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DEDICATION

This is dedicated to all school principals across the N.W.T.

for their commitment to creating schools

thiat are authentic, caring and joyful places of learning for all students.

Its the action, not the fruit of the action, that's important. You have to do the right

thing. It may not be in your power, may not be in your time, that there'll be any fruit.

But that doesn't me a1 you stop doing the right thing. You may never know what

resuits may come frarn your acticn. But if you do nothing, there will be no result.
Ganhi



ABSTRACT

This qualitative study focused on how principals in the Northwest Territories
understand and enact their responsibilities as educational lzaders. Seven principals were
selected by reputation, with consideration given to geographic location, gender, northern
experience, and school size. The study began with principais' written responses to two
general questions, followed by two semi-structured interviews each, document analysis,
and informal communication over six months of data collection.

Major findings were categorized under: a) Beiief in the Future, b) Challenges,
¢) Working between the Lines, d) Positioning in the Culture, and e) Unending Workdays.
Principals identified various school sucesses over the past year. However, they also
expressed concerns over countless behavioral problems, student wellness and self-
esteem, enabling success and achievement while maintaining "standards", and ensuring
access to learning for all students. Principals believed that culture-based schooling was
essential to meaningful learning and required strong networks with community. Principals
regularly worked between the lines of Department mandates, reframing/flexing rules and
arriving at solutions reflective of student needs and community context . Positioning the
school within the culture meant working actively with community towards a shared vision
of education, and implied cultural sensitivity and readiness for change. The unending
workday indicated levels of stress and exhaustion, and the danger of burnout for school
principals.

Three major themes emerged around concepts of community, character and
change. First, creating authentic leaming within the community requires community
involvement in education: the "school community” is no longer a self-contained entity
identified with the school building, but a whole village ideally invclved in the education of
its children. Principals play a key role as their work is spurred from within, driven by
student needs and community aspiration and support. Secondly, norther® principals,
cognizant of the changing conditions that shape students' lives today, identified the need
to focus on caring and community health. Wellness and healing programs are critical to
learning readiness and require a strong alliance between school and community agercies.
Thirdly, empowering communities to make educational decisions critical to local schooling
and school programs has changed the leadership role for principals and is currently
redefining the principalship in the Northwest Territories.
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Chapter 1
INTRODUCTION TO THE STUDY

Northern education has seen powerful changes in the 90s, as reflected in recent
documents published through the Department of Education, Cutture and Employment
(1991, 1993, 1994, 1985). The ongoing directive for relevant and culture-based schooling
is currently directly affecting secondary school programs which are being offered in
communities for the first time. As well, recent government mandates toward the
decenitralization of and expanded community involvement in northern education have
placed new responsibilities on the school principal. Despite these changes, there have
been almost no research studies that have examined the experiences of school principals.
Now that high school programs are being offered in most community schools across the
territories through the grads extensions program, it has become even more urgent to study
the role of the school principal. This provides the reason for, and the substance of, my
study.

EVOLUTION OF EDUCATION IN THE NORTHWEST TERRITORIES

The northern educational system, relative to others in Canada, is young. With an
educational history whose missionary era spanned from 1860 to 1950, and where the
federal government held jurisdiction in northern education until 1970, it has only bee: . since
that time that the Government of the Northwest Territories assumed control for education,
establishing a Department of Education to look at developing programs more specifically
relevant to the riorth. Hence, issues discussed by northern principals may in part be
indicative of the “growing pains” experienced in education across the north. Staffs tend to
be transient, and long-term principals are still a rarity, especially in isolated communities.
Although a common vision has been articulated at this point through the Department of
Education, Culture and Employment (1994), geographical distances exacerbate difficulties
which prevent principals from communicating in a sustained and meaningful way, and
establishing common links.

A Vast and Sparsely Peopled Land
The Northwest Territories (N.W.T.) comprises all of Canada north of the 60th
parallel (excluding the Yukon and the northernmost tips of Quebec and Newfoundland)
and spans 3,340,550 square kilometers. Currently, it has a population of aimost 58,000
people, of whom the majority is aboriginal: about 37% of N.W.T. residents are Inuit; 17%



are Dene; 7% are Metis; and 39% are non-aboriginal (People: Our Focus for the Future,
1994).

Originally, the Northwest Territories comprised the land covering what is now
known as Saskatchewan and Alberta, together with a vast region to the north, and was
known as the “Northwest”. The early history of educaticn in the Northwest Territories
therefore was closely aligned with that of Alberta and Saskatchewan. The boundaries of
the N.W.T. as it is known today were carved out in 1905 when both Alberta and
Saskatchewan were constituted as provinces. The history of education in the N.W.T.
spans three periods: the missionary era (1860-1950) marks the impact of the clergy and
residential schooling on northern schools; the federal government era (1944-1970) marks
the time of federal jurisdiction in northemn education; and the territorial era (1970-present)
marks the time when the territorial government assumed control for education.

The Missionary Era (1860-1950)

Missionaries contributed to the early development of education in the north. The
first record of a school “"north of sixty" was the log school built in 1860-61 at Fort Simpson
by Reverend William Kirby of the Anglican Church. In 1866, a school for orphans was
organized by Bishop Bompas in Fort Norman and opened in a building owned by the
Hudson’s Bay Company. in 1867, the first residential school was opened in Fort
Providence by the Grey Nuns of Montreal. In 1894, the Anglican church established two
schools: St Peter’'s Mission Boarding school opened in Hay River, and a Teaching
Mission was established near Pangnirtung on Baffin Island. In 1912, a Mission was
established at Chesterfield Inlet, which was the centre of Catholic education in the
Keewatin District. St Joseph'’s residential schcol in Fort Resolution came in 1902, and two
other Catholic schools, in Fort Smith and Fort Simpson, were established in 1915 and
1918 by Sishop Breynat and remained open even after the federal government take-over
in 1950. Many other schools were established in the small communities across the north
by both churches; in general, the Anglican church settled largely in the Eastern Arctic, and
the Roman Catholic church became more established in the west.

Numerous efforts were made to offer some form of education to the Inuit and Dene
populations. Most of the schooling occurred around the trading post or the church, which
were the most likely places for people to congregate, considering the nomadic lives of the
people. Camp teaching was sometimes attempted. A school at Maguse River was started
in the late 1940s by the northern Evangelical Mission; and a tent hostel, directed by the
Anglican Church, was operated in Coppermine over the summer months in the mid-fifties
for Inuit students. In these early years, the federal government contributed $250 per year



to missions engaged in teaching. However, some educational developments were moving
towards non-denominational settings. In 1938-39, Yellowknife elected its first school board
and opened a one-room school. Fort Smith organized a community schoot in 1939
supported on!y by grants and donations at the outset. Other schools opened in mining
camps (Port Radium, Rayrock, Discovery) and were not subject to church influence.

Near the end of the “Mission Era” of schooling in the N.W.T., a struggle to maintain
church contro! emerged between two eminent religious leaders, Joseph Trocellier, Roman
Catholic Bishop of the MacKenzie, and Donald Marsh, Anglican Bishop of the Arctic. Each
wanted “to ensure that their institutions, which had for so long kept alight the flickering
torch of education ... would not be stripped of all influence over the rising generations of
children who would soon be flocking into government schools throughout the Territories”
(Dreams and Visions, 1984).

The Federal Era (1944-1970): Move to Centralized Control

This short era of federal government control marked the transition between church-
controlled schools and the current system under the jurisdiction of the Department of
Education of the territorial government. The federal government had commissioned a series
of reports to determine educational conditions in the N.W.T. and to give recommendations
for future policies. The Moore Report of 1944 advocated non-denominational schools, and
a highly centralized system of government control with all teachers as civil servants; it
rejected state-supported separate schools and suggested inclusion of religious education
as an appendage of the school day. All these recommendations, when implemented,
effectively ended church dominziion of N.W.T. schools.

The first two government schools were built in Tuktoyaktuk and Fort McPherson in
1947 through the Department of Resources and Development (later known as Northern
Affairs). A number of schools were completed by 1951 in Fort Smith, Aklavik, Fort Chimo,
Cape Dorset, Coppermine, Coral Harbour, Fort Resolution, Port Harrison and Chesterfield
inlet; at the same time, the Department of Indian Affairs Branch of the Department of
Citizenship and Immigration established schools for Indian students at Rae, Fort Norman,
Rocher River, Arctic Red River, Fort Franklin, Fort Good Hope, and Jean Marie River.

In 1953, the federal government created the Department of Northern Affairs and
National Resources (NANR). Their Northern Administration branch and Chief of Education
Division of that branch were assigned the responsibility for setting up an education
system in the N.W.T. The first District Convention and Summer Schoo! for teachers of the
MacKenzie district was held in August of the same year, and witnessed the establishment
of the Northwest Territories Teachers' Association. By 1953, the Yellowknife Public School



Board was operating a 14-room elementary-high school; a 4-classroom Catholic school
was opened in this year, and eight years later, a Catholic high school was built.

Over the next years, the federal government set out to build larger, centralized
schools with hostels to house students from outlying areas. The Yellowknife school was
to be a vocational high school with a non-denominational hostel; in all other locations,
hostels were built by the government but operated by either the Anglican or Roman
Catholic Church. On April 1, 1955, the Department of Northern Affairs and National
Resources assumed responsibility for the education of Indian children in the Northwest
Territories, thereby bringing all schools under the jurisdiction of the Northern Administration
Branch of that department. This marked the beginning of the school system in the
Northwest Territories. In 1956, teachers of all mission schools became federal employees.
School residences opened in 1958 in Fort Smith, Yellowknife and Fort MacPherson, and
by 1960, there were two hostels in Inuvik and two others in Fort Simpson.

In this short time of federal control, existing school facilities were expanded and
many new schools were built. State-of-the-art vocational schools and residences were
built in Yellowknife and Churchill. In the Eastern Arctic, small hostels housing 6-8 students
and supervised by Inuit house parents were introduced to encourage schooling while at
the same time allowing students 10 pursue a traditional life style. An adult vocational
training centre was established in Fort Smith, encouraging adult education. In 1958, steps
were being taken towards involving aboriginal people in the teaching process. in 1968-
69, sixteen young northerners enrolled in a one-year experimental teacher education
program for native students with grade 11 standing.

Curriculum development proved to be a daunting task, given the various language
groups and cultures, and the sheer distances separating people. After faltering
beginnings, two district offices were established at Yellowknife and Fort Smith. Teachers-
at-large and principals-at-large were subsequently added to District Office Staffs, with the
express purpose of providing support to first-year teachers and administrators in remote
settlements. The recruitment policy insisted on a personal interview before hiring a teacher
for a northern school, a policy that resulted in “an extremely high percentage of competent
people being employed” (Dreams and Visions, 1984).

Statistics for the 1954-55 school ysar showed 2,067 students enrolied in 76
classrooms supervised by 96 teachers. By 1970, the school population had risen to
10,291 students, with a total of 549 teachers and principals. “It was assumed that at the
end of 1970 the goai of having every school-aged pupil in a classroom had finaily been
achieved” (Dreams and Visions, 1984).



The Territorial Years (1970-present): Devolution to Divisional Boards and
Community Control

In 1970, the Government of the Northwest Territories assumed complete
responsibility for education in the Eastern and Western Arctic. At this time the construction
of the school buildings was not the only project being undertaken: the Department of
Education was attempting to build a new system for its schools. Consideration of first
language instruction for K-3, cultural inclusion programs for the intermediate grades and
integration of subjects were being promoted by the new Department. 1970 marked the
beginning of “culturally relevant” programming as seen in the focus of two curriculum
handbooks: first, Elementary Education in the Northwest Territories and two years later,
Learning in the Middle Years. These documents created a loud furor amongst educators in
the territories and elicited impassioned argument for years, with strong sides taken and
acrimonious letters written.

Although heavily debated and even resisted by some in northern education in the
early 70s, this early curriculum forced a different look at northern education. Slowly the
ideas gained strength and eventually evolved to current understandings. Northern
education as we know it today has taken much of its direction, its spirit, from those early
curriculum efforts. Known locally as “Paul Robinson’s curriculum,” or “the green book and
the red book,” these curricular documents took the view that northern education must
reflect the needs and aspirations of all children and made explicit how that wes to be
interpreted in a “northemized curriculum.” Three major thrusts of the curriculum were:
building on the strengths the child brings into the school, learning in the mother tongue “in
settlements wherein the mother tongue is the language of common currency,” and placing
equal emphasis on cultural learning because “there is no hierarchy of cultures to suggest
that the non-native cultures are more important and therefore deserving of greater
emphasis" (1970, p. 3-4).

The opening chapter of Leamning in the Middle Years (1972) indicated a strong
focus on young people, and set the tone: “The best years of your lite’ doesn’t accurately
describe the position in which many Northern young people find themselves at this
particular time." It continues, "Rather, the situation can more fairly and politely be referred
to as being difficult. The reasons for this are not obscure” (p. 1). The book continued by
giving five reasons, all beginning with “to be a young person is to be. . .” The first
statement reflects its general flavour and focus:

To be a young Indian, Eskimo or Metis person is to live in a society that is aimost
completely dominated by non-native people. Aimost every position of influence, be it
in government, private enterprise, the school, the church, etc. is in the control of the



minority population. Your own Feople likely hold the non-responsible, even menial
positions if they hold jobs at all. Moreover, in Canadian society as a whole, the
example of Indian, Eskimo and Metis people who hold responsible positions, in
whatever walk of life, are not really legion either.

What this all means is that when you are young arid are searching for models of
identification, the facts of the matter are that if there are any at all, they are very few in
numbers. All of which can imply to the individual that if he is “to make it” in middle class
society, he’s going to have to become assimilated into the dominant mainstream which
in effect denies his self-worth, his pride in his own culture and, most serious of all, a
turning aside from his own people.

The alternative to the process of assimilation may well be the other extreme, the
development of an attitude of “| can't make it on my terms, therefore | might just as well
drop out.” (1972, p. 1)

Northern Education in the 90s

A very young system indeed, education in the territories has seen tremendous
growth in the past 25 years. As education “comes of age” in the territories, the broad
question, “what should education offer its clients?” is being addressed with more
refinement. The answer appears in many forms depending on the community and the
values of its people. 1979 saw the first grade extensions program being introduced in
Pangnirtung, a small community in the Baffin. The 1982 Special Committee Report on
Education in the N.W.T. provided a blueprint for educational development in the 80s as
articulated in Learning, Tradition and Change in the Northwest Territories (1982). By 1993,
any community of 500 or more could offer seniot high programs with support from the
Department of Education, Culture and Employment. High school programming offered in
regional schools across the territories in the 70s and 80s was quite clear, but in the 90s it
began to face different pressures, as more and more community schools began to offer the
high school curriculum, and a resurgence of “drop-in students” created enormous demands
on the staffs of small schools.

Our Students, Our Future: An Educational Framework (1991) is not unlike Paul
Robinson's earlier curriculum, in that it endorses schooling “that incorporates and reflects
the child's cultural identity and builds on the child's previous experiences to ensure a solid
foundation for learning” (p. 1). Giving more control of education to the local level facilitates
the development of culture-based schooling, as does the development of partnerships.
The framework articulates a strong vision:

Where strong partnerships and community ownership are established, schooling can
reflect what is relevant and appropriate for students. It can tailor the learning process
to better meet student needs; it can ensure support services for students are
available and appropriate; and it can create an environment that is conducive to
learning. Together, the educational partners can offer relevant culture-based schooling
which, although it may differ from community to community because of the diverse
cultural and socio-economic make-up of the N.W.T., provides for effective schooling.

(p. 15)



Currently, there are 37 communities offering grade extensions across the N.W.T.
Most (93%) grade 10 students can now attend school in their own communities; 89% of
grade 11 students, and 78% of grade 12 students currently access their high school
courses in their home communities. Student residences are almost completely phased out
across the territories, and the homeboarding program is nearly finished. Providing greater
community access to K-12 schooling has resulted in rapid system growth. Whereas, in
1970, there were 10,000 students attending school in the N.W.T.; in October, 1995, this
number had climbed to 16,000; by 2010 this number is expected to rise to over 25,000
students (Malcoim Farrow, A/ADM, Department of Education, Culture and Employment,
Principals’ Conference, April 1996).

N.W.T. legislation recognizes eight official languages: Inuktitut (Inuinnaqiun,
Inuvialuktun), Slavey (North and South), Dogrib, Chipewyan, Gwich'in, Cree, English
and French, but the use of each language varies considerably within communities.
Whereas about forty per cent of all the people who live in the N.W.T. say they have an
aboriginal language as their mother tongue, or can speak an aboriginal language, more
than seventy per cent of aboriginal people in the N.W.T. speak an aboriginal language
(People, Our Focus for the Future, 1994, p. 27). The schools presented in this study exist
within a variety of language communities which range from those where over ninety per
cent ave aboriginal and the mother tongue is used in the homes, to those where only
eleven percent are aboriginal, with an almost ninety percent non-aboriginal population,
and English the predominant language. In other schools, both Inuit and Dene languages
are prominent in the community, as well as English. Each school reflects the unique make-
up of its community, and its diversities of language and culture.

As children stay in their home communities for their education as a result of the
recent grade extensions program, there is a renev. -1 focus on the role of parents in
education, a role some will have to re-lear, given the past history of northern education:

Ideally, parents are key players in formulating the vision of the future for their children
within the overall society. In the early days of formal schooling in the N.W.T. when
students moved away from their families to attend mission schools, parents were
excluded from, and so had little control over, their children’s education. Some parents
who have not been part of a formal education process, or who were educated away
from their families, do not always understand how important it is for them to become
involved in their children’s schooling now, what their role is or how to become
involved. (Our Students, Our Future, 1991, p.13)



COMING TO THE QUESTION

People: Our Focus for the Future, a Strategy to 2010 (1994) presented a new
vision for learning in the N.W.T. which translates into a model of program and service
delivery at the community level. The document defineu lifelong leaming as a goal for all
people, and community learning as one that takes p'ace within different community
locations (home, classroom, community and on-the-land experiences). The mandate is to
develop “community schools” and provide “community education,” new *2rms which are
beginning to be understood by educators in the NW.T.

Perceptions of the meaning of the terms “community schools” and “community
education” extend from allowing the school to be used occasionally for evening activities,
to a school organization where the local community has an integral role in setting school
policy, to a community support centre for a network of agencies committed to meeting
community needs and expanding learning opportunities. As defined in People: Our Focus
for the Future (1994), a community learning network is a

philosophy and an organization, linking together a network of programs and services
at the community level. A local governing body, committed to community learning,
owns and controls the network of learning programs and services. And the network is
supported by a regional and territori~! support system. (p. xi)

Given the above direction, educators in the North have been challenged to think
differently about schooling in the N.W.T. The principal’s challenge is to take what
presently exists, restructure it and, in some cases, improve on it or add new elements in
order to support the vision and concept of a community learning network. As a skilful
change agent, the principal can consult and empower others in working towards a shared
vision of continuous learning.

