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Abstract

In accordance with current government devolution policy, an
increasing number of Canadian Native Indian bands are assuming
responsibility for the management of their own education systems.
Fundamental to the assumption of local control is the question of
management frameworks and leadership structures. The phenomenon of
on-site Native educational leadership evolved without historical
precedence, operational guideline, or financed training programs.

The limited research studies previously conducted on Native
educational leadership indicated that the task of leadership in locally
cc.troiled systeme is highly complex.

The purpose of this study was to explore leadership practices
developed by the Alexander Cree community in its determination to
controcl an on-site education system which truly refiected Native culture
and values. Specifically, the on-site naturalistic inquiry in the form
of a case study focused on the perceptions, experiences, and realities
of Native and non-Native leaders duiing the day-to-day evolution of
events and transmissions within the context of the Kipohtakaw Community
Education Centre.

The research highlighted a perspective of multiple levels of
leadership which emanated from the cultural context of the community
jtself. This collaborative cultural leadership combined Native vatlues
and behaviours with Native and non-Hative leadership models to buiid
coalitions of learners and leaders to promote effective leadarship from

within the community.
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Chapter I

Introduction and Background to the Study

Introduction and Backaround

Education on Canadian reserves is traditionally the responsibility
of the federal government of Canada through the Department of Indian
Affairs and Northern Development. DIAND is an acronym for the
Department of Indian Affairs and Northern Development and will be
frequently used in this study. DIAND is responsible for the education
of Indian and Inuit students through the implementation of five progran.
which encompass federally operated schools, band-operated schools,
provincial schools, post-school institutions, and cultural education
centres.

The evolutionary development of Indian education from 1600 to 1970
is depicted in the literature as a saga of imposition and alienation
which assumed new shapes in the various changes from mission schools to
boarding schools to integration with public schools, but retained the
same ingredients of acculturation.

During the 1960s widespread dissatisfaction with education services
provided by the government prompted Native people to consider options.
In 1969 the institution of a government policy entitled "A Plan to
Liquidate Canada’s Indian Problem in 25 Years” aimed to shift control
and responsibility for Indians to the provinces. The policy also
signalled government intention to abrogate the special constitutional
status of Indians guaranteed to them by the treaties and the British
North America Act of 1867. The reaction of Indian people to this

legislztion recorded a significant shift from a position of passive
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recipients of imposed educat.ional systems to ypified affirmative action
towards local control of education programs. Their policy statement,

Indian Control of Indian Education, presented py tha Nationa) Indian

Brotherhood on behalf of all Indian peoples stated, in part:

Indian parents must have full responsibility and control of
education.

The Federal government must adjust its policy and
practices to make possible the fulil participation and
partnership of Indian people in all decisions and activities
connected with the education of Indian children. This
requires determined ang enlightened action on the part of the
Federal government and immediate reform, especially in the
following areas of copcern: responsibility, programs,
teachers and facilities. (N.I.B., 1972, p. 3)

A resolution passed in 1981 by the N.I.B. and re-affirmed by the

Assembly of First Nationg initiated the implementation of the Indian

Control of Indian Education policy published in 1972. The Indian
Education Paper-—-Phase 1 (DIAND, 1982) stated: “With the realization of
the inherent desirability of parental responsipility and Yocal control
the Department encourages Indian control of Indian education" (p. 4).
This prompted Native Indian communities ‘c estabiish local edycation
systems which would reflect their cultural priorities and thereby assist

them to determine their own educational destinijes.

Statement of the Problen

This study examined the leadership practices developed by the
Alexander community in its challenge of transforming federally imposed
education to a locally controlled, community-involved Kipohtakaw
Education Centre.

The purpose of the study was 10 discover some answers to the

following research question-
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Wwhat are the leadership practices at one locally contrcl led

community education centre?

A number of more specific questions served to guide the direction of the
study. These questions are as follows:

{1 How do the leaders of this band-controlled community education
centre manage the planning, impiementation, and evaluation of the
educational program?

a. What is the janguage of instruction?

b. What is the structure for relationships between program
planning and implementation, and the procedures, understanding, and
interpretation of testing?

7. How do the leaders of this community education centre manage
rasources?
a. What are the procedures for the selection, recruitment,
training, and management of personnel?
b. What are the processes for decision making and problem
resoiution related to management of finance?
. What are the procedures for the acquisition and maintenance
of facilities?
3. wWhat is the nature of the relationship of the school board to
the school community?
Although these questions served to define the limits of the study,

flexibility in the design encouraged the exploration of other guestions

during the initial phasec of data collection.



Justification for the Study

The governmernt was committed to local control of education, and,
according to N.I.B. (1988a), "Under its current devolution plans, the
fedaral government hopes that most of the federal schools will become
First Nation-controlled schools in the naxt five years and most students
in provincial schools will transfer to First Nation schoolis™ (p. 133).
This prediction was supported by Green (1990), wno stated: "If the
present. trend contiriues it is expected that by 1992 almost 100% of all
‘Indian Affairs Schools’ in Canada will be band cperated (parentally
controlled)” (p. 37).

Consistent with this trend, Matthew {1990) reported that an
increasing number of "communities have been working toward ersuring that
211 decisior making with respect tc education is within their control
and that the schooling process reflects the cultural and political
interest of the communities” (p. 96). However, the transfer of
jurisdiction over education had attracted minimal resources for the
development and supmort of educational leadership structures.
Legisiative and administrative changes to establish lccal leaderstip
structures to manage the devolved control of education continued to be
unclear.

Furthermore, the lack of training was identified by Pauls (1984) as
a major problem asscciated with band control of education, and he

reflected that

it is a pity that there is no national pnlicy or national
institute to provide training to Indians which would enabie
them to manage their own educaticnal system. One of the
primary effects of lack of training is that of bands taking
over control of the schools and not knowing how to manage the
school. ({(p. 35)
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As pointed out by Power (1989), historical injustices have imposed
a serious cultural and educational deprivation of technical,
professional, and administrative skills, and "it is a mistake to think
that indigenous peoples can or want to achieve cultural independence
alone in an increasingly interdependent world in which mutual
co-operation is needed to reach an acceptable educational level”

(p. 49).

It was clearly evident that an increasing number of Native Indian
bands were assuming responsibility for creating and managing their own
education systems with uncertain management framewc. ks, limited
rasources for leadership training, and few apuropriate educational
jeadership models. As stated by Jules (1988), “young people need strong
role models to develop their leadership potential. . . . The only models
of leadership readily availabie to trainers and students are those
developed in the non-native Indian cultures (usually that of North
America)” (p. 4).

The researcher asserts that, by identifying different leadership
practices, we can learn more about effective Native leadership and
thereby improve leadership of band-controlled education systems. This
assertion is supported by Jules (1988), who claimed that

progress in the direction of "Indian Control of Indian

Education" is occurring. . . . In view of the progress, it is

suggested that a better understanding of Native Indian

leadership gained from existing literature and Native Indian

leaders’ views on leadership can improve leadership in Band-

controlled schools. (p. 12)

The study undertaken explored Native and non—-Native views on

leadership and investigated measures created at the local level to

co-ordinate and manage a community education centre.



As contended by Jules (1988). "1t is within the cultural and
nistorical context that the study of Native Indian leadership in Native
Indian education can be appreciated” (p. 7). As Native Indian people
assumed control of their own education systems, they were confronted by
a different and awesome challienge of educational leadership. The
researcher beilieves that this study of leadership practices at the
Kipohtakaw Community Education Centre will provide a model for Indian
educational leadership which wili assist and enrich individual and
collective potential for strong and well-informed leadership of locally

controlied educational sysiems.

Delimitations

4

t. This case study was deiimited to the exploration of leadership
experiences and observations of key personnel in one band-controlled
community education centre.

2. 1t was delimited to the history, characteristics, and
environmental factors which fashion the individuality of this community
education centre.

3. The st:dy was delimited to an investigation of leadership
practices in one band-controlied community education centre in 1991.

4. The study was delimited to a case study naturalistic inquiry

methodology.

Limitations
1. The study was limited by the willingness of the respondents to
share their experiences, their beliefs, and their perceptions with the

researcher, and their ability to recall events.



2. The study was limited by the pericd of time during which data
were collected.
3. The study was limited by the skill and knowledge cf the

researcher to conduct semi-structured interviews.

Assumpt icns

1. A major assumption underlying this study was that sufficient
data would be collected during the period of time in which the study was
conducted to reveal leadership practices at this commuriity education
centre.

2. It was assumed that the research topic oriertation of
leadership practices was appropriate for study purposes in this cultural
setting.

3. It was assumed that the informants would be prepared to share
their experiences with the researcher and that their perspectives of
on-site leadership practices would be representative of wider community
Views.

4. It was assumed that the study would produce findings that the

reader would be able to analytically interpret and generalise.



Chapter I1I

A Review of Related Literaturs

The literature reviewed was directly related to the research
problem and fell into five general categories: a brief study of
traditional Native education, traditional Native leadership
characteristics, the evolution of locally controlled education,
Jeadership challienges, and local control and leadership of educational
change. The review considered pericdicals, journals, bcoks, government

records, and community publications.

Traditional Native Education

As a background to this study of leadership practices, it was
considarad important to explore the traditional organisational context
of Native education. According to Sergiovanni (1984), “Leadership and
its organizational context are inseparable and thus it is difficult to
understand one without the other” (p. 115). In describing the
historical values of Native education, Armstrong (1987) drew attention
to the incomparability of the modern definition of the practice of
schooling with the traditional indigenous view of education related to
1ife’s experiences:

Learning and teaching in the traditional view ensures cultural

continuity and survival of the mental, spiritual, emotional

and physical well being of the cultural unit and of its

environment, the individual, the family, the community and the

people as a whole. (p. 14)

This communitarian approach to education was further explained by

Jules (1988), who stated: “Tradi“ionally, our people’s . . . teachings

addressed the total being, the whole community in the context of a
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viable culture” (p. 6). In a similar vein, Malloch (1984) described the
nature of the educational order in this way:

In the traditional way of life people governed themselves
jargely in accordance with the laws of nature which had been
known to them as a result of living on the land for
generations. At the same time social order and the survival
of the people were ensured through harmony and order not only
in the relationships amongst [themselves] but also in
relationships between the [people] and the land and the
spiritual worild. (p. 13)

The Native Indian people practiced what may be traditionally
described as a wholistic approach to the teaching-learning process. As
reported by Archibald (1984; cited in Jules, 1988):

The elders were the most respected teachers; important things

such as values and higher levels of knowledge about history

and environment were told through their stories and private

conversations with children. The Elders also undertook a

major responsibility in preparing the younger generation for

specialized roles. (p. 12)

This approach to education was described by Armstrong (1987) #: a
natural process which was integrated intc the daily lifestyle and
cultural meanings within the social unit. Armstrong stated:

The learning necessary to maintain a peaceful co-operative

unit had to function within the natural order of everyday

living. Law and order in traditional indigenous cultures was

a learned bahaviour instilled through practical lessons as

much as through spiritual practice. . . . The igarning and

practice of indigenous ritua:, Lhen, is integral to a

fulfilled, healthy existence in a continuously ueoductive
environment. (pp. 17-18)

Traditional Native lLeadership Characteristics

With a traditional emphasis on a communitarian and wholistic
appre=zh to education, leadership emerged from the cultural context of
the community. Malloch (1984) noted that leaders were not appointed

through a formal selection process, but they emerged from the natural
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order and laws of nature as people who attracted followers: “Leaders
emerged from among those who demonstrated exceptional skill and
understanding grounded in their experience of life and the natural
order” (p. 13). The specific personal qualities which attracted
followers, according to Jules (1988), included integrity, honesty, and
respect. Deloria and Lytle (1984; cited in Jules, 1988) stated that
"traditionally, chiefs [leaders] possessed authority on tha basis of
influence [charismal] and continued efficacy. . . . Many non-Incians
concluded that chiefs had some mystical, but absolute power over other
members of the tribe” (p. 10). In reflecting on the effectiveness of
traditional Native leadership, Manuei (1974) focused on the critical
importance of the language of leadershig:

It is the people who make or break a leader. 1If he is giving

voice tec their souls they endow him with that status; if he

fails to speak their minds he is forced out; if he encircles

the people with confused zeal by running after every cancern

but their own, he may be tolerated but never respected or

admired. (p. 142)
Manuel continued: "A leader who stands no taller than the rest of his
people stands in the centre of a circle and speaks the voice of the
minds and souls he hears around him” (p. 246). It is evident that the
traditional characteristics of Native leadership emanated from what
Armstrong (1987) described as the "indigenous philosophy which formed
the spiritual basis for its preservation. . . . As a result, the full
human potential was tapped in the individual, including abilities that
seem beyond comprehension” (p. 18).

With this background of traditional Native education and leadership

in mind, the researcher directed attention towards the iiterature

related to the evolution of locally contiolled education systems.
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The Evoluytion of Locally Controiled Education Systems

The process of decentralisation of education for Native Indian

Canadians grew out of the policy Indian Control _of Indian Education

developed and published by the National Indian Brotherhood (1972). The
federa: government responded to this policy by recognising the inherent
desirability of parental responsibility and by encouraging local control
of education (DIAND, 1982).

Subsequently, in the 1970s bands began to assume control of
administration of all or part of respect . education programs subject
to the administrative, financial, and executive control of the
Department nf Indian Affairs and Northern Development. As contended by
ward (1986): “Indian control of Indian sducation proceeded more or less
on an ad hoc basis. . . . The Bands were prevented from assuming full
control of their own educaticn as outlined in the Indian control of
Indian education policy paper” (p. 14).

The resolution passed by the National Indian Brotherhood in 1981
and re-affirmed by the Assembly of First Nations to initiate the
implementation of the Indian Control of Indian Education policy provided
greater emphasis to local control. According to Pauls (1984), Indian
people had the “opportunity to determine and direct their own education
that would fulfill their socio-cultural aspirations and local needs”

(p. 31). Some two years later Richardson and Richardson (1986)
reported: “Indians throughout Canada are assuming control of their
educational destiny with ever increasing fervor. Many of them are
establishing systems that depend for the most part on total parental

involvement” (p. 25).
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It was apparent that a greater number of Native Indians were
pursuing the opportunity to control their own educational destinies.
However, the phenomenon of local control had evolved as a challenge to
leadership without historical precedence or operational guideline. As
stated by King (1981), "There is 1ittle documentation of the processes
or problems in the relatively few cases of communities assuming local
control of schools which are already in existence and have institutional
histories as organizations within a centralized bureaucracy” (p. T74).
wWhile the federal government was committed in principle to a policy of
devolution, the leadership structures for the on-site management of
education systems were the subject of local determination anc design.
Furthermore, the literature highlighted a major question concerning the
status of control in community schools and its implications for
educational leadership practices.

