards the group and group success, however,
than on individual advancement or individual rights as
motivating forces (c.f. Hampton, 1993: 285). As Boye Ladd
(1994: 23) notes, between First nations, and the clans within

each nation, there exists a "spirit of competition and
animosity

. . - Everyone

has that strong sense of pride to

become champions." This sense of competition. however. may

not, necessarily, be based on the idea of individual
advancement. The primary motivation for personal excellence

in performance

may

be the betterment of the group,

Excellence in performance within handgames held in Fox
Lake is enhanced through the use of specific strategies which
may be explicitly or implicitly shared. Cooperative learning,

correspondingly, can enable learners to share and develop
individual learning strategies both implicitly and
explicitly. Paying attention to both ways of learning would
appear to be culturally compatible for learners within J - B - . S .
School. As cognitive and metacognitive learning strategies.
however, are frequently emphasized within the research ( c - f.
Wenden and R u b i n . 1987). with less emphasis paid to

affective, social. compensation, and memory strategies
(Oxford. 1992/93). focusing on the whole person and balancing
all learning strategies may likewise prove beneficial,
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Learners can share and reflect on how they feel about
learning. how they encourage themselves to learn and how t h e y
reduce their anxiety within a cooperative environment.
Learners, likewise, can learn how to cooperate, empathize and
ask questions of others. They can share ways of focusing,
planning and evaluating their own learning; ways of
connecting ideas, applying images and sounds, reviewing, and
acting; and ways of practicing their learning. Visual aids,
manipulatives, oral and written examples, graphics, webbing,
brainstorming, and concept mapping may all facilitate learner
control of their own learning, as well as the learning of
content through a second language (Early et al. 1989; Novak

&

Gowin, 1994).
Although research suggests that individuals become more
effective Language learners when they overtly share or are
instructed in how to use strategies and transfer them to new

situations (Oxford. 1992/93), the question beckons as to how
effective explicit learning of strategies might be in the
cultural context of Fox Lake where intuitive, non-verbal
learning is prized, as in the handgames. The responsibility
and strategic competence promoted through cooperative

learning activities in which learners share and reflect on
how they learn may require attention, consequently, to a

broad range of implicit and explicit learning strategies in
order encompass the Cree learning strategies utilized in the
community .

Embroidered Moccasins
Rose Auger's exquisitely embroidered moccasins (1989)

(Fig. 16) reveal this Cree artist's talent. Cree perceptions

of talent and knowledge as "gifts" from the Creator, however,
are based on the appreciation of a quite different
understanding of the world from that of most Western
educators. Artistic talent involves a combination of
creativity, expression, content and technical ability which
interconnect the inner world of the artist with the outer
world of nature in ways that current Western interpretations
of art are unable to evaluate. In order to accord value to

such Cree knowledge and talent. assessment within the formal
schooling in Fox Lake requires expansion as elucidated in
this section.
1 . Educational Assessment

Extending educational assessment to include both
quantitative and qualitative paradigms would provide greater

scope for assessing the talents of learners in realms
associated with both Cree and larger societies, and for
evaluating teachers and the educational program in J . B . S .
School. Assessment may be expanded to take into account the

spiritual, social, and aesthetic along with affective,
physical and intellectual abilities, with diverse forms of

evaluation used for specific areas of knowledge from Cree and
larger societies.

The recent interest in authentic assessment within the
larger society may be useful in accommodating such broad

Fig. 16

Rose A u g e r (1989). Embroidered Moccasins. Collection
of the Author.
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assessment goals, as well as the cultural diversity within
Fox Lake. Such assessment would incorporate the learning
processes and tasks learners encounter in the real world,

reflect the values of d i v e r s e intellectual communities.
facilitate various ways of displaying and handling knowledge,

and extend beyond the curriculum as taught. Utilizing
authentic and more culturally compatible assessment, however,
requires that teachers be familiar with the cultural worlds

of the learners they teach. Records of student achievement
(e.g. report cards and cumulative files), additionally, may

require adjustment.

In the classroom. qualitative individualized assessment
would be compatible with Cree topographical perceptions of
ability. Individualized descriptive comments about the tasks

learners have accomplished, as well as areas they need to
practice. could complement norm-referenced evaluation forms.
Descriptive assessment forms which r e f l e c t the tasks learners
w i l l encounter i n t h e r e a l world and allow for process as

well as product. group performance. and multiple answers to
problems could be explored (c.f . Eisner, 1993).
Cuch a broad-ranging approach to assessment would

recognize the abilities of learners in acquiring the
knowledge of both Cree and larger society worlds. rather than
the narrow band of intelligences normally rewarded in
schools. Broad-ranging assessment may reinforce the
importance of learners being able to make meanings of their

world. It may also serve to reduce perceptions o f teacher
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favouritism towards learners from the larger society. and
incidents of teasing among learners. Teachers' evaluative
comments can focus on 1earners ' strengths, the indirect
acknowledgement of learner achievements, and the use of
various ways of explaining concepts, including the use of
metaphor,
The use of learner self-analysis and self-initiated
assessment would appear to provide common ground between
Elder and some Western approaches to evaluation (c.f.
Redekopp, 1989; Grant, 1995). Involving students in their own
assessment within supportive cooperative educational
environments, which include parents, Elders, and teachers.
may additionally enable "the reasons for [student] failure to
be identified and constructively tackled" (Broadfoot. 1990:
630)- Learner exploration of forms of assessment which

encourage diverse avenues of success within Cree and larger
societies may prove fruitful.

Processes which recognize the strengths within
individuals and the community and contribute towards
decolonization. empowerment and healing could be a part of
learner. teacher. and program assessment. By considering
educational aims (and hence the resulting need for assessment
in such areas) like autonomy. belonging, cleansing.

expression, discovery, creativity, balance,
interconnectedness. social awareness. responsibility. and
empowerment, perhaps Cree language use and cultural identity,
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attendance and achievement may be improved (c-f.HcCormick,

With such re-adjustments, a truly broad Cree/Western

form of assessment may be entertained which, as the J.B.S.
School Mission Statement notes, may enable children to
"envision [themselves] becoming the persons [they] hope to
be" (Appendix C). Assessment may then facilitate the

appreciation of knowledge and talent as spiritual gifts, as
well as children's success in both Cree and larger society
worlds. Further, such a wide-ranging assessment model may
prove beneficial in other educational contexts within the
larger society.

Summary

Children require knowledge about how to participate
successfully in all aspects of life within Cree and larger
societies in order t o live and be proud of the diverse

individual and collective Cree identities within the Sation

and within Canada. A paradigm shift in thinking and action is
required to transform the colonial education of the past into
true Cree control over education within the tittle Red River
Cree Xation so that its members may address their educational
concerns and provide a better education for their children.
The quantitative paradigms of past formal education are
inadequate.