The document, School Leadership in the NWT: A Profile for the 90s (1993)
identified the role of instructional leaders':ip as one of four main roles of the principal, who
“initiates and directs a growth-oriented process to maximize learning outcomes for staff,
students and community” (p.15). With the recently mandated extension of grades to
include high school in the communities, school boards must ensure that there is a
continuum of learning. “The very nature of community leaming means a changing role for
teachers and principals” (Strategy to 2010, 1994, p. 50).

This move towards the decentralization and expanded community involvement in
northern education is placing even greater responsibilities on principals. Dr Loretta Foley,
in speaking to a group of principals recently, urged that

we tend not to believe ourselves that we make a difference. | want to reassure you

that you're in very key positions in your community and in your school, and that you
have an opportunity to help children in a pretty fascinating way. Don’t underestimate



your power and the opportunity that you have in your schools and in your
communities to make something really great for our students in the north. ( Principals’
Conference, April 1996, Yellowknife)

Given these changes towards high school programs in all community schools and
greater community involvement, the principalship takes on new responsibilities that are
crucial to the successful completion of these initiatives. It is the focus of this study.

RESEARCH FOCUS: THE QUESTION

The major purpose of this study was to explore how principals in the Northwest
Territories understand what is 2xpected of them, and how are they implementing their new
mandate as identified in People: Our Focus for the Future, a Strategy to 2010 (1994).
What issues and concerns do they have to consider? What are the challenges of
educational leadership in the north? And what are the key dimensions through which
principals meet the needs of individual students? Improve the quality of teaching and
leaming? Support the aspirations of the community? Effect change within their schools?

Specifically, the study focused on one major research question: How do school
principals in the N.W.T. understand and enact their responsibilities as educational
leaders?

SIGNIFICANCE OF THE STUDY

Although principals bring with them a personal vision and style that is unique,
there is some evidence in the literature that successful principals in the nineties hold
common beliefs and practices that contribute to their success. However, the majority of
studies on school leadership have been done on elementary and middle school
administrations. There is less information on the leadership styles and activities of
principals in high schools, and to my knowledge, no research related to educational
leadership in N.W.T. schools. Hence, this study offers insights on leadership and its
concems in northem schools.

Findings reflect understandings that come from northem principals. They offer
insights to educators in the north, and should bring greater awareness of and appreciation
for the challenges facing northem principals particularly as they implement the new
mandates of decentralization, grade extensions, and expanded community involvement.
Principals in the N.W.T. work in notorious isolation and have limited time and opportunity
to reflect on their changing practice. This research study may provide an opportunity for
personal refiection not only for the participating principals, but for principals throughout the
N.W.T.
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The recent Western Arctic Principals’ Conference gathered principals, at a shared
cost to the individual boards and the Department of Education, to take a critical look at the
nature of high school programming in the N.W.T. Issues under discussion were generated
by those in attendance, and reflect the kinds of concerns that principals face today. |
found these discussions highly significant to my research, and also timely, as | had
completed interviews with five principals prior to attending the conference. Discussions
confirmed some of what principals had been telling me individually, and added a dimension
of concerns from Department of Education personnel. This study reflects the richness of
those discussions, and may have significance for Department personnel as well.

Furthermore, both the Northwest Territories Teachers’ Association (N\W.T.T.A.)
and the Principals’ Certification Program (P.C.P.) are keenly aware of the changing roles of
northern principals.This study may inform areas of recruitment, educational leadership
programs, and professional development and support for future principals.

BELIEFS, ASSUMPTIONS, DELIMITATIONS AND LIMITATIONS

Beliefs
| believe the role of principal is key to ensuring a continuum of learning for all. This
includes the assurance that every learner will experience continued growth to maximize
his or her learning, and requires that the principal makes provision for relevant program
planning, appropriate resources, teacher inservice, student tracking and frequent
monitoring of student progress.

In terms of professional growth, principals need support systems such as the one
provided by the Principais’ Certification Program, originally a coordinated effort through the
Ontario Institute for Studies in Education (OISE) and the Government of the N.W.T.
(G.N.W.T.) and now entirely under the auspices of the Department of Education, Culture
and Employment. This two-phase program is mandatory for all principals, and offers a
monitoring, networking and support system, as well as a means of updating principals
with respect to current practice and policy.

Having worked with principals over the past two summers at the Principals’
Certification Program (P.C.P.) in Yellowknife and Rankin Inlet, | know that The Profile of the
90s is a document principals are generally familiar with and encouraged to use in their
daily practice. As stated in People: Our Focus for the Future (1994) and articulated in the
curriculum of the Principals’ Certification Program (1995), the primary purpose of school
leadership is to initiate a growth-oriented process which maximizes learning outcomes for
staff, students, and community within a community-based school.
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The Principals’ Certification Program deals with issues unique to the northemn
principal, such as the implementation of grade extensions into the communities. In order to
graduate, high school students must write Alberta Diploma exams in grade 12. | believe
that the principal has an enormous task as school leader to work with his or her teachers,
students and community, in the delivery of new programs. Furthermore, working with
community resource people to deliver culturally relevant programs would appear to be a
more difficult task in the high schools, where an “outside” Alberta curriculum still drives
most of the learning activity. Elementary schools have made greater inroads in this area
since they fullow the N.W.T. currriculum, and also have access to two aboriginal curricula,
Dene Kede and Inuugatigiit.

There are further considerations that influence the work of principals in this study.
Size of community, isolation and transience are challenges that face the northern
administrator. The size of the community can impact on the principal’s duties, in that
extracurricular responsibilities may limit the time for other leadership initiatives. Then again,
principals in northern communities often “live the job” and may, in fact, be more effective
and active in their school leadership as a result of their community involvement. Isolation is
a very real problem in the N.W.T. There is limited personal contact with colieagues, other
than through Internet, telephone and fax machines which are very expensive. Transience
is also an issue in the north, as teachers and administrators do not usually stay in isolated
communities for long periods of time. A transient staif also raises unique demands on the
northern schoo! administrator. The length of time the principal holds the position may be a
reflection of the commitment extended to his or her various duties and diverse challenges
as principal.

Finally, | am a northerner who has lived and taught school in the N.W.T. for over
20 years. | have been an assistant principal for the past two years as well. At the same
time, | have not lived in small, isolated communities. However, | have kept in touch with
northern colleagues by attending and presenting at northern Teachers’ Conferences
throughout the years. | have also worked with administrators at the Principals’ Certification
Workshops over the past two years. and have completed the Principals’ Certification
Program.

Assumptions
There are several assumptions implicit in this methodology. First, based on the
literature as well as personal experience, one major assumption is that high school
principals do adopt leadership roles in their schools, and that each of the participating
administrators will understand and describe leadership experiences differently.
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Secondly, it is assumed that the principal’s role is based on the duties of the
principal as outlined in the N.W.T. Education Act (1995), and on his or her ability to
identify and act on specific needs and values of his or her school and community.

Thirdly, it is assumed that principals are willing to recall and reflect on their
practices, thoughts and feelings about ieadership, and are willing to share stories of the
celebrations and challenges that are a reflection of their initiatives and beliefs within their
schools; and that they share their stories with candour and honesty.

It is a fourth assumption that a descriptive and interpretive study is an appropriate
design in which to share the participating principals’ stories and perspectives.

This study is also based on my belief that leadership involves character and
individual values that inform action- “philosophy-in-action” (Hodgkinson, 1991).

Delimitations
The study is delimited to the experiences of seven principals from six of ten
Divisional Boards in the Northwest Territories. A further delimitation is that only currently
practicing principals in schools offering some secondary programs are included.
The findings reported are delimited to the particular time the study was conducted
(January-June, 1996), and the administrators speak to beliefs and practices given their
particular time and setting.

Limitations

An interpretive study utilizing interviews has some particular limitations in the
N.W.T., where distance can be prohibitive to affordable travel. The process of telephone
interviews limited the number of conversations to two, and the time spent in conversation
to approximately 11/2 hours for the first, and 1 hour for the second.

There was a potential limitation in the ability to establish a good rapport with
respondents over long distance telephone as opposed to face-to-face interaction and in
the extent of participants’ willingness to talk freely. However, this proved not to be a
limitation to the study, as participants were very willing to share their thoughts openly and
beyond the time limits we had established at the beginning. A relationship was further
developed as principals sent documentation from their schools. In the telephone interview
there tended to be shared personal moments, favourite lines from poems or books, jokes
and pleasantries that were picked up in follow-up conversations and through faxed
messages. Several also managed face-to-face meetings when | attended Principals’
meetings in Yellowknife, which added further to the rapport that was built by telephone.
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As an N.W.T. administrator and colleague as well as a researcher, | am aware that
my experiences and values will influence my understanding and my interpretations of
these principals’ accounts. An awareness of this bias as a limitation was kept in mind
during the non-directive conversations, and in analyzing data. My own skills and abilities

in gathering and analyzing data are a limitation that may have influenced the study
findings.

OVERVIEW OF THE THESIS

This first chapter has introduced the nature of the study, including necessary
background to education in the Northwest Territories and information leading to the
question, and followed by a brief statement of beliefs, assumptions, delimitations and
limitations.

The second chapter contains a review of the literature on educational leadership,
and an explication of methodology is provided in chapter three. Chapter four presents in
five categories, the major findings of the study through presentation of the participants
and th: -ir experiences. Chapter five discusses three major themes on northern leadership,
and chapter six provides an overview of the study through summary, reflections and
implications.
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Chapter 2
REVIEW OF THE LITERATURE ON EDUCATIONAL
LEADERSHIP

Both within the N.W.T. and elsewhere, considerabl: amphasis is being placed on
the school administrator as the driving force for ac.¢ptance and change at the school level
as well as in the community, and a5 a result ther2 are greater identified responsibilities
given to administrators to manage wide-ranging curriculum reform. Given the emphasis on
educational leadership in the north through the Principals’ Certification Program and the
recent document, School Leadership in the N.W.T. (1993) | have begun a review of the
literature on leadership, including instructional leadership, to determine what has been
studied in these areas as specifically related to schools and tne role of the principal.

What are the key dimensions through which principals meet the needs of individual
students; improve the quality of teaching and learning; support the aspirations 2! the
community; and effect change within their schools? This chapter provides a brief
overview of educational leadership focusing on the following topics: (a) Leadership
Defined. (b) Community, Shared Leadership and Followership, (c) The Principalship,

(d) Principals as Change Agents, (e) The Principal of the Nineties, (f) Towards Servant
Leadership, and (g) Conclusions.

LEADERSHIP DEFINED

The study of lead-.= - .ip in educational administration is complex. It has been
described as “an artistic endeavour to which intrinsic value should be attached”
(Matsushita, 1988, p. 142). Blumberg (1989) identified such administrative artistry as one
that goes beyond the craft and cannot be “learned." Owens {1991) defined leadership as
“one of the most fascinating topics in organizational behavior and, at the same time, a
potentially slippery concept that has produced literally hundreds of definitions in literature
(p. 132). Hodgkinson (1991) suggested that leadership is a “vague term encompassing
both administration and management” (p. 53). He made the generalization that leadership
is a function of groups, not individuals; and that leadership involves intentionally
exercising influence on the behavior of others (p. 132). Ackerman, Donaldson and Van der
Bogert (1996) have “come to see leadership as a quest. . . . The leader in quest
envisions purposes, asks questions, seeks answers, and enlists others in the quest. . ..
Effective leadership has more to do with understanding and then harnessing the dynamics
of an organization than it does with imposing answers and structures on it” (p. 2-3).
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COMMUNITY, SHARED LEADERSHIP AND FOLLOWERSHIP

If the central task of education is “the accomplishment of leaming, then the
inculcation of motivation to learn must be very close to the heart of educational leadership”
(Hodgkinson, 1991, p. 65). The work of the principal should ultimately be reflected in terms
of students’ achievement, and the administrator must reach out to all stakeholders to meet
this goal. As such, “working with students, teachers, community, culture and organization
is basically praxis-oriented towards sharing power, leadership and effecting change”
(Foster, 1986, p. 200).

Towards the end of improved learning, Foster suggested that the principals’ work
with teacher supervision become a form of collaborative action, where personal attitudes
and methodologies may be transformed through meaningful exchange; work with students
would include creating a better understanding of the school community and the
possibilities for students to take action towards their own learning. In working with the
community, the principal should encourage parental involvement to provide a source of
insight and change, “and bridge the we-they gap that currently divides much of
administrative practice from community conflict” (p. 195).

Sergiovanni (1995) described schools where a culture of community exists and
commitment to authentic learning has been created. Supervision is seen as facilitating both
teacher and stude. ,:-~aress in the learning tasks at hand. Through the acts of
supervision, there arise expeu.-.....- - “hat the school can be which move staff and
students ever closer to that vision (1993). This is a part of what he referred to as “moral
-adership™: to support and enhance the teachers’ work with the youngsters, and to
facilitate and enhance those institL. -...1al supports for the community’s task of learning (p.
317).

The concept of community, sihared leadership, and followership can alsc be found
in Hodgkinson (1991) who observed that leadership permeates the entire organization,
from the highest levels of hierarchy (symbolic leadership) to the lowest levels
(followership). However, he hastened to add that “every member of the organization has
and ought to have some element of leadership responsibility” (p.159). Foster (1986)
added that “leadership can spring from anywhere. It derives from the context and ideas of
individuals who influence each other. Thus a principal may at times be a leader and at
times, a follower . . . leadership is an art that enables others and allows them, in turn, to
become enablers” (p.187). There exists a symbiotic relationship of sorts between leaders
and followers, where leaders engage with followers in collaboratively seeking mutual
goals.
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Sergiovanni (1995) and Barth (1990) both described turning schools into
communities of learning, with shared vision, empowerment, collabnrative decision-making
and collegiality ranking high in administrative action. Sergiovanni noted the current need for
principals to understand leadership differently, a leadership that is aimed at building
“substitutes for leadership” into schools. These substitutes “empower teachers and
students to become self-managing, and principals aim at building followership in the
school” (p. x). He suggested that the principal’s direct leadership is only a part of a
successful school, anc’ ‘hat the amount of “quality leadership density” that the principal
builds into the school as evidenced in the staff determines its success to a large extent.

The principal can be part of the followership, as are students, teachers, parents,
and other community members who become committed to values of the school. People will
become responsive to leaders because they have first proven to be trusted servants
(Greenleaf, 1377). This “servant leadership” connects closely to the moral leadership
discussed by Sergiovanni (1995) and others (Blumberg, 1989; Hodgkinson, 1991; Thom,
1993).

THE PRINCIPALSHIP

ror Ackerman et al. (1996), the principalship can be seen as “a process, as
learning to be a principal. It is a perpetual process that entails learning to think and act as
a leader, in response to the ever-changing challenges of learning and dealing with growing
children and the adults who care about them” (p. 2). As such, the principalship is a
dynamic role, aver-changing its boundaries and understandings. There are many tensions
inherent in principals’ work, “tensions that are nested within the varied and sometimes
competing interests and activities of schools” (p. 2).

In a study comparing successful principals and with principals chosen at random,
Sergiovanni (1995) noted that principals in the latter category fell short in the areas of
program development and professional development because they were spending more
time than they wished addressing student behavior. Successful principals were able to
devote more time and effort to carefully selected criical areas which included program and
staff development. These principals also tended to hold staff in higher regard, and
empower them significantly.

Smith (1989) conducted a study on what principals typically consider to be
important and how they ideally should spend their time as they perform their role. She
concluded that instructional leaders were able to organize their day so that most time and
attention was given to instructional matters rather than routine matters of running a school.
The issue for the average principal was not a matter of misplaced values but of “poor
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allocation of discretionary time, or simply poor behavioral patterns” (p. 29). interestingly,
Smith’s study suggested that high school principals spent less time on educational
program improvement; as well, student achievement rose in schools where principals
were strong instructional leaders. Average and strong instructional leader principals value
the same things about their jobs, but strong instructional leaders are less distracted by
routine tasks while they maintain a focus on tasks of curriculum and instruction (p. 135).

Moorthy (1992) suggested that with most principals, instructional leadership falls
well behind the tasks of management, that most principals are preoccupied with running a
smoothly functioning school, and that most are principals who “size up situations and
people and provide the right blend of leadership to manipulate people to do what they
want to do” (p. 9). He pointed out, however, that principals who merely manage cannot
change their schools, and that the key to an effective school lies in the principal as an
instructional leader.

Isherwood’s (1992) findings on principals and conflict situations in Quebec
English secondary schools pointed to an emerging definition of secondary school
principalship as one of “public servant role” guided by a “service ethic” (p. 7), with
principals expected to manage policy making - rather than set policy - and assure that
staff, students, and parents were directly involved. This view of principals as managers
suggests that no real opportunity to bring about change exists in schools. Instructional
leadership should involve efficient management as well as effective beliefs and strategies
that can be used to generate instructional effectiveness in the classroom.

PRINCIPALS AS CHANGE AGENTS

Exceptii »al principals are change agents. Hodgkinson (1991) stated that
“leadership is a movement from the way things are to the way they ought to be. Then is
created the possibility of excellence for both the leader and the led” (p.165). Renihan and
Renihan (1992) described educational leadership as a “renaissance metaphor” wherein
leadership can be “a truly synergistic phenomenon through proper empowerment”; where
change comes “not from policy but from the hearts of people”; where natural leaders are
“authentic and tend to accrue natural followers”; and where school leaders are “the
resources, the facilitators, the instructional leaders coordinating the activities of an
educational team in its pursuit of excellence” and that it is from such a “collaborative
orientation that our best hope for effective school leadership will emerge” (p. 13).

Haughey and Rowley (1991), in describing the qualities of principals as agents of
change, indicated the essence of change is caught within themes of power and
empowerment, and that principals who are willing to involve all staff in school decision-
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making are “more likely to consider change as an opportunity for empowerment, an
investment in the skills and creativity of teachers through the provision of both freedom
and support so that the learning environment in the school is enhanced” (p. 9). Holdaway
and Ratsoy (1992) confirmed that the calibre of school leadership is crucial to the
development of successful schools. Effective school principals appear to hold four
characteristics in common: they emphasize goals and production, they are seen as more
powertful in curriculum and instruction, they are more skilled in, and spend morz time in
management of instruction, and they have strong human relations skills (p. 3).