Subsequent to the 1981 rescolution to initiate implementation of the

Indian Control of Indian Education policy, "the Government insisted that

it should retain ultimate responsibility but enter into agreements with
Bands capable of control” (Ward, 1986, pp. 12-13).

The Indian_Education Paper—-—Phase 1 (DIAND, 1982) reaffirmed a
government objective "to ensure quality education through Indian control
by establishing operational policies consistent with the principles of
Indian control and ministerial accountability for the expenditure of
funds and the results achieved” (p. 4). The same publiication identified
the lack of definition of ‘Indian control,’ an inadequate management
framework, and inferior funding levels as impediments to the

government’s reaching the objective.
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Reiter (1990) described the essential feature of a Band Council as
its power of local government. However, he pointed out that, 1like
municipal corporations, their jurisdiction is 1imited to local matters,
and they do not function with complete autonomy in local affairs.

Given the circumstances the Band Council acts as an agent of

the Minister and the representative of the Band with respect

to the administration and delivery of certain federal programs

for “he benefit of Indians on Indian reserves. Band Councils

serve as a central function when they are required to consent

to th2 Minister’s decisions when he exercises statutory

autro:rity over the reserve. (pp. 1-2)

This emphesis on ministerial management was reinforced in Clintberg’s

71987) statement: “The question of local control whether in education

or in other areas of Indian government is still not settled relative to

the Canadian Constitution™ (p. 25), while Bezeau (1989) contended that
the government is firmly in control of the education of

Canadian Indians by virtue of the Constitution Act, 1867,

section 91(24), which gives the federal government the right

to make laws for Indians. . . . Specific provisions for the

education of Indians are contained in the Indian Act, a

federal statute. (p. 92)

Furthermore, the National Indian Brotherhood (1988b) stated: "The
federal government remains firm in its position that it can only
delegate authority for First Nations to participate in and administer
previously developed federal education programs and cannot allow First
Nations to exercise control in any broader sense” (p. 97). Participants
involved in the First Nations School Review, however, stated that "the
federal government must determine the legal framework for the transfer

of jurisdiction and management of the education program to First

Nations" (p. 111).
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Leadership Challenges and Local Control

The literatur ewed inquired into recent studies conducted on
the jurisdiction and perceived leadership chalienges emerging from local
control of education systems. According to Matthew (1990), local

leadership offers the potential for a very positive force in the

development of First Nations comnunities:

There are opportunities to reinforce cultural values and
learnings, teach traditional skills and aboriginal languages,
and to present to young pecople a positive view of First
Nations history and culture, . . . opportunities to involve

parents and community people in the schooling process.
(p. 103)

According to Green (1990), a greater degree of flexibility
available through local control to develop and implement policies and
programs which reflect community culture and values would significantly
influence change processes: “"Therefore, the shape of Native education
in Canada in the year 2000 and beyond will be a direct resolve of Native
people to create their education in their own image” (p. 38). 1t was

contended by Jules (1988) that "in the ideal Native Indian leadership

tradition, Elders should be included and should stand beside the

ieaders. The ‘circle’ is complete if the knowledge and wisdom of Elders

is utilized in the non-native sociaty™ (p. 11). 1In relation to
leadership behaviour, Jules believed that Native Indian administrators
would identify as colleagues with staff, offer maximum support, and
involve teachers in decision-making processes.

Emerson (1987) expressed his belief that

a key issue for education is hgw to provide students classroom
learning experiences so that they could eventually achieve the
simultaneous existence (living in two cultures) with minimum
disruption in their lives and without suffering the loss of
native identity or heritage. (p. 56)
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In continuing, he recommended that educational programs for Native
students should promote the integraticn of cognitive instruction with
‘content’-oriented programs. This would encourage students to transiate
information and create meanings which were reievant to the community
culture.

A belief strongly expressed by a number of writers, including
Kirkness (1989) and Brandt (1989), emphasised an urgent need for leaders
to encourage the renewal and maintenance of Native language. According
to Kirkness, the importance of language as a means of transmitting the
uniqueness of the culture is strongly adhered to by aboriginal peoples:
"Language is a gift from the Creator. Embodied in aboriginal languages
is our unique relationship to the Creator, our attitudes, beliefs,
values and the fundamental notion of what is truth” (p. 27).

The primary problems associated with local control, according to
the N.I.B. (1988b), "were related to obtaining adequate resources to
provide the quality of education desired by the First Nation” (p. 52).
In comparatively geographically isolated communities in which nearly
everyone is related, the achievement of consensus in the interest of the
maintenance of harmony is considered important. Regarding this point,
the Canadian Educational Association (1984) suggested a specific
political leadership challenge:

One of the problems of local control has been the high degree

of politicization found in band councils. Problems unrelated

to education have sometimes been linked to the school, and in

some cases, schools have been closed to protest inadequate

ngegg? facilities or to increase levels of social assistance.

The literature provided a number of examples of positive and

effective leadership controi of local education systems. "Gardner (1986)
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reported that "the Seabird school is a fine example of implementing
Indian Control of Indian Education and is moving progressively towards
achieving its goals” (p. 31). In continuing, Gardner explained that
"School Board policy statements seemed to reflect a dichotomy between
goals of education that are culturally related and goals of education
that are academically related” (p. 30). The N.I.B. (1988b) stated that
"the fact that the Kipohtakaw Education Centre is community based has
contributed to its success” (p. 57); while McInnes (1987) described how
"Blue Quills has attempted to develop, in students, parents, employees
and Indian communities, a sense of ownership and pride of the Centre”
(p. 141).

The limited research studies conducted on Native leadership
strongly indicated that the task of leadership in locally controlled
schools is highly complex. The challenge was heightened by problems
such as the absence of leadership models and management framework,
inadequate resourcing, and ambiguity in the meaning of control.
However, a greater challenge to the question of leadership in locally
controlled education systems, according to Armstrong (1987), is to
satisfy the requirements of traditional education as a natural process:
"The answers for quality education lie outside the parameters of the
process of schooling. . . . We need to see the danger in separating the
learning of skills from traditional indigenous philosophies” (p. 19).
Coburn (1985; cited in Jules, 1988) pursued this theme: "The answers
must come from [withinl we who understand the problem best; we who have
been there; we, the Indian educators” (p. 5).

The researcher then explored the role of Native Indian leadership

in educational change.
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Leadership of Educational Change

The literature which described the story of educatiocnal change 1n
the Alexander community emphasised an infiuence of strong Native
leadership.

Trhe Alexander (Kipohtakaw) First Nations Community is 1ucated about
20 miles northwest of Edmonton, Alberta. Approximately 800 Cree Indian
pecple reside in the community. The Cree word Kipohtakaw means ‘bushed
in, enclosed or protected by trees,’ and refliects a ccamunity shared
image of nurturing and protective support held by the community.

In 1964 a small group of Alexander (Kipohtakaw) community members
who held a vision for the educat-<on of their chilaren established a
committee to participate in decisions being made by the federal and
provincial governments about the education of their children (N.I.B.,
1988b). The committee lack2d government recognition, their powers were
1imited, and initially their efforts achieved little more than a
reactionary voice to government initiatives. However, according to
weick (1984), the opportunity merely to react to governmant initiatives
represented progress, because "small wins stir up settings, which means
that each subsequent attempt at another win occurs in a different
context” (p. 43).

Significantly, the quest for change had emeryed from a few
individual community members who perceived a need for a different
education system. In exploring the meaning of change, Fullan and
Stiegelbauer (1991) contended that "it is at the individual level that
change does or does not occur”™ (p. 45).

By 1977 a deepening community awareness of the major education

problems on the reserve encouraged committee and wider community members
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to consider the broader option of intervention. Their vision was
clearly expressed in the words of one community member recorded at that
tim=: "We krew in our hearts even if we couldn’t put it into words that
the task that lay before us was to begin a complete community healing
process” (Kipohtakaw Education Centre, 1987c).

According to Fullan and Stiegelbauer (1991), the expressed meaning
of this vision for change was significant because "the key to
understanding the worth of particular changes or to achieving desired

changes concerns the problem of meaning” (p. 4).

Extensive time and preparation for change enabled the developwment
of a community ciimate which was conducive to individual change,
acceptance of new ideas, and reframing of meanings and priorities. As
conceptualised by Barth (1991), "Thinking otherwise does not necessarily
mean thinking big rather than small about good education. It means

thinking differently” (p. 124).

As the need to change the quality of education and their lives
became more meaningful, the community members’ value-based vision
strengthened. Their philosophy for success®ul leadership was epitomised
in the following quotation from the Kipohtakaw Education Centre (1990):

"The eagle has become a symbol of pride, strength and vision. . Qur

community is reemerging, taking its rightful place in the Canadian

mosaic” (p. 1).

Elders and other community members felt that the time had come
for the people of Alexander (Kipohtakaw) to shoulder the
responsibility for the education of its children and youth.

It was time to find or create an education program and process
that would release the potential of both the children and the
community. {(p. 2)
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A significant change in the political climate and increasing local
need at that time continued to inspire community ieaders to mobilize
peopie and resources towards the implementation of desired change.
Their former token participatory involvement in education discussions
with the government had accelerated to a questioning of the guality and
relevance of current programs and a challenge to the government for
educational reform: “The philosophy set forth at the Alexander Band
community recognises that higher-order competencies form the basis of
becoming truly competent in society” (N.I.B., 1988b, p. 55). By 1980
the community was fully committed to the development of a successful
community education program; an Education Improvement Project was
launched, and the first Band Education Co-ordinator was hired
(Kipohtakaw Education Centre, 1987a, p. 5). “We have discovered in
ourselves the .trength necessary to change the quality of our Tlives.
The pathway to ‘Determining Our Own Destiny’ is focused in a locally
controlled and community involved education process” (p. 1).

The educational reasons for the determination to change were based
on a community-identified need for quality of education as a
prerequisite to quality of iife. The planned change was
multidimensional and complex. It required multilevel innovations which
were linked to external (political) processes and internal
(entrepreneurial) goals (Fullan & Stiegelbauer, 1991).

At this time schooling was provided by the Depa.tment of Indian
Affairs and Northern Development on the reserve for Grades 1-6 students,
and secondary-aged students were bussed to a nearby provincial school.

However, the federal and provincial education programs were not designed
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or implemented in a manner which reflected traditional belief and had
little relevance to community realities.

The combinaticn of facteors which necessitated change at this time
was concomitant with Fullan and Stiegelbauer’s (1991) thesis that a
number of major external and internal forces over a period of time
create pressures for change. The community was dissatisfied with the
education services provided. The provincial system was not catering
adequately for the needs of Native students, and alternates programs were
non-existent. The government was encouraging decentralisation of
educational programs. The community envisaged a program designed to
reflect lTocal values which would assist in developing the academic and
self-concept of students and parents. Consistent with Fuilan and
Stiegelbauer’s theory, the community "had perceived a discrepancy
between educational values and outcomes affecting themselves or others
in whom they had an interest” (p. 17).

According to Fullan and Stiegelbauer (1991), change is poclitical,
and a muitiplicity of reasons other than educational merit influence
gecisions to change. The two major stakenolders, that is, the community
and the government, presented different agendas for the change process.
The government was committed to the policy of devolution "to innovate
without risking the cost of real change” (p. 28) largely to appease
community and political pressures. Conversely, the community was
committed to the pursuit of the questions central to the purpose of
change, such as "What is education for? What kind of human beings and
what kind of society do we want to produce?” (p. 23). The first-order

change in policy adopted by the government to improve the quality of
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what existed did not equate with the second-order change in practice——
"new goals, structures, and roles” envisaged by the community.

Fullan and Stiegelbauer (1991) described a second-order change as a
change that affects organisational culture and structure, while Handy
(1989) referred to change which significantly changes a society as

discontinuous change. The major educational change initiated by this

community fits Handy’s contention that "individuals and groups at all
levels can accomplish major reform if they consider the content and the
process of change and take action” (p. 16). The what of change (better
education for their children) and the how of change {community designed,
implemented, and evaluated programs) referred to by Fullan and
Stiegelbauer were extensively explored by the committee in relation to
the needs and priorities expressed by the entire community.

As part of the initiation of change process, a needs—assessment
survey in the form of a questionnaire was circulated to all homes in the
community. The needs and priorities expressed by local respondents
confirmed the concerns long felt by the community that the traditional
canadian schooling provided on the reserve was not meeting the cultural
and educational needs of its children. In fact, the findings presented
the following deep-rooted and extensive education probiems, as recorded
by Kipohtakaw (1987a):

?g]y one student had graduated from high school in the previous
years.

The drop-out rate for children in the provincial schools was
100%.

. The school attendance rate at the reserve school was below 50%.
The students were at least three grade levels behind children in
other parts of the province.

. Spiritual, emotional, and economic depression were becoming the
norm.

. A large number of the students were found to have visual
perceptual problems.



Most children over the age of 12 years were abusing alcohol,
drugs, or both.

School vandalism was costing the government about $2,400 a vear.

. Only one Native person worked in the school. (p. 3)

The community stakeholders had participated in the planning process
and were well prepared for the change that would transfer control of
education to their leadership. Fullan and Stiegelbauer (1991) affirmed
that stakeholders at the local level may most effectively managa the
meaning of multipie change--and most successfully prioritise and
integrate the change process. The restructuring of roles and goals at
the practitioner level was an example of Elmore’s (1988) contention
that, "instead of concentrating on how people behave in received roles
within a fixed structure, we should begin to create the roles and
structures that support and encourage the educational practices that we
want” (p. 5).

In 1979 a school committee which consisted of seven eiected
community members worked in consultation with the community and defined
a philosophy for an educational program which would resocive current

problems and reflect cultural reaiities:

We believe that by providing ocur children with an education
equal to or better than that which is offered by the
provincial schools, one which at the same time supports and
reinforces our Cree heritage, we are assuring that our
children have the skills, information, and traditions which
will allow them to make wise choices about their future and
become competent citizens of any society. (Kipohtakaw
Education Centre, 1990, p. 4)

With this objective in mind, the committee prepared a strategic plan
which included a detaiied submission for government funding.
Subsequently, the education committee, with full community support, met
with government authorities to state their intention of creating a

community education system which reflected their Native philosophy and
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realities. The plan was endorsed by the Department of Indian Affairs
and Northern Development, and funding was allocated for a five-year
period. The committee accepted the 1imited-term funding because
educaticnal change was desperately needed, and the government funding
enabled the program implementation process to begin. This was a "small
win” to the initiators of the change process because, according to Weick
(1984), “Once a small win has been accompiished, forces are set in
motion that favour another small win” (p. 43).