Yew

dynamic perceptions of culture and a far

broader conception of knowledge are required for learners to
make sense of the complex, transformative social and cultural
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worlds they encounter. The following statement by Joanne
Cardinal-Schubert directs us towards the importance of
perspective in making meaning of the world and towards the
need for a paradigm shift in thinking with regards First

Xations cultures and educational practice:
Think of the huge rock faces of pictographs
and petroglyphs across this Nation as
billboards which have withstood the ravages
of time. Think of the great medicine wheels
as having a great shelf life. Think of the
knowledge carried by the elders through all
the generations as a living library. And,
think of the ceremonial reliquiae as systems
folders. Think of it. The message is the
medium (Cardinal-Schubert, 1984: 7).
This paradigm shift, and, as a result. the educational
concerns in Fox Lake, may be achieved by utilizing
collaborative community-based approaches as a route for
improving program development. It may be facilitated through

the use of multidimensional. thematic, integrative.

collaborative and empowering approaches to teaching which
draw from the languages, philosophies, values, ways of

interacting, and knowledge of Cree and larger societies in
culturally sensitive and compatible ways; cooperative
learning approaches which build on learners' responsibility
and strategic competence; and a broad range of evaluation
forms- Learners may then be more able to deal with, succeed

in. and metamorphose diverse cultural worlds, including those
within formal schooling.

CHAPI'ER

s m

COLLAGE: THOUGHI'S, DREAMS AND HALLUCINATIONS

Introduction

This t h e s i s , in many ways, can be seen as another
Western explanation of Indigenous education, drawing as it
does from Western anthropological and ethnographic research,
post colonial and postmodern theory, and the author's own
past and present perceptions of Cree language and culture.
The author's picture of education in the Little Red River
Cree Sation will go "on changing according to the state of

mind of whoever is looking at it" (Picasso, 1971: 268). This

"picture," however, does not even scratch the surface of what
it is like to be a Cree learner or teacher in the Little Red

River Cree Nation. It does not capture the members' realityAs Kevin YcYahon (1988: 21) writes about the Inuit:

"intuitive processes operate that our science can't
mderstand and our language can't explain. Details can be

listed endlessly, but only a leap of imagination. a leap
within, can provide an inkling of a hunter's perception of

being. "

In this concluding chapter, emphasis is placed on the
importance of First Nations art in providing meaningful
" t e x t s " which

can assist the reading of educational issues.

The themes of inbetweenness, negotiation, healing, belonging,
empowerment and potential, which run throughout the thesis
and surround the past, present and future education of the

Little Red River Cree Xation, are elucidated and summarized.
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The urgent need for support from the larger society is also

stressed. Finally, some thoughts on the future and the
strengths of the Little Red River Cree Nation are expressed.

F i r s t Nations A r t 'TextsR

Native artists have tried to explain, reveal and
describe the cultural and social realities they encounter
through their art. Some like James Luna, Jimmy Durham, and
Joanne Cardinal-Schubert have incorporated shock value within
aesthetic works to encourage observers to reflect on
themselves and their social/cultural position. Such
reflection is thought to lead to action, self-empowerment ,

and possible routes of cultural/social change. Similarly,
when Kolcott (1987) and Hampton (1993) talk about Kestern
pedagogy being the cultural enemy of First Yations, nonNative people may be offended, but also may be encouraged to
r e f l e c t on their 'inbetween' r o l e as educators of Indigenous

children, As Alfred Young Yan elaborates:

To an American Indian artist, Native
perspective texts may seem all too true
and an absolute vindication. However, a
Euro-Canadian who reads them may feel
uneasy and ultimately culpable in a very
nasty historical drama - . - some readers
may suffer twinges of guilt and some may
even lapse into throws of despair if they
persevere through what can at times be
excruciatingly insulting and accusatory
material ... The Xative perspective may
not be easy to accept, particularly by
those who feel adversely implicated by its
conclusions (cited in Xcfiaster. 1992: 68).
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Yet the reading of such perspectives is essential. I f First
Nations perspectives are glossed over or ignored, the pain

and suffering of past oppression risks continuance, and
opportunities for healing and restoring the relationship
between members of First Nations and the larger Canadian
society are reduced.
First Nations art works, like curricular documents,
teaching practice, and the Elders' stories provide " t e x t s "
which may be read in a variety of ways. They can provide the
impetus for sharing and appreciating personal, social and
cultural meanings in curriculum and practice. Learners and
teachers, young and old, can be inspired by Indigenous art
works by exploring the historical, cultural, socio-political,
economic, and environmental contexts surrounding their impact
and artistic creation. Such investigations can provide a
depth of meaning. passion for the content implied by the

works. and an appreciation of their technical virtuosity.
They can reveal underlying themes which may otherwise remain

hidden. and help develop a personal affinity with, and a

sense of belonging to, "texts."

Themes of Inbetweemess, Negotiation. Healing, Belonging.
Empowerment and Potential

This thesis has explored various themes surrounding
education within the Little Red River Cree Sation, such as
inbetweeness, negotiation, healing. belonging, empowerment
and potential. The "picture" of First Nations education
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created by the author essentially supports postcolonial
healing, poststructuralist multi-dimensional approaches to
language learning, and a postmodernist negotiation and

interpretation of culture and identity. of being in a
reconstructed community and cultural context. This viewpoint

is perhaps best parodied in a performance piece by James Luna
entitled Collaae: Thoughts. Dreams and

Hallucinations

(1997)

(Fig. 17):

In his war bonnet, buckskin leggings and
glitter-adorned vest, the Indian warrior
straddles his trusty steed. Head held high.
with a cigarette in one hand and a beer in
the other, he begins his journey on his
faithful horse, "The Bikemaster." Invoking
ceremonial dances with a pair of feather
decorated crutches that resemble wings.
Luna gives us the contemporary Noble Savage.
crippled by circumstance but trying to fly
(Lori Blondeau and Bradlee LaRocque, 1997/98: 5 0 ) .
The humour. yet the tragedy. of this image. recalls the

Trickster and the inescapable folly of life. Luna enables
those who perpetuate such stereotypes, while encouraging the
growth of Indigenous culture. to laugh at themselves. Humour

is used to encourage reflection on the ideals of self
determination and cultural reconstruction pertinent to
education, and yet this use of humour also deconstructs the
pretensions embodied in such ideals,
Self-determination and cultural reconstruction have
played a role in the negotiation of formal education within
the Little Red River Cree Nation. As in other First Xations,

this negotiation has been characterized by colonial
domination and the use of assimilative educational models