Bolman and Deal (1994) differentiated the concepts of management and leadership
as follows: management provides consistency, control and efficiency, but leadership is
needed to foster purpose, passion, and imagination. Particularly in time of crisis or rapid
change, we look to leaders, not managers, for hope, inspiration, and a pathway to
somewhere more desireable (p. 77). How do leaders become effective? They suggested
that most leam mainly from experience, through personal reflection and dialogue with
others, and by identifying and emulating exemplary leaders. In looking towards the future,
they emphasized the need “to rethink and restructure school systems to encourage the
kind of leadership that can transform schools from past practices to those that will be
needed to shape a successful future” (p. 95).

THE PRINCIPAL OF THE NINETIES

Deal (1990) suggested that “in the wings” there awaits a v 2w of leadership that
presents a changed perspective, one that sees ieadership as “a more ephemeral force”
that “burrows beneath the surface of organizations -- individuals, structure or power-- in
search of symbolic forms and primordial archetypes” (p. vi). He argued that the crucial
task of improving schools is to rekindle spirit and heart, and that “the mystical and
expressive side of leadership and the possibility that organizations are governed as
much by bclief and faith as by rationality and outcome” (p. vi) is a condition of the
nineties. Deal made the point that “we need more leadership like theirs (Jesus Christ,
Martin Luther King, Joan of Arc and Mahatma Ghandi) to improve America's schools” and
that it “ most definitely implies rethinking and reshaping our leadership premises and
practices” (p. ix).

Sergiovanni (1992) also argued that traditional views of leadership should be
challenged. Although his view does not ignore the realities of power, structure or
motivation, he clearly noted the need for moral and spiritual revitalization of schcols.
Sergiovanni re-evaluates many of the assumptions about leadership, contending that
followership provides the basis of leadership; that by substituting community as the
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metaphor for schools, explicit leadership becomes less necessary; that empowerment
assumes obligation, commitment and professional virtue; that motivation in the school
community should be authentic; and that leadership is stewardship of a sacred covenant.

Similar themes were echoed in Thom's (1993) book on educational management
and leadership, which he subtitied “Word, Spirit arnd Deed for a Just Society.” There he
noted that the effective laader considers the needs and requests of those he serves, and
then uses conscience in making decisions. His conscience-based model recognized that
effective leadership is culture-specific, and that leaders are recognized as spiritual in their
relationship with followers. He argued that the “general flavcur of the administrative
literature in the past two decades has been of the humanistic approach” (p. 37), and
noted that particularly Greenfield (1992) and Hodgkinson (1991), with their view of the
discipline as a ‘humane science’ and a ‘moral art’ respectively are on a promising track”
(p. 98).

Thom suggested that a “blend of democratic and directive leadership” (p. 158) is
required of today’s educational leaders, one of emowering others while reserving final
ratification of decisions based on vested authority of the role. It requires a delicate balance
and a continual regard for justice and fairness at every level. Thom summarized that a
leader in education should be a spiritual, moral person with a strong personal belief
system, and that the leader applies conscience to daily decision-making, but also
recognizing that there is an authority to the roie.

Bennis and Nanus (1985) made a clear differentiation between managers and
leaders: “Managers are people who do things right, and leaders are people who do the
right things. The difference may be summarized as activities of vision and judgement,
effectiveness versus efficiency” (p. 21). They further differentiated that “leadership
stands in the same relationship to empowerment that management does to compliance.
The former encourages a ‘culture of pride’ while the latter suffers from the ‘I only work here’
syndrome” (p. 218). The roots of transformational leadership are in moral leadership, one
that is based on the mutual goals of the leader and his followers, and emerges from their
combined aspirations and values. Strongly committed to the transformational style of
leadership, they argued compellingly that “the absence or ineffectiveness of leadership
implies the absence of vision, a dreamless society, and this will result, at best, in the
maintenance of the status quo” (p. 228).

TOWARDS SERVANT LEADERSHIP
Greenleaf (1977), in Servant Leadership: A Journey into the Nature of Legitimate
Power and Greatness, described challenging the status quo and building a better society,
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one that is more just and loving and provides greater opportunity for its people, noting
that “caring of persons, the more able and less able serving each other, is the rock upon
which a good society is built” (p. 49). He would agree with Bennis and Nanus that
absence of vision is tantamount to a dreamless society, and urged that great
achievements begin with great dreams.

The quest for caring leadership has become more pronounced in the nineties.
Senge (1992) stated that Greenleaf's book has provided the singular and most definitive
statement on leadership in the past twenty years, a statement that bears proof in the
literature of educational administration of the nineties. Influenced by Greenleaf's work on
“servant-leadership”, writings on leadership have proposed a new model, one which puts
serving others, including employees, customers and community as the first priority.

Greenleaf’s notion of leadership raises the question whether, indeed, there is room
for the word “leader” in a system of management that is predicated on interrelationship, a
two-way exchange of ideas rather than the traditional one-way model. “Servant-leader” is
an interesting juxtaposition, and it compels one to think differently, freshly. Greenleaf
explains that servant-leaders always listen first. They work towards developing a shared
vision with their people through dialogue, and help them form effective communities of
action, moving ever-closer to their shared vision.

That Greenleaf’s ideas have carried into the nineties is indisputable. Many
concepts familiar today were first seeded by Servant Leadership and have been
pollinated and cross-pollinated over the years to produce current models on management
and leadership that extend beyond his origina! work. Certainly this is reflected in education
today, with its mandate to prepare children for the twenty-first centur; by making them
lifelong learners, intrinsically motivated to learn and able to refiect on their own
assumptions, and to move all learners from competition to interdependency, towards
global harmony and stewardship of our planet earth. Indeed, “the new story that is
needed ... mustdraw together all facets of the human community” (Senge, 1992, p.
240).

Educational leadership faces a multitude of challenges as we move towards the
end of this millennium. Education is more sophisticated and more complex than ever
before. The leader is responsible and accountable for what happens in the organization,
and in this, he or she needs to empower others and build a coilaborative community of
learners. Sergiovanni (1995), speaking in Greenleaf's servant-leader metaphor, stated
that one cannot become a leader without first becoming a follower, and that followers are
typified by their commitment to ideas, not authority. Thus “principals, teachers, students,
parents and others find themselves equally suberdinate to a set of ideas and shared
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conceptions to which they are committed” (p. 313) and leadership, “becomes based on a
compact that binds those who lead and those who follow into the same moral, intellectual
and emotional commitment” (p. 315).

CONCLUSIONS

There are key dimensions through which effective principals meet students’ needs,
improve the quality of teaching, support community aspirations, and effect change within
their schools. Educational writers suggest that outstanding school leaders have a well-
developed personal educational vision of what constitutes a good school that will to a
large extent shape the culture of their school. Vision attains results, and as it does,
teachers and students become aware of their accomplishments and experience a sense of
pride in their involvement (Chance, 1992). The literature on school leadership makes a
strong case for principals who are collaborative, see their schools as communities of
learning, recognize the professional potential of their staffs and urge them to join in schoo!
decision-making. They recognize the importance of working within a culture, and of having
a shared vision. Trust, collaboration, empowerment, student achievement, professional
development and community involvement are stressed. Some principals are catalysts for
change, others are implementers of change, and a few are gifted administrators who move
beyond practice to artistry that inspires!

in the N.W.T., principals are being asked to develop “community schools” and

“community education.” To what extent their principal experiences will involve these
aspects of leadership and whether dimensions unique to northern communities are
paramount should be revealed through an exploration of the administrative experiences of
the seven principals in this study.
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Chapter 3
METHOD OF THE STUDY

PHILOSOPHICAL STANCE

There are mulitple, intangible reclities which can be studied only holistically (to
dissociate the wholes is to alter them radically); inquiry into these multiple realities will
inevitably diverge (each inquiry iaises more questions than it answers) so that
prediction and control are unlikely outcomes, aithough some level of understanding
(verstehen) can be achieved. (Guba & Lincoln, 1982, pp. 237-238)

| used a qualitative research design to explore seven northern principals’
experiences, and to identify how their beliefs and concems were reflected in their actions.
It was important to gather the data “from the inside, through a process of deep
attentiveness, of empathic unaerstanding (verstehen) and of suspending . . .
preconceptions about the topics under discussion” (Miles & Huberman, 1994, p. 6).
Through flexibly-structured interviews, | have attempted to glean from principals, in
considerable detail, how they thought, how they came to develop their perspectives, and
what constituted their practice.

| recognize that the principals’ stories represent unique realities of “local characters,
circumstances and cultures” and their schools are like ongoing scripts written “in continual
process of transformation” (Foster, 1986, p. 200). As such, this study is based on the
assumptions of narrative inquiry, a “mutual construction of the research relationship in
which both practitioners and researchers feel cared for and have a voice with which to tell
their stories” (Connelly & Clandinin, 1990, p. 4). The practitioner’s story was key to this
study, and each principal was given opportunity, “time and space to tell her or his story
so that it too gains the authority and validity that the research story has long had” (p. 4).

| believe that people construct their own understandings from what they have
experienced and from what they learn. My task as researcher has been “to gain entry into
the conceptual world of my subjects in order to understand how and what meaning they
construct around events in their daily lives . . . that it is the meaning of our experiences
that constitutes reality” (Bogdan & Biklen, 1992, p. 34). Each principal in the study has
an unique understanding of the Department’s educational documents, and of their
implications for his or her school and community. Since experiences are integral to such
knowledge, the principal’s values are an integral part of this understanding. “Reality, as it
is lived by the subjects of research . . . is experienced holistically and mediated heavily
by values, attitudes, beliefs and the meanings which persons ascribe to their
experiences” (Guba & Lincoln, 1982, p. 249).
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The process of doing qualitative research “reflects a kind of dialogue or interplay
between researcher and their subjects since researchers do not approach their subjects
neutrally” (Bogdan & Bilken, 1992, p. 33). As an N.W.T. administrator and colleague, as
well as researcher, | am aware that my experiences and values influence my own
understanding and my interpretations of these principals’ accounts. We will influence each
other in their telling, since questions and responses are interconnected and collaboratively
constructed conversations. Hence, there will be no one truth revealed in this study.
Rather, each principal’s story will provide a rich account of the context of his or her
understanding which, since we are all also colleagues, will intersect and overlap at various
points. The patterns or themes which emerge from these accounts are one manifestation
of these connections. They will provide entry points for other readers who, it is hoped, will
find in them connections to their own practice.

The following discussion of method of the study will address five areas:

(a) Selection of Participants, (b) Research Design, (c) Pilot Study, (d) Data Collection,
(e) Data Analysis, and (f) Ethical Considerations.

SELECTION OF PARTICIPANTS

The open-ended nature of the approach allows the subjects to answer from their own
t:ame of reference rather than from one structured by pre-arranged questions. In this
type of interviewing, questionnaires are not used; while loosely structured interview
guides may sometimes be employed, most often the researcher is the only instrument,
and works at getting the subjects to freely express their thoughts around particular
topics. Because of the detail sought, most studies have small samples. (Bogdan &
Biklen, 1992, p. 3)

The target population comprised all school principals in N.W.T. schools currently
offering some form of high school programming. The accessible population comprised
schools in 37 N.W.T. communities offering high school programming at the grade 10 level,
of which 17 communities had a full complement of grade 10 to 12 programs in place in
1995-96. Participants were selected from communities currently offering high school
courses in the ten Divisional Boards of Education across the territories: Beaufort Delta,
Deh Cho, Dogrib, Sahtu, Baffin, Keewatin, Kitikmeot, South Slave, and Yellowknife
Regions #1 and #2.

Samplirg was purposive rather than random. Participants were selected through
consultation with a variety of educators (i.e., regional director, supervisor of schools,
secondary school consultant, Principal Certification Program personnel) who suggested
principals whom they knew to be successful or innovative in implementing community
schooling and high school programming in northem schools. From the names put forth and
the general information provided, | selected seven principals. Selection took into
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consideration long-term northern principals and relatively new principals; principals who
were just beginning to introduce high school programming into their communities, and
principals who had grades 10 to12 established for many years; principals from both small
and large communities; principals from both the Eastern and Western Arctic, thereby
considering the ethnic mix in schools; and representation by gender, thereby seleciing four
male and three female principals. | expected their general accessibility and willingness to
participate mignt affect the final selection of participants, but each of the first seven
principals contacted agreed to participate.

First contact was made by telephone, which allowed an opportunity for
introductions and provision of details, and also provided a chance for them to ask
questions. Each indicated a willingness to participate at that point. Initial telephone calls
were followed on the same day by a faxed letter and a consent form (also required by the
Nunavut Research Institute and Science Institute West, see appendix A). This letter
confirmed our initial contact, reiterated details of the study discussed by phone, and gave
principals an opportunity to bow out, if they wished (see appendix B).

The introductory letter provided information on the purpose ot ine study and its
benefits (to both the N.W.T. and the participant). It also gave information on research
methodoiogy, requirements of support documentation, approximate time-lines expected,
issues of anonymity and confidentialty, and university contact numbers. It concluded with
another invitation to participate, a request to sign the consent form and to begin gathering
documentation from the school, and a promise to buy dinner if we would be so fortunate
as to meet. | have had the pleasure of three, to date.

RESEARCH DESIGN

The research strategy for this study facilitated open and naturalistic inquiry. As a
qualitative research study, it makes use of the detailed and heuristic content analysis
methods of data analysis, drawing on emergent themes as they were gained through
individual interviews with the principals. The study includes thick description of contextual
data gathered through interview and analysis of documents (school handbook,
newsletters, yearbook, staff memo’s and minutes, principal’s month-end reports, school
mission statement, Department of Education documents, and other materials provided by
the principal for my orientation and understanding of his or her particular school situation).

Data were gathered in three phases. In the first phase, the principal was asked to
repond to two general questions in writing (see appendix C). These shaped the open-
ended questions that were subsequently prepared for the 1 1/2 hour telephone interview
of phase two. Phase three comprised a follow-up telephone interview of approximately
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one hour. This second interview was intended as a continuation of the first conversation.
Because it usually followed several months after the first, the second conversation was
often more reflective, with principals usually making significant comments about their earlier
perceptions, and about ongoing tensions in their workplace. After the principals received
the transcript of the second conversation, | called again to check about anything they
wished to change and to put any follow-up queries or questions or clarifications to them.
On average, | spoke to every principal between three and six times during the six months
of data collection. These follow-up calls confirmed for me how much | had learned about
each of their situations and how much understanding we had developed, an inquiry
characterized as reinforcing, congruent, or “value-resonant” (Lincoln & Guba, 1982, p.
243).

Principals received copies of the transcripts that came from our taped telephone
conversations, and were invited to make corrections and additions, or to note deletions.
Almost ali respondents remarked on their colloquial style of conversation; otherwise, very
little was changed. An interaction with one principal is quite typical of what was said:

A: This is our last wrap, and | wondered if you have further comments on your
transcript?

B: Nothing | haven't said before (laughs) There are places where { seemed to jump,
but a couple of places where | articulated really what | wanted to say and to share.

PILOT STUDY

My work with the first principal was treated as a “pilot study” in that it was
undertaken to anticipate possible problems with the research design, and possible
difficulties inherent in a “long distance research” design which would be heavily
dependent on my gaining comfort with telephone interviewing. In this pilot study, |
focused on ways to gather preliminary data, prepare for and refine interview questions,
and gain confidence in telephone interviewing. Things went well and subsequent
procedures were similar to the “pilot” completed with the first principal.

| gathered data in three phases. The principal first responded to my two general
questions in writing, which he faxed to me within the month. His 10-page response
shaped the open-ended questions that framed our 1 1/2 hour telephone interview (phase
two.) For phase three, | completed a follow-up interview with him in Yellowknife after the
three-day Principals’ Workshop to which | had been invited. No changes were made to
the first transcript, but new ideas emerged from this second interview, which was
constructed to include open-ended questions on topics raised in the first interview, and
which provided further clarification, as well as more general input from the respondent.
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DATA COLLECTION

The naturalistic enquirer, believing in unfolding multiple realities (through interactions
with respondents that will change both them and the inquirer over time) and in
grounded theory, will insist on a design that unfolds over time and which is never
complete until the inquiry is arbitrarily terminated as time, resources, and other logistical
considerations may dictate. (Guba as cited in Owens, 1982, p. 6)

Having chosen a qualitative approach for this study, major data gathering
strategies included letters, semi-structured interviews, reflective conversations based on
interview data, and document analysis. Beginning in early January, | determined a list of
participants based on the names | had been given, and contacted principals by
telephone, beginning with one and then adding more as my time permitted. | was
heartened by their willingness to participate, because it was quite clearly going to be time-
consuming for them, and they were all very busy people.

Each of the principals was sent an introductory letter which confirmed the
information discussed by telephone, and was asked to return a signed consent form, and
to respond to two questions in writing or on audio tape (appendix C). Flexibility was key,
as distances would prohibit meeting most of my participants, yet allow face-to-face
interviews in other circumstances. In my opening letter | referred to the flexibility inherent in
the study:

Methods of data collection may vary with my proximity to the school and the comfort of
the principal in using various means of communicating ideas. Together, we will attempt
to find the best way possible to conduct interviews and share information. . . . Most
interviews will be completed via telephone; for some principals, interviews will be
done while they are in Edmonton or Yellowknife on other business; others may agree
to tape record their responses to questions and send them in to me for transcription;
and yet others will communicate via e-mail. . . . Less “conventional” methods for
completing interviews may have to be invented along the way for the process to be
as thorough and satisfying as possible.

Phase one required a thoughtful response to two questions on celebrations and
challenges of the past year. | believe that it was the opportunity to reflect on their school
in terms of topics that piqued their interest! Most principals faxed written responses of
between two to ten pages. One principal tape-recorded his thoughts, (“I do too much time
in front of that computer already”) and another responded by telephone. | transcribed
each of these responses and sent them copies.

The purpose of the two open-ended questions was to establish an understanding
for each principal’s school reality, and to use it as a beginning to shape the semi-
structured questions for the upcoming 1 1/2 hour telephone interview. Interview questions
were also urgea by the information that principals began to send to me about their
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schools, a variety of riches that came in the form of newsletters, reports, school
handbooks, newspaper clippings, yearbooks, pictures, and even one school video!