The community persisted with its vision of designing and
controlling a local education system which truly reflected Native
culture, although limited funding prevented ionger term planning and
provision for on-site infrastructure was not guaranteed.

This is an example of the obscurity often associated with change
and predicted by Fullan and Stiegelbauer (1991): “"The meaning of change
will rarely be clear at the outset, and ambivaience will pervade the
transition” (p. 31). Schon (1971; cited in Fullan & Stiegelbauer)
developed the same theme: "All real change involives passing through the
zones of uncertainty” (p. 31).

However, the benefits of the change were clearly evident. The
change from a federally imposed education system to a Jocally controtlied
system offered the benefits of a long-overdue process of cummunity
learning, renewal, and development. At the same time it provided a
model to all Native Indian peoples to pursue determination of their own
destinies, and it offered the government the benefit of trialling the
decentralization of education to local control.

Central to the change process was the challenge of major program

innovation. According to the Kipohtakaw Education Centre (1987b), in
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their effort to identify a program model which reflected the community-
based philosophy, the committee visited other parts of Canada and the
United States to observe the implementation of programs designed to
cater for the needs of educationally disadvantaged students. Following
approximately two years of research, the school committee recorded a
decision to adopt the ANISA program on the basis of adaptability
potential and compatibility with Cree philosophy and culture. The
committee’s investigation of mechanisms assisted its selection of an
innovation model which was compatible with local needs. Fullan and
Stiegelbauer (1991) commented on the value of this approach: "The
presence or absence of mechanisms to address the ongoing problems of
meaning--at the beginning and as people try out new ideas--is crucial
for success"” (p. 45). The name of the program selected, ANISA, a Bahai

term,

means a flowering, a healthful growing. It is as rich in

symbolism as the Cree culture itself. It embodies the

concepts of beauty, grace, nurturing, shelter and growth. The

model teaches the relatedness of all the universe and an

individual’s vital part in it, similar to our elders.

(Kipohtakaw Education Centre, 1987, p. 4)
This alternative program model for Native students offered a universal
package which incorporated philosophy, methodology, and content and had
effectively catered for educationally disadvantaged students in the
United States of America. As reported by the Kipohtakaw Education
Centre (1987b), community leaders were impressed with the ANISA program
model because it emphasized the principles of their own philosophy--the

how and not the what of learning, seeing, listening, hearing, thinking,

feeling, and striving.
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The decision to proceed ~ith the adoption of program change was
hased on the assessment of three locally determined factors. Readiness
(capacity and need) for educational change was clearly established. The
program had the potential to be relevant to the needs of Native students
and provided flexibility for adaptation if required (practicality and
need). Resources provided by the federal government were readily
available (Fullan & Stiegelbauer, 1891). The pracess of initiation of
planned change had successfully mobilized people and resources towards
the implementation of a community-based education-program change.

As reported by the N.I.B. (1988b):

In September 1981 the Chief and Council of the Alexander

(Kipohtakaw® community presented the Department of Indian

Affairs and Northern Development with a resolution to assume

jurisdiction over the local Day School as of July 15, 1982.

On April 20, 1982, the Council passed a resolution which

transferred the education committee to school board status,

thereby giving it authority over all education matters.

(pp. 53-54)
The Kipohtakaw community had achieved what was described by Pauls (1984)
as "the opportunity to determine and direct their own education that
would fulfill their socio-cultural aspirations and local needs" (p. 31).

In 1982, some 18 years after the first meeting of visionary
community leaders in 1964, the Kipohtakaw Education Centre was
established, and approximately 100 children were enrolled in nurssry,
kindergarten, and Grades 1-4 classes and commenced educational programs
directed by the Alexander (Kipohtakaw) School Board (Kipohtakaw
Education Centre, 1987a, p. 2). The long process of planning to manage
their own school became a reality, and "it quickly became apparent to

the school board that education could and woulu become the entry point

for large-sccle community development” (Kipohtakaw Education Centre,



26
1987a, p. 2). This meaning of the change expressed by the community was
an example of Fullan and Stiegelbauer’s (1991) opinion that “change must
be viewed in relation to the particular values, goals and outcomes it
serves” (p. 8).

Historically, the community had experienced the subjective reality
of coping with educational change. The many imposed first-order changes
had reproduced the same acculturation. In contrast, this sz2cond-order
change initiated in the community and based on shared understandings
grew from within. It reflected community~-based values in an education
system which, according to the Alexander School Board Pclicy and
Procedures Manual (Alexander School Board, 1990), promoted (1) a
community—client focus, (2) shared staff-community learning,

(3) centralized administration services, and (4) collaborative decision
making. The meaning of this multidimensional change was embedded in
what Glickman (1990) referred te as “school empowerment, the
decentralization of educational decision making, school-based staff
development, and site-based management”™ (p. 68).

The program implementation process offered change in the three
dimensions of practice recommended by Fullan and Stiegelbauer (1991):
(1) new and revised materials, (2) new approaches to teaching, and
(3) the alteration of beliefs. Program developers reviewed tests
recommended by Alberta fducation and supplemented selected resources
designed to cater for individual needs of students. The new wholistic
educational program offered a new process—oriented approach to teaching
which replaced the familiar product-oriented approach. The report,
contained in the Kipohtakaw Education Centre’s (1987c) Detgrmining Qur

Own Destiny: Phase II, indicated some specific outcomes of the change.
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Firstly, it presented a challenge to teachers in their evaluation of
students and led to the adoption of the strategy of individualized
student programming to ensure sequential teaching—learning processes.
Secondly, the adoption of a process-oriented curriculum challenged many
of the traditional beliefs held by people in regard to program delivery,
teaching methodology, content, and evaluation of educatiocnal programs.
Historically, the community had associated a process-program philosophy
with highly affluent, white, upper-class areas where students were
educationally advantaged. Thirdly, the new program influenced a
cognitive shift for this community towards a new meaning of education
and the acceptance of responsibility for its own educational destiny.

An important strength of program impliementation in this community
was that it involved all members of the community. This encouraged the
development of collaborative work cuitures, the sharing of successful
practices, and staff cohesion during the change implementation phase.
Fullan and Stiegelbauer (1991) refiected on the value of "educational
change as a learning experience for the adults (teachers,
administrators, parents) as well as for children” (p. 66).

The implementation of the new program also highlighted the positive
interactive process between the external (government and ANISA staff),
Tocal community support, and the characteristics of the change process.
Evolutionary planning during the process improved the fit between the
lack of clarity, staff expectations, and community politics. As stated
by Louis and Miles (1990; cited in Fullan & Stiegelbauer, 1991), "When
it comes to implementation, power sharing is crucial” (p. 83).

The factor which influenced the maintenance of this program most

significantly was the lack of funding, which eroded program support



structures. Fullan and Stiegeibauer (1991) suggested that a lack of
ability to maintain funding is often a deterrent to continuation. &z
more Indian bands assumed control of their education programs, the
funding to this community was dramatically decreased, and the adopted
ANISA program was a high-cost program which could not be funded at the
local level. Huberman and Miles (1984; cited in Fullan & Stiegelbaver,
1991) stressed that "continuation or institutionalization of innovations
depends on whether or not the change gets embedded i built into the
structure (through policy, budget, timetable, etc.)” (p. 89).

To view in isolation the locally perceived problems associated with
the implementation of the new program may well raise questions regarding
the effectivenecz of this change. However, the multidimensional second-
order educational change was embedded in a philosophy which reflected
strong community-shared vision and values. These ensured the
development of longer-term policy and practice in a shared learning
environment. According to Fullan and Stiegelbauer’s (1991) theory, the
evolutionary process of implementation in second-order change creates
further paolicy. "This process stimulates and prods people to change
through incremental and decremental fits and starts on the way to
institutionalizing the change in question” (p. 92).

The ANISA model provided a framework for an alternate program
needed at the time and was successfully utilized by the school board to
implement planned change. It provided a firm foundation for the
evolution of a wholistic approach to education which incorporates Native
values and the Alberta curriculum in an activity-based program. This
outcome is an example of Fullan and Stiegelbauer : (1991) theory that

effective implementation therefore is a process of ongoing clarification
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and learning. As conceptualised by Glickman (1990), "The more an
empowered school improves, the more apparent it is that there is more to
be improved” (p. 7C).

The Kipohtakaw Education Centre’s (1987b) A First Nation Experience

in Striving for Quality Education reported a number of "notable

achievements" associated with the educational change. A tangible
outcome of the change was the improvement in school attendance,
reflected in recent figures which pointed to an average post-locai-
control attendance rate of 90% to 95%. The children attending the
school were viewed by 90% of the community surveyed as being happy and
achieving well at school. There were increased parental involvement in
the program and strong community support. Community members now
constituted a major part of the school work force as qualified teachers
and teacher aides. A healthy, natural environment designed to enhance
learning was providing social and cultural support. These significant
outcomes affirmed Fullan and Stiegelbauer’s (1891) cont "ntion that
"improvement of practice is thus a continuous process of renewal”
(p. 90).

In reflecting on its community’s achievement, the Kipohtakaw

Education Centre’s (1987a) Determining Our Own Destinv stated:

Evary phase of the development and administration of the
program has been a learning experience for those involved. We
have a sense of accomplishment here at Alexander but no one
knows better than we how far there is to go: it is on this
basis that a five-year plan has been developed and continues
to be updated. (p. 10)

The educational change process initiated in this community may be
described as a mutually adaptive, evolutionary change strateay. Strong

community-centred leadership of this process developed a plan (linear)
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which they adapted to the environment {(adaptive) and integrated with
cultural values and beliefs (interpretive) to facilitate second-order
change. This second-order change altered the education structure,
goals, and roles of the organisation and transformed a federally imposed
education system into a locally designed and controlled, parent-involved
education centre.

The leadership, responsible for initiating, implementing, and
continuing this change, wisely balanced choice value with communitarien
value to transcend organizational structure and culture. This process
mirrared the reality of the assumptions put forward by Fullan and
Stiegelbauer (1991) that sustained change takes time, that effective
implementation is a process of continuous Jearning, and that
organizational culture can be changed through multilevel innovations.

Handy (1989) maintained that this type of multidimensional change
to an alternate approach to education--and to life itsalf--as
experienced by this community, is a practical means of achieving
discontinuous change "to untrodden paths and naw ways of looking at
things” (p. 9).

According to the Kipohtakaw Education Centre (1987a), during the
initial three-year period of community control the school expanded to
accommodate K-7 grades student enrolment. A high school was establisned
in 1988, as it was believed that substantial gain could be made in terms
of future graduation rates.

In 1990 three Grade 12 students graduated from the program and are
currently attending post-secondary institutions throughout the province.
Research began in 1989 on the development of a community qo11ege at the

Alexander reserve to cater for life-long learning needs.
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At the present time the construction of a new school is in the
final stages of completion, and staff and stucdents from both the on-site
elementary and junior-senior high schoo} are looking forward to
continuing their education together in a modern, spacious facility.
in the final analysis, the people of Alexander convincingly
demonstrated through an effective leadership of planned change that
Indian control of Indian education can be very successful and can
provide vital answers to the growing needs and concerns of other
education systems. This was reflected in the conviction symbolically
expressed by the community:
The Eagle has returned to our lives, our school and cur
community. With common sense, unity and determination we will
pursue our goals and we will continue to believe in our dreams
and hopes for the future.
Our dream for children everywhere is that they too will
Jiscover the strength and vision that will make it possible

for them to determine their own destiny. (Kipohtakaw
Education Centre, 1987a, p. 10)



Chapter III

Research Methodoiogy

The study was designed to focus on the collection of multiple
sources of data to enable the researcher to develop an understanding and
to generate findings to research questions. The principle that guided
the evolution of the study as the naturalistic inquiry progressed was
“to have the problem emerge from observation, from data . . . , in other
words, by grounded means”™ (Guba & Lincoln, 1981, p. 89), "because
grounded theory is more likely to be responsive to contextual values and
not merely to investigator values” (Lincoln & Guba, 1985, p. 41).

The purpose of the study was to explore leadership practices
through a discovery of human behaviour as it existed in the unique
environment of one community—controlled education centre.

As contended by Owens (1982):

One cannot understand human behaviour without understanding

the framework within which the individuals, under study

interpret their environment, and that this, in turn, can best

be understood through understanding their thoughts, feelings,

values, perceptions and their actions. (p. 5;

The intent of the researcher was to create a vignette to describe the
physical, social, and individual human environments as they emerged
during the day-to-day evolution of events and transmissions.

According to Merriam (1988), “One of the assumptions underlying
qualitative research is that reality is holistic, multidimensional and

ever changing. It is not a single fixed phenomenon waiting to be

discovered, observed or measured” (p. 167).

32
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Mode of Inquiry

The mode of inguiry employed in this study can best be described as
an on-site descriptive case study investigated from the perspective of a
naturalistic-inquiry qualitative mode of research. As stated by Owens
(1982):

Qualitative inquiry needs to understand human behavior and

human experience from the actor’s own frame of reference, not

the frame of reference of the investigator. Thus,

naturalistic ingqu*ry seeks to illuminate social realities,

human perceptions 1d organizational realities untainted by

the intrusion of .rmal measurement procedures. (p. 4)

The case study methodology was employed to help the researcher
absorb the situational and interactive forces which created the real-
life events in this community education centre. As observed by Merriam
{1988):

Case study has in fact been differentiated by other research

designs by what Cronbach (1675, p. 123) calls "interpretation

in context.” By concentrating on a single phenomenon or

entity ("the case’) this apprcach aims to uncover the

interaction of significant factors characteristic of the
phenomenon. (p. 10)

In a similar vein, Yin (1984) observed that “"case study is a design
particularly suited to situations where it is impossible to separate the
phenomencn’s variables from their context” (p. 25).

Descriptive is defined by Merriam (1988) as "a rich *thick’
description of the phenomenon under study” (p. 11). It was described by
Guba and Lincoln (1981) to mean “interpreting the meaning of .
demographic and descriptive data in terms of cultural norms and mores,
community values, deep seated attitudes and notions, and the like"

(p. 119). According to Wilson (1979}, the description is usually
qualitative: “Case studies use prose and literary techniques to

describe, elicit images and analyze situations. . . . They present
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documentation of events, quotes and artifacts™ (p. 448). The
naturalistic paradigm assisted the researcher to gain an insight tc the
perceptions of informants’ views on leadership practices and thereby
develop an understanding of the meanings of their realities.

Lincoln and Guba (1985, p. 37) defined five established principles

of the naturalistic paradigm:
. Realities are multiple, constructed, and wholistic.
. Knower and known are interactive, inseparable.
. Only time- and context-bound working hypctheses (idiographic
statements) aie possible.
. All entities are in a state of mutual simultaneous shaping so
that it is impossible to distinguish causes from effects.