F i g - 17

James Luna. (1997). Collage: Thoughts. Dreams and
Hallucinations- Reproduced in Nix Yagazine
(2997/98), 2 3 ( 3 ) : 5 0 -

which have undermined Indigenous languages, cultures.
identities and achievement in school. Attempts to restore
Cree control and responsibility for schooling have been
hampered by the continued legacy of formal schooling as an
assimilative colonial project and the inadequacy of federal

and provincial government support. Philosophies, content, use
of symbolic systems and ways of interacting within

curriculum, school operations and teacher practice have been
oriented towards enabling the children to know and live in
the larger Canadian society, with inadequate recognition
given to Cree language and culture.
Domination, however. may be subtly transformed. The
Catholic Church's desire for increased strength through the
acceptance of religious pluralism within Indigenous cultures
throughout the world has been altered within the Little Red
River Cree Nation, I t has been turned. instead, into an
underground vehicle for strengthening Cree culture.
incorporating Christian religious elements into Cree
spirituality, and the emergence of a Cree spiritual
"renaissance." This "renaissancen appears to resemble. in
many ways, Wallace's (1970: 184; 206-207) description of the

rebirth of the Seneca Nation:
Each little reservation [in the Seneca Xationl
had its own progressive and conservative faction.
These factions worked against one another, ...
both in political maneuvering at crucial council
meetings and at treaties with the whites. And at
times the struggle became violent. ..., In a
world as confusing as this, it might be expected
that other solutions would be offered, less
rational than those formulated by the avowed

progressives and conservatives. Minor prophets
began to emerge, their words bursting like
bubbles over a boiling cauldron.
Separating, distinguishing. dividing. classifying, and
measuring the worth of races. cultures, and nations has been
the preoccupation of modernist, structuralist and colonialist
Western thought. This preoccupation has been perpetuated by

the English language which has difficulty describing
alternative realities which exist outside of an either/or
duality. I t has resulted in Indigenous postcolonial educators
finding themselves caught inbetween aspects of First Nations

and Western histories and cultures in difficult mediating
roles.

A

paradigm shift in thinking and action is required to

transform the colonial education of the p a s t and facilitate
Cree control over and responsibility for education within the
Little Red River Cree Sation. -An alternative solution. away

from a focus on the duality of progressive versus
conservative factions and Cree versus English languages.

appears essential. Visions which see past or through the
complications created by lack of support from members of the
Larger society and the diverse opinions and experiences of
Indigenous people seem germane.
Transformational approaches to education have been
suggested by educators as a route towards
maintaining/reconstructing Indigenous languages. cultures and

identities and improving opportunities for success within
formal schooling for First Nations youth. These have included
segregationist, postmodern, and culturally negotiated
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schooling. Segregationist models, while strengthening a Cree
cultural core, hold the potential for isolating,
stereotyping, and alienating individuals. The nihilism
resulting from postmodernismtsdeconstructive orientation may
be politically precarious for the Little Red River Cree

Nation. Culturally negotiated education appears to offer the

greatest flexibility for accommodating the diverse Cree
cultural identities and opinions within this First Nation.

The cultural metamorphosis of Cree education is suggested
within this thesis as a more suitable ideological
foundation/process for the community of Fox Lake, as i t
allows transformation towards a more realistic and natural
approach to cultural change and personal/collective identity
formation. kithin this approach, culture is perceived as
dynamic and knowledge is drawn from diverse cultural worlds,
including those within Cree and larger societies, in order to
enable learners to make sense of the complex, transformative

social and cultural realities they encounter. The focus is
towards a wholistic, constructive building and sharing of
ideas.

This thesis makes certain suggestions towards the
cultural metamorphosis of Cree education in Fox Lake. These
include the use of collaborative community-based approaches
towards program development; multidimensional teaching
methodologies which draw from the languages, philosophies.
values, ways of interacting. and knowledge of Cree and larger
societies in culturally sensitive and compatible ways;
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cooperative learning approaches which b u i l d on learners'
responsibility and strategic competence; and a broad range of

assessment forms. Through the u s e of such approaches
community members may further address their educational
concerns, and strengthen pride in the d i v e r s e Cree cultural
identities of the Nation's youth, as well as prepare learners
for coping w i t h and succeeding i n todays complex cultural
worlds.
A commitment to the cultural metamorphosis of Cree

education and educational rights by community members ( a s
with the case of the Yaori in New Zealand [Farquhar and Laws,
19911) would, undoubtedly, assist their realization. Such

commitment could also induce members of the larger society to
recognize their responsibility and. in turn. provide the much
needed financial, political and jurisdictional support.

Support from t h e Larger Society

Efforts within the Nation may be aided by many federal
and provincial government initiatives, The decolonization
framework outlined in the "Draft Declaration of Indigenous
R i g h t s n by the United Xations could b e fulfilled, and the

Federal Indian Act abolished (Battiste, 1993). Indigenous
languages could be recognized as First Languages of Canada.
Funding and the provision of technical assistance for
appropriate resources and programs for b o t h Indigenous first
and second language and culture programs, and non-Native
second language programs could be provided. The expansion of

assessment practices, provision of culturally relevant
instruction, and further credit for courses involving
Aboriginal content, languages, ways of knowing and of
organizing information, would be invaluable within all levels

of education.
Teacher training programs suited to the needs and
cultural environment of the Little Red River Cree Nation are
required for members interested in pursuing careers in
education. Providing an in-community and culturally relevant
teacher training program, as well as expanding the role of

teacher assistant to 'teacher' for practicum credit (similar
to the Indigenous teacher training program at YcGill

Cniversity [Boothroyd, 1992]). would contribute towards this
end, Healing teachers are needed who are "infused with
spiritual understanding, [seek] to make things whole

...

to

respect and foster interconnections between [themselves],
[their] students, and the s u b j e c t matter: between the school,

the community and the universe at large - while respecting
each part of these interconnected webs" (Katz and St Denis,
1991: 24).

By highlighting the requirement for wholistic

perspectives when addressing First Nations educational

issues, this thesis hopes to rectify the largely ineffective
piecemeal approaches which have been adopted by scholars in
the past. This work reveals how educators from the larger

society can reflect on their practice and socio-cultural
position in order to better meet the educational needs of the
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learners they teach, both in the First Nations context, and

in the larger society itself. I t uncovers new reasons behind
First Nations student withdrawal and lack of success in
school and the need for further investigation into this area.
While not explicitly stated, it is hoped that this thesis
also reveals the potential for reversing Western perspectives
towards Indigenous education, so that Western educators come
to learn from, and value, Indigenous educational models and
practices.
Listening to First Nations people and reading First
Sations texts (art works, literature, music, research, news
reports, etc.), as seen within this work, can facilitate
awareness of First Nations educational concerns. I t can help
educators integrate theory with practice: language with
visual arts; and visual imagery with cultural, political and
social issues. In addition. listening to First Nations people
can contribute towards understanding and healing
relationships between First Nations and larger societies.
The Canadian government's apology in January, 1998, for

the atrocities of residential schooling, however
insufficient. is a first step towards changing the inequities
of the past and healing the relationship between First
Nations and the Canadian government. But unless the larger
society acknowledges, and acts on, the full extent of what
the past has meant for First Nations people (the hurt, pain,
injustice, feelings of powerlessness and loss of control; as
well as the strength, vitality, relentlessness, and seif-

determination), it may be impossible for these beginnings to
go forward.