Transcripts

Following the first (and also with the second) interview, each principal was sent a
verbatim transcript of the telephone conversation, and was invited to comment or make
necessary corrections and additions to the transcript. This allowed for verification of details
in the transcripts, and confirmation of my understandings of their stories. | completed all my
own transcribing as | became keenly interested in replicating as closely as possible the
nuances ! had caught in the interviews . . . the chuckles, the laughs, the pauses and the
silence. . By doing my own transcribing | could also capture the punctuation that would
best depict the meaning of what | had heard. My respor.dents did not indicate otheiwise
when they returned transcripts to me.

Some principals sent more school documents and materials as a result of the first
interview, and so my orientation to each story became more complete, and aiso provided
important triangulation or cross-referencing of meaning.

The Telephone Interview

The interview questions were generally open-ended, and were drawn from the
principals’ initial written responses. As such, the interview was based on their realities,
celebrations and concerns emerging from their school context. Interview questions tended
to focus first on the present and the personal, and then move to the past. This seemed to
be a reassuring and comfortable starting point, and stimulated memory of past events. |
drafted a set of questions to direct the first interview (see appendix D), intended to keep
me focused on the principal's story; however, these were intended only as a guide to the
interview, and were not followed verbatim, as | asked questions of clarification and
elaboration where necessary, and sometimes passed by questions that had been
answered elsewhere, or reiterated the question, paraphrasing what | understood to that
point before inviting further details.

At the end of the interview, principals were encouraged to add other insights, or
suggest further ideas beyond those discussed. Documents mentioned in the interview
process were also welcomed. For example, one mentioned a 20-page visioning document
that was used before constructing the new school, and also a student film that had been
made as the school was being built; both were sent to me, and further illuminated and
enriched my study.
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| worked with three respondents at the time of the Yellowknife Principals’
Conference in April; one was an opening interview, and the two others were follow-up
conversations. All three face-to-face interviews were significantly longer, which perhaps
speaks to the more congenial setting, and lack of long-distance costs! All interviews, as
well as the Principals' Conference itself, enabled further confirmation and clarification of
data, extending and enriching the information that had been gathered to that date. The
interviews also afforded the opportunity to “put a face to a name,” a new dimension to
what had to that point been strictly telephone work.

Importance of Ongoing Communication

Care was taken to maintain communication with all principals. The fax machine
proved invaluable in enabling me to send a short note of thanks after an interview, or
make contact when transcripts were about to be sent, or to arrange for another interview,
and to thank them in June (see appendix E). A thorough and continuing relationship was
mainta:'£d in this way with all respondents. | recognized and appreciated their incredible
commitment in terms not only of their time, but also their willingness to give real thought to
the process and make it worth pui'suing.

The inquiry was “terminated” in each case after the follow-up interview was
completed, although | maintained contact with principals until after they had confirmed
receipt of the last transcript. Interviews took place between February and May, which
gave time for the unfolding of “multiple realities” and several “ah-ha’s.” Transcripts
averaged 28,000 words per participant, and yielded a rich source of data for the study.

DATA ANALYSIS

From the start of data collection, the qualitative analyst is beginning to decide what
things mean - is noting reqularities, patterns, explanations, possible configurations,
causal flows and propositions. The competent researcher holds these conclusions
lightly, maintaining openness and skepticism, but the conclusions are still there,
inchoate and vague at first, then increasingly explicit and grounded, to use a classic
term of Glaser and Strauss (1967). (Miles & Huberman, 1994, p. 11)

Qualitative data analysis is a continuous process. In the content analysis method
of qualitative research, themes begin to emerge from the resea: " h as gained through
interview. Data analysis is ongoing through data collection that is iterative in its process.
Broad-scale exploration at the outset has been accompanied by continual “checking for
accuracy, seeking verification, testing, probing and confirming as the data collection
proceeds” (Owens, 1982, p.11). Data analysis involved categorizing of transcripts,
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document analysis and the identification of critical incidents. Themes emerged from the
research gained through the interview. First, categories were found in principals’
responses through careful coding, and became the basis of thick descriptive analysis.
Data were analyzed for regularities and patterrs and possible topics. Secondly, the
interview transcripts and field notes were then read through rapidly and consecutively a
number of times. Themes and underlying patterns emerged from this inductive process
which were verified with participants.

Trustworthiness of the Data
it trail
As Owens (1982) stated, “Judgements and conclusions in the report should be

demonstrably reasonable, meaning that they are well connected to the evidence and
supported by a carefully maintained audit trail” (p. 14). An audit trail of tapes, transcripts,
interview notes, journals and documents was collected and stored for purposes of future
referral. Throughout the research process, 1 kept a journal comprising personal memos and
commentaries to record ongoing speculations regarding data collection and analysis. This
was valuable for tracking new directions and learning throughout the months of research,
and later aided in identifying themes, and in developing judgements and conclusions.

Techniques to maximize “trustworthiness” of the data included seeking clarification
and elaboration of responses throughout the interview session, summatrizing points as
they were made for confirmation, and doing foliow-up. Respondents received transcripts
of their interviews for purposes of verification and were given the opportunity to correct
and enhance them. Because the study was completed over the summer and principals
were not in school, it was not possible to ask them for feedback on the first draft of the
findings chapter. However, principals were asked for comments and feedback related to
the accuracy of both data and interpretation throughout the months of the study. Follow-
up interviews offerad significant opportunity for clasification and ongoing discussion of
issues.

Dependability and Confirmability

Although there is much more that can be leamed by continuing the conversation
with each of the principals, | am confident that the data gathered were dependable. Miles
and Huberman (1994) speak of confidence in qualitative data: “The time involved and the
inherent flexibility of qualitative studies (data collection times and methods canr be varied
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as the study proceeds) gives further confidence that we've really understood what has
been going on” (p. 10). | made conscious effort to mcnitor my biases and assumptions
through constant referrals and member checks. Given my long experience in northern
education, | have also placed trust in my own judgement. Triangulation, which is intended
to ensure that data are trustworthy, was for me more important as a means of gaining
greater understanding of principals’ realities. However, it also coniirmed their stories.

ili

The thick description emerging from seven principals’ stories offers sufficient detail
to provide readers with the needed context and sufficient understanding to determine
where the information falls. Beyond the specific research subjects and their settings, the
study has transferability “if enough ‘thick description’ is available about both ‘sending’ and
‘receiving’ contexts to make a reasoned judgement about the degree of transferability
possible” (Guba & Lincoln, 1982, p. 246). | believe that there is much of what these
principals spoke that will strike resonances with other educators. It has been argued that
essentially, “human behavior is not random or idiosyncratic. There is more about us that is
the same than different, and findings can be easily generalizable to other settings and
subjects” (Bogdan & Biklen, 1992, p. 40).

The same authors contend that “the worth of a study is the degree to which it
generates theory, description or understanding” (p. 46). Although it is not intended that
generalizations be drawn from a study such as this, it is hoped that readers will find
resonances in the stories of the principals as presented, and gain insights into some
issues of school leadership in the north today, as seen from their perspectives.

Throughout the study, it has been my goal to provide thick description that is

mora than mere information or descriptive data: it conveys a literal description that
fig... atively transports the readers into the situation with a sense of insight,
u:-gerstanding and illumination not only of the facts or the events in the case, but also
the texture, the quality, and the power of the context as the participants in the
situation experienced it. (Owens, 1982, p. 8, emphasis in original)

ETHICAL CONSIDERATIONS

Ethical considerations were closely observed. Principals were always aware
when conversations were being taped, and were assured that information was given in
confidence; that their names and the names and locations of their schools would not be
used in the document; that the information about people, places and situations as found in
the transcripts would also remain confidential; and that the data gathered for the study
would be synthesized so as not to identify specific schools, situations, or people, as
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much as is humanly possible. Given that the N.W.T. comprises relatively few people,
and is in some ways “a small community” regardless of its land mass, | forewarned them
of the possibility that some schools and names could be identified by some people
through the process of elimination, particularly in the first year of publication.

I have worked for many years as an educator in the N.W.T., and have purposely
nat selected my own school or district for this study, feeling that the possibilities for bias
might be too great to put aside, or would be perceived as such.

A few of the stories told me by principals could potentially cause harm or
discomfort to them. | included these by avoiding specifics, using adequate information to
maintain their richness without compromising confidentiality. These pages were checked
through by participants and were permitted to be included in the study.

| have endeavoured to make this as authentic and honest a rendering of the
thoughts and ideas, stories and beliefs entrusted to me by the seven principals. Copies
of an executive summary of this study will be sent to them.

In narrative inquiry, it is important that the researcher listen first to the practitioner's
story, and that it is the practitioner who first tells his or her story. . . . Because
collaboration occurs from beginning to end in narrative inquiry, plot outlines are
continually revised as consultation takes place over written materials and as further
data are collected to develop points of importance in the revised story. (Connelly &
Clandinin, 1990, pp. 4,10)
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Chapter 4
THE PARTICIPANTS AND THEIR EXPERIENCES

For in every action what is /Jrimarily intended by the doer, whether [s]he acts frorn
natural necessity or out of free will, is the disclosure or his [or her] own image.
Hence it comes about that every doer, in so far as [s}he does, takes delight in
doing; since everything that is, desires its own being, and since in action the being

of the doer is somehow intensified, defight necessarily follows. . . . Thus, nothing
acts unle;ss [gny acting] it makes patent its latent self. éante, translated in Arendt,
19568, p. 175

My own work and interest in educational leadership, and my commitment to doing
research significant to northern education, have led me to this exploration of the work of
northern principals. Each of the seven principals interviewed over six months recounted
stories of school successes and challenges. Their stories reflect beliefs and attitudes that
drive their actions and define the nature of their leadership, creative action that is context-
driven, each s:tuation unique in its demographics and human dynamics. Their stories
identify actions of men and women who as principals have chosen to be “doers,” in terms
of the opening quotation, concerned with making education relevant for students and
connected to community aspirations.

THE PARTICIPATING PRINCIPALS
All seven principals’ stories represent unique realities of local circumstances that
are in continual process of transicrmation, and it is important to recognize that their
understandings are constructed from what they have experienced and learned there. Each
principal in this study has an unique understanding of the educational mandates and their
implications for his or her school and community. As one principal explained,

When | talk to other principals in the region, a lot of times we do things completely
different, we approach them from a different way, our schools are run differently,
you know, there’s a lot of things in common but there’s a whole lot of things too
that arent. There’s a lot of things that aren’t even looked at in the same way. A lot
of it depends on your community, because your school reflects how your
community thinks.

The four male and three female principals interviewed represent both Eastern and
Waestern Arctic communities, some under 500 and others over 3000 in population, and
some above the Arctic Circle. Three communities have offered grade 12 programs in their
school for many years; the other four are smaller communities where grade extensions are
in progress, extending to grade 12 next year. Neverthless, several of these smaller
community schools have offered some grade 12 coursework this year, in each case using
distance education and staff support to guide the student through his or her coursework.
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One principal was in a 9-12 urban high school; the second, a 7-12, and the third,
a 6-12 school. The other four principals were in K-11 schools, officially extending to grade
12 programming for the first time in 1996-97. Three of the communities have a direct link to
the “south” via road; two are accessible by air and winter roads; and two are accessible
only by air. Insofar as they are separated by hundreds (and sometimes thousands) of
kilometers, all schools experience a type of isolation thal schools in the “south” are less
likely to encounter.

Every school was unique, as reflected in the richness of each principal's story. All
principals were active change agents for their schools and in their communities, some
working with Department of Education personnel, others working within the staffrooms of
their schools or the business sectors of their communities. The first participant, in his fourth
year as principal of a 9-12 urban high school that currently houses 450 students, cited the
planning and building of a new school that opened just this year as “one of the most
significant and worthwhile projects | have ever been fortunate enough to work on.”

The process used to plan the new building was “at the heart of the success and
philosophy of the school” and included extensive visioning with community stakeholders
in considering fundamental change in attitudes and approaches to creating a future school:

a whole community effort in the sense that we talked to students, we talked to staff,
we talked amongst ourselves. . . . We also spoke to the general public, our trustees,
and just generally architects who had had a lot of high school building experience, and
to the point of opening up a store front and allowing the general community to be
involved. . . . And | think that the more that we talked, and shared a vision of a building
that was more than nine-to-five, that it was service to community, and in essence,
though not a formal community school, a community school that was open more than
was typically experienced, and it seemed to work, and we are still in the process of
discovering the potential of it all, and it seems to have worked very well.

He stressed that ultimately, it is the “instructional and operational philosophies . . . that
have made us a very high profile school” more so than the new building itself.

The second participant, in his third year as principal of a 7-12 school of 450
students, took a similar approach towards school growth and improvement, eliciting the input
of all community stakeholders in an overall plan to improve the quality of education in their
school. He felt confident that the emerging school improvement plan would become “a
blueprint for hiring, for timetabling, for staffing, for basically any set of initiatives that are going
to be taking place in this school,” as the plan provides the framework and process for future
school improvement. He saw it as a means of not only enhancing school operations and
public perception of the school, but also uplifting staff morale:

| guess I'm a big believer in having some sort of accreditation, some form of formal

mechanism for accountability, not just to reassure the public but it's also a way of
giving due credit to the staff and students for a job well done, and it's done in a very
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public way. My experience has been that it can be a real positive instrument that
enhances staft self-esteem, make them feel real good about the work they’re doing in
the school and about their place in the community.

For the third participant, a long-time principal in a small K-11 school of 150
students, the majority of whom are aboriginal, planning a new school was a community
event that included creating a parent questionnaire on report card day that yielded near-
100% response, and ensuring that students were also involved in the process:

As well as the junior high students, all the intermediate classes spent time with the
architectural team learning about the process. The grade 4-6 class spent one morning
with two of the assistants using recently learned measuring skills to measure the sizes
of existing classrooms which will remain as part of the new building.

The process created a design which will yield “a community school since the students
have been such an integral part throughout the process.” She felt the process was very
useful because “the students did some real-life learning in a situation which we would not
have been able to provide; they took the process very seriously, including the
presentation to the steering committee. . . . even months later, | see the students standing
in front of the design and talking about their role in the process.”

Sharing facilities with Aurora College builds on the concept of creating a community
school. She enjoys a close working relationship with the adult educator:

She uses our science equipment, we use her library, it's always been that way. . . .
We were the first ones that started saying, put us together, we'll share computer
rooms, we'll share library, we'll share science . .. she can't afford the computers, |
can afford computers; but | can’t afford a CTS [Career c.nd Technology Studies)
instructor, whereas if we use her students, we've got enough students that she can
teach, so we just sort of share.

My fourth participant was a second-year principal who spent 50% of his time
teaching. His K-11 school housed 165 students, the majority of them non-aboriginal. One
of his initiatives over the past two years involved working with the business community,
and through them he has effected positive changes in school programming by promoting
strong school-community links. He pointed out that “when you teach in the far north in a
small school, you only have so much staff to go around. You are therefore limited in the
number of courses and the variety of courses that you are able to offer.” He felt strongly
that “CTS opens the door to a much broader variety of experiences potentially that the
students can have, other than what's being offered right in the school. . . . Many, many,
many more options.” However, he put in countless hours of leg work to educate the
public and “sell” the idea of developing CTS modules in partnership with the business
community:
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| asked to be put on a Chamber of Commerce meeting and | went to the Chamber of
Commerce meeting and went with a rather thick blurb and gave a copy to each one at
that meeting . . . | went irough everything in living detail, and it was like a salespitch.
In fact, it was a salespitc :ecause | was selling CTS, and | was telling people, you
know, it's a community-based school, that's where it is. That means that you as a
community have a responsibility. You are the business leaders of this community. You
have a responsibility to those children, to give them the variety of educational
experiences that they deserve.

The fifth participant has been a principal for three years in a small K-i1 school of
about 150 students in an isolated Inuit community. Her interest in providing more relevant
learning for students was exemplified in the success she has seen in bringing elders into
the school for a second year. The program “involved 10 elders, women and men, who
came to the school to work with students to share their traditional knowledge of Inuit culture
and language with students and to teach students about traditional skills.” Students were
not the only learners in this process:

Not only have students benefited from our elders program, but we as staff
members have also benefited greatiy. We have learned a great deal about Inuit
values and beliefs by having the elders work with us during our professional
improvement days last year and also on a few occasions during our weekly
theme planning sessions. This time also allowed ali staff members valuable and
necessary weekly preparation time during the school day. In March of last year,
several staff members chose to meet with eight elders for our five days of
Professional Improvement and to brainstorm and record the skills, values, and
knowledge our students should develop.

The benefits were significant, as students were “afforded the opportunity to develop a
better sense of self and pride in the Inuit language, in their heritage and their culture.”

The sixth principal was a seasoned northern educator and principal for four ycars
in an isolated community of about 900 people, with a K-11 school of 190 students. The
nature of the community required implementing two aboriginal curricula, both Dene Kede
and /nuugatigiit, in this school. When she first came into the community four years ago, this
principal was surprised to find that

there really was no land program, no activity program, that involved traditions and
hunting and those kinds of things. There was no set program. The only time it
happened was if there were individual teachers who wanted to take out their kids, and
basically they took them out themselves, and some way finaggled people to help
them out, borrowed some skidoos and things like that. And that was happening in
isolated cases where teachers were very interested. | had come from a school where
we had a very good program going, we had a program for the older kids that went on
year round, plus a lot of different camps, and so on. It was surprising that up here, it
wasn't happening. That was another big thing that we started to work on.

In the beginning, “a lot of this was done on very small scale, sort of just trying to
get our way in to it" whereas "this year in the fall, the whole school was involved in
netting and smcking fish and the whole thing like that. Then as the ice froze over, we did
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jiggling, snaring, trapping, those kinds cf things.” Gaining support from the community also
came over time, and “gradv ally over the years we got more involvement.” This year, "one
of the big steps is that most of the land trips have been paid for through the Aboriginal
Committee, rather than our local CEC (Community Education Council) or school
organizations. That's a big step.” Her personal belief that culture is an important
component of her students’ education is espoused by many of her aboriginal parents:

Well, | think that you need that as well in order to make the connection. Even the
parents who real K stress the academics and doing the academic work still see the
need for a lot of the cultural progams that we do. They don’t want to see it as
detracting from academic levels, but they see it as an important thing for the children to
participate in these things.

The seventh participant, an experienced northern educator and principal of a 6-12
school of 190 students in an isolated community, spoke to the realities of offering grade
extensions in small northern communities. Going to a regional high school often yielded
high failure rates amongst the young students leaving home, “so there was quite a bit of
failure that was based on social failure as much as anything else. There were occasional
social problems or homesickness.” However, staying in the community for high school

involves making some choices, and also involves some compromises as everything
does, | guess. We can’t do the same kinds of things in the community high school as
you can in a bigger school. The economy scale just isn’t there. However, you've got
the support of the community and the support of the families and the fact that the kid is
in l?]is or her own hometown makes it easier, so we've had a fair measure of success
with it.