. Inquiry is value bound.

Data Colliection

As suggested by Merriam (1988), "Qualitative case studies rely
heavily on qualitative data obtained from interviews, observations, and
documents” (p. 68).

Data were collected by observing, listening, and reflecting; by
conducting semi-structured to open—ended interviews with those persons
who 'appeared’ as central figures in the leadership network; and by
undertaking a review of policy and procedures manuals, school
publications, and government documents. Day-to-day observations and
events, including summaries of informal conversations, were recorded in

a journal for review and reflection purposes. As observed by Patton

{1980):
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Qualitative data consist of detailed descriptions of

situations, events, people, interactions and observed

behaviours: direct quotations from people about their

experiences, attitudes, beliefs and thoughts, and excerpts or

entire passages from documents, correspondence, records and

case histories, . . . raw data from the empirical world,

data which provide depth and detail. (p. 22)
patton claimed that this could be obtained only “by getting close
physically and psychologically to the phenomenon under study” (p. 43).
In a similar vein, Loftland (1975; cited in Patton) argued that

the commitment to get close, to be factual, descriptive and

quotive, constitutes a significant coomitment to represent the

participants in their own terms. . . . A major methodological
consequence of these commitments is that the gualitative study

of people, in situ, is a process of discovery. (pp. 36-37)

Data were collected during the period of November 5, 1991, to
January 25, 1992. During that time the researcher spent eight full days
at the community education centre. The first two-day visits were
devoted to meeting staff and members of the community, hour-by-hour
~k~ervation, and generally blending into the fabric of the environment.

dder (1981; cited in Merriam, 1988) stated: “"Observation is a
research tool when it (1) serves a formulated research purpcse, (2) is
planned deliberately, (3) is recorded systematically, and (4) is
subjected to controls on validity and reliability” (p. 88). Time was
seemingly infinite as the researcher listened to and informally talked
to staff, visited the various sections of the centre, answered
children’s questions, and visited classrooms. Patton (1980) pointed out
that the “"observer/observed is an interdependent relationship in which
the researcher too may be changed as a result of the interaction.

Indeed, it is this interdependence that gives naturalistic inquiry its

perspective” (p. 192).
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To discover the realities and values of people as they existed in
the physical and social environment, the researcher allocated maximum
time to develop a ciimate of trust and confidence. Gay (1987) claimed
that "by establishing rapport and a trust relationship, the interviewer
can often obtain data tnat subjects would not give cn a questionnaire”
{p. 203).

As staff absorbed the purpose of the researcher’s presence and
informal discussions continued, the researcher speculated on leadership
patterns in the organization. With some verification by the Director
and the principal, potential interviewees were identified. The
researcher met personally with each potential interviewee, fully
discussed the purpose of the study, and invited his or her
participation. Each prospective interviewee was guaranteed
confidentiality and anonymity. Eight interviews were conducted, and six
were tape recorded with the consent of the individual interviewee. Each
interview lasted 60 to 100 minutes. The other two interviewees
consented to a tape recording, but practicality intervened. One staff
member was interviewed many times during the drive tc and from Edmonton,
and the Director was rescheduled for interview several times due to
off-site leadership commitments.

According to Guba and Lincoln {(1981), the interview also provides
for “continuous assessment and evaluation of information by the
inquirer, aliowing him to redirect, probe and summarize” (p. 187). An
interview schedule (Appendix 1) was used as a guide only, as the
researcher preferred to encourage each interviewee to tell his or her
story from a personal and sequential perspective. Not all the questions

on the schedule were asked of all interviewees, and some questions were



reframed by the researcher to fit a particular perspective being

described.

Method of Data Apalysis

All tapes were transcribed in full and read and re—read many times.
The transcriptions were given to each interviewee to read with a
personal letter which thanked him/her for participating and reiterated
an assurance of confidentiality (Appendix 2). Some of the interviewees
edited the transcripticn, but this invoived mainly sentence-
reconstruction, corrections, and/or additional information. The
substantive content was not aitered. The researcher then roughly sorted
the data coliected from the journal nctes of observation: and the policy
and publication documents into categories aligned to the research
questicns. Particular themes did not naturalily emerge at that time,
but, rather, general categories aligned to the research questions. In
analysing the transcripts of interviews, the researcher initialily
highlighted themes, selected and marked potential quotations, and then
literally cut and pasted them intoc general categories. At first the
large picture seemed to resist division and the researcher’s perception
of clear, thematic classification. The complexity of the question of
leadership seemed to be so interconnected that it was difficult
initially to isolate discrete topics.

About this time the researcher experienced the challenge of
completing what Berg (1989) described as "a complicated jigsaw puzzle”
(p. 111). However, as the general categories were reviewed, a synthesis
unfolded during the coding process. The researcher’s patience was

pleasantly rewarded as the puzzle pieces were blended into the contour
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of the complete picture. At that time the researcher sought the
assistance of a colileague to examine the data collected in relation to
the findings, and, apart from minor clarification, concurrence with data

classification was established.

Credibility of Data

According to Guba and Lincoln {1981), it is the researcher’s
responsibility to ensure data trustworthiness: "It is incumbent upon
the researcher to find out if the inquirer’s analysis of the data is
believable.” Trustworthiness of a naturalistic study may be judged by
"credibility for truth vaiue, fittingness for applicability, audibility
for consistency and confirmability for neutrality” (p. 104).

A number of techniques were utilized during the study tc ensure
trustworthiness so that the reader could believe what he/she was reading
and to ensure that "the findings of the inquiry are worth paying
attention to, worth taking account of” (Lincoln & Guba, 1985, p. 290).
The four criteria proposed by Guba ard Lincoln (1981) for establishing
trustworthiness will be discussed, with examples of strategies utilized
to ensure compliance.

To ensure credibility or truth value of the findings, the
researcher visited the education centre many times, on different days of
the week, and observed and talked to staff in many different settings.
Considerable time was spent in establishing rapport and developing a
climate of trust and confidence, to encourage spontangity and candidness
in prospective respondents. This procedure also provided ample
opportunity for staff to assess the truth of the researcher’s intentions

and purpose.
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The loosely structured interviews ware conducted in a relaxed
setting and were unrestricted and unhurried. They provided exhaustive
detail. The researcher frequently paraphrased comments——and sometimes
asked, "Did you me ., to say . . . ?" Interviewees had the opportunity
to read and edit transcripts, to add or delete information as required.

In addition, the researcher adcpted the technique of triangulation
to improve credibility by verifying information collected from different
sources. According to Denzin (1970), “The rationale for this strategy
is that the flaws of one method are often the strengths of another, and
by combining methods, observers can achieve the best of each while
overcoming their unique deficiencies” (p. 308). Much of the information
acquired in an interview was verified by information prasented in other
interviews and during informal conversation or observation. The review

and analysis, Alexander School Board Policy and Procedures Manual

(Alexander School Board, 1990), and school publications confirmed much
of the data acquired through interview and observation methods.

To further establish credibility and confirmability, the researcher
shared an outline of the findings analysed from the data with a senior
officer at the education centre. Quotations from the taped interviews
and journal entries of quotations recorded during informal conversations
were used extensively in the thick description to enable the reader to
interpret meaning, elicit images, and acquire insight into the
"thoughts, feelings, values, perceptions and actions™ (Owens, 1982,

p. 5) of the respondents as they unveiled their realities.

The original data were retained in permanent record form, inciuding

the original audiotapes, computer disc files, and printed transcripts.

The notes of the analysis of the Alexander School Board Policy and
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Procedures Manual (Alexander School Board, 1990) and local publications,
together with handwritten journal notes of observations, have been
securely stored.

The design of this case study enabled the researcher to step inside
a unique world of realities, focus on the participants in the real-1life
events in the setting, and thereby discover meanings of leadership as
they unfolded in this community education centre.

The inquiry was enriched by the researcher’s access to multiple
sources of data and the reciprocal high level of trust maintained

between the researcher and the participants in the study.



Chapter 1V
The Setting

It was a chilly November morning. Dawn was barely breaking as the
long, straight road unfolded i1ike a ribbon across the starkness of the
farmers’ fields. A hill "bushed in" emerged in the distance with little
sign of habitation. An abrupt turn to the right unmasked in silhouette
high on a hill a cluster of irregular-shaped buildings seemingly
floating in the glimmer of a sea of snow.

As the first rays of sunrise unveiled the splendour of a new day, a
community stirred. Instantaneously, lights like beacons in the
buildings beckoned response. Simultaneously, it seemed the stillness
was stifled by a wave of purposeful activity.

Staff arrived, and, with heavily laden bags of books and other
resources for the day, intrepidly shuffled across the icy car park,
greeting one another in the crispness of the morning air. Soon they
parted and, proceeding in several different ways, directed their
footsteps towards respective classrooms and offices. Cars drew up, and
children and parents alighted and walked into the buildings together. A
bus arrived, and children, safely shepherded off the bus, skated across
the icy footpaths into the warmth of the building. Beautiful husky dogs
jumped playfully about the children until, almost dissuaded, they
distanced their active indulgence.

A large metal plaque centred on the external wall of the entrance

clearly identified the building as
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Kipohtakaw
Education Centre
Opened: Sept. 3, 1982
Dedicated to
Chief Fred Arcand, S.R.
1916-1976
Whose Vision and Wisdom
Has Helped Others to
MAKE THIS EDUCATION

CENTRE POSSIBLE

Immediately inside the building, a sign reminded all who entered to
remove their footwear. An assortment of unimaginable shapes, sizes, and
colours, advertising market favourites in boots, decorated each side of
the small entrance lobby. Double doors led into a hall and revealed a
large office area which appeared to be a busy focal point for formal and
informal clarification and direction on the day’s activities for
parents, staff, and children who called by. A smaller office next to
the main office provided fac,.ities for rescurce and other visiting
personnel. At the end of the entrance hall a small staff room seemed
not to comfortably accommodate everyone, but welcomed all who entered.

A large table in the centre of the room and a medley of chairs satisfied
a multifaceted demand for lunch area, socialisation centre, and work
space. Native and non-Native staff congregated in this friendiy place
to exchange greetings, socialise, and informally clarify activities in

launching the new school day. The interaction between staff was
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vibrant, and an atmosphere of caring and sharing prevailed. Custodians
busily checked facilities, and parentaj inguiry was courteously attended
to. A severely, prafoundly handicapped student was assisted into the
supportive sanctuary of the staff roo and cared for.

The sound of the school bell officially heralded the formal
beginning of the school day. Children moved excitedly towards
classrooms on either side of the shining hallways decked with colourful
displays of students’ work. A staff member searched for matches. The
guide led the curious observer from the hallway through double doors
into centimetres of snow across to a classroom accommodated in one of
four trailers surrounding the main building. The transportable
classroom was bright and inviting. Colourful displays of children’s
artifacts symbolised happy learning discoveries. The researcher
experienced the meaning of education. A younger group of children sat
in a circle, waiting reverently as the visitors were invited to
participate in the simple sweetgrass ceremony. Following the ceremony,
a Native teacher explained the meaning of this traditional ritual:

It is part of the traditional practice we do every day-—again,

jt’s a cultural one . . . Because culture is viewed very

highly and practiced very strongly in the community, every

morning we do a spiritual cleansing, which is the burning of

sage and sweetgrass and fungus, if it is available. It’s a

purifying process which we do with the children to purify

their minds and their thoughts and any actions. It’s

basically a whole-soul cleansing that we do every day, and the

children are very responsive to it, and they practice it at

home. They are very culturally based, and we try to reinforce

and promote that in the school as well.

It was a deeply moving experience as the richness of a culture was
observed and to some degree absorbed in a way that meaningfully conveyed
the vision expressed in "Tradition and Education: Towards a Vision for

Qur Future.’
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Tradition and Education:
Towards a Vision for Qur Future

In the knowiedge of my People, the Elders and the children are

as one in the Circle of Life. The Elders are the holders of

knowledge, the Teachers of our culture, songs, heritage and

survival. The children, cur future, represent the carriers of

this knowledge that never grows old. Through community

guidance First Nations balance the wisdom of our ancestors and

the challenges of the futurs.

John B. Thomas

On leaving this trailer classroom, the guide and principal spoke
with conviction of the cultural core of this community school. She went
on to say: "The community is the essence of this program. Whatever
happens in the community affects the program. It is really important to
be sensitive to the community’s pulse.” In the very functional space of
the main office in this buiilding, the principal spoke modestly of her
role as "just one o1 the many facilitators™ in this community-controlled
education system. A highly experienced teacher across a diversity of
educational fields, she had worked as a teacher in the elementary school
for a number of years prior to appointment to her current leadership
position. Her empathy with local cultural values, a high energy level,
and a deep commitment to the community inspired her leadership
aspirations. The principal spoke proudly of her staff team and

realistically defined the strengths and challenges of the day-to-day

program, emphasising that operations must reflect "what is best for the

children and what is best for the community.” She firmly believed that
role modelling is really important. “Honesty is really important .
the way we 1ive . . . walk tha talk . . . so to speak.”

The elementary school had a current erroiment of 131 students,
which includes children enrolled in a full-time kindergarten program and

children enrolled in a half-time kindergarten program. All the children



enrclled at the Kipohtakaw Education Centre live in the community.
There were 14 staff members, including ~ight K-6 ciassroom teachers, a
iibrarian, a resource teacher, two special-razeds assistants, 3 Cree
teacher, and a teacher of religion. Each class was staffed by a fully
certificated Native or non-Native teachar and a Native teacher assistant
“rom the community. In the words of the principal, "The teacher
4ssistants are a really important reciprocal bridge between the
-ommu..ity and the school, and this really helps to create a secure
learning environment for the children.” An on-site training course was
mandatory for all community members appointed to teacher assistant
positions. The appearance of a teacher with a student at the door
temporarily interrupted the discussion as the principal left to attend
to the matter.

A few minutes later a senior member of the leadership team entered
the office and warmly welcomed the researcher to the Kipohtakaw
Education Centre. The Executive Director was a member of the community,
and her active involvement in community programs spanned many years.
She was initially appointed to the position of teacher assistant in
1971, when DIAND first allocatc_ positions to al? federally controlled
schools. As a community member, the Executive Director was deeply
committed to the local advancement of educational opportunity and

achievement. In defining her meaning of local control, the Executive

Director stated:

As far as I am concerned, it is another approach to education.