The Future
Without change the future for many young Cree people of
the Little Red River Cree Nation, in seeking livelihoods
associated with the larger society, is limited

-

and

restricted to life on a low socioeconomic rung. Although
alternative forms of success exist within Cree culture. the
vitality and strong sense of cultural identity felt b y the
people of the Nation indicates that they are not about to
vanish or be content with this prospect for their children's
future. Cree culture within this Nation appears to b e , at its
heart, enigmatic. People make do in a way that appears best
described by James Luna:

adapt and make do. That's just the nature
of living in this society. In my early work
I did a series of what 1 call transformations
and one revolved around a war dance outfit
that was hanging up on the wall. I came in
and disrobed and put the war dance outfit onA t the end of the trail, so to speak. I became
an "Indian." Then I took that outfit off and
put my street c l o t h e s back on and became the
same person as before. It was an outfit, 1
didn't change, only outwardly, I like how we
make things ours. I do l i k e beaded salt and
pepper shakers. Really. There's a nice
statement there, Simple everyday objects
like a ladle and a bucket in a sweat [lodge]
can become instruments of ritual ... We do
adapt and use these things and make them oursSo what's wrong with it? Does it have to be a
carved horn to b e a ladle? You make do and that
doesn't make it any less. I was with this elder
one time and w e were going to fire this sweat up.
and he said, "Oh boy, I got something that will
get it going. hot!" Shit, I thought he was going
be

to reach into one of his packs and pull out
something special. He goes, "You get these milk
cartons, they burn hot. You put them underneath
there." And he was right. boy that thing started
up with all that wax. What made the sweat any
less because you started it up with milk cartons
instead of waiting for your kindling and stuff
to catch fire? It cracked me up (cited in Blondeau
and LaRocque, 1997/98: 51).
Luna's self-effacing humour points to the strength which
First Nations, like the Little Red River Cree Nation.
continue to exhibit. In Fox Lake. the garments, housing.
occupations and leisure activities of people are increasingly
taking on the appearance of the larger Canadian society.

Underlying this surface of everyday life. however. there lies
a spiritual reality which. like the Seneca (Uallace. 1970).
appears to be the inextinguishable embodiment of Cree
identity .

For this author. First Nations art exemplifies this
spirituality and a sense of hope in the face of adversity.
I t s existence suggests that mankind has the "ability to

mediate meaning across boundaries and differences" (Smith.
1991: 203) and points to the strengths of all people to
overcome overwhelming odds and transform their world
use.

-

to

in effect. milk cartons for a variety of purposes and in

diverse cultural worlds.
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APPENDIX A
CREE LANGUAGE AND CULTURE RESOURCES

d.B.S. School. Cree Lanauane and Culture Website:
http://www.telusplanet,net/public/jbssch

The Little Red River Reading Society and The Minister of
Education, Alberta:
- Sewell, Ian. (1981).

m.

The Little Red River Cree Board of Education and the Kayas
Cultural Centre, Alberta:
- The Grouse's Pouch. A collection of readers for Grades 1-4
and Teacher Resource.
The Kayas College, John D r o r Prairie, Alberta:
- Cree/Enalish Dictionam (unpublished). Father Roger
Vandersteene and Father Paul Hernou.
Available from Alberta Education ( s e e Appendix B):
Cree Language and Culture Program (ECS-9)
Cree Language and Culture, A Selective Bibliography of
Supplementary Learning Resources for ECS-Grade 12
Cree Language and Culture 10, 20, and 30; Program of
Studies
Cree Alphabet Endings: Book One, and Book two
Cree 1 5 : Book One; Cree 15: Three Year Cree
Cree 25: A Collection of Stories; Cree 2 5 : Spoken Cree,
Part Two
Cree 3 5 : A Collection of Stories; Cree 35: Spoken Cree,
Part Three
S e e k a hord in Cree. Teacher's Guide
Joe's Story; and Joe's S t o r y , Teacher's Guide
Billv's hiorld (Cree Syllabics Version)
Nehiyawetan (Cree). Saskatchewan Indian Cultural Centre
(2nd Revised Edition): Kindergarten Teacher's Yanual, Grade
1 Teacher's Yanual, Grade 2 Reading Readiness Student
Korkbook, Grade 2 Teacher's Manual, Grade 3 Student
biorkbook, Grade 3 Teacher's Manual
Okinis Series, Saskatchewan Indian Cultural Centre: Kiyokew
Cv'apan,Pahwesikani-Napesis, Awina Niya, Kiscikanisihk,
Yanitow -Kisikaw, Kikisin, Nimihitowak, Nisto Xaskwak,
Yakihkiwiskwew Takohtew, Awasisak Kiyokawewak Omosomiwawa
Available from ACCESS Network (address listed above):
- Video Series entitled Shadow Pumets: Indian W t h s and
Legends (available in Northern Cree, Xorthwestern Cree. and
Plains Cree): Wisahkicahk and the Flood, Why the Y o o s e ' s
S k i n is Loose, Wisahkicahk and the Geese/Wisahkicahk and
the Chickadee

Saddle Lake First Nations:
- Kikwav A nima Kaki Mikowisivahk Ka~acihtavah
k "Nehivawewinn
(Cree Lannuaae and Conce~tDevelo~ment S t o r i e s . Pisim
Series (1994)
Anderson, Anne. (1982). m a s Muskekeva: Herbs of Lona Ago.
Cree Productions, Edmonton, Alberta:
-- Anderson,
Anne. (1970)- Cree - Nehivawewin
n
n
. (1973). The Teachina of the Cree LanauaaeBasic Sim~lifiedMethod.
Glenbow Museum, Calgary, Alberta:
- Brass. Eleanor. (1978). Wedicine Bov and Other Cree Tales.
Illustrated by Henry Nanooch. (In English only).
- Dion, Joseph P. (1979). Mv T r i b e The Crees.

Cniversity of Alberta Press, Edmonton:
- Y i n d e , Emma. (under review), kwavask e-ki-pe
-kiskinowaoahtihicik/Their Example Showed me the Wav:
Cree Woman's Life S h a ~ e db v Two Cultures. Edited and
Translated by Freda Ahenakew & H.C. Wolfart.
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Fifth House Publishers, Saskatoon:
Bear, Glecia (told by). (1991). wanisinwak iskwesisak: Two
Little Girls Lost ? n The Bush- Edited and Translated by
Freda Ahenakew & H-C. Wolfart. Illustrated by Gerry
Khi tehead.
Bear, Glecia et Al. (1992). kohkominawak
otacimowiniwawa/Our Grandmother's Lives. As Told in Their
Own Words. Edited and Translated by Freda Xhenakew & H.C.
Ciolfart .
Campbell, Yaria et 41. (1985). Achimoona. Illustrated by
Gerald YcXaster Highway, Tomson. (1989). Drv L i ~ sOunhta Yove to
Ka~uskasinq. (Play),
n
n
(1993). The Rez Sister%. Translated into
Plains Cree by Freda Ahenakew, (Play).
Smith, Ray. (1988). How the Youse Got Brown Teeth: A Cree
S t o n - for Children- Edited and translated by Freda
Ahenakew Illustrated by George Littlechild.
Whitstone. Dean. (1988)- How the Birch Tree Got its
Stripes: -4 Cree Story for Children, Edited and translated
by Freda Ahenakew. Illustrated by George Littlechild.
Saskatchewan and the Provincial L i b r a r y o f Saskatchewan:
- Bird, Glenda. (1975). Xother of Indians- Illustrated by
Gerald McYaster. Translated by Stan Cuthand.
- Sandfly, Colleen. (1975). Leaend of the Tattletale Wind,
Illustrated b y Gerald McMaster- Translated by Stan Cuthand.
- Sandfly, Julia- (1975). Long. Lona Ano. Illustrated by
Calvin Sand, Translated by Stan Cuthand-