Oftering both 10 and 13/16 courses in a small school puts an enormous strain on
resources. The principal pointed out that his school has a total of 80 high school students
of whom eight were in grade 12; the numbers opting for academic courses were small. He
explained that there is pressure from the Board that the school offer the 10/20/30 courses
and to have students in all of those, “but in Alberta, not every student takes 10. Quite a
few take 13 and because of the small numbers and the fact that English is a second
language for them, quite often 10 is not the appropriate course.”

In northern communities, high school tends to be the “levelling ground,” which
explains the bottleneck that occurs in grade 10 in his school. Whereas students tend to be
promoted with their peers throughout their early schooling, when they reach grade 10,
they are faced with completing 100 credits in order to graduate. These students can be

“anywhere from 14 to 19 or 20" and still be in grade 10 because:

a lot of kids who have moved along on a yearly basis suddenly have the brakes
applied to them as their move now is determined by what they have accomplished as
opposed to time passage. So there’s a fair good-sized bottle-neck in there. . . . We
have the grade 10s who are taking the academic courses, the 13 and 10 level
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courses, and we have the grade 10s who are doing upgrading or who are doing the
16/26 level courses or mostly CTS modules or who are quite tar behind. What often
happens is that they will spend one or two years in grade 10 and that's the end of
formal schooling, they'll move on into the world of work or whatever. Or they can
spend one or two years in grade 10 and then move into the 10 academic stream, if
they have sufficiently upgraded or caught up to start taking maybe English 13 or Math
13 and so forth. And then move on towards a High School Diploma in that area.

The realities of being a principal in the north are in many ways unique to the rest of
Canada. The seven principals interviewed for this study voiced concerns that can be
attributed to this northern reality. They shared the belief that continuance and funding of
new programs are daunting challenges given current fiscal realities; and that school
leadership in the N.W.T. today is indeed a massive undertaking. Sheer geography,
distance and climate affect their working circumstance. More and more, education in the
north is being deteimined at the local level. These principals recognize the importance of
taking a collaborative approach, connecting with community stakeholders and devetoping
new visions and strategies for education. In a land that fosters severe isolation, one
cannot afford to act alone.

To conclude, considerable emphasis has been placed on the northem school
administrator to be the driving force for change at the school level as well as in the
community. Looking closely at the main issues that arose through the conversations with
principals, | have identified five broad categories that will frame the remaining discussion of
this chapter: (a) A Belief in the Future, (b) Handling the Challenges, (c) Working between
the Lines, (d) Positioning in the Culture, and (e) The Unending Workday.

A BELIEF IN THE FUTURE

Good things are happening in our schools. Don’t lose sight of the good thin?s that
have happened. We have made a lot of changes and we have had a lot of success.
(Helen Balanoff, Principals’ Workshop, 1996)

These words reflect the importance of not letting our vision become too darkened
by current issues. Hope is a powerful motivator! It is fascinating to discover against the
backdrop of endless challenges that beset northern principals the gentle flickers of hope
that flame their imaginations and flare their energies. To be human is to live with hope; to
be an educator is to live with the belief that tomorrow can be better. There are various
examples of such belief reflected in these principals’ stories; their actions also speak to
creating more promising tomorrows. This section will deal with several indicators of these
principals’ belief in the future: (a) Career and Technology Studies, (b) Bask in
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Successes, Learn from Failures, (¢) Opportunities for Students, (d) Hope in the Students
to Come, and (e) Leadership that is Collaborative and Inclusive.

Career and Technology Studies: “A Breath of Fresh Air”

Most of the principals spoke favourably to the introduction of CTS as offering
endless flexibility and choice in student learning. CTS implementation has the potential to
bring new dimensions for program delivery, with courses offered in one-credit modules,
enabling students to pick up missed or failed units of work rather than repeating entire
semesters. One principal described the potential:

This wonderful effort is a breath of fresh air and has aliowed educators to begin to
realize a different vision of education. Our school has taken it on with a

vengeance. . . . we now offer modules in Information Processing, Financial
Management, Enterprise and Innovation, Communication Technology, Design Studies,
Legal Studies, Community Health, Tourism, Foods, Renewable Resources and
Cooperative Education. It is truly exciting and rewarding to see the kind of learning
experiences that are taking place for students and the difference it is making for them.

He suggested that CTS course offerings “also highlights that school has to be more than
academics.” Furthermore, the CTS program “offers the kind of variety, flexibility and
application that students should have afforded to them within the main ‘core’ curriculum. it
would be my wish ihat we begin to approach ali learning in the same manner.”

in th2 north, technology is increasingly being integrated in both the school
programming and opezations. “The sooner we learn how to use it effectively, the more
potential we will realize in it.” Although schools are at different stages of technological
development and readiness, most are taking strides in this area, with some principals
showing tremendous creativity in inspiring their communities and funding their initiatives.

C.1.S. and Business Partnerships.

Most principals saw CTS as related to creating learning networks and
partnerships. One explained that “CTS doesn't stop in the school walls . . . so I've tried
to emphasize the role of career, or cooperative, education as CTS off-campus. And that
really ties in very well with learning networks and work experience.” Another added that
“_artnership is essential to all of it, the whole thing is supposed to be about the
community being involved in the school, and the schoo! opening its doors to the
community . .. the walls keep out the col¢ and the rain and the snow, and so does the
roof; other than that, they are really invisible.” Some CTS modules are being developed
by local businesses, with the help of teachers, and these are enhancing course offerings
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in one principal's K-11 school. He enthusiastically described some m:- {srials current”:
ready for use in his school:

This is one module! This is carpentry. One credit. This is the construction one. | have
4 of these developed. | have 4 of these big binders, and | can use them for ther
students if we have opportunities in the future. I've got the equivalent from the
Canadian Imperial Bank of Commerce, and a student going out there now. I've got two
at the Northern store . . . you know, that’s real commitment! These people are doing
this free of charge. They're not charging us for this!

T n ltural in
An Eastern Arctic principal concurs that CTS can offer authentic learmning for her
students: “We’re really trying to look at the community experience and CTS also as ways
to bringing meaningful leaming to the kids. . . . can we decide across the Territories,
because it's so individual, community to community as well.” The CTS modules
developed in her school reflect a commitment to »roviding relevant learning for students:

Just to give you an example, four staff members were involved in developing three
CTS courses, and they also worked with two staff members from another school.
They used their Pl [Professional Improvement] funds to come and join our staff
members. And elders were part of it, they wrote and developed three courses for
students. One was on skin preparation, preparing seal skins; the other was on kamik
makin?; and third one was on igloo building. And elders were part of that development
as well, and it was really exciting.

When asked to explain how she meant “exciting,” she described how the students
had enjoyed the cultural leamings of their elders, traditional knowledge being shared by
community members:

| think a lot of the excitement was that sense of self and purpose of being able to
complete something; they did it, that sense of taking a project and working through it
and doing it. Two o the young women in the grade 10 pro,gram, we just have two
who have actually finished their kamiks and then there are four more who are close to
finishing; but to go through and they've made their first pair of kamiks, they were just
blown away (laughs).

Beyond the excitement is also the hope that lies in holding on to language and
culture in this way, young people given the opportunity to claim a piece of their heritage:

we have elders and women in their fifties and sixties who still have that skill, but
there’s a whole group, almost a void of women especially in their 20s and 30s, women
in their 30s who may have gone to residential schoo! or to schools not in their
communities who didn't have opportunities to learn those skills from their mothers or
their grandmothers.

In a Western Arctic K-11 community school, some CTS coursework was also
being interpreted through the cultural programs:

but because of our mission statement, culture is very much part of our school
programs, and for our high school students, we are doing a forestry pilot for the Career
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and Technology Studies. One of the courses that needed to be done was the Woods
Survival ccurse; we hooked it into the community hunt last week, so the kids sort of
got both, tt.ey went out for the whole week, did the community hunt with community
mernbers, b.: also did the woods survival skills required for their credits for the course.

One enterprising principal described two CTS modules offered in his school:

well, from Spring camp we have a group that goes to the Halibut fishing and they do
a study of the halibut fishing industry from the fishing shacks back into the fish plant
here in town, to the processirg of the fish and getting sent on the plane and going
south. That's one item. Another item is, we have a video-making unit that ties in with
many of the other units, where a small film is made about a particular topic, it could be
a tourism topic or it can be a caribou hunting trip or whatever, and there’s a CTS unit
on video technology.

He further described how a third CTS module had accomplished three happy purposes:
the students had a highly enjoyable and hands-on learning experience; the community
was offered a service not normally available, given its isolation; and the school made
some money for future entrepreneurial projects:

They've also offered photography here in town, and there we had an integrated unit
that involved marketing, business and photography. Four girls and | think a couple of
boys from the Grade 10 Alternatives took the pictures of nearly everybody in town
who wanted. They had a sitting fee of $2 and processed them and made packages
and sold them for $30 or $35, for which itinerant photographers coming through charge
$100. That generated about $5000 for my slush fund (laughs) in addition to pleasing
the community a great deal because this was a service that's not present, and when
we did provide it, it was a lot cheaper than the other guys going through, so | think all
around it went very well.

These principals saw technology as a means of attracting students to learning.
One principal suggested we excite and involve students in school

not just in the traditional extra-curricular although it remains one of the keys to keeping
students in school, but also by trying to create game centers in the school, to keep
them in the school. . . . using technology in practical ways to ensure that the video
generation is “hooked” not only on the tools, but the content. Learning, more than ever,
must be fun. Leaming through doing is a key.

These administrators generally saw CTS as “a breath of fresh air that has allowed
educators to begin to realize a different vision of education.” It provides opportunities to
offer a smorgasbord of authentic learnings for all students.

“Bask in Our Successes, and Learn from our Failures”
It is human to focus on the problems in a day and undeniably, there are many.
One principal, feeling he had been spending a disproportionate amount of time on
negative aspects of his work, noted, “That's what | mean about giving you a sense of
balance. There’s a lot of good things going on, but you know what it's like. You spend 80
per cent of your time with 20 per cent of the problems.” However, there was general
recognition amongst principals that when they take the time to pause, there are indeed
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many reascns 1¢: velebration in their schools, and they took clear pleasure in reflecting
back over the highlights of their year. Somewhat like raising one’s eyes to the horizon, it
can be a worthwhile and affirming process when practiced by principals and their schools.

for Celebrati

Principals found celebration in many events. Several principals identified seeing
greater student success as a result of the grade extensions program as reason for
celebration; two cited the implementation of aboriginal curricula (Dene Kede and
Inuuqatigiif) and the extension of land programs and cultural camps as paramount in their
school focus this past year. The development of a Cooperative Education Handbook for
students and businesses was identified by one principal as one positive development.
Another principal spoke of eliciting strong staff participation in after-school and community
events as cause for celebration; yet two others described recsiving strong CEC support
in school fundraising as well as developing school-business partnershigs. Making the
school more accessible to community was mentioned by all principals.

Several principals spoke highly of participation in successful school-community
visioning workshops over three years and their work with elders in the schoo!. Continued
efforts in implementation of the inclusive schooling policy were also described by several
principals as making progress. One principal cited the successful completion of a
mandatory 4-week healing session for all high school students in one community school,
and another the strong in-school parent volunteer program in the school; renovation or
building of schools with wide input from a variety of stakeholders was also mentioned by
several principals as celebrations of this past year.

Many principals expressed satisfaction in collaborative visioning activities that
build a better school. The following principal's words express the syne:gistic power of
working with her staff, and reflect her personal excitement:

As a staff, we spend a great deal of time discussing how we can improve to provide a
better environment and education for our students. As we try one thing, other
concerns are raised and we move to try and deal with this. | believe this is one of the
reasons | like my job. In 15 years, we have never accepted that we are doing
everything right and we are willing to research and experiment with different ways of
doing things. | look foreward to going to work everyday and bask in our successes
and leamn from our failures.

Asked what gives her job excitement, she responded that “it's the successes,”
adding that she has leamed that it is essential to take time to “reflect on where we are and
where we’ve come, instead of always looking at where we haven't gotyet ... look
behind and look at where you came from.” Good things have been happening along the
way.
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Opportunities for Students
Northemn students may live in relative isolation, but often a great effort is made to
conner:t them with their southern peers. Travel costs tend to be prohibitive, yet schools
find pockets of money that enable travel for deserving groups of northern leamers. It can

be said that students in the north enjoy opportunities afforded comparatively few of their
southern counterparts:

The kids here have had things that | think the kids in the south can only dream of. |
know a couple of years ago, we had some of our students here went to Inuvik and the
Edmonton Symphony Orchestra was in town, and they actually got to play with

them, you know? They actually got to play the violin and those kinds of things that
happen in the north.

In this year’s regional science fair hosted by her school, this principal could claim
90% participation by the students of her school. The success speaks to a whole-school
commitment by students and staff. “We basically set aside time in science classes and in
classes in general to concentrate on Science Fair projects. And | know the larger schools
don't.” Four winners, two in junior high and two in high school, all from her community
school, went on to participate in the National Science Fair in North Bay this year. That the
airline lost “all the backboards with their stuff on it” was met with characteristic humour by
both the principal and her science teacher, and a “back-up solution” was soon devised in
the event the airlines failed to find the missing displays in time for presentation:

One of our teachers here is from North Bay and he called his dad, and his dad said he
would help them remake the backboards it they didn’t show up. He hasn't called back,
so | don't know what happened (laughs).

A pri' cipal from another district reflected on the success of his young science
students . us year, and the tremendous commitment shown by teachers as well:

We had a Science Fair and went on to the regionals; now two of our students are
oing on to the nationals in North Bay, Ontario. We also had a Geography Challenge.
ne of our students . . . went on to the territorials and wrote the territorials. Came back
from Mexico two days early to be able to do this, and | had two people on the staff
take a day, a Saturday from their spring break to go in and do this geography
challenge with him. But here’s the payoff. He's going to Ottawa, to the nationals. . . .
Those are the little flowers that show that this school is moving in the right direction.

With less money available, principals focus even more on making travel an
educational experience by addressing curriculum objectives as well:

We had a French Immersion and second language French group combine. They're
over in Paris (France) right now. Not a Travel Club but very much a curriculum based
expedition that was just incredible. The amount of detail they put into it, the agenda,
the learning objectives, everything that went into that, these two staff members took
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that on and while there was some direct dividend for them to do it, there was also them
thining of opportunities for students.

This principal added that although there should always be value attached to
school activities and events, “i don't know where it's written that being sound in the
program area is antithetical to being holistically supportive of students. A1 - here's my
struggle.” In all, principals spoke highly of the staff initiative and commitment that has gone
.nto creating the rich variety of opportunities available for students in their schools.

Hope in the Students Coming Up

Many principals spoke of “the next group of high school students” with eager
anticipation, kids more equipped to learn, with more voice and potential than the ones
currently going through the high school process in their communities. It is clear that the

work towards this goal has been long in coming, and that there are still struggles:
It's better that you've gone through the growing pains with the students that you
have, because by the time they are in grade 10, they will have dealt with all that stuff
and you are going to offer them an excellent program . . . there's hope that they'ie

going to be on grade level. They're readers, they're writers, they’re mathematicians,
they have the skills that they need to be successful.

Grade Extensions Program
The excitement for upcoming grades in the high school is about making progress

with students by empowering them in their own learning process:

one of the most exciting aspects is for kids, they're now our high school students, and
even our grade 8 and 9's, they have a voice now, to be able to say, | don't
particularly like the way we’re doing this at our school, whereas before, they didn't
have that voice, or | didn’t have the feeling that they had that voice. It was adults
rgaking d?‘cisions for kids, not with kids, and for me that's been really exciting to see
the growth.

Another principal spok:; of a particularly strong group of students entering the high
school, but recognized that their language sk...s may be weaker because they are ESL
students, having completed their first years of schooling in their aboriginl language:

Yeah, I'm sure that some of those five will pass Math 20 as well, and as we keep it
going, Math 30 the following year . . . that little group, that very good core group of
grade 9’s that came in. I’'m not sure if they're going r© do as well in the more language-
intensive subjects as English and Social £rudfies, a¢ they did in Math and Science.

The grade extensions program has succeedec i ~ifering greater I.aming access
for students across the territories. As more students “drop: back in” for high srhool
upgrading in their community, the potential for success is more clearly within their reach.
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Keeping students in their home communities for school is more effective than sending them
to regional schools

because they're home, and because they're home, they're supported! They've got
mom and dad, or mom or dad or whatever, and they've got teachers who can call
home . . . who can ask for parents to come in . . . who can contact on an ongoing basis
if necessary.

Most principals felt that today’s high school students generally have a better chance
of success than prior students who had to do their learning far away from the influence of
home and community. The difference was already being seen in some schocls, and
anticipated in others.

Leadership is Collaborative and Inclusive

That the principals believe in the future of education, and that they see it as
important and hopeful was evidenced in their leadership style which was frequently
collaborative, leading with others and from within. “It comes down to being willing to work
really hard, to be willing to really listen to people, and really understand what they’re
saying.” Another principal added that there must also be a “willingness to be able to grow,
to be accepting and to be open to various points of view” and also “to be respectful to
the values that the community holds, and to be willing to promote that within our school,
because this is the essence and the basis of our programs.” That “willingness” provides
the subtext for much of what principals take on is clear in listening to their words.

One principal noted that “l think that a good sense of humour is really important
you know, and a lot of commitment to growing." For this principal, it is critical "to be open
and willing to try new ideas, and if they don’t work, then to keep reflecting and to keep
looking at what we're doing and how can we make it better.” This reflection was often
done with colleagues in collaborative settings:

Percolating, | call it. | tell my staff, I've got an idea percolating. It takes me a while, | tell
them from the beginning, and then they throw ideas or come and say, you know what
you were saying about . . . and so you get their grounds in there too, and it continues
to percolate. . . . Except some grounds never change.

Teamwork on this staff extended to the janitors, who “are very much part of the
staff” and often come in early to pitch in,

and then when | zaid about the carnival, they chose to stay over the lunch hour and
set up for the carnival . . . They are much more than just the people who come in and
clean. They do hall displays, they cut out things, they make us bannock, (chuckles)
whatever we want!
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har rshi
Although principals found their tasks challenging and time-consuming, most came to
the end of their year with a sense of accomplishn.ent, recognizing that “Rome was not
built in one day.” Many of them do their work with and through their staffs and recognize
that team is essential: delegating, empowering, sharing the work load and the worry often
makes it more manageable. One principal suggested turning to shared leadership in
several ways:

to let go of, to not do everything myself, and so it's been part of my own personal and
ﬁrofessional growth. Identifying the skills and strengths among m?' colleagues and

elping them to grow as well has been a real important part, and | think a strength in
our school. | just more and more see the necessity of having shared leadership. That
just keeps coming back to me time and time a?ain, to really re-think our traditional view
of what a principalship is, and more and more | think it needs to be a shared
leadership drawing on many people’s strengths.