The opportunity to focus on what we feel is important
culturally to our children, using the Alberta curriculum as a
guide. It is important that our children are well prepared to
succeed in the wider world’s society.
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The Executive Director believed that the wholistic approach to
learning which had evolved from the AN.SA program model and catered for
the emotional, spiritual, and physical needs of the children helped to
"get children feeling good about themselves, . . . and this stimulates
mental growth.”
Role modelling was viewed as a very important part of the program--

"to try and help individual children and people as much as possible to

feel goocd about the.selves.” In commenting on the nature of her
leadersh p -.. ¢ i e Director stated: “We like to get away from
hiera-chy. . e bottom line is ‘What is the best for the children?’

We are nere to serve the children and to make sure that they get the
level of education they deserve.”

The Director described the role of the community-elected Chief and
Council as a key leadership function. "The Chief and Council are
ultimately responsibie for all outcomes of all community activities.
They iisten to the community, give direction where it is needed.

They understand what will work in the community.” As the leader of the
Administration Program, the Director was the Chief Executive Officer of
the community-elected school board and was held accountable for the
total operation of the education system in accordance with the

priorities defined in the Alexander Schocl Board Policy and Procedures

Manual (Alexander School Board, 1990, pp. S1/S2). She was responsibie
for an administration staff team which included a Special Projects

Co-crdinator, a Program Co-ordinator, the elementary and junior-senior
khigh school principa’s, and a Curriculum Developer. In addition, the

Administration Program was supported by a finance clerk, a secretary-
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receptionist, and a maintenance, transportation, and custodial team of
Tive support staff.

At this point the sound of the school bell cleariy announced a mid-
morning recess break. Classrooms echoed activity as the task of
dressing up in coats, toques, mittis, and boots became a group focus 1n
preparation for a temporary exit to the playground. Same children
remained in the hallways and tracked the observer supposedly
unobtrusively until a moment of curiosity and courage compelled them to
enter the room and conduct an impromptu interview. Questions often
asked by the children were "What is your name?” “Where do you live?”
“what is it l1ike there?” “"Are you our new principal?” "Are you a new
teacher?” The children were very active and friendly and appeared to be
happy. They were both eager and confident in approaching and talking %tz
visitors.

The Administration Building was a slightly elevated block of
offices situated adjacent to the elementary school! buildings. In the
front room of the building, a secretary-receptionist attended to
enquiries and visitors and provided clerical support to the 12 staff
members supporting the Administration Program. A short distance along a
hallway past the secretary’s desk led the researcher to the office of a
recently appointea member of the administration team. The Program
Co-ordinator had had six years’ experience teaching English at the high
school prior to his acceptance of the offer of appointment to a newly
created leadership position. In describing the nature of his leadership
role, the Program Co-ordinator explained:

My job involves making sure that the educational program . .

in this school is comparable to the provincial system, to

schools off reserve. . . . Actually, I suppose, the school
board and my Director would say that my job is to make sure
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that our system is better, to make sure that teachers who come
into this school are assisted in understanding the community
and the children in the community.

The day-to-day responsibilities of this position included the
oversight of the school program, evaluation of teachers, student
assessment, and identification and trialling of new courses and
curriculum. The Program Co-ordinator believed that leadership comes
from “"the generation of ideas,” which he regarded as particularly
fertile in this educational setting because of the blending of cross-
cultural values, beliefs, and ideas in a management of shared meanings.
In reflecting on the development of the education centre, he stated:
"Metaphorically speaking, we are past the conceptual stage now .

with signs of maturity to a humar body. Staff are developing a greater

degree of sensitivity regarding readiness for further o, owth and

incremental change.” Ha believed that his years wperience with the
community, with staff and students, and his u .e; ..iiing of the
community’s cultural priorities would enabi. . .o contribute

significantly to team building and the ongoing development of the
organisation.

Further along the hallway and a turn to the right, the cbserver was
welcomed into the office of a Native member of the Administration
Program. Although Native born, the Special Projects Co-ordinator
explained that she was not originaily from this community but from
another band. Following tertiary qualification in Social Welfare, she
had worked in various social fields for approximately 16 years. This
experience included a period of eight years in this community, six of

whicn were served in the position of Social Services Manager. The
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Special Projects Co-ordinator was highly —omnitted to community
development and clearly saw her role as a facilitator for the community:

Once people identify their need and are committed to it, then

I become involved. And mainiy, I’m just sort of, I guess, a

tool or the person that sort of puts all their information

together and we go from there. Most people from the community

know what they need, but it’s the "in between” that needs

working on the most.

The in between included researching market options, writing submissions,
and negotiating with the Chief and Council and faderal and provincial
governments for funding. An example of her role responsibility was
described in the following way:

For instance, with the Life Skills and Job Readiness programs,

we first listened to community demands, then we put the

submissions together, and then the Directer and I presented it

to the school board for their approval, then we would speak to

the Chief and Council and explain the details. Usually, if it

is for the betterm~rt of the people, the Chief and Council

don’t have any pr.. ems with it. If the Chief and Council

approve it, I prepare a Band Council Resolution stating atll

the information, and the Chief and Council formally sign

approval of it.

A walk down the hill and past the Band Office led to the junior-
sanior high school, which was temporarily housed in the back rooms of
the Alexander Band Office. The leader of the high school component of
the Kipohtakaw Education Centre advised that he had accumulated
approximately seven years’ experience in Indian education. Having spent
a number of years as a teacher on another reservation, he had recently
accepted the offer of appointment to the high school. The principal’s
responsibilities were divided betwe?n administration functions and
teaching duties.

The high school had an enrolment of approximately 50 students in

Grades 7-12, and



we offer what I think is a complete junior high program from

Grades 7 to 10, and we have about forty students in that

program. We have about twclve stuwdents in our Grade 10-12

program, and becausc of our small numbers of staff and small

amount of space, we can’t really offer a complete senior high

program. Some students therefore are taking correspondence

courses or individualised courses based on correspondence

courses. This includes one student who is taking Physics 10

and Math 20 under my supervision. However, the situation will

ease when we move into the new school in 1992.

The principal spoke enthusiastically of his "highly professional
staff team.” There were seven professicnal staff, one full-time
counsellor, and a teacher aide. "Things basically run pretty smoothly
here. Staff meetings serve as a forum for Jdiscussing concerns about
students or operational matters, . . . and everybody seems to be pretty
happy. "

The return to the elementary school later that afternocon was
greeted with eventful preparations for the end of the school day. Staff
and children were busily engaged in assisting children with their coats,
buttons, boots, and toques, and an atmosphere of sharing pervaded. Some
parents entered the building to meet their children; cars moved
cautiously in and out of the car park as children routinely boarded the
bus to go home. Teachers moved in and out of the staff room to
classrooms, some working with their TAs in preparation for the next day,
others socialising. Staff were friendly, open, and always courteous.
Some asked the observer questions about the project; others seemed more
interested in the observer’s history and welfare. Staff seemed to be
highly committed to the goals of the Education Centre, and many
spontaneously verbalised respect for the various leaders.

With the sun’s last majestic rays dazzling the horizon and darkness

descending, the staff began to move towards their homes.



As this day ended, the researcher had captured a giimpse of a
culture in action through the observation and experience of “social
realities, human perceptions and organizational realities untainted by

the intrusion of formal measurement procedures” (Owens, 1982, p. 4).
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Chapter V

Leadership of the Educational Program

In assuming control for a locally managed education system, the
Alexander Band accepted a responsibility to develop an education system
that would educate and train students in this community for many
generations to come. They engaged in long-term planning and took care
to build on experiences and formalise a system which set strong
foundations for student achievement, particularly in fundamental
educaticn areas (A xander School Board, 1990).

The philosophy set forth at Kipohtakaw Education Centre recognised
that "higher-order competencies form the basis of becoming truly
competent in society” (N.I.B., 1988a, p. 58). This highlighted a
community—-expressed goal of provision for lifelong learning for the
individual child and adult student. 1In this meaningful educational
environment, "our learners will be prepared to enter any souciety with
the gifts of self-discipline, independence, mastery of analytical and
critical faculties, and reverence for the world, beauty and wonder”
(Alexander School Board, 1990, p. 9).

The following gquotation was recorded as the perspective of a Native
classroom teacher with approximately nine years’ experience in Native
education, including six years in this community:

The philosophy of this school is to provide the best type of

education we can to our children at a grassroots level for

them to really believe 1in themselves and to do the best that

thay can. It’s also based on a holistic point of view whers

we believe that the children develop in four realms: their

physical being, their spiritual being, their smotional being,

and their mental being. We refer to this as the Medicine

Wwheel [see Appendix 3], and that is trying to provide an

education that can balance the children in those four realms.
ve really do our best to try and meet the needs of the

52
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children and of those employed here . . . who ar ~ot only
educating the children, but sharing whatever wr .ave and
providing cooperation so that it’s almost to tiz point of
nurturing of a maternal home.

The educational objectives specified by the School Board recognised
that the development of the psychomotor, perceptual, conceptual,
volitional and affective competence occurs through the students’
interaction within the total envirorment within and around them.

The School Board strongly recognises that the integration of
Cree cultural perspectives, the values and the knowledge
within the overall curriculum, is both attainable and
desirable. The School Board strongly supports the involvement
of the School Board, the staff, Elders in the community, and
wider community members in social activities as a way of
increasing morale, unifying community support, and as a
positive force in helping develop community responsibility
within students and staff. (Alexander School Board, 1990,

p. 11)

Planning

Within the curriculum guidelines and objectives framed by the
School Board, planning of the educational program was a shared
responsibility. This was emphasised by a co-ordinator:

The planning of the educational program is very much a
collaborative process involving the principals of both
schools, the Executive Director, the Curriculum Co-ordinator,
and the Program Co-ordinator. Staff meetings are used for
program development, and 1991, this year, a Curriculum
Developer was appointed. The main aim is to bridge the gap
between school and community to really build in regular
connections and later to expand to perhaps a cultural camp,
learning environments ocutside the school, which it seems is
much more comfortable for Elders to participate in.

A short walk across to the Administration Building located a
Curriculum Co-ordinator who had worked for five years in Indian
sducation prior to her recent appointment to this position. Her primary

task as co-ordinator was to define and develop a school-based curriculum
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which reflected Native culture, skills, and values, feor implementation
in conjunction with the Alberta curriculum. The Alberta curriculum had
been unitised to assist teachers in the preparation of programs. Wwhile
there was an awareness of some inadequacies of the provincial
curriculum, it was considered essential to use this curriculum as a base
to ensure sequence and continuity of learning through elementary and
junior-senior high scheol in preparation for entrance to ccllege and/or
university. Furthermore, the Curriculum Co—ordinator stated, "We are

trying to build in cultural aspects such as kinship, traditional role,

and Native history.”

Right now I am developing curriculum . . . mainly towards
social studies in the Native studies area, where we’'rea going
to put together a bocok on Alexander, the history of Alexander
and its people. We're getting our information from Elders.
We’re taping videos of Elders telling stories and talking
abouyt different things., We are working on little children’s

books . . . starting at the day-care level in Cree and in
English.

This program development was designed to enhance significantly the
cultural component of the educational program and provide a meaningful

local emphasis which reflected the traditicon and culture of the

community.

When the Native studies book on Alexander is done, at the end
of each chapter we’re going to put in activities and unit
plans for teachers throughout the grades, so we’ll have a base
of some things to use from their own community to teach the
kids about. So if somebody needs some information on
government, there will be a section in the book about
government. from their own community. Or if they need some
information on, say, music or dance, there’d aiso be
information there. Or on housing, family lifestyle, family
structure, there’ll be information about this community ir
that book.

Tha Curriculum Developer believed that it was important that new

programs emerge from the community, “not from outside sources; a lot of
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successful learning is shared: a lot of good feelings and learning in
the ways that they know how, learning the values that they deem
necessary for survival.” According to the Curriculum Co-ordinator, much
of the curriculum development occurred through a staff contribution of
good ideas: “The individual people, whether it be the Director or a TA,
if they come up with an idea, they bring it forth and they’re listened
to. . . . Everyone’s ideas are listened to, and things get done that
way; changes occur.” When introducing or adapting new programs, the
Curriculum Developer believed that it was important to have whole-staff
involvement in shared planning; otherwise, it "doesn’t work.”

I think different people at different levels make different

kinds of decisions, so in the staff meetings there are a lot

of decisions made that directly concern the children, such as

a new program that’s coming in. Because the teachers and the

TAs, the staff, have to teach it, they make the decision

whether they can do it or not. Once the decision is shared,

then everybody wants to do things, sc my job consists aof a 1ot

of other people helping and just putting the little pieces

together.
Examples of the shared staff planning and decision making were the
adoption for implementation of Project Charlie, a self-esteem-raising
program, and the Chemical Awareness program. "It’s pretty well a circle
where everybody does have a say.” This included members of the
community, as suggested by the Special Projects Co-ordinator. "A parent
may say . . . , 'My child needs this particular kind of study.’” Such a
request would be directed to the appropriate facilitator for staff
discussion and recommendation to the Operations Administration Team.
The role of the students in program planning was also considered to be

important. This was emphasised from the perspective of a member of the

high school staff team, who stated:



If 1 were setting up a certain kind of program or something
specific for the students, I think I would definitely,
probably first, even, talk to a number of the students about
it and see if they thought it was something that would be
helpful to them, because if it’s something that I think would
be good, if they don’t think it would be helpful, then that’'s
just what 1 see; it has to be what they feel. So I think
probably first it would be the students, and then present the
idea to and .

The perception held and expressed by a number of staff members that
program planning involved a process of staff collaboration was aptly

summarised by a teacher:

whatever the request may be, if it affects other peoplie within
the staff, then certai \ly it’'s considered as a whole staff,
and usually there are a couple of people on staff that do have
the same ideas, so then it’'s just reinforced, and then it is
usually addressed and adopted or referred. The key people
that are needed at that point are what we refer to as the
Administration Team. There is . . . a program researcher, who
researches and checks out the feasibility of programs that are
available out thare and how to obtain them; an overall
director; and then . . . the principals and the Program
Co—ordinator; then, the School Board, which consists of six
community-elected [representatives] people; pius a
representative from the Chief and Council meet with the Admin.
Team with all the information laid out on the table; and from
there, decisions are made.

Impiementation

The educational program at Kipohtakaw Education Centre was
implemented in accordance with the overall curriculum goals specified by
the Alexander School Board Policy and Procedures Manual (Alexander
School Board, 1990, pp. 11-12).

1. The pre-school curriculum should include emphasis on early
perceptual, gross psychomotor and nutritional screening and development,
language acquisition development (such as sharing, group interaction and

co-operation, manners, self-respect, and respect of the rights of
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others), Native language, invastigation of the natural environment, and
cultural experiences.

2. The early-primary curriculum (Grades K-3) should include
emphasis on language acquisi..ion, vocabulary building, art, music,
drama, movement education, perceptual and fine-motor development,
beginning math and science, reading preparation, social-skill building,
Native language development, the investigation of the natural
environment, and cultural experiences.