Saskatchewan Indian Federated College:
- Bellegarde, Jean L, (1984). C r e w a n e of the Plains.
(Teacher's Guide and Workbook).
- Inglehart, P. (1979). Child of Two Worlds. Translated by E.
Bonaise. Illustrated by R. McCallum.
Saskatchewan Indian Languages Institute, Saskatoon:
- pehivaw-Nikamona/Sonns in Cree and English. (1986). Plains
Cree Revision by Freda Ahenakew,
Saskatchewan Indian Cultural College, Saskatoon:
- Atimoyoo, Pat* (1980).Nehivaw Ha Tow W e Na: Games of the
Plains Cree.
- Smith, Ray. (1988). N a ~ e s i sekwa a ~ a k o s i sacimowinh.
Edited by Freda Ahenakew. Illustrated by George
Lit t lechild.
- Sokwaypnace, Nellie, (1979). What I s T t Like To Be A n
Indian. Translated by Ernest Bonaise. Illustrated by Dennis
Horrison.
- Whitstone, Dean, (1988).wisahkecahk ekwa waskwavak. Edited
and translated by Freda Ahenakew. Illustrated by George
Littlechild.
The University of 5anitoba Press, Winnipeg:
.Ahenakew, ~reda.(1987). ~askahikaniwiviniw-~cimowina:
Stories of the House Peo~le,Cree Language Project.
Publication of the Algonquian Text Society.
.Ahenakew, Freda (Editor and Translator), ( 1989).
kiskinahamawakan-acimowinisa/Student Stories. Algonquian
and Iroquoian Linguistics, Wemoir 2 , . vii, 91, (Cree [roman
and syllabics] and English).
.Ahenakew, Freda & H.C. Wolfart (Editors and Translators).
(1993). kinehivawiwinaw nehivawewin/ The Cree Language i z
Our Identitv: The La Ronae Lectures of Sarah Whitecalf.
Publication of the Algonquian Text SocietyBeardy, L. (Told in Swampy Cree). (1988)- pisiskiwak ka
-~ikiskwecik/TalkinaAnimals. Edited and Translated by H.C.
Wolfart. Algonquian and Iroquoian Linguistics Yemoirs,
xxiii. p. 90,
Ellis, C. Douglas (Editor and Translator). (1994).
gtalohkana nesta ti~acimowina/CreeLeaends and Sarratives.
Publication of the Algonquian Text Society. (Text and
Cassette Tape).

-

.A.

AcLand, Ottawa:

Bloomfield, Leonard- (1930). Sacred Stories of the Sweet
Grass Cree.

Highway Book Shop, Ontario:
- Koosees, Jessie (collected by). (1992). Wesakychak and the
Wild Geese, Translated by Philip Goodwin.
- Lazarus, Sandra (collected b y ) . (1992)- Wesakavchak and the
Beaver- Translated by Philip Goodwin, (Syllabics and

English).
- Noah, Irene (Collected by). (1993). How We Got The Twelve
Yonths. Translated by Philip Goodwin. Illustrated by Jack
Goodwin.
- Stephen, Willie. (1991). Chakakesh and the B i g Fish.
Collected and translated by John Wesley.
- Stephen, Willie. (1992). Shinaibish and t h e Loon. Collected
and translated by John Wesley. Illustrated by Elijah
Wesley.
- Turner, Daisy, (1974). Moose Factorv Cree.
- Wesley, Gloria (stories collected by), (1992). Chakakesh
s n d the Sun. Translated by Philip Goodwin. (Syllabics and
English).
- Wesley, James. (1993). Stories From the James Bav Coast.
Illustrated by Gordon Goodwin. (Syllabics and English).
- Wynne, Tina (Collected by). (1993). Wesakvchak and the
W_oluS.
Translated by Philip Goodwin.
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Hishkoonikun Education Authority, Kashechewan, Ontario:
- Wesley, James. (1993). Wemishoosh. Translated by Norma
Wesley. Illustrated by Astrid Steele (English).
Kiskinnohamakaywi Weecheehitowin, 130 Wilson A v e , , Timrnins.
Ontario, P4N 2S9:
- Goodwin, Philip. (1993). Allan's Dream. Illustrated by
Walter Williams (Syllabics).
- YcLeod, Eleanor & Jane Moore. (1993)- What T Want to Be
When T Finish School. Illustrated by Richard Kamalatisit
(Syllabics).
- Parkes, Yinnie Shutt. (1993). Robin and the Ant.
Illustrated by Richard Kamalatisit (Syllabics).
YcClelland & Stewart, Toronto:
- Ahenakew, Edward. (19731. Voices of the Plains Cree.
- Campbell, Yaria. (1973). Halfbreed: A Proud and Bitter
Canad ian Leaacv .
- Campbell, Yaria. (1977). Little Badaer and T h e F i r e S ~ i r i t .
Pemmican fublications Inc-, # 2 - 1635 Burrows Avenue.
Winnipeg, Manitoba, R2X OTI:
- Ahenakew, Freda. (1987). Cree Lanauane Structures: A Cree
A~~roach.

- Goodwill, J. and N - Sluman, (1984)- John Tootoosis,
- Sanderson, Esther. (1990)- Two Pairs of Shoes,
Royal Ontario Yuseum, Toronto:
- Rogers, E - S - Wood Cree/Les Cries des Forets. (Wall chart).
St. Andrew's School, Kashecbewan, Ontario POL IS0 (Tel: 705275-4401):
- Cree Curriculum Documents, Grades 1-9: Units on Family,
Fall Goose Hunt, Nature, Time, Circle of Life, Winter,
Community, Special Activities, Nature, Spring Goose Hunt.

Mikis Masinahikana, La Tuque, Quebec:
- Coocoo, Marthe. (1988). cici~asiekwa iskotew. Translated
from the Atikamekw into Plains Cree by Freda Ahenakew &
Xillie Goulet-Cumming. Illustrated by Jacques A. Newashish.

The James Bay Cree Cultural Education Centre, Quebec:
- Pachano, J. (1984). Cree Customs- Walkina-Out
Ceremonv/Cou tumes Cries-La Ceremonie des Premiers Pas.
- Pachano, J . (1985). Chanaina Times-Babv W i l l i a m / L e s T ~ D S
Chanaent-BeBe William.
- Pachano, J, (1985)- Chanaina Times- Clothinjz/Les Temos
Chanaent-Le Veternent.