The shared principalship model tried in several Eastern Arctic communities was not
without its problems, particularly with issues of transience that inevitably “break up” such
teams after a year or two. However, this principal experienced it as a highly satistying
approach to he: three-year leadership as principal: “l feel that in large part, due to this
team approach to the leadership in our school with both an Inuk and non-Inuk leader, we
have been able to #.chieve a great deal and have created many successes as a result.”

Accessibility to Staff
Year-end brought an interesting epiphany from a principal who decided to ignore
the paperwork and, in the last three months, practiced

management by waiking around, going into classrooms, walking in the corridors, just
being seen, being around. Two or three teachers have some concerns with how o
deal with students. Just going around and giving a lot of moral support . . . and it's
really born some fruit. It's been very noticeable to myself, people on staff, students.

This principal, who felt that he was always accessible in his office, discovered the
positive effects that his greater visibility had in the school. Although this has escalated his
paperwork at nights, the learning that “my priority should be to be out and about” ended
his year on a personally positive note.

His following remarks were very much like those of a number of the principals, and
neatly summarized the hope, clarity of purpose and strong sense of optimism that | found
in my discussions with them. They hold strong beliefs in the future.

No, no, | don't feel like packing itin, | enjoy my work. The only thing is, | need to see
some light at the end of the tunnel, it can’t be something that's sloppy, and it has to be
something that's really meaningful, and it's taken a long time to get to that. | just hope
that some of the stuff comes through for next year, | think that next year will really sail.
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Like, | have a lot of the ground work in place, and | think that we'll get more done in the
next year than in the previous three. . . . | feel confident that next year will be really
good. | just am keeping my fingers crossed.

HANDLING THE CHALLENGES

“Handling the Challenges” provides a snapshot of some of the tensions that form
a part of principals’ work, tensions irhierent in the varied and sometimes competing
interests and activities of schools. Tius section develops the following topics: (a)
Parents, (b) Student Behavior, (c) Student Welfare, (d) Funding, (e) Achievement and
Success,(f) Staff Welfare, and (g) Community Relations.

Parents: Generating Support and Commitment to Learning
Principals believed that parental attitudes to educatior: generally infiuence how
well children do in school. Given the geographic distance and past delivery of schooling in
the N.W.T., northern parents have not always played a significant role in their children’s
education. With more and more students remaining in their communities to grade 12,
principals are cognizant that they may also have to help parents become more involved
than in the past, and to educate parents in this process.

One principal described how important is was for her school to become open to
having parents, “to start saying we want you in our school, we want you to start
dropping in anytime, please come and have a coffee, please come and talk to us.”
Howaever it took more than mere invitation to get parents out and comfortable in school:

It took a real concerted effort, and by that | mean inviting parents into the school
everytime we had a celebration, or everytime we finished a theme. Having them come
for an afternoon, for instance. To give you an idea, we did a theme a couple of years
ago called Takogene, 2nd it was the Inuktitut equivalent of Sesame Street, produced
by the Inuit Broadcasting Corporation out of iqaluit, so that was one of our primary
themes, and there are a number of puppets that are the characters on Takogene. As a
theme or an end of theme celebration, we invited parents to come and see.

We had the hallways decorated, the classrooms decorated, folders they had
prepared, books they had prepared, songs that they had created on video tape and
ah,dyou know, just lots ¢f material that the kid: had created to share with their parents.
And then we had invited parents for the aftemoon. it was a ruppet-makin afternoon,
and parents were part of that, making puppets with their children, and we had coffee
and tea, and | think that was . . . one of the first kind of theme celebrations that we had
with parents. Ever since we do that every time.
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In another region, a principal described his “very aggressive parent-volunteer
group” as playing a significant role in the daily work of his school. This program ensures
that there is a room parent in each classroom, “a parent who is your main helper, and they
help you to coordinate all the other parents, for all the other things that go on.” An eftective
means of networking parents in the community, this program made a significant difference
in this school’s parent involvement. However, the program dwind'es in the high school
classroom: “We have the parent volunteer program for grade 10-11, we have the room
narent, but in terms of aggressive, no!”

Success of Grade Extensions Progr-m

The importance of keey * ; students in their home community for high school is
confirmed for one principal as h. ~s .bed his home-boarding situation by contrast. Three
out of the four students have dropped out, and he despaired the loss, “They're our
failures, my failures, they're gone. They've gone home. it didn't work.” He suggests that
often, the homeboarding situation lacked concem for the studer:

and some of those people don't have phones of their own, and some of those people
are boozing it up and that's the reality of it, and most of them are doing it for $30 a day.
Thex lose control of the situation, and you lose control of the kids. And then you lose
the kids, because then they bring their behaviors in, they fall behind, you can’t do
anything about it. . . . The bottom line is, they’re not home and no one’s taking care of
them where they are.

He proposed an alternative scenario for students who must homeboard in his community:

Instead of taking those individuals and putting them into this house and this house and
this house, at the rate of $900 each, why not take them, find two people who are kind
and loving and firm and structured and not boozing it up and so on; call thern home
Earents or whatever, pay them, put those four students and those two people into a
ouse together, and then let the principal be the contact person and very, very
heavily involved in the interaction, the principal and the teachers. . . . So that you
have the school and the homeboarding home, the two are like an extension of each
other, you can embrace and envelop these people then.

Whether or not homeboarding continues much past the next school year, this
principal made an important point: the home and the school must work closely to ensure
that a child has the opportunity for continued success in his or her leaming. It is crucial to
ensure the child has a “home” because the alternative, “they’re not home and no one's
taking care of them where they are,” spells almost certain failure, not only for the student,
but ultimately for society.
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Educating Parents

One principal commented, “Parenting, contrary to popular belief does not just
happen naturally. It is hard work combined with a great deal of luck. Somehow parents
need to be helped and supported to really begin to make the difference that is needed.”
Parenting workshops offcr one answer towards creating healthy families and healthy kids:

She’s going to be working with our high school students on self-awareness and doing
healing groups with them, trust-building, and then she’s also working with the drug and
alcohol vsorkers in the comrunity to provide workshops for them, on how to set up
and support helping groups in the community, as well as evening healing sessions in
the community for anyone who wants to ?o, so that linking | guess, that goes back to
linkin%the school to the community, that it we have healthy families, we're going to
have healthy kids.

Principals discussed many social dysfunctions that play havoc with a child’s
chances for learning in school. There is a clear need for wellness counselling and healing
for some parents as well as students. In one community, healing sessions for high school
students are supported by parents “who are asked to attend evening sessions with the
trainers so they would recognize and be prepared to help their children with any change
they may start experienting,” but “of course it was the sober parents and the ones who
had done some of their own healing who could attend and not feel threatened.” Although
this principal did not gain support from all the parents of the 26 students who participated
in the four-week healing sessions, there was approval from general community members:

| did get a large response from elders on the street. They said thank you for what
you're doing. And other people that didn’t have their kids right in there approved, and
told me about it, on the street. When I'm on the street and when I'm at Northern [store].

“Educating parents” for many principals includes sending regular newsletters
informing them of school activities, successes and meetings. One principal writes
preschool newsletters to the parents of children who are starting kindergarten in the
following year, in order to “give them some ideas” about leaming readiness for their child:

| really see the need for early, early intervention here. . . . What we were finding was
that, when we screened in May, students were at one level, and when they came in
to school, and parents saw what we expected, all of a sudden they'd learned those
things. So | realized that, maybe if | start in September and begin sending this stuff
out to the kids, that gives the parents something to work on with them. Maybe we’'ll
see some changes, and in some cases we have. Some parents | don't think do
anything with it, but other ones do.

This principal also wants parents more directly engaged in issues of discipline and
more actively committed to their child’s learning. Many student: regularly dismissed from
school because of inappropriate behavior,

are back on the play%:'ound withit; the hour . . . and have on some occasions caused
other problems. We have tried through our newsletters to educate parents and offer



suggestions on ways to deal with a suspension, but still many parents feel we are
reponsible for their children from 9 tc 4, especially if they are working.

r ' Commitmen hooli
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A related concern was the general lack of commitment to school evidenced by both

students and parents. Faced with children who are not working and failing in school,
parents in one community

want us to send their kids to a regional school where residence and house parents

monitor study hall and homework and the students ar~ quite successful. Even though
the CEC [Community Education Council] agreed tha: :t was time the parents took back
responsibility for their children and stop passing ther problems to the regional school,

we have not seen any change and have not found the rmagic combination yet.

A principal of a 9-12 high school concurred that schools woul. e more
effective if there were “more real supports from the home. This is especially so at the
high school leve' “/here, it seems, parents now believe their work is over. Sadly, it is
where the most attention should be paid.” The value placed on education differed from
community to community. A commitment to education as embraced by parents and
community and communicated to children was lacking in some cases, and fairly
inconsistent in others:

Up here, education is not necessarily valued as such. The school is a good thing to
have in the community, it's a place the kids can be taken for most of the day and it

provides community resources, but as for education per se, I'm not sure that anything
is understood about that by anything more than a few of the population. | think that's
a much bigger variable [than first language instruction}, it's probably the biggest
variable in how well the kid will do. Parental attitude towards education is probably the

single biggest variable. It can even overcome things like intellectual difficulties.

The school principal in thi. community felt that most parents were basically
uninformed about the educational choices that lay before their children, ar { yet were
expected to be the ones to make decisions on their child’s coursework in high school. Hi
experience was that for most parents,

all they know is that school is school, that's it. The subtleties or details of what it
entails we have to explain, the difference between acaderic: and general, so for the

S

parents to make the decision is lofty and idealistic. Practically speaking, we end up . . .

advising them and steering them in a direction that their child is best suited for.

There was concerted effort made by all these principals to maintain frequent
contact with the home in a variety of ways - regular newsletters, mid-term and end-
semester reports, parent-student-teacher conferences, monthly attendance reports and
phone calls home, as well as public radio announcements, newspaper articles, and
invitations to parents to attend a variety of schoo! activities and presentations - for
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communications to be strengthened between the home and the school, and for parents to
become more involved in their children’s education frcm kindergarten right on through to
grade twelve.

For these rrincipals, generatiric; parent support and commitment to learning
enntinued to be 2 challange. One pii-cizal summarized it succinctly: “The school that can
tigure out how to get active parental involvement will also be the one that begins to effect
change.”

Inappropriate Behavior: “An inordinate amount of time”

With current cutbacks, counselling services in schools were often inadequate and
an added workload was generally shifted to the principals. Most principals reported
spending far too much time on problems of student behavior. One principal noted that it
seriously eroded time spent with students in a positive context, and that she often felt
discouraged and frustrated:

We seem to be having a lot more problems than we were having before. We have a
couple of fairly extreme younger students that we're having great difficulty with and |
spend a lot of time with Social Services these days, and Family Counselling and
organizations like that, and with these younger students. You get involved with them
but you know that there is nothing you can do about their home life and there is
nothing you can do about the things that go on in their lives, but you have to cope
with their reactions in school, and we're spending a lot of time on those kinds of things.

This principal was not alone in her feelings that “there’s days that | feel | spend much
more time on counselling and social work than | do on what you would consider
administration kinds of activities . . . | even do my marriage counsellor bit with a couple of
parents!”

Counselling and discipline were a binary focus for a second principal, who was
“spending a lot of time this year dealing with discipline, an inordinate amount of time, and |
think that a lot of these problems or concems could be avoided if there was some better
programming and some different staffing in some key places.” He worked with Program
Support and Student Service Coordination, and with Guidance Counsellors, Home-school
Counsellors and Program Support teachers:

| spend a lot of time in that area and will continue to spend a lot of time in that area. |
guess part of the concern has been that these positions have been staffed by
people who really don’t have the credentials or the skills to do the job well. Not a siight
against them, they're conscientious, hard-working people, but they've been put intc
positions that they really they should never have been put into. . . . But in terms of
the types of problems and the complexity of problems we are dealing with at the
school in terms of kids with emotional problems, behavioural problems, learning
disabilities and the need for assessment and program planning and implementation
and the amount of energy that's needed to do that job, well | think we need to be
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re%mitling and hiring these people very carefully. These are very key positions in the
school.

A third principal reported that although there is a discipline policy in place, and a
zero tolerance policy that went into effect a year ago, "I spend most of my time talking to
students and their parents about behavior. . . . We are using the Second Step Program in
the school which teaches the students problem solving skills and | use this process in my
dealings.” This principal found she does much of her paper work at home in the evenings,
and pondered a more workable solution: “| have been thinking about a procedure where
the counsellor could start the process and bring students to me after she has got the main
info from them and written it down for me.”

Establishing Control

Several principals had to establish control in their new schools on first arriving:

The first year we spent a lot of time on discipline and routines. A lot of time. For
instance, the first couple of months it was perfectly normal for kids to leave the
classroom and run peli-mell down the hallways to the bathroom, it seemed to be an
accepted kind of behavior that they would do that. Things like pusk ; and shoving in
the hallways and on the playgrounds, and hitting and those kinds ¢ .ngs seemed to
be fairly common. That was a lot of our emphasis in tre first year, was gaining control
and getting things into routines and ?etting kids to understand limits, what they could
and couldn’t do, and then of course from there trying to get tha focus on the actual
classroom leaming and getting the kids focused in that sense.

Another principal described a similar situation, and invi.ed all staff, CEC members
and parents to come together to help solve the widespread problem of inappropriate
behaviors she witnessed in her school. Parents did not come to the first meetings, but the
principal, CEC and school staff put together “a list of everything that we couldn’t put up
with. It went from stealing hats at recess to fights, it covered the whole spectrum, | bet
there were 25 to 30 things.” They were determined to “take a very hard-line approach . . .
because we needed control, we felt we had no control at all.” As the school began
sending home the many student offenders, parents began to take notice. “We had the
parents angry enough that they were willing to come o/t and talk and look at what
problems we were facing and help us try to deal with thein.”

With paianis oi:side, they began the process of developing a discipline policy
that would work ii ¥ £:chool. However, there are issues that remain a struggle today:

And (sigh) that has continued to progress, I've gone to sessions with Barbara
Coloroso, we tried a time out room, in-school suspensions. . . . The only big change in
the last couple of years that we've just felt repercussions with is automatic dismissal
for any kind of violence, because that was the only one that we have not been able
to deal with, that kids are still being very mean and violent towards each other, and
that one !a the last year has become the zero tolerance policy that we put into place.
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Causes of Student Mishehavior

Principals suggested a variety of reasons for the escalating problems in student
misbehavior. For one principal, his school struggled

with the realities of students who for whatever reasons, cannot seem to give school
their full attention. They know that school is what they need to “do,” but somehow do
not have the wherewithal to make thecry their reality. Dysfunctional homes,
unsupportive parents, substance abuse, learning disabilities, the attraction of part-
time work and “quick money”, social dynamics and many other factors vie for students’
attention. To make it to school and actually focus for five hours a day seems
insurmountable for some students we have.

Another principal agreed that social dysfunctions head the list of ca+-ses of
increasing discipline-related issues at the K-11 school. She identified as 0 1e problem the
changes in the community, that “drug, alcohol and gambling ¢ . oblems seem to be on the
rise. This is finding its way into the school, not only in its effects but also in tha prohblems
themselves.” Another principal concurred that there have been alcohol and abuse
problems in the community for many years, and that the greatest frustration was “to try
and deal with issues when there was so much denial.”

A second cause of misbehavior revolved around issues of ambiguity, with “CC
members [who] are giving ambiguous messages, want more input but are not willing to
put in time or become versed in realities of school.” The principal explained,

Cne prime example of how you can’t get a concensus of exactly what direction they
want you to go is, of course this is Arctic Winter Games year. Since I've been here,
we've emphasized to the students that “Yeah, we ll give you all kinds of
opportunities to go on trips and participate in sports, but in return you have to give us
academic effort and proper behavior and those kinds of things.” Last year the CEC
members decided, no, Arctic Winter Games is a community event and should have
absolutely nothing to do with the school. So, this fall, the junior high kids, which is the
prime group for Arctic Winter Games were coming in and saying to their teachers, we
don’t have to listen to you, I'm going to be on the team anyway, so it doesn’t make
any difference. | think that contributed a lot to our upheaval at the junior high this year.

A third cause of students’ disruptive behavior was related to staff transience. This
year, there are “seven new staff members, and four are directly from the south.”
Furthermore, “trying to accommodate high school within a primary-elementary system”
added to the disruptions and behavior problems in the hallways:

We had to try to get across to these “adults” that, we know you're an adult but while
you're within these walls we have to expect behavior in certain ways because you
are, there's also a five-year old child watching you behave. We had some difficulty
getting that idea across.
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Changing staff was identified by two other principals as the root of classroom
behavioral problems leading to office referrals. One describe-! :hat:

we have had a real tough time with two classes, two grade 8-9 classes, and they
both have new teachers this year, they were very attached to, had the same staft
members, or knew the staff members who were with us for four years, so that was
very hard for kids to accept, and they are challenging the new people, so we have
had a lot of issues to deal with, with them.

Another principal described a similar case, where a young class acted out against
losing their teacher in mid-year. First interpreted as disruptive misbehavior, she eventual:’
recognized them as signs of grieving and loss:

You know, they knew, she was pregnant when the year started, they knew that it
was coming, and { never would have anticipated that it was going to ge a problem,
that they wouldn't just accept somebody new coming in, but right away they didn't like
her, she couldn’t do anything at first that could win them over. It was so disappointing
to see what they had changed to, the behaviors and everything. You'd hear
comments, and she’d hear them too, they’d call her the wicked witch, and she wasn't
doing anything to deserve what she was getting. It was just their process of going
through their grief, I'm sure that's what they were going through, missing her.

Dealing with Student Misbehavior

Schools are using a variety of strategies in attempting to deal with discipline
problems. Mne principal implemented a Second Step Program, which teaches students to
use problem solving skills rather than physical violence in her school. Another principal
heard his staff’'s concern for “kids who act out, who could be abusive or whatever” and
planned for “six staff development exercises or workshops that became a pzrt of our staff
meetings,” where they worked on “how to deal with threatening students in terms of
modulating your voice, how you address them, your body language and that kind of
thing.”