3. Primary curriculum (Grades 4 to 6) should include empiasis on
reading, math, science, spelling, writing, language skills, social
studies, art, music, drama, physical education, the beginning of cooking
and nutrition, beginning community service, Native language, health,
u+ iral experiences, and investigation of the natural environment.

4. The junior high scheol curriculum (Grades 7 to 9) will include
emphasis on math, scie «, language arts, social studies, and physical
education, and will intr.i*:ce optional subjects such as art, Native
culture, Cree language, industrial arts, computer literacy, food
studies, and outdoor education.

5. The senior high curriculum (Grades 10 to 12) will include
emphasis on math, sciences, English, and social studies, yowing
students to follow either a general or an advanced routz in these
subject areas; as well as emphasising the required topics of physical
education, Native studies, personal development, and career and life
management; and will introduce optional subjects such as art, Cree
language, building construction, computer literacy, food studies, law,

and psychology.



Each teacher was responsible for the implementation of an
individually planned program which reflected the curricuium goals
specified by the School Board. Class programs were monitored and
evaiuated at the school level. Staff meetings at the respective schools
provided a forum for sharing ideas for program implementation.
Principals, the Program Co-ordinator, and the Curriculum Developer
readily responded to program queries and needs with advice, support, and
the identification and location of relevant resources. Advisors from
the province were available to assist when required.

The language of instruction was English, and this was fluently
spoken by students at all elementary and secondary levels. The Native
language Cree was taught in the elementary school. As expressed by a
co-ordinator, "A Cree class was established to ensure that the heritage
language is preserved for all elementary students because it is English
and not Cree that is spoken in most of the homes. You can’t have
culture without the language,” he concluded. A class teacher expressed
a belief that it was important ftoc giv? a sense of pride and respect to
the Native children through their Cree languag: because that is an
enrichment of their culture.

The sharing of teaching strengths was utilisad wherever possible.
An example provided by the co-ordinator was, "A teacher, say, with a
s:cience background, may take another class for science while the other
teact.ar would maybe take music for her, that sort of thing.” A high
pricrity in program impliementation was to ensure that students acquired
a strong foundation in basic skills, so

#e haven’t been able to free up teachers to provide a more

specialised program in, for example, the arts or physical

education or computers. However, . . . in terms of computers,
we have three or four people with a considerable amount of
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Airthough the nigh schoGl was physicaliy separated from the
elementary scnoci at that time, according to one teacner lnNere was some
inLeraction DeEtween k-12 students and teachers through program

impiementation:

Tne gym 1s situated behing the elementary scrnool, so our hign
scnoci students go Lo the gym every day. ana there 1s
interaction between all age levels that way. we have
ementary students coming down tc use the industrial arts
<'31t1es, and, again, that prowides an opportunity for

nt. . action between students.

snoiner staff memober expressed her feelings in the following way:

But we're fragmented because the junior high 1s down there,
and we're having to share the facilities between two
pnysically separated schools. 1It’s hard because these junior
hi1gh students have got to come up here to use our gym and our
i'urary. They have a mini makeshift library provided for them
dewn trere. cConsidering the elementary schooi 1s physically
separated from the Junior and senicr high, we stili are abie
v nave cohesiveness. 1t wi1ll be good to be pack together 17
Une D1g group, thougn. It wili be good to work with everybody
again,

The gromoricn of the protection of student weifare activities was

Ljentifiea as a commonity-snared priority. According to ine Alexander
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School Roard Policy and Procedures Manual (Alexander School Board.

1830 ;, “"Students are the first concern of the school and must receive
tne primary attention of the Board and all staff members. In pursuing
this primary geoal, it is ‘mperative that the welfare of the individual
student be kept paramount” $. 83,. The development and reinforcement
of studernt self-esteem were considered high priorities as a focus of the
program-impiementation process. The objective outlined 1n the Alexander

School Board Policy and Procedures Manual scught to “enhance the self-

image of each student through helping him or her to feel respected and
worthy through a learning environment which provides positive
encouragement through frequent success” (p. 83).

The planning and implementaticn of the educational program was
aesigned Lo promote snared vaiues. According to the Kipountamaw A Firot

Nation Experience in Striving for Guality Education (1987a) evaluation

publication, "The main traditional values being taught are caring,
sharing, honesty and determination. By organizing work experience in
the community, these values become an integral part of the child’s
experience” (p. 10).

as one teacher reported, "There are a lot of circle-type
activities, some of which are basically verbal 1in nature, where the
children will sit down and talk about each other, the good things they
see that make each other feel good.” A gualified social worker was
employed as a counsellor and worked mainly with high school students,
Grade 6 students, and families. During many years of experience 1n the
community, she had develcped a high level of trust and respect with

students and families. 1In describing her role, she stated:
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The focus is basically on heiping them to get through what
they’re going through, to be able to get through high school
and on to post-secondary education-- . . . university; . . .
but it’s almost like if these kids don’t resolve some of their
personal issues, we won't have to worry about career
counselling . . . because they are not going to get there.
It’s really important for teachers to be able to work with
problems; . . . to be aware of whatever kinds of problems a
child may be having; . . . to recognize the indicators of
physical abuse, emotional abuse, sexual abuse; . . . L0 Know
how tc bring those things out, where to go with the problem,
and what to do. The Chemical Awareness training program has
helped staff to help students deal with these issues. It is
amazing how some of these kids are even able to be in school
and concentrate for two hours a day with some of these things
that they are dealing with. So my major task is to support
students. . . . Teachers are able to handle the career
counselling.

The Kipohtakaw Education Centre policy and operational guidelines
recognised a need to cater for students who were disinterested or unable
to pursue academic paths. A co—ordinator stated:

I was employed to coordinate a Stay-in—-School Program, and
that’s a program that assists and enhances the education
program at the junior and high school levels. What that
particular program has done thus far is to provide programs
like trades, 1ike mechanics . . . and industrial arts. We did
that last year, plus we introduced an industrial arts program
component on a full-time basis this year, this past fall.

Now we’re getting into sewing. . . . We have tutoring.

We have a cultural component. . . . Because there were
ten to twelve students that were interested in drumming, we
now have a drum group. We also have a few dollars to place
students in job placements, and that’s been quite good. This
past term from February to June we employed three students,
and this fall we have employed eight students.

Many of the community members believed that on-site training of
students to take on community employment responsibilities was a high
priority in terms of local control. This was now being addressed at the
school level, as reported by a team co-ordinator:

With some of our students we have ta start looking at more

trades, because not all our students are ready, they’re not

all university material, so we also have to locok at another

stream, and I think that’s now changing. We recognize that

tnere is another stream that we have to introduce here, more
in a trade kind of program for our students.
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In the co-ordination of program implementation the Administration
Team exercises a major role, as described by one respondent:

we have this Admin. Team which consists of the Director,
principals, and the Program Co-ordinator. We try to meet on
Mondavs. We get together and compare notes, and 1 guess it
more or less serves to let each person know what is going on
in the other’'s area so that there are no problems. We
co-ordinate facilities, attend to tne placement of students,
sometimes address student behaviour, . . . look at equipment
and material needs, consider budget priorities . . . and any
special program needs. If someone wanted to develop or
implement a new course, that would be discussed, then it may
be referred to the School Board, . . . then maybe to the
province for approval.

1t became apparent, however, that the emergence of major changes
would activate a contingency plan which invited wider debate at the
local level. It was the opinion of one co-ordinator that,
if we had to make drastic changes, . . . if somewhere between
the School Board and the administraticon it was decided that
the changes which needed to be made were substan.ial, I think
the mandate here is to havc parent committees involved. We
would maybe even have a community meeting. . . . The
consultative process would start with the community. There 1is
a strong desire that this program be a community-designed, a
community-backed program.
This indicated a clearly comrunicated provision for the implementation

of the educational program to be monitored through community and

individual accountability at all levels of the organization.

Evaluaticn

It was apparent that it was very important to the Alexander
community that the educational program content and standards at
Kipohtakaw Education Centre be “"on stream, at least, with the provincial
systems” and, if possible, "better than other systems.” The reason for
this, according to a co-ordinator, was that “"there is such a need by

most Native pecple of Alexander and almost every reserve for students to
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get into that education system that is accepted by the economic worid
and come back to the community and do things here.” Parental interest
1n student performance compared to provincial standards was high,
because parents want to be assured that Kipohtakaw Education Centre
would adequately prepare them as prospective college and university
entrants. Therefore, the School Board was highly protective of the
effectiveness of a student evaluation program, essentially to ensure
that Kipohtakaw Education Centre was doing “"what is best for students.”
At that time there was no prescriptive schocl-based assessment program.
Teachers prepared a classroom teacher’s test and reported to parents on

student performance. The Kipohtakaw Newsletter to Parents 1991-92

stated that

parent conferences will be held twice during the school year,

on November 21 from 4:00 - 7:00 p.m., November 22 from

9:00 a.m. - 12 noon, and on March 26 from 4:00 - 7:00 p.m.,

March 27 from 9:00 a.m. - 12 noon. Every attempt should be

made by parents to attend. Home visits may be made to those

parents who don’t attend conferences. . . . Report cards for

Elementary and Junior High students will be sent home three

times annually. (p. 8)
It was reported by one respondent that “evaluation for junior-senior
high school students is tied to the provincial system, with department
exams and standerdised testing.” Classes were very smaill at the senior-
secondary level, and at this time Kipohtakaw Education Centre did not
have students taking the matriculation stream, so that meant that there
were no prospective university entrants. The Canadian Achievement Test,
which is used in most Canadian schools, was administered to K-12
Alexander community school students. According to staff who

administered the test in their own classruoms, "The Canadian Achievement

Test seems to be well researched and prepared. The scoring and
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supsequent reporting procedures are particularly good. A co-ordinator
responsibie for the acguisition of test materiais and the testing
program arrangements described the program in the following way:

The test encompasses eliementary and secundary grade levels.
it goes from the leveis that are 1-6. so that's near the end

of Grade 1. After students have gone ‘hrough . . . Lwo thirds
of the year in Grade 1, it wouid be recommended that you give
the Tirst test, which is Level 12, . . . and then there are

tests that would test students at the Grade 12 level.

wWhen completed, the tests were forwarded to the Psychometrics Test
Centre, which is an agency for the Canadiar Achievement Test Prougram
located at the University of Aiberta. 1In due course the Kipohtakaw
Education Centre received a printout on each individual student and a
class printout. In addition, the Psychometrics Test <=ntre supplied
materials for placement in the individual student’s cumulative record
fiie ana a report to parents on ndividual student performaitce. The
School Board intended to use the results to evaluate program
effectiveness and student performance. However, in further

consideration of how the test results were used, orsz respondent

suggested: “Shou'd the results ever come back that the majority of our
stucents are doing poorly, . . . there may be some restructuring of the
system, . . . Or it could disrupt some of our cultural programs.”

[However,] I would iike to use the test results as
justification for funding for special needs 1in a proposal to
Indian Affairs, such as "We need more funding to do some
computer—assisted instruction to help our students improve on
basic skills: we need more resources in terms of science and
social studies.”

A further advantage of participation in the Canadian Achievement
Test Program was that the test centre provided a series of lessons on

the concepts tested, in the Classrgom-Management Guide Resource Book.
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The test results will be used using tha%t guide to help
teachers prepare their students better to understand, say,
regrouping in mathematics or to help them develop some of the
skilis needed to understand vocabulary in the area of
janguage. We can get very specific in eome of these things,
pecause the tests will give us some& /evy speci1fic scores.-

Tris could significantiy influence the pianning of the class program,
particularly in the area of content- and curriculum—area time
allocations. “In fact, it will help to reu:listically determine our
instructional priorities.”

The challenge clearly expressed by respondents was to acquire a
bajance between the development of a current pragram which truly
reflected cultural values and the achievement of comparablie standards 1in
the Canadian Achievement Test Program. In the words of one educational
leader, the real mission at the Kipohtakaw Education Cerntre was

to offer a quality education to the students in a manner that

will enhance their lifestyle, both in a Native Cree culture

manner as well as in an academic, technical world or the White

world, our non-Native world. This would ensure that they

acquire the skills to survive both on and off the reserve, so

that, when it comes time to make career choices or for their

future, they do have a choice, that their kind of future
doesn’'t pick them, but they pick it.



Chapter VI

Leadership of Resources Management

Personnel: Selection and Recruitment of Staff

The educational leaders in the Alexander community strongly
believed that quality of staff was a prerequisite to the quaiity of

education. The Alexander School Board Policy and Procedures Manual

(Alexander School Board, 1990) stated:

An outstanding educational program in the school is dependent
upon the employment and retention of the best qualified
professioral personnel. Of aill the controllable ingredients
which are essential for a good iearning program, teachers are
the most essential. . . . Retention of excellent classroom
teachers takes primacy in the expenditure of administrative
energies in order to achieve the gonals of the Alexander School
System. (p. 70)

The priority given to the recruitment of suitable staff was reflected in

the following clearly cefined goals:

The goals of the Board's personnel program shall inciude the

following:

1. To develop and implement those strategies and procedures
for personnel recruitment, screening, and selection which
will result in employing the best available candidate,
i.e., those with the highest capabilities, strongest
commitment to quality education and the greatest
probability of implementing the community’s learning
program;

2. To develop general deployment strategy for the greatest
contribution to the learning program, and to utilize it as
the primary basis for determining staff assignments;

3. To develop a climate [in] which optimum staff performance,
morale and satisfaction are produced;

4. Tec provide positive programs of staff development to
contribute both to the learning program and to each staff
member’'s career development aspirations;

5. To provide for a genuine team approach to education,
including staff involvement in planning, decision making
and evaluation;

6. To provide attractive compensation and benefits as well as
other pr-iszions for staff welfare;

7. To devel. -, ' utilize for perscnnel evaluation positive
processz w..ntribute to the improvement of both
staff - R and the learning program;

66
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8. To act on behalf of the Board, when necessary, in regard
to matters not empowered to the Executive Dirsector, which
arise between Board meetings; such actions are to be
submitted for ratification to the Board at its next
meeting. (p. 70)

wWhile teacher recruitment was the ultimate responsibility of the
Board and the Executive Director, the selection procedure was a
collaborative process which included the active participation of staff
at all levels of the organisation. Fundamental to the Director’s
understanding and attitude to selection criteria were the beliefs,
qualities, and experience that prospective staff offered:

we look for people who have worked in Native communities,

people who are aware of Native values and culiture, people who

have thought about their own philosophy of aducation and their

own personal development. Adaptability is important,

particularly for non-Native applicants, but even Native

applicants need to be able tc adapt because of the differences

in culture between the communities. Alcohoi and drug abuse

are not tolerated, because staff working here must be role
models for cur children.