APPENDIX B
FIRST NATIONS LANGUAGE AND CULTURE RESOURCES

Available from Alberta Education, Learning Resources
Distribution Centre. 12360-142 Street, Edmonton. Alberta.
T5L 4 x 9 . Phone (403) 427-2767:
- Aboriginal Language and Culture Programs. A Curricular
Framework (ECS-9)
- Teaching Native Languages in High School. A Teacher
Resource Manual
- The Winds o f Change: Indian Government, Grade 6. Topic A .
plus Teacher Resource Book
- The A r t of the Nehivawak Grade 7, Junior High Art
- Leaacv: Tndian Treatv ~eiationshio~,
Grade 10. Topic B
- Bush Land Peo~lt-.Grade 7, Topic C
- Sarcee Reserve: An Indian Communitv. Grade 2 . Topic B..
plus Teacher's Guide
- T h e Land of the Bloods. Grade 3. Topic C., p l u s Teacher
Resource
- Alberta's Metis of the Western Prairie. Grade 4. Topic 8..
plus Teacher Resource
- Annette's Peo~le:The Metis. Grade 4. Topic B.. p l u s
Teacher Resource
- Canada's P e o p l e : The Yetis. Grade 7 . Topic C.. p l u s Teacher
Resource
- The Peinan: 4 Nation in Transition. Grade 7. Topic C., plus
Teacher Resource
- Legacy: Indian Treatv Relationshi~s.Grade 10. Topic B
Available from The Native Education Pro.iect. Alberta
Education. Devonian Building. 11160 .Jasper Ave. Edmonton.
Alta.

T5K OL2:

- Native L i b r a r v Resources f o r Elementary, Junior and Senior
High Schools. 2nd. Edition (1989).

Available from Wild Rose Books. 9421-144 Street. Edmonton.
TSR OR8 (Phone: 403-452-6754) (Fax:403-424-7943):
- Those Who Know: P r o f i l e s of A l b e r t a ' s Native Elders. Grades

Aha.

10-12

Available from ACCESS Network. Xedia Resource Centre. 3720-76
Avenue. Edmonton, Alberta. T6B 259. Phone 1-800-352-8293.
- Video Series: Princi~lesand Techniques of Teaching a
Second Language, Lesson Plan, Language and Culture.
Aboriginal Xulti-Xedia Society of Alberta ( M S A ) . 15001
112 A v e - . Edmonton. T5M 2V6.

- Winds~eaker,

- Alberta Sweetarass.

Glenbow Alberta Institute. Calnarv:
- Bebbington, Julia 9. ( 1 9 8 2 ) . ~uillworkof t h e Plains.
- Dempsey. H.A. (1965). A Blackfoot Winter Count.

-

-

"

(1968). Blackfoot Ghost Dance.
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"
(1969). Tndian Names for Alberta Communities.
w
"
( 1 9 8 6 ) . Indian T r i b e s of A l b e r t a .
Harrison, Julia D. (1985). P e o ~ kBetween Two Worlds.
Mountain Horse, Mike. (1979). Mv P e o ~ l ethe Blood%.
- Stocken, H.W. Gibbon. (1976). Among the Blackfoot and
n

)I

Sarcee.

Box 1882, High Prairie, Alberta:
Hiller, Yvonne, (1984). H i d e Tanning The Northern Cree Wav.

Moostoos A r t s and C r a f t s ,

-

Arsenal P u l p Press, Vancouver:
- Francis, Daniel. (1992). The Tmaainarv Tndian.

Polstar Press, L C . :
- Annhart Baker, Marie- (1990). Beina on the Moon.
Press Gang Publishers, Vancouver:
- Maracle, Lee. (1990). So~iourner'sTruth and Other Stories.

Talonbooks, Vancouver:
- Robinson, Harry. (1989). Write it on Your Heart: The E D ~ C
World of an Okanaaan Storvteller.
Tillacum Library, A Division of Arsenal Pulp Press Ltd., 1001062 Homer Street, Vancouver, B.C., V6B 2K9:
- Yoran, Bridget. (1988). Stonev Creek Woman - Storv of Yarv
John.
- Sawyer, Don and Art Sa~oleon.(1991). The VESA Activities
p and book for Sative and ~ u l ticultural Classrooms. Volume 1.
2 and 3, Xative Education Associates.

-

Fifth House P u b l i s h e r s , Saskatoon:
Adarns, Howard. (1989). Prison of Grass: Canada From a
Sative Point of View.
Bruchac, Joseph and Y . J . Caduto. ( 1989). Kee~ersof the
Earth.
n

From Kee~ersof the Earth.
n

n

n

n

.

n

. (1991).

Animals.
n

w

n

.
.

(1991). The Sative Stories
Keepers of the

(1991). Native Stories and

Wildlife Activities For Children.
w

w

w

n

(1991)- Native Stories and
Environmental Activities For Children.
n
w
n
n
- ( 1 9 9 4 ) . Kee~erso f the
Niaht - Yative Stories and Nocturnal Activities for
Children.
n
n
n
. ( 1994). Keepers of Life.
L u t z , Hartmut- (1991). Contem~orawChallenges:
Conversations with Canadian Native Authors.
Taylor, Drew Hayden. (1990). Toronto at Dreamer's Rock and
Education is Our Rinht, (Plays).
w
n
n
(1991)- The Bootlegger Blues. (Play)R

-

n

n

n

(1993). Someday. (Play).

Saskatoon Tribal Council, Education Division, 248 Third Ave
South, Saskatoon. Sask, S7K 1L9
- Lake, Gordon (ed). (1993). The Circle of Life. Complied and
designed by Vera Trembach. Illustrated by Vera Trembach and
Gilbert Baldhead (Grade one teacher resource for science).
- Ives, Brenda (ed). (1989)- Let the Children Learn: A
Culturallv Relevant Handbook for Teachers in Band
Control led Nurserv/Kindernarten Proarams .
Pemmican, Winnipeg:
- S l i p p e r j a c k , Ruby. (1987). Honour The Sun.
University of Manitoba Press:
- Bloomfield. Leonard. Editor and Translator. ( 1993). The
Daals Children: Anishinaabe Texts Told BY Anaeline
William%.

Aboriginal Voices: The Magazine of Evolving Native American
Culture. 37 Spadina Road, Toronto, Ontario, Y5R 2S9.
Annick Press, Toronto:
- Kleitsch. Christel & Paul Stephens. (1985). A Time t o be
Brave.

Department of Indian and Sorthern Affairs:
- eachinn an Alaonkian Lanauane as a Second Lanauane.
(1980). Hon. John C. Hunro, Yinister.
Fitzhenry

-

& Whiteside,

Ontario:

Beaudry, Lindsay. (1977). Kawin: A Book of Indian Crafts to
Do.