A third principal introduced a Five Step Problem Solving process “to help students
learn to deal more effectively with issues, disputes or disagreements as opposed to using
violence.” Elders have been involved in helping students problem-solve an issue or they
have also gone into classes and spoken to small groups of the whole class about
expected behaviors from a traditional Inuit perspective (i.e., the importance of sharing and
showing respect for others). Preventive Discipline Workshops have also been offered in
this school:

“catch them being good, noticing the positive” so out of that we did go back and
revisit. We had had a behavior or belief statement, and we did some changing of that
to come up with two school-wide rules that we could all live with and believe in. . . .
And we chose five key words that we felt embody what we believe in in our school,
and that's communication, pride, respect, responsibility and tradition, so everything we
do centres around those key words.
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This principal described her efforts to change what was formerly a punitive
system of dealing with issues as they were handled by former principals, and trying to
create a process where students are responsible for their own behavior and problem-
solving. "We have problem solving steps, there's a five-step process that we use,
encourage everyone to use, be it a staff member or a student or whatever.” She
commented also that suspension was not the answer to most problems:

| just find that lengthy suspensions do not work. It may help in the short run for a staff
member or the group of students in the classroom, but it is not doing anythin
productive for that chilc or that student, and we have got to get to the core of that
Issue, to what’s causing that behavior, and I think that something that's coming across
very strongly is that if we have programs that are challenging to kids, that are exciting,
are of interest to kids, that are relevant to their lives, then we’re going to have a lot
less in terms of behavior problems.

Making students respéhsible for their own behavior was the route several
principals tried this year, as well as offering positive rewards and exemptions for
exemplary behavior and attendance. Offering exciting programs and flexible timetables
were also directed at “the reality of constantly trying to bring lackiustre students up to
speed, not just once, but repeatedly as they continue patterns of poor attendance.” One
school principal feels that “the school is valiant in its efforts; unfortunately it must be said
that in some cases, student effort is not of a corresponding nature.” It can be difficult to
gain staff concensus on issues of dealing with reluctant attenders:

There is also the reality of a staff very much divided on what approach to take with
respect to attendance. Some believe that there should be a rigid, black and white
policy that is adhered to regardless of circumstance or performance. . . boundaries are
set and clear and there is no enabling students to be irresponsible. The other side of
the argument is that natural consequences ultimately determine the reward or penalty
for a student. As with all things, there are no clear cut answers, only more questions.

Issues of student behavior were generally handied by the principal and his or her
staff, there was less support from outside agencies and parents, supr ~rts badly needed
in coming to grips with what most principals saw as an escalating probiem with few ready
solutions. One principal, presented with problems of classroom control, put the question
back to thr ataff.

Amna when it came to crunch time with a couple of teachers really feeling threatened that
ey couldn't control their class, it's like what am | going to do about it? And | had a
really hard time in the sense of what am ] going to do, what are you going to do? You
are always asking the kids to change, but how are you going to change, and people
really feeling threatened by that. Somehow . . . it just wasn't coming together, in terms
of what | thought, people should e taking more professional responsibility for what's
going on in the room.



55

In summary, encouraging the attendance, study habits and appropriate behaviors
of many recaicitrant students took much time out of every administrator’s day.

Student Welfare
Principals also expressed strong concerns for student welfare in all the domains.
Discipline was carried out with a caring hand, and although it usurped time from other
important - ks, one principal saw her work in this area as essential to improved student
welfare:

| spend a lot of time with the kids. My desk right now, I'm sitting here, you cannot see
my desk, and : never take time to worry about that. It's not worth it. . .. My role has
really changed. | used to spend a lot of time sitting at my desk, doing paper weri. That
is the last thing on my mind right now, | would rather be with the kids, trying to help
them deal with issues, change behavior in a positive way. Um, | have one kid who
says he doesn’t want ta come to my office anymore because all | do is talk, talk, talk,
(laughs) one of the ar ' ones, who says (mimicking exasperation) “Why do |

always havetogotc « 2cause all she she wants to do is talk, talk, talk” (laughs)
and | said, well, you ~ 1iust go home instead. “Oh, I'll come and talk then,” he says.

Principals' commitment to students’ leaming experiences in school went far beyond
curriculum matters, and suggested an overriding concern for the general welfare of
students. Three areas related to student welfare that consistently surfaced in
conversations with principals were (a) Providing for weliness, healing and greater self-
esteem, (b) Creating inclusive schools that are welcoming, exciting and relevant places to
learn, and (c) Offering greater access to learning for all students through new initiatives
such as more flexible timetabling and provision of daycare facilities and school-to-
workplace experiences.

viding for Well li f-

One principal stated that “my role has really changed” in terms of the amount of
time she spends with students. She commented on the greater need for healing in her
school: “| don’t know whether it is because we've dealt with the stupid little discipline
things and we’re getting into deeper dist :pline stuff that's coming from other things that's
causing the behaviors, and that's where the need’s coming fror:t” but it was her belief that
learning readiness is related to wellness and self-esteem, issues that she felt her school
must tackle before real learning can begin to take place.

This is the “deeper discipline stuff’ she addressed when she introduced a four-
week healing session that she made a mandatory requirement for all high school students
returning to school this past September: “if you are willing to do the 20 days and be
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successful, then | am willing to look at you coming back to school, whether 16 or 20 or
whatever the age.” She described the program:

The first session took place the first four weeks of school and were facilitated by
trainers from the Dene Cultural Institute. Twenty-six students started the program
which was broken down into four themes, one for each week. The first week, the
materials covered dealt with self-esteem, the second week was on the affect of drug
and alcohol abuse, the third very briefly introduced grieving and the final week looked
at support within the community. Although very strict guidelines were set for
atter:(dance and tardiness, twenty four students successfully completed the four
weeks.

A second session was planned and funded for four weeks in the spring. The
principal notes that with the “two four-week blocks, we have been very creative in our
timetabling for high school students and have also worked with the Department to find
curriculum matches so students have received credits for material covered in the healing
program.” She explained further that it was a “four-credit program, two CALM credits for
covering two CALM themes, and two CTS Health courses were being covered in the
materials we had picked, ac. dentally, so it turned into four weeks, four credits. For the first
session.” It is difficult to assess the success of the program at this time, but this principal
is convinced that its value will be realized in years to come:

Although we have not seen any great change in our students, i feel our success is in
starting the healing process. Our students have always held so much back and not
been willing to open up and start dealing with things that have happened in their past
and continue to happen outside of school. | have realized for years until some of this
“stuff” is dealt with, many of our students will not be successful in school or ultimately
their lives. It may be years before these students realize or start to use some of the
ideas covered but as | said above, it is a start to the process.

Recognizing the need to continue this program past the first four weeks- “initially
we saw a big change, but it didn't take long before old behaviors cropped right back up”-
this principal introduced a daily healing circle “we decided to run, instead of CALM, a dailv
circle, so that it was in their minds everyday for a half hour.” Her argument was that

credits are not important to me for these kids right now, because they’re not being
successful anyway. So to use that half hour to try and deal with some of these issues
was more important to me than whether they are going to get their CALM credits . . .
they just were not being successful because other things were happening to them
outside of school, they weren't doing hor.ie. ok, they weren’t doing assignments,
they weren’t studying for exams, they 'vere f:iling anyway. So, to me it was more
important that that half hour keep those ::3suc s on top instead of letting them start
pushing them back dowr: again.

The healing circle did not continue when the counsellor-in-trainiiig was hired
elsewhere and “there [was] no one on my staff who quite feels comfortable enough or is
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available half an hour a day to hold a healing circle with them every day, so it's been sort
of put on hold.” However, her conviction for this program continues in her actions:

at the celebration we had at the end of the first four weeks, | presented them with one
feather, and said that was the start of their wing, and they had to earn the rest of their
feathers as this process continued, either through whichever way they chose, or
through our way, whichever way they chose. And, um, (sigh) when we knew it was
going to continue | went in to talk to the kids, and they are very interested, they
thoroughly enjoyed the twenty days.

In planning for next year, she wondered about her target group for healing
because her grades 7, 8, 9s were “willing to talk” whereas “the older kids have started
abusing. The high school kids have already made that jump over, whereas the 7, 8, 9s
may have a couple of times, but they haven't jumped right over the line yet.” In working
with this group on second Ctep intervention, she found them more willing to communicate:

They were willing to talk about what's going on in the home, how they deal with it, all
the coping skills they've come up with, and so my brain started going again. Where is
my target group? Who should be my target group here? Should | say, so these guys
are hopeless, or these guys are ready, or what???

Her solution was to include the 7, 8 and 9s in one week of healing in the spring:

So the way we are going to go is, the 7, 8, 9s are going to have one week in the
spring, they're going to take the first week of the four weeks, and the DC! [Dene
Cultural Institute] is going to get a feel of where are we with this group in a week, and
how far can we take them. The older kids will still have three weeks, we're hoping to
do a bit of it out on the land, so it's going on 24 hours a day and things can’t be going
on outside the workshop, with the oider kids. And then, we're going to look at, now
what are we ?oing to do next year. Should we be hittin% the 7, 8, 9s? What | ‘d really
like to do, I'd like to do a whole year of healing ior my whole school, but. . . .

‘Healthy Families and Healthy Kids,” An Eastern Arctic principal echoed similar
concerns, “that if we have healthy families, we're going to have healthy kids” and that
“there’s more recognition now, until the kids are better, in a better state of mind and with a
better sense of self, the learning isn’t going to take place anyway. I'm hearing that more
and more.” She described issues that impact student welfare:

and they bring those to school with them, | mean there are all kinds of social and
emotional issues, be it that mom and dad have had an argument and mom has been
Bhysically assaulted last night and then kids are coming to school having witnessed it.

rug use, yes, and we have had kids that we have had to support and we've
learned that they have been sniffing gas for instance, or glue or whatever. Yeah, we
definitely have those issues as well, and | think that we have to deal with those
issues.

This principal urged the need for support networks that focus on the “whole
person”™
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When there is a child who comes, and you know the night befcre there may have
been alcohol in the home and that child hasn't slept, that we support that child, that it's
okay to be feeling upset and that it's okay to be angry at dad or at mom because they
were drinking last night, and that we have supports in place, be it through another
staff member or the school community counsellor, or to be able to talk to an elder, or
maybe they just need time to go and help with a younger group of kids, you know,
out of their own classroom environment for a little bit. So it's that idea of looking at the
whole person and supporting wherever that support is needed.

For this principal, healing and awareness went hand-in-hand, and bringing in other
northern educators who have proven expertise in behavior modification, "and the two of
them came and were with us for two days of our Pl time . . . they also gave a parenting
workshop in the evening when they were here” was one way of handling the challenges
of wellness in the school and community.

Working with individual students. Several principals described their one-on-one
work with students as being both important and personally satisfying.

| work with individuals sometimes, | try to find an excuse to have kids who are having
difficulties be with me for a while, you know, just spend some time talking and see
what we can get across to them or help them. | do spend a fair bit of time just casually
with kids. If the high school are having their break and they're sitting around in the
lobby area, | just wander out and see what they're chatting about and talk with them.

These principals liked to work with kids, and generally had heightened sensitivities
to, and various ways of coping with, the many circumstances their students brought to
school. They expressed the need for early intervention initiatives. One argued that:

For the average student with a supportive home environment, schools are successful.
However, for those who do not come from such an experience, we can't even begin to
teach because there is usually so much else to deal with. Inclusion is supposed to be
about learning, but too often becomes about other factors like behavior or attitude or
an unwillingness to work. These are real hurdles, and prevent us from being as
successful as we should be.

He believed that early prevention will lessen problems down the road, problems
abundant in today’s high schools:

Systemically, we are not keeping pace with the new nature of the child who arrives on
the doorsteps of schools everywhere in North America. FAS, FAE, ADD, ADHD and
on goes the alphabet soup. It is not impossible to deal with, it is just improbable to
deal with effectively if schools are not supported appropriately. This does not
necessarily mean through additional monies. It does mean that leade 'ship and
professional development must be a priority at every level of the educational field. It
also means that as a society we must become proactive and begin to deal with our
problems effectively. The appropriate time is when students are young and
reachable. We must put the appropriate services into schools where every child is
accessible. If prevention is practiced early in a child’s life, there is a possibility that a
difference can be made, despite whatever personal circumstances a child comes from.
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One K-11 principal wondered how early one should start with healing in the school
where “other things have started happening . . . drugs sold in our school to twe classes
below even the grade 7, 8, 9 class,” and recognized the “continual stuff on peer pressure
and decision making and problem solving and you're your own person . . . is a major,
major focus in the classes, everywhere, but major in the kids that are in grades three and
up.” Early intervention was seen as critical in taking a proactive stance.

Creating Welcoming and Exciting Schools that offer Relevant Learning

Each of the seven principals worked in a school that exists within a community
facing unique challenges of distance, climate and geography, as well as differences in
size, resources, culture and language. Creating schoois that reflect the community
mandate for cu'tural relevance and academic standards is a big challenge. This section will
touch on (a) Academic standards, (b) Relevant programs, (c) Safe and caring schools,
and (d) Developing a positive school culture.

Academic Standards. One principal considered the desire to ofter academic
programs in his community school, where parents are not clear as to the difference
between academic and general programs, to be “lofty and idealistic.”

For exarm:::ie, we're mandated now to offer 10-level courses every year. Now, if
there’s nu orie in grade 9 who has the capacity to take grade 10, as happens to be
the case this year, we only have one and she is pregnant, so we are not going to
offer any 10-level courses next semester. we're going to offer 13/23/33 but we will
offer 20 for the students who started with 10 last year. We started out with 8 or 9, and
wound up with five that actually passed all four 10-level courses. The pressure is on
from the Board to have 10/20/30 and have students in all of those, but in Alberta, not
every student takes10. Quite a few of them take 13 and because of the small
numbers and the fact that English is a second language for them, quite often 10 is not
the appropriate course. We're told that we're not the ones to make that decision, we're
told that that should be up to the parents and the individual students. So unrealistic.

Another principal saw it differently. For her, providing high school in the home
community offered more challenge for students while in a safe environment. Students were
encouraged to try academic levels and were generally dissuaded from pursuing 16-level
courses. She pointed out her deep concern for pushing the learning potential of students,
that

as a settlement teacher one of my complaints for years has been that when our kids
go to the regional centres they get siotted into the lowest programs, and | think that
we have made a real effort to correct that here because we do have mostly
settlement teachers here and we are well aware of how kids get slotted into 16-iavel

courses and stay there, instead of getting moved up. You know, 16 was intended 10
be a bridging kind of thing, but from my experience it hasn't worked out that way.
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Kids go into them and they finish their grade 12 still at that level of course. | guess we
try to address that here and encourage kids into at least 13-level courses.

A third principal raised questions of relevance: “As in any community, we've very
much taken tt .Alberta and N.W.T. curricula and made it more relevant to the experiences
of the kids here, to offer programs to try and meet the needs of everyone.” Again, the
situation of meeting the needs of all poses challenges to flexibility and innovation:

And that's the challenge, you know, when gou have kids that have dropped out of
school and have been out, they may have been non-attenders in their grade 8 and 9
years and so they may have been out of school really for three years. And then
they're really keen and really want to go back to grade 10, and so we've allcwed them
to come back to our grade 10 program. So in that same classroom you have those
folks and you have folks who have come right from your grade 9 program, so it's a
challenge, yeah!

Relevant Programs. For all principals, the commitment was to provide relevant

programs for students, with the belief that self-esteem was enhanced and promoted
through culturally relevant programs. In discussing high school programs to be introduced
next year, one principal emphasized the importance of considering the whole person, that
education should embrace all the domains:

In talking about the varying programs that we would like to offer, what came through
a%ain today was the importance of learning being a process. . . . | guess ultimately
what | want students to have is that desire to continue to learn, that it's going to be a
grocess for their life, and that they will develop skills in a wide range of areas and will
e able to know themselves and to identify what they can do well and build on that
and also be honest about what they don't do so well and if they so choose to work on
that, then wonderful. . . . And to have that balance between all aspects of who we are
as individuals and human beings, you know, that balance between our intellectual
selves, our spiritual, the emotional, social and the physical, | think that's so important.

A similar concern drove th¢ .incipal of a larger 9-12 high school. Believing that
schools must appeal to all the dor 1ins, “the intellectual is in a sense the easy one . . .
but learning takes place along many different planes.” He pointed out that schools provide

the only kind of real support structure that [students] have, and | don’t want
necessarily to take on the adoptive parent role, but in some cases you almost have to
go to that extreme, but | do know that we need to provide a safe and nurturing
environment in many domains. We have a Department that’s asking us to focus on not
just the intellectual but the spiritual, the social, emotional, and physical, and | don’t

now how you do that uniess you're going beyond the program, because it's beyond
the program where you essentially hit the social and emotional and even potentially
some of the physical aspects, and certainly in our case, the spiritual aspect.

Another principal confirmed the growing importance of the spiritual aspect of
learning, that “it’s really again that idea of a holistic approach to the whole person, and
they [community] want the spiritual aspect taught as well . . . and it came to the CEC as a
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question they had around the Education Act, and they wanied to see spiritual education
as part of the school programs.”

Safe, Caring and Inviting Schools. Beyond the ever-present focus of providing
relevant learning, the theme of making schools more welcoming, “a safe and caring and
inviting place” was illustrated in various ways as principals pointed out again and again
that schools today must be about more than achieving grades. All schools offered a
variety of extra-curricular activities that reflected student interests and available staff and
community talents. Several iarger schools have implemented TAP [Teacher-Advisor
Programs] that foster a sense oi b-ionging amongst multi-grade, heterogeneous groupings
of students. The teachers of the program meet regularly to plan themes and the month’s
activities. The advantages are many, one being the direct contact with parents that each
TAP teacher ensures:

We encourage that the TAP teacher be the front line in terms of contact, and as with all
things, some wachers do a much better job than others. It's outside of, over and
above the work load of teaching, but essentially | think that it's now in the position
where no one can ignore it, and staff members have to deal with some of the
expectations because it has become an integrated part of the school.

One school included a rationale for TAP in its school calendar. In part it stated:

The youth of today face, and will continue to face, at least as complex a world as ours
is today. The hope is that they will approach their world and the problems and
choices it poses with more wisdom, courage, and insight than their parents, teachers
and leaders typically display. It is with this in mind that we hope to begin to make a
difference with the TAP initiative. . . . TAP is predicated on the belief that we are all
responsible for the quality of life in the school. The role of advisor and the personal
contact between the adult and the young adult fosters a feeling of self worth that
enhances the learning experience.