A longer-term community aspiration was to have an education system
which was managed by the community for the community. Therefore, the
Board encouraged community members to pursue a career in education,
However, the practice of employing professional personnel without regard
to race or creed was adopted. As suggested by one co-ordinator:

Otherwise you may lose some of the perspective on something.

. The Native people I have worked with here who have held
administrative positions have always said that there is value

in understanding the way that other people do things. So I

think it is realised that although they would love to see

Native people completely running the system, they do at the

same time realise that people from different backgrounds of

experience can offer different perspectives and ideas.

In a similar vein, the blend of cultures was regarded by one staff
member to be extremely important: “This is not a provincially

transplanted education system and never will or can be, so we really do
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need to have some people with Native backgrounds.” One of the
perceptions held by a counsellor for feachers intending tm work in the
community was that “"they come with an attitude where they are willing to
learn something.” In a similar vein, the specific personal gualities
required in staff recruited to the community were perceived to be
important by a number of staff members and were aptly summarised by a
Native-born teacher: “The qualities needed are an open mind, goeod
interpersonal relations, varied background, and a high level of
commitment.”

Historically, the Director advised, positions were advertised
throughout the province, but the cost of the recruitment exercise and
the relocation of successful applicants proved to be very expensive.

“At the present time we advertise vacancies in the Edmonton Journal, and

unless we have difficulty in identifying suitable staff that way, we do
not usually advertise throughout the province.” A Native teacher
recalled the story of her recruitment accordingly:

It’s a very interesting process because the advertisements go
out in the newspapers across the province, and I applied for a
position at Alexander. . . . A team of four or five people
from the community arrived to conduct interviews. At that
point they did some interviewing, some initial screening, and
then another set of screening, so it’s quite a filtered
process of housing people to come and work for Alexander.
They had an informal night where they met applicants on an
informal basis. . . . They showed a film about the community.
it was more or less like "This is what we want. Can you help
us to help our children? What strengths do you have, and what
can you add to our program?” I was shortlisted, so they
arranged for me to visit the community to see the school and
meet the community.

The sclection procedure followed at the school level was thorough and
irtensive, as recalled by another member of staff, who described her

experience of recruitment to the Kipohtakaw Education Centre:



other assignments (Alexander School Board, 1990).

First of al', you go through a meeting with probably a couple
of Board members, principal, and Director. It’s a formal-
meeting interview. Then you are screened from there, and f
they want you there, then you come into the school. You spend
a day in the classroom observing the children teaching
lessons, . . . maybe go into two or three classrooms,
depending on what grade the vacancy is in. A teacher is
observing you to see how well you interact with the children,
what your teaching skills are. . . . Sometimes the principal
observes too. At the end of the school day you are invited to
attend a whole-staff meeting. All the teaching staff and TAs
are there to meet the candidate, and anybody can ask the
candidate questions. Then the candidate will leave the
meeting and the staff discusses him or her, . . . what they
liked and didn't like. The teacher and/or principal who
observed the candidate in the classroom(s) will discuss their
impressions of the candidate, suitability or otnerwise, ;
how the children reacted to them, their teaching performance.
Then the staff will decide whether they want to have this
person on staff or not, . . . because they initially are the
people who have to work side by side with this person. This
is more or less the final decision, because the candidate
already has the acceptance of the Board.
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Successful appiicants were hired to undertake a specific assignment

for a period of one year. The Director believed that this had

reject renewal of the contract after that time.

The recruitment of paraprofessional personnel was the

responsibility of the Board and the Executive Director, and priority

could effectively reinforce the cultural link with the community.

in accordance with a job description but could later request transfer to

contracts were signed

advantages for both parties because the Kipohtakaw Education Centre was

funded for a one-year period and either party had the right to accept or

consideration for selection was given to suitable community members who
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Staff Development/Training

ror many years the educational leadership in this community has
premoted wholistic personal growth and development as a very high
priority. 1In the words of a couns=zlilor:

With the basic feeling that if the workers and staff aren’t

healthy, they can’t do much for the children. There is a real

focus on all of us dealing with our own issues, . . . and,

fortunately, our administration is really open to providing

personal development programs.
This was emphasised in the Personnel Committee - Terms of Reference
Statement No. 7, which specified the following objectiva: "Foster
personal growth and development in both the individuals and the team”
(Alexander School Board, 1990, p. 32).

It was reported by one respondent that approximately two years ago
a therapeutic team from the Chemical Awareness Institute conducted a
training session at the Kipohtakaw Education Centre. The workshop
included simulation exercises and lectures to promote awareness in
specialised areas such as family dynamics, co-dependency, and "enabling”
strategies. All members of the Kipohtakaw Education Centre
participaiLed, and staff from other community departments, including
Social Services, NADAP, and the Health Centre, were invited to attend.
“we found that it was so powerful and necessary. As a result of the
training session I noticed last year a lot of changes in teachers’
attitudes, particularly towards students with probiems.” The initial
training program was followed with five training sessions which catered
for staff mobility and reinforced previous workshop-experience learning.

The leaders at the Kipohtakaw Education Centre highly regarded team

building as a vital link to the development of a healthy organisational

culture. To reinforce team building priaorities, staff retreats were
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programmed twice a year. A three—day retreat was held prior to the
commencement of each school year, followed by a two-day retreat in mid-
term. All members of the school community attended and participated.
In describing the importance of the retreat, the Director emphasised
that

it is a vital event which involves all staff members and

schocl Baoard members. 1In September the retreat program

emphasis is on team building, which sets a tone for a team

approach and fosters a relaxed co-operative commencement for

the new school term.
The retieat program provided an opportunity for new staff members to
become acquainted with the organisational philosophy and goals, meet
staff, get to know one another, and just spend time together in a
relaxed atmosphere. In the words of one co-ordinator:

The staff go away to a place . . . somewhere near the

mountains usually. Often we have a speaker come in and talk

about either the culture, the way of life of Native people, or

teaching methods that are genuinely student centred, genuinely

based on having the students work together to do things. 1In

general, we explore pathways for the teachers to be able to

actually let the students generate what goes on in class.
According to one respondent, “We learn from one another, we learn from
the community. . . . The children are all our teachers.” This
sensitivity to the learning environment was spontaneously expressed by a
nur cer of staff members: “I’ve learned a lot. I don’t know if I can
say I've learned how to think differently, because I think I always was
1ike this." Another teacher expressed her feelings this way: “Always
needing to keep in touch with where we are, where we are going, where we
are at, what we have done, . . . learning from the past, doing in the
present, combining the two to make decisions for the future”; or, as

concluded by one staff member, "It’s like people are growing with the

program.” As reflected by a staff member: "I’ve learned more here than
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I've ever laarned in my life. I've found a sense of spirituality here
that I've never had betore.” A number of staff members ccmmented on the
locally provided, school-hased personal anud professional development
programs as "a very real incentive for the development and wmaintenance

of a healthy staff."”

In accordance with the Alexander School Board Policy and Procedures

Manual, the Alexander Schcol Board (1990) actively encouraged the
professional development of teachers and sought
4. To provide positive programs of staff development to
contribute both to the learning program and to each staff

member’s career developmant aspirations;
and

5. To provide for a genuine team approach to education

including staff development in planning, decision making
and evaluation. (p. 70)

Staff were encouraged to attend and participate in off-site
in-service and professional development courses offered by the province
or other agencies. A co-ordinator identified relevant in-service
programs and nominated staff to attend and provide feedback. However,
it was primarily the responsibility of the individual staff member to
identify in-service programs and make their own arrangemenis to attend,
subject to managsment approval for their release. According to one
respondent:

Usually the Education Centre will arrange to ralieve staff of

their duties and pay their way in to whatever workshop or

training they want to go to, . . . providing it’s only a few

days. . . . One program that a group of us were funded to

attend, . . . although it did require us giving up our

holidays, was an in—-depth language arts workshop.

A1l Native teacher aides participated in a two-year training

program implemented on site by Grant MacEwan College. The proyram was
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negctiated as a result of a survey in whicn community mempers indicated
that they wanted trained staff.

A Special Projects Co-ordisator explained:

we had 2 Liaison Officer meet with all the parents in the

community tc identify the things that they 1iked about the

cchool, the things that they thought needed working on, soO

some of the things, like more training for teacher aides, came

through that way. . . . And that’s how we got the program.
At the time of recording, 11 TAis were participating in the on—sita
training program two days each week and were expected to complete their
training 'n 1993,

Although the junior-senior high school was physically separated
from the elementary school, combined professional development days were
organised "so that one total staff may learn together and share the

crofossional develooment . ”

Staff Management

Teachor svaluation. Historically, the responsibility of evaluating

teachers at the Xipohtakaw Education Centre was managed by personnel
attached to DIAND. However, this task was devolved to the Education
Centre n 1931. According to one teacher, "We had a chance to have some
input into nhow teacher evaluation would be managed at the lccal level,
and it was openly ciscussed with staff.” A co-ordinator

responsiblie for the evaluation of teachars believed that an exterpal
evaluator had the potentisl to heighten anxiety and make the process far
iess personal than it neeu be. “On—site evaluation a1lows teachers to
get to know their evaiuator, and that adds a tevel of clcoseness tc the

process that brings evaluation to a far more efficient lavel.”
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In particular, the evaluation program was considered to be vital to
teachers who were new to the system. Although the community encouraged
stability of staff, teacher mobility was significantly high. Many of
the new teachers had 1ot worked previously in Native situations.
Therefore, maximum help and supporf were offered to assist teachers to
adapt and stay on for a period of time. The role of the teacher
evaluator was described accordingly:

1 visit classrooms, corsult with teachers in a supportive

manner, see what the programs are, whether or not they need

help, provide help if it is needed. There is a necessity for

me to complete an Education Cent.re Observation Report form

foliowing my visits to classrooms. (See Appendix 4)
Although school-basad teacher evaluation was a recent initiaZive at the
Kipohtakaw Education Centre, the Co-ordinator believed that its strength
Jay in a two-way process where teachers could assess their own
performarce and seek the opinion of the evaluator. This was further
explained by one teacher: “fFor example, can you Jjust come in and see
what’s happening when I introduce a lesson?” or "Does my voice projuct
throughout the class?” Observat ons and interviewees provided the
following positive feedback regarding the teacher-evaluaticn process:

He has visited everybody’'s class two or three times.

These is a format sheet which is fairly standard. .

more ¢: lJess like any avaluation that you would see in a

public schocl district, . . . maybe a little more open ended
in some nlaces.

-t

t’s

Another teacher perceived the role of the evaluator in this way: "Hig
position this year is to evaiuate professional staff, . . . the
teachers, . . . and check to ses if they are within baseline of the
curriculum, . . . and if their methodoiogy is appropriate,

generaliy highlighting the strengths and weaknesses of the professional
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A further comment highlijghted the teacher-esvaiuation program

from a perspective of collaborative learning:

Working together with teachers, . . . and he’s broken down the
barrier of “I am coming to see you.  It’s like, "What :an we
learn from one another? That’s a gocd idea. . . . Wili you
share it with 2" Again, it’s in a relaxed, co—operative
manner.

The role of the evaluator was considered critical in terms of the

mantenance of a quality education program, and decisions were mads in

the best interests of the childiren. This was emphasised in the

following coument:

He does observations and writes reports. . . . If a teacher is
not doing well, then he gives support, suggestions, and tries
to help this teacher. . . . They’re helped along the way. But
if a teacher is found totally unsuitable, . . . then within
the contract guidelines they are given notice and let go for a
just cause.

According tn the Alexander School Board Policy and Procedures

Manual (Alexander School Board, 1990), a recommendation to the Board to

terminate a teacher on contract activated a clearly defined set of

procedures which include the following staged process:

1.

2.

Role specifications shall be clearly speiled out in
problem areas;

The Executive Director or his/her designate shall have
evaluated teachers;

Assistance shall be offered and changes attempted early
so trat sufficient time is provided for the teacher to
imzlement recommendations;

Further evaluation by the same esvaluator shall take place
to determine reaction to the recommendations;

Written reports of each evaluation or visit shall be
submitted to the teacher;

A frank discussion chall take place between the teacher
and the E.acutive Directaor;

Altarnative courses of z:stion shall be considered which
may include transfers and external evaluition;
Opportinity chall be provided for the teacher to appear
wefore the Board:

A7 raports, and such other evidence that may exist,
shovle .- presented a* a regular Board meeting well in
advanrcz of the termination notice;
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0. Tne Board wi1il decide carefuily whether to terminate tie

contract or the designation;

The written notice of termination must be sent and

received by the teacher thirty davs in advance of a

vacation period;

2. The notice of termination shall state clearly the reasons
for termination or designation and they shall be those
reasons whiich can be supported by evidencs;

13. Legal advice should be obtained as to the wording of the

notice of termination and if the termination 1is appealed,

a lawyer should be retained to present the Board’'s

argument. (p. 74)

Any employee had the right to appeal the application of policies
and agministrative decisions affecting him/her, and "the employee is
assured ‘freedom from restraint, interference, coercion, discrimination
or reprisal in presenting an appeal with respect to a personal
grievance” (p. 79). Grievances were handled expeditiously in accordance

with the following procedures defined in the Alexander School Board

Poliey and Procedures Mapizal (Alaexander School Board, 1990):

1. FIRST LEVEL: Any complainant who has a grievance shall
discuss it first with his or her immediate supervisor,.
SECOND LEVEL: If as a result of the informal discussion,
the matter is not resolved, the grievant shail initiate a
grievance in writing to his/her immediate supervisor
within five school days, giving the full details of the
grievance. The principal or other immediate supervisor
shall communicate his/her decision to the grievant in
writing within three days of the receipt of the written
grievance.

THIRD LEVEL: I the grievance remains unresolved, the

grievan*. no later than five school days after receipt of

“he above decisior may appeal it to the Executive

Director. The appeal must be made in writing and must

give details as to why the decision was unsatisfactory.

The Executive Di ector shall give his/her decision in

writing to the grievant within 10 school days.

4. FOURTH LEVEL: If the grievance is not resolved, the
grievant may no later than five days after receipt of the
Executive Director’s decision request a review by the
Board. The request shall be made in writing through the
Executive Director, who shall attach all papers relating
1o the grievance. The Board, or a committe.. thereof,
shall review the grievance and shall, at the option of
the Board, hold a hearing with the grievant and render a
decisicn in writing within 48 days of receipt of the
appeal. (p. 79)

[a¥]

(8]
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Finance
As described by one co-ordinator, accountability for the marnagement
of finance was the ultimate responsibility of the Chief and Council:
A lot of people make decisions, but the Chief and Council are
the ones with the authority to sign our funding agreement.

it’s called an Alternative Funding Arrangement, and the
agreement is signed by the Regional Director of Indian Affairs

and our Chief and Council. . . . They authorise that these
dollars will be spent on the provision of services for their
community.