-

Fitzhenry & Whiteside, Ontario/ Yinister of Indian and
Sorthern Affairs:
- Burnaby, Barbara et Al. (1985)- The Circle Program.
YcGraw-Hill Ryerson, Toronto :
- Native Voices. (1993). Edited by Freda Ahenakew, Brenda
Gardipy & Barbara Lafond. The Issues Collection* Text and
Teacher ' s Guide,

XcClelland and Stewart Ltd-,Toronto:
- Johnston, Basil. (1976). Qjibwav Heritage: The Ceremonies,
R i t u a l s . Sonas. Dances. Prayers & Leaends of the 0 - i i b w a y .
Yclntyre Educational Yedia Ltd., Rexdale. Ontario:
- Across Cultures: Art Solomon, National Film Board of
Canada. Filmstrip.
Yinistry of Education, Ontario:
- Yative Lanmanes: Part A: Policy & Program Considerations.
Curriculum Guideline - Primary, Junior, and Senior
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-

Divisions. (1987). Chris Ward, Minister.
p ~ o r tDocument for the Teachina of Native Lannuaaes,
(1989).

Oxford University Press, 70 Wynford Drive, Don Mills,
Ontario,
M3C 1J9:
- Petrone, Penny. (1990). Native Literature in Canada: From
t h e Oral Tradition to the Present.
Williams-Wallace, Stratford, Ontario:
- Moses, D a n i e l David. (1990). Coyote Citv.

Women's Press, Toronto:
- Mohica, Monique, (1991). Princess Pocahontas and t h e B l u e

SDots.
Ragweed Press, Charlottetown, P.E.I.:
- Joe, Rita. (1991). Lnu and Tndian We're Called.
Outcrop Publication, N.W.T.:
- Blondin, George, (1990). When The World Was New: Stories of
the Sahtu Dene.

Indian and Northern Affairs:
(1978). A Notebook f o r N a t i v e Lanauaae Teachers: With
S ~ e c i a lReference to t h e Alaonquian Lannuaaes of Ontario.

-

Facts on F i l e , New York:
- Edmonds. %argot and Ella E C l a r k . (1989). V o i c e s o f the
Winds.
Fulcrum, Goldon, Colorado:
- Bruchac. Joseph. (1992). Kee~ersof t h e Animalg
Audiocassettes.
n
n
- (1992). Kee~ersof the E a r t h
Audiocassettec.
Beyond Words Publishing, Inc., Oregon:
- Gattuso, John (ed). (1993). A Circle of Nations: Voices and
Visions of American Indians,
V i s i b l e Ink Press, Detroit, HI:
- Smoke Rising: The Yative American Literarv Com~anion,
Foreword by Joseph Bruchac

APPENDIX C
PUBLIC INFORMATION PROM THE LITlZE RED RIVER CREE NATION
W A R D OF EDUCATION STA'ITDENT OF

PHILOSOPHY (1997/98)

The Board of Education of the Little Red River Cree Nation
believes that it is desirable to recover as much of the old
culture as possible and to transmit this knowledge to the
younger generation. In order to do this, it is mandatory to
retain the use of Cree as a functional language; and to
maximize the opportunities to students to communicate in the
Cree language, and for teachers and students to communicate
in the Cree language.

The Board of Education believes that efforts to ensure the
perpetuation, revitalization, growth, and protection of the
Cree language and culture are of foremost importance to
preserve and promote self respect and self identity of the
individual.
The Board of Education will strive to increase school
attendance and successful achievement for the children of the
Little Red River Cree Xation. In recognition of their future
place as contributing members of the larger community, the
Board of Education will ensure that the children of the
Little Red River Cree Nation follow a program of studies that
is acceptable to the province, yet is adaptable to the
special needs of the Nation,
Subject

to budgetary constraints, the Board of Education will

support community and other initiatives that promote:
1. Development of Cree language and curricula materials.
2. Development of programs for training and certification of
Cree language teachers, linguists, interpreters,
translators, curriculum developers, and other resources
wi th researchers.
3 . Research in the Cree language.
4. A mechanism for sharing information, material and other
Cree speaking groups.
3 . A n increase in public understanding and appreciation of
the Cree language6 . Participation of Elders in the learning process in a
manner designed to promote greater respect and
understanding of Elders and their role in cultural
matters.
7 - The community working together towards common educational
goals.

TEACHER

-

TEACHER ASSISTANT WORKING RELATIONSHIPS

EXPECTATIONS
The teacher and the teacher assistant shall have:
a.
b.

c.
d.

e.
f.

g.

understanding of children and how children learn.
An interest in working with students.
An ability to communicate directly, effectively, and
positively using the spoken and written word.
An ability to maintain records.
An understanding and respect for the role the teacher and
teacher assistant each play in the learning process with
respect to their fluency in Cree and English.
An ability to work with students in a structured
environment .
An interest in their career development as Educators.
An

Teachers and teacher assistants will keep in mind that
communication is the key to this working relationship.
Communication is a two-wav street. Talk to each other.

The teacher and the teacher assistant shall:
Work together in planning daily schedule of activities.
Work with students individually or in groups as the
teaching situation requires,
Display student work and create bulletin board displays.
Prepare, store, and collect materials and teaching
apparatus for the teaching situation.
Collect and mark student work and record student marks.
Instruct students in finding reference material locations.
Set up and operate audio-visual materials.
A c t as a resource person for student enquiries.
flash cards in reading and math drills.
Set out materials in preparation for art lessons.
Assist students in dressing when entering and leaving the
school.
Encourage and promote the use of English constructions and
usage to students experiencing difficulties.
Attend all staff meetings, orientation, and professional
development sessionsParticipate equitably with staff and extracurricular
activities.
Participate in student supervision with attention to
student safety.

BOARD

POLICY

-

STAFF ETHICS

The Board believes that in order for education to be
effective, the program requires men and women of integrity,
high ideals, and human understanding. In order to promote
these qualities, all employees of the Little Red River Board
of Education are expected to maintain at all times the
highest standards professionally and morally. These standards
include the following:
a. The maintenance of just and courteous professional
relationships with pupils, parents, staff members, and
others.
b,

Transaction of all official business with properly
designated authorities of the school system,

c.

The representation of the school system on all occasions
where the contributions of the school system t o the
community are recognized, and where the contributions of
the community to the school are recognized.

d , The placement of the welfare of the children as the first
concern of the school system,

e. Refrain from using school contacts and privileges to

promote partisan politics and/or sectarian religious
views,
criticism of other staff members or any department of
the school system must b e directed to appropriate
authorities. Such constructive criticism is to be made
directly to the particular school administrator who has
the responsibility for improving the situation and to the
Director of Education if necessary.

f . Any

g. The staff is expected to set a good example for the better
development of students.
h, The proper use and protection of all school properties,

equipment and materials is the responsibility of every
staff member.
i * Student records are to be confidential except in a case
required by law.

BOARD POLICY

-

CURRICULUM DEVEILOPMIENT

The Board recognizes that in order to f o s t e r education within
t h e school and the community the following guidelines for

curriculum development must be seriously addressed:
I . All curriculum within the Little Red River Schools
at least equal t o provincial standards.
2-

must b e

Any curriculum developed at the local school level must be
developed at least b y the same standards utilized by the
Province.

3. Curriculum must not remain static but rather be in a
dynamic state of change.
4 . The

Principal is responsible for keeping up with other new
curriculum developments and the Board is responsible to
provide resources for curriculum development and review.

must approve any curriculum changes or course
studies with the school.