The Alternate Funding Arrangement provided the oppoirtunity for Band
Councils to manage all local programs and services specified in the
DIAND Operational Plan Framework. This included education, soci=!
development, capital facilities, and community services, lands a .
trusts, First Nations maragement, economic development, and self-
government. According to N.I.B. (1988c), Band Councils which had
demonstrated sound management practices for appioximately three years
and had a financial management plan in place could negctiate with DIAND
to adopt the Alternate Funding Arrangement. Although this arrangement
did not provide additional funding, it facilitated the management of
funding in accordance with locally identified priorities. The
Alternative Funding Arrangement consisted of multiyear agreemen:is with
an annual appropriation of funding which may be utilised by community
leaders for community services without the restrictions of the former
csntribution funding method. It was clearly emphasised in Clause 1.8 of
the AFA contractual agreement that “Council shall have discretion in the
development and delivery of policies and priorities in respect to
services and programs” (p. 2). In commenting on the management of

finance, one co-ordinator said:
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There are a lot of decisions being made by the people., like
the administrator, the Schocl Board, the staff. and the
principals--they determine the particulzr financial needs of
the school. The decisions are made there, the administrative
decisions, but the funding comes from the Chief and Council.

The Alexander School Board {(1990) was responsible for the annual

education budget. Policy Statement 6100 in the Alexander School Board

Pclicy and Procedures ™Manual stated: “The Board shall receive,

review

and approve the annual budget of the school™ (p. 116}.

The School Board, in collaboration with the administration,
he established procedures for the administration and control
over all funds administered by the Education Centre, and the
procedures published in the Policy and Procedures Handbook
clearly define the level of delegation to various bodies and
delineate those functions retained by the School Board.

(p. 116)

As trustee ¢ all funds allocuted for use in this locally controlled
education,

the Board recognises that prudent management of fu s3upporis

the infrastructure of the whole schocl program, so ° .3y

encourage advance planning tnrough the best possible budget
procedu: es, explere practiuz? and legal sources of the dollar
income, and guide the expendilure of funds so as to achieve

the greatest education returns. (p. 116)

It was emphasised by :» director that, "with resources, . . . we
need to establish hard prior: iss; . . . we often need to make the
difficult decision between materials and equipment . . . or people to
werk with our children.” Members of staff were encouraged tn be
involved in the preparation of the annual budget. “"Thev may provide
written recommendations to the Executive Director or the Principal(s)
towards the end of each vear, outlining immediate or projected classroom
needs.” Once the budget was allocated, staff were involved in

determining educa*ional needs and priorities within “he annual

allocation. To assist with the management of finance, the Board
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authorised a Finance Committee which consisted of two Board members and
the Executive Diractor. The Finance Committee adhered to the following
terms of refarence:

1. Meet as need arises to review matters of financial nature.

Review financial statements each month and make
recomiendation for budget reallocations as necessary.
3. Make recommendations re policies of financial nature.
4. Assist in preparation of annual budget for presentation to
Council and Department of Indian Affairs.

5. Recommend departmental budget allocations after budget has
been finalized.
Review and recommend all one-item purchases over the
amount of $1,500.

7. Review and recommend to the Board for approval all annual

audits, auditors, and financial statements. (Alexander

School Board, 1990, p. 31)
The Finance Commititee was involved in reviewing the budget annually for
presentation to the Board for approval and in making any adjustments
prior to submission to the Band Council and the Department of Indian
Affairs. When the budget was approved, the Finance Committiee reviewed
the departmental allocations and made recommendations to the Board.

The Board was responsible f. ensuring that proposed expendi tures
within each financial year complied with aliccations and conditions
approved by the Board for esach department. A1l proposed expenditures
within a financial year were submitted to the Board for budget approval.

The Board had the responsibility and the authority to set financial
policies from time to time with respsct to the operation of the
Education Centre. The Board authorised all new accounts, and no credit
accounts were opened or operated without prior authority of the Board.
The School Board received, reviewed, and approved monthly financial

statements, which were prepared by the Executive Director and the

Finance Officer.
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The Board deiec¢ated autho:rised funding to the Executive Director,
who then delegated authorised limits to Program Directors and
princ n~3ils, who delegated authorised limits to staff. One co-ordinator
commented: "I work within a budget allocation, . . . and I need to keep
track of the tinats.” Funding for the school’s component of the
Education Centire was in one budget, ard day-to-day priorities were
estabiished by the princicsls, "more or less by negotiation and some
give and take.” A regular printout of the budget provided staff
co-ordinators with advice on the status of the budget.

Fund-raising activities could be conducted in the schoul, providing
that they were approved by the Executive Director or her delegated
authority. Organisers produced a program of proposed activities,
demonstrated the need for funds, and submitted a financial statement.
rund-raising activities crganised by the staff and/or students usually
pro.. ..ed educacional, cultural, and community values.

in accordance with Policy 6140, the Scnool Board was responsible
for the preparation of a financial statement of the school system
respecting the preceding year. "The Board mu<* review and approve such
audits, with the Chair of the Board signing the audited stitements. All
financial statements shall be made available to the public . . . with
the auditor’s report as submitted to *r Bouard” (Alexander School Board,
1990, p. 121).

In commenting on the leadership of fiscal management, a
co-ordinator clearly summarised the practice: “"When we require funding,
l2t’s say, we usually have to go through our channels, like the

Director, the School Board, and of course the Chief and Council.”



Chapter VII
The Nature of the Relationship Betwee=n the School Board

and the Community Education Centre

The School Board consisted of seven members, including one
representative of the Chief and Council, who carries the portfolino for
education. "The Zoard has been entrusted with the responsibility to
oversee all operations of the school through a Band Council
Resolution #774-12b dated April 20, 1983" (Alexander School Board, 1990,
p. 153.

School Board members were elected by the community and served a
two-year term of office. Three Board members were elected annually. As
observed by one respondent, "“Because you have different people on
boards, it's wvery political. Unless you have an incumbent who has bLeen
in for a iong, iong while, you get different perspectives. The

Alexander School Board Policy and Procedures Manual (Alexande! S0l

Becard, 1990) Policy 2020 definsd the operational goals for the Seian
Board accordingly:

The Board shall:

1. Set educational goals for the school, keeping in mind the
definition of local control;

2. Determine the educational and administrative structure
most suited to enable teachers tc achieve educational
goals;

3. Ensure that the system is adequately financed now and in
future years;

4. Keep in close touch with public opinion and with the
students regarding what they think the schooil is doing
good and bad;

5. Change the system and, if necessary, the goals until most
people think it is a good system;

6. Deteirmine local policy for the effective operation of the
school.

7. Delegate those specific and general administrative duties
which require delegation to one or more than one employee
of the Roard;

8. When necessary and desirable, visit the school.
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The School Board exercised an important role of co-ordination in
respect to the operations of the administration and staff teams and in
terms of accountability to the Chief and Council. This was emphasised
by a senior member of the admini=*ration:

In the School Board itself we have members from the community,

as well as a portfolio hoider, so he's the connection, & % he

would inform the Council on a regular basis of what’s goir~ on

in this program and what the issues are about.

A random survey of staff perceptions of the role of the

Board were rec -ded in the following ot==rvations:

I think the role of the School Board is to make final

decisions from our recommendations, . . . be involved in
getting to know their staff, . . . listening and hearing the
community, . . . be a kind of liaison between the community

and the school, and have everybody working together.

The community can go to the School Board because they elected
Lhem,

The Schouol Board will give direction, but that direction will
come froo those in the community who are willing to come
forward and speak.

They are more or less a branch of the Band Council.

They help in the final decision making, where everything is
put onto the table. The reason we d3n’t have to taka it up
any higher than the Schocl Board is that we have a Chief and
Council representative who comes with information from Chief
and Council regarding decisions that have to be made. He is
alsc sertfolio holder who takes back the information that
is L.sc sed at Schocl Board meetings, so that, again,
everyoody is involved in the decision making.

In defining the specific role responsibilities in the organisation,

the Alexander School Board Policy and Procedures Manual (Alexander

School Board, 1990) stated: “A locally controlled school has two levels
of government consisting of the elected representatives who form the
school board and an employed administration” (p. vii). Each level of

leadership had clearly defined operational guidelines which had to be



83
adhered to in order to achieve competent and harmonious leadership.

». =mrding to the Alexander School Board Policy and Procedures Manual,

e distinction made between policies and procedures was intended to
clarify the relationship between the Board and the administration. A
policy was definea as "a guide for discretionary action,” while a
procedure was defined as "a specific instruction based on policy
directions.” Ideally, the policy was specific in that it conveyed the
board’s intent in general and left some flexibility to the Executive
Director for decision making based on the policy. On the other hand,
the procedure prescribed exactly what was to be done and who was going
to do it. “The separation of these two roles, . . . policy making

and daily operations, should contribute to healthy board-administration
relationships” {(n.p.).

Generally speaking, policies were made, changed, and abolished only
by the School Board, but procedurss and regulations were made, changed,
and abolished by the appoinczd administration, providing that the
actions were consistent with the overall policy. One staff member
described the rols of the Board in this say:

A School Board Chairperson leads the School Bcard, 1 guess,

and tries toc steer it in the direction set down in their

policies and their statement of purpose. . . . There’s a wide

range of things that ttey have to do. They develop the

policies which govern tine school in terms of professional

staff and discipline of students and building a new schoot.

That is decided by the School Board. . . . Hiring and firing

are done at the School Board level too.

Although the policy and procedural beoundaries were clearly defined,
the lines of communication, action, and decision in day-to-day routines

were closely monitored to maintain harmonious relationships. The Board

aavised parents and members of the wider community of the proper contact
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channelling for complaints involving all operational matters such as

-lassz instuction, student discipline, or program materials as follows:

classroom teacher, principatl, Executive Director, and School Board.
The following examples of the procedures adopted for problem

solving were presented by two members of staff:
1f, for instance, there is a problem with a teacher’s
performance, the principal initially attends to it. If it
can’t be resolved, it is discussed by the administration team,
and a recommendation is made. This is presented to the Schoel
Board, and thew a decision is actioned.

Problems related to students are addressed in a similar manner:
Usually a problem with a student woulc be identified by the
classroom teacher; this would go through the principal to a
school counsellor. The school counsellor would go to the home
to discuss that particular problem with the parent, and then
it is usually resolved there. If it's not resolved there,

then it comes back to the principal, and if it can’'t be

resolved there, it is referred to the Director and/or to the
3chool Board.

.. was further explained by a co-ordinator that “"larger concerns” would
be taken to the School Boari for discussion, decision, and appropriate
action.

Generally, matters relatea to operational detail such as student
walfare, the educational program, and/or staff concerns were managed by
the appropriate level of the school administration staff in consultation
with principals and the Exacutive Director. Major procedural prodlems
were addressed by the Operations Adminictration Team and, if related to
policy recommendations, were submitted to the School Board for dacision.

Proposals for the adoption of new policies or recommendat.ions for
changes to policy could be submitted for consideration by the Board by
any student, community wember, or staff member. Program Co-ordinators

and principals attended board meetings and reported directly to the



Board. “Usually what they are wanting to hear is a report on how the
school is functioning at that particular time." 1t was reporied by one
respondent tnat a comrittee representative of school board and school
administration co-ordinators was established to design a mission
statement which reflected the values and objectives of the Kipohtakaw
Education Centre. The committee undertook to report back to the Board
with a missicn statement wnich will be presented for discussion to a
full Board meeting. “We’17 look at the policy established by previous
Boards from time to time and revise it if necessary.”

In 1991 the three members of the Board met with teachers and
teachers’ assistants to gain feedback on how staff were feeling and what
they were thinking about the school. One respondent predicted that this
type of dialogue and reflection would have a positive influence on Board
decision making in the future,

so that when they think about changing policies for the school

or the classroom, they will consider the impact on teachers

more so than has been the case in the past. . . . I think . ow

with this process of getting the concerns, whnich I tnink is

going to become sort of an annual review process, that there

will be more that comes from the school-based perspectives,

the ideas, . . . the criticisms which teachers have.

One respondent referred to the role of the School Board related to
school discipline procedures: "I know we've been looking at different
discipline pciicies and the need for discipline policies. We did have
one meeting last year with a coupie of Board members. Nothing was

‘

really clearly defined, but they were involveo in thac.’

Percer® ‘ons ¢F the roie responsibilivy of Board members to visit
classrooms regu.e 'v & cied from Tve see on® i WO EBcarn mambers fiom
time to time,” anuy ..msic iy une olTO)IE LhaFOUGH the school,” to

"Often one, two, or three Board members will come in--not all at the
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same time, but they'll be in here, and thay’'1l come in and chat for a

while, so I have conn:ct ion.,” According to one teacher, the Board
exercised a pastoral -are role:
The School Bo o ~omns into the school whenever they feel like
it. They ha -s triad to relay the response to us that
they’'re nol he s spy on us, they’re here to see the people
that they hire+ .ad to see what they do and how they do it,
They ¢« . 2ry understanding and helpful in governing
this schoo.. :wurtainly they are very effective.
A staff member -, iained that the School Board members had expressed =2

willingness to meet with staff at any time:

If the teachers want to meet with us, let’s set up a meeting.
A11 Schoocl Board members have indicated that they are ready
and willing and able to come in to the school and speak with
any staff member at any time. This School Board is visible,
highly visible and accessible, . . . a phone call away.

One respondent felt that staff needed to be proactive in inviting the

Board to visit classrooms:

And I think what has to happen too is, we need 1o pull them in
more. I think they probably see themselves as a Board, not so
much that they really are needed in the school or that they
really could do a lot. I really think that that’s something
that we have to do, is call them in and say, "We do need you
to hear this or see this, and we need you to get involved. I
think that we have to take some responsibility for that too.

Section 7000 of the Alexander School Board Policy and Procedures

Handbook (Alexander School Board, 1980} stated:

Concerning public relations, it is the Alexander School
Board’s primwary purpose to meet the expressec educational
needs of the Alexander community in positive, planned, and
resourceful manners, always keeping the realization of
community control and involvement in mind. The Board believes
that one of the paramount responsibilities of the Board of
Education is to keep the local community and the general
public informed of its actions. Consequently, the loca® news
media representatives shall be welcome to attend all regular,
special, and annual meetings of the Board. Further, from tine
to time the Board may direct the Executive Director to promote
special events and achievements. (pp. 126-127)