5 - The Board

6. The curriculum shall reflect the values of the community
with use of local materials wherever possible.
7.

The curriculum shall provide for the needs of both the
c o l l e g e and university bound students.

8. The curriculum shall reflect sound affective education and
guidance within each classroom. The teacher is responsible
to work in b o t h a r e a s .
9. One of the major goals of the curriculum shall be to

enable high student academic achievement, specifically by
skill development and mastery.

JEAN BAFTISTE SEWEF'AGAHAM SCHOOL MISSION STATEMENT

To find happiness, fulfillment, and value in living
staff of JBS School will:

-

we, the

LEAD a life centred around the principles of spirituality,
patience, dignity and determination,
important in life is learning, friendship and
family. We will also remember the importance of truth and
culture,

REYEMER w h a t ' s

REVERE the admirable characteristics in others, such as being

compassionate, dedicated and loving; and attempt to implement
similar characteristics like being spiritual, truthful and
understanding into our own lives.

RECOGNIZE our strengths and develop our talents as a First
Sations people, through cooperation, creativity, patience and
tolerance.
HLYBLE ourselves by acknowledging that we can feel isolated,

procrastinate and miscommunicate our feelings and intentions.
E W I S I O N ourselves becoming the persons we hope to b e .

CHIEF JOHNSON SEWEPAGAHAM, EDUCATION POKl'FOLIO
REMARKS 1996197 SCHOOL YEAR

-

OPENING

On behalf of the Council and School Board, Chief Johnson
welcomes new and returning teachers to the Little Red River
Cree Nation and extends his highest hopes for an excellent
school year. Towards this end, Chief Johnson asks staff to
consider the following issues affecting the school's
operation. First as school staff morale affects our students'
learning, he asks that staff make every effort to get along
with their colleagues. Secondly, as staff will encounter
problems within the course of any school year, he asks all
staff to focus their energies upon constructive resolution to
problems. Here. Chief Johnson, Elders and the School Board
are most willing to help out when they can be of assistance.
Finally, Johnson asks teachers, teacher assistants,
paraprofessionals, and the administration to work as a team
pursuing the common goal, the Education of our students.
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APPENDIX D
YEAR PLANS FOR CREE LANGUAGE AND CULTURE
J . B . S . SCHOOL, FOX LAKE

YEAR OUTLINE

*

r

-

COURSES OFPERED IN

FROM CREE INSTRUCTORS MEGTINC, OCTOBER, 1995

1 Colours, 1-10, Animal Names, 3-letter Words,
Household Items, Alphabet, Values

G r . 2 . Calendar, 1-20, 2

and 3-letter Words, Written

Alphabet, Seasons

Gr. 3. Family Names, Kinship-Immediate Family, 1-30, T i p i
Gr. 4 . Simple Sentences, 1 - 4 0 ,

5-letter Words, Dictionary

Gr. 3. Kinship-Extended Family, Community, 1-30, Games,
History
Gr. 6 Journal, Reading Stories/Legends, Grouses Pouch

Gr. 7.8,9 Outdoor Ed., Nrite stories, Drumming, Singing,
Dancing Groups, Traditional Games
Gr. 10,11,12Collecting Stories, Protocol, Research Paper,
Structure of Cree, Xedicine Wheel. History of
Little Red River Cree Nation. Current Sative
Issues

Special Ed. Students Tutors, Hands-on Activities, Community
Resource People (History. Follow-up), Outside
Resource People
K4,KS and PR are not included in this chart because the
instructors do not teach those grades

* Oral only.

NATIVE STUDIES & CREE LANGUAGE 7 . 8 AND 9 (1996/97)
B. JOHNS & T. RIBBONLEG
YEAR

OUTLINE

Native Affairs
A . Throughout the year
1. Canadian Native current affairs
2. World Indigenous current affairs

1 . Supplemental

A.
B.
C.
D.
E.

Local History
Foods, Songs and Dances
Native Arts & Crafts
Indigenous People of the World
Spirituality of Indian Tribes of Canada

I I. Native Studies
A. September
B. Origins
C. October
1. Indian Act
2. Treaty 8
D. November
1. Pacific Coast Peoples
a) Ceremonies and Rituals
E - December/January
1. Plains People
a) Natural Environment
b ! Lifestyles
C) Living in Harmony
F. February
1. Yetis People
a) Family
b) Community
G. Yarch
1. Eastern Woodlands & Longhouse People
a) school, church, essential services and
entertainment/recreation
H . April
1. Atlantic Coast People
1, Y a y
1. Inuit People

J. June
1.

Northern People

111. Language
A.

September/October/November
I. Traditional set, including w's and
consonants

a) Connection between Syllabic characters 2 4 3
and sounds the characters represent
b) Basic vocabulary, utilizing characters
being studied
c) increasing use of syllabic vocabulary
relevant to cultural themes
B. December/January/February
1. Use of Syllabics
a ) continue establishing connection
between characters and sounds
b) increasing use of Syllabic vocabulary
relevant to cultural themes
c) basic sentence construction
C. !!larch/April/May/June
1. Syllabic Reading and Writing
a) Compose increasingly complex prose and
poetry using Cree Syllabics
b) Sharing compositions
C) Reading of Syllabic material, as
available

EVALUATION
Terms

Class work & Assignments
Quizzes
Other (Participation, Checks, e t c . )
Term Exams

60%
20%
10%

10%

Term grades are cumulative
Year
T h e r e is a final exam. comprising 10% of the year's grade.

CREE LANGUAGE & CULTURE 10 (1996/97)

B . JOHNS & T . RIBBONLEG

YEAR OUTLINE

I. Native Affairs
A. Throughout the year
1. Canadian Native current affairs
2. World Indigenous current a f f a i r s
11. Culture
A . September

1. Origins
B. October/November
1. Indian Act
2. Treaty 8
C. December/January
1. Relationship to the Spirit World
a ) Ceremonies and R i t u a l s
D . Feb ruary/Xarch
1. Relationship to Nature
a) Xatural Environment
b) Lifestyles
C ) Living in Harmony
E. April/Yay
1. Human Relations
a) Family
b ) Community
F. June
I. Community
a) school, church. essential services and
entertainment/recreation
1 1 1 . Language
-4.

September/October/Xovember
1 . Traditional set. including w's and

consonants
a) Connection between Syllabic characters
and sounds the characters represent
b) Basic vocabulary, utilizing characters
being studied
8 . December/January/February
1. Cse of Syllabics
a) continue establishing connection
between characters and sounds
b ) increasing use of Syllabic vocabulary
relevant to cultural themes
c) basic sentence construction
C. Yarch/April/May/June
1 - Syllabic Reading and Writing

a ) Compose increasingly complex prose and 2 4 5
poetry using Cree Syllabics
b ) Sharing compositions
c) Reading of Syllabic material, as
available

EVALUATION
Terms

Class work & Assignments
60%
Quizzes
20%
Other (Participation, Checks, etc.) 10%
Term Exams
10%

Term grades are cumulative

Year
There is a final exam, comprising 10% of the year's grade.