Efforts to make school a “community, a family-based kind of thing, the analogy to
looking out for one another and being a part of a family” were reflected in the steps taken
to make new grade 9 students comfortable in their new high school, and giving all students
the opportunity to practice leadership in 2 variety of ways:

We are getting more leadership ou: of our kids, more initiative and more responsibility,
but we're not where we need to be yet. We're a bit disappointed with our grade 12's.
But there have been many activities that have made a cifference. The SADD
[Students Against Drunk Drivers] group are busy with student-sponsored and
student-initiated kinds of activity that has just taken off and made a real impact. . . . It
evolved out of a very tragic set of circumstances . . . and it has just grown in two
years tc the point where they'll be going to a national SADD convention.

This principal recognized that there are aiways students who “don’t appreciate
very much, mainly because they don't really appreciate themselves to begin with” and
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that “they take all of that out on either the people or the things around them . . . it's
becoming more prevalent unfortunately, and | think that is the direction society is going
now” but noted that the majority of students are excited about their new school:

They love, for instance, the radio broadcasts. Every noonhour it's one hopping place.
And | don’'t mind it. There’s life and excitement and a good social environment too. And
we still have the struggle of getting kids to class when they should be in and all those
kinds of things, and we can take it in good humour and take it in stride and generally
respond favourably.

Developing a Positive School Culture, One large school invited their grade nine

students to a retreat intended as a welcome and orientation to the school:

Well, we have a grade 12 retreat, which is kind of the end of ti.c journey for grad . . .
and a refiective opportunity, a chance to think about where they've been and where
they are now and where they’re headed, who they're with, the glad times, the sad
times, and just an opportunity to gel into a cohesive group. And that's important. But |
thought it was equally important, coming in, that the kids get to know one another,
they're coming from different schools, that they gel together and understand a little
about the spirit of our high school, what is important, what we value, and that we just
have fun together. And that intent was achieved.

In developing a positive culture in the school, suppoii must be given in all the
domains:

we've worked very hard at offering diverse activities, and so our student activities
program is actually mapped out . . . to hit the five domains, the intellectual, spiritual,
emotional, social, physical, and so sports are not the dominant thing. It is an element in
the school, and an important one, but no more important than say, the intellectual
pursuits. Our yearbook, we're really pleased, just won a national award for its layout.

For another principal, “creating a clear and uncompromising stand that in this
school the students will come first, not just in philosophy but in day-to-day practice”
clarified the focus which “becomes suddenly very clear in every decision that is made -
even the difficult ones.” Providing students with opportunities to flex their voice in matters
of their schooling is actively practiced by most principals. Collaborating in the writing of
the school mission statement is one example. One student council requested a clearer
“distinguishing between elementary and junior ar:-i senior . . . a structured voice. They
wanted their student council not just to be a fundraising thing.” Another student council
worked with the school administration and teacher advisor groups in gathering ideas from
their student body in a whole-school revisiting and re-writing of the mission statement. In
two other K-11 schools, the grade 7, 8, 9 classes took student leadership roles in their
schools; one initiated a newly-formed student council and the other participated in the
school renovation plans, reporting back to the entire school and involving the student
body in decisions as well.
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All principals spoke of holding assemblies and activities that encourage a positive
school culture to develop over time. In one K-11 school, the introduction of Inuugatigiit
offered such an opportunity for people in the school to come together every Monday,
Wednesday and Friday mornings for the first half-hour of the day:

At the beginning of the school year, we put our students in multi-age groups, and
named a grade 10 or 11 student as the group facilitator or leader. We have 18 groups
of about 8 or 9 students per group ranging from grade 1 to grade 11. ... We have a
variety of both traditional and non-traditional games such as bone games, sealskin
juggling balls, traditional drums, rabbit skull game, skipping, snakes & ladders,
dominoes, etc. Each group is encouraged to work cooperatively to play the game with
the other group members. We also have activities each month during /nuuqatigiit group
time to focus on our school key words which are communication, pride, respect,
resnonsibility and tradition. We are concentrating on tradition for the month of March
and each Inuuqatigiit group made a mural of what tradition means to them.

We felt this “getting together” on Monday, Wednesday ard Friday mornings would
allow us opportunites to develop cooperation skills, to develop peer helping skills with
older students being responsible for helping younger students, which is a strong
traditional belief of the Inuit, and it would allow us time to get together as a whole
school to create more of a sense of community and to have regularly scheduled time to
share successes and to celebrate our learning. | feel our /Inuugatigiit Group time . . .
provides a nice way of opening in the morning by bringing us together as a whole
group, a family or community!

Offering Greater Access to Learning for All Students

Making learmning more accessible for all students is a departmental mandate in the
N.W.T. as reflected in the implementation of grade extensions in communities and the
growing opportunities for distance learning; it is also a personally held conviction for each
of the principals as seen in several initiatives introduced in their schools. One principai felt
that “about 80% of our student population is not destined for post-secondary” and that

here in the North we've been missing an element that the South has effectively in
place and that is that kind of school-to-work transitioning, whether it be post-
secondary to tech institutes or to work environment immediately. We have to do a
better job of having that articulated and happening.

This section will deal briefly with some of the principals’ beliefs on the need for
greater access to learning for all students through (a) Authentic Learning in the workplace,
(b) Flexibility in timetabling, and (c) Day care facilities in schools.

Authentic Learning and the Work Place, Most principals were offering CTS

modules to offer students opportunities to “learn more of the real things” in school. Given
that many more students will join the workforce rather than pursue post-secondary
studies, one principal suggested:

Now we need to get that middle bridging happening and the opportunity for students

while they are in high school to begin on a tech-prep kind of program so that they can
make that transition into either a technical institute or into a job that requires the kinds of
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skills that business are demanding, and | think that there's an understanding that those
linkages and bridgings have to happen, but | don't think that we’ve got to a point
where it is going to happen.

For another principal, apprenticeship programs in his school offer students an
opportunity to learn from the real world, with the school

working with a couple of businesses, where students actually are not going to school
fulltime, they're actually at these businesses for a big part of their time, and we're
working with the businesses. We have a teacher here who works with the manager-
owner and with the administration.

This school has also developed a Cooperative Education Handbook in
collaboration with the business community, with the intention of improving school-
community re'ations in work experience situations:

The main concern | guess from the community is, basically, the type of students who
end up going into work experience often are students *who are dropping out of
classes, or students who ah, didn’t want to take, are more vocational oriented, or
maybe not more vocational but maybe more dysfunctional kind of students. They're
the ones that wouldn’t be showing up on time, that would be missing their work, or

there’s problems of attendance showing up, or following diractions, vou know, rot
working hard enough. These sort of attitudes, work habits type of things.

Working with both community and students towards creating more productive work:
experiences continued to be a challenge for principals:

The people you want to get out there who don’t want to be in school, or the kids who
don't want to be in school full time and want to be learmning someplace else, are often
the ones who don't, haver’t maybe the literacy skills or don’t have the work habits to
be successful.

Recently re-writing the Cooperative Education Handbook on school has “rewritten
the guidelines for students and businesses, basically tightened things up so things would
work more smoothly . . . that there be clearer expectations for employers and students, for
teachers and the school. And that's something that has worked really well.” Principals
have also worked on career planning as mandated by the Department, giving students
the tools to taxe initiative for their own education:

We've made a mandatory job preparation course for grade 9 students, that these
students must have before going out to a cooperative education worksite, and we've
done that the second semester this year and again, that’s very positive. Its very
n..ch getting students to think about setting goals, about planning, you know, the idea
of plan your work and work your plan. That again is kind of in its beginning stages and
is something that's gone really well.

Becoming more technologically “literate” is the emphasis for both students and
teachers this year in some high schoois. One principal described such a focus:
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We have structured our school so that all students must come to terms with it. For
instance, all grade nine students must take an Information Processing required
foundation module so that they are familiar with computers and word processing.
They must also complete at 'east one module from the Communication Technology
strand which features work in the areas of graphics, animation, audio/visual
production, desktop publishing and so on.

Another principal of a smaller K-11 school ensured that all students working in the
community are carefully monitored by staff, and that some of his students arrive at their
worksite on time by driving them there himself. His belief was that once the student
begins to experience success, attitudes and work habits tend to turn around:

In fact, it [monitoring] is almost mind-boggling, but it is worth it. When it works, it's really
worth it. You see, you can send a kid who is having trouble at school with the
academics out on one of those things. That child experiences success, real success.
That causes him to come back into the school in a better state of mind and motivated.
Because that child knows | arranged that. That's the advantage of a little school, too,
because they appreciate it.

Furthermore, the extent of this principal’s support reflected his belief that students’
learning at worksites was valuable, and that maintaining a positive rapport with the
business community was a responsibility to be shared by the school and community.

Flexibility in Timetabling. Flexible timetabling also provided greater access for
students. One high school had three timetables, “the Copernican [half-day classes], an
80-minute period, and four 64-minute periods, three different timetables rolled into one.”
One morning per week, classes began at 9:45, and several courses are offered after
normal school hours also. In smaller community schools, the timetabling tended to be
flexible to accommodate such activities as spring and fall camps, science fairs, book fairs
and community celebrations.

CTS modules, usually 25 hours per credit, were entirely flexible and allowed
students to work at their own pace and complete the number of modules they choose to
do in a time frame they themselves determined.

Day Care Facilities. Some schools were looking at including daycare facilities,
providing the young parents with a place to bring their child, as v'ell as iearn about
childcare as part of their coursework. One principal had plans for her school to be part of a
Community Leaming Centre that included a Daycare and Aurora College on site, although
plans are currently on hold, “Well, we had hoped, but now that has sort of fallen along the
wayside because of money. The Department wouldn't provide the floorspace. That
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doesn’t mean we won'’t do it.” She planned to coordinate classes and workspace with
Aurora College in the newly renovated school:

Aurora College has their own entrance, with their own area although still very much a
part of us. The community was very happy with it. So we're going to have a building
out back that . . . may become daycare. . . . it's a thick, solid building, and that may
very well become the daycare building when we deal with everything else here.

For another school, the facility was already running in partnership with a
community daycase:

Right now there is no doubt that the community is actively involved in building from a
physical accommodation, but it's also very much invelved in the program, and in the
operations of the building. The nature of some of the partnerships that we have
dictate that. We have the YWCA in the daycaie, and we have to work with them, both
from a program perspective and from just the daycare operations perspective.

In this school, students not only leave their babies in the daycare while they
attend classes, they also spend time in the daycare, learning about childcare, nutrition and
so on, thereby enabling young mothers and fathers access to their own learning and their
child’s well-being - arguably one step towards the early intervention programs that
principals believe are necessary for the welfare of their future students.

What is Learned: Achievement and Success

In a society that has seen rapid changes, so too have its children changed, and
schools are attempting to come to terms with those changes. In the N.W.T., the “look” of
schooling has shifted from a rather academic and impersonal treatment of subject matter as
delivered in the regional centres, to an integrated approach to leaming in home
communities that makes efforts to take into account culture, language, and the wishes of
the community. Principals raised concerns with maintaining standards, identifying levels of
achievement and recognizing areas of success in schools.

There were various interpretations about what defined “academic” study across
the territories, what should be learmned in school, and how students should be evaluated
on what they learn. This section will deal with (a) Changing Students, (b) Success
versus Achievement, (c) High Academic Standards, (d) Courses Mandated by
Community, and (e) “There's an Awful lot of Work to be Done”.

Changing Students

One high school principal felt that “students have changed within our society and |
don't think that schools have made an adjustment yet to this reality.” In his school he
recognized that for some students,
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to make it to school and actually focus for five hours a day seems insurmountable,
especially when the expectation is that they must attend for 190 days a year. We
have made every effort to make our building exciting programmatically and
operationally. We have a dedicated staff who offer more in one month than most
schools do in half a year. We have instituted an attendance policy that recognizes and
rewards students who attend regularly. Students who maintain regular attendance
may be recognized by their respective subject area teachers with exemptions from
exams, regardiess of marks.

Offering no easy answers, this principal recognized that schools must address
these probler: and that education claims different kinds of success for its various
students. Marks were only one indicator of a successful student; regular attendance and a
cooperative witk 2thic was also expected of a rounded student today. Achievement in
the school sys'27: tended to be addressed in terms of Canadian Achievement Test (CAT)
scores, Alberta L:)l.ima Exam scores, School Achievement indicators Program (SAIP)
results, and so on; ir:: numbers of students graduating tended also to be a way of
measuring school achticvement. However, principals generally recognize that
“achievement” was usuaily measured against outside, or more universal criteria, and
“success” was more personally referenced and spoke to individual growth. On the whole,
principals tended to speak far more about students in terms of their success, and less in
terms of their achievement on Diploma exams and such.

Success vs. Achievement
“In the north perhaps more than in the south, we have to deal with the personal
welfare of the student first,” said one principal.
Achievement is important but | don’t think we get to achievement until we have the
weliness of the students as well as the school somewhat securely in place, and what
is difficult ri?ht now for us in the north is that achievement is being sought, and
perhaps unfair comparisons are being made between northern and southern schools
on a common set of exams, diploma exams, and we are really and truly not the same.
That's not a cop-out, it’s just a recognition of a reality. Frequently we've heard how
young this school system is in the north, and | think that when you make those kinds

of comparisons without some tolerance for that, that inherently you have an
inequitable arrangement or system.

He specified that “this does not mean that we shouldn't be striving for standards,
that we shouldn't be looking for success in achievement; it just means that coincidentally,
we have this mammoth task of trying to bring students to a point where they're ready to
make that leap to achievement success.” What further complicates the situation in the
north is that there are fundamental differences “between some of the larger magnet
communities, and the smaller settiement-like communities, and | think we saw that even
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happening around the table in our conference here the last three days.” He elaborated on
the differences noted:

When we discussed programming or achievement, for one group it was one thing, and
for another group, the ‘arger community group, it was another thing. The whole issue
of trying to become fairly standard in success in the achievement area, when you're
dealing with such a disparate situation, becomes even more complex.

This principai grappled with establishing fair and realistic standards in his school,
given the disparate population, “we have a responsibility to our students to raise them to
a common standard within at least each of our buildings, to have the same expectations
and do that while recognizing individuals.”

| think we do a disservice to any subculture if we say, oh well, you are something
different, or you need to be treated as a group differently, or that we can’t expect the
same from you. | believe you can. As long as you're being considerate of the people
that you have, that you're trying to be as even-handed and as individual with them as
you can be, that it is possible.

igh mic Standards Desired
A second principal in a K-11 school noted that the high standards demanded of his
school and teachers are for “basic, sound, structured teaching” and that “there’s no
condescending to anybody. If you can do it, you're aoing to do it. The rest really is just
details.” This principal, in his long experience as a teacher and more recently as a
principal, was convinced that expectations should be high and that students tend to live
up to them:

They soar! Once they acc: .t that you mean it, they soar. So | think that without
stating it too idealistically, ' really don’t see a gap between the expectations of the
aboriginal populations anr. hose of the non-aboriginal population. They all want
standards of education fo. *1eir children. And if anything, | find the aboriginal population
[in this town] very focuset: - n that issue. it's sort of like, we demand the challenge. No
more second best. We do: - want our kids in grade 10 operating at a grade 5 level. We
want our children in grade . .. operating at a grade 10 level.

This principal was encouraged by his community to continue his pursuit of high
standards. For example, a culture camp that was set up as part of the Northern Studies
course met community approval:

It's wonderful because | do believe from the feedback | get directly and indirectly,
through other teachers and through everyday interactions with the aboriginal people,
some of whom are very, very politically loud, but they talk to you and tell you how
happy they are with the school. Well as soon as they're saying things like that and
there's nothing negative being said, then . . . you've got something going there. You've
got a combination of standards that they appreciate, and a sensitivity, a demonstrated
sensitivity to where the town is, where the school is and so on.

The high standards he spoke of are also demonstrated in CAT results where some
students are “getting those resuits. Not across-the-board resuits, but we're getting results.
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And we’re comparing very well. And people see that, and they know it's happening.” He
pointed out that the test results serve to reassure parents that students are achieving in
his school:

Let me show you our CAT tests. These are our grade 7s, and you can see that a lot of
them a3 scoring up in the grade10, 11 etc. | mean, you know, some of that is just
stuc.2nt basic capability, right, but you can say that this is a student who was in our
school for four or five years, so obviously the potential was there, but the potential is
being met in education or in teaching, otherwise the kid wouldn't be where he or she
was. So the payoff for you as an administrator of a school is that you can use these
things then to reassure people you don’t have to be afraid. The standards are here.

Aware that some parents were concerned that their children were getting a
“second-rate education in a small northern community school,” this principal pointed to the
successes of his students, “we have students that go on to the Science Fair in Ontario;
and we have one student that won the Geography Challenge through to the nationals
which are in Ottawa; and these are junior high and senior high students.” He is confident
that students in the grade 12 program next year will do weli.

However, for the students who were home boarding and attending his school,
there was not much success, as three out of four dropped out of school this year. He felt
that the iack of support for these young people was the primary cause of their failure,
“because they're billeted . . . and you know there’s a million things that can be written on
paper, but in fact, it's riot mom and dad.”

For another principa!, many issues stood in the way of success for her students,
personal issues that the school has not been able to deal with successfully:

There are some kids that | have talked to before, and | realize it's not worth it. There
are other things going on in their lives that | can't control, and the%just slip away, and |
just let them slip, and hopefully they come back, and sometimes they do come back,
and then they know that it's open to come back. And there’s other kids that, if | maybe
talk just one more time, there's still hope! But other ones, they're gone.

urses Mandated mm
In another small community K-11 school, there was a strong focus on academics.

The principal explained that although parents want traditional aspects of learning
maintained in school, “they’re also very academically oriented and want their children to be
able to succeed in today’s worid, they want their children to be able to go out and
succeed . . . not only territorially but also across Canada.” However, it's a tough balancing
act between offering the traditional learning through both Dene Kede and Inuuqatigiit, and
the curricular materials developed through the N.W.T. from K-9, and 10-12 through Alberta:

I think that the thing here is to strike the balance, because a lot of our parents are very

insistent that their kids get the best academic education possible, and sometimes they
do, some of them do come and question, why are the kids going out to this camp when
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they should be doing math or science or social studies and then you have to try to
explain to them that this is also a basis for math and science and social studies. But
they also want to be very sure that their kids are getting the academics, so sometimes
it is a balancing act of how much of each did you do.

This principal commented that “students are succeeding at 10-level courses,
something that is rare at the regional level.” The success in her view is in the opportunity
that students now get to be challenged to higher levels, students who may, in the larger
regional schools “get lost in the system.”

And you're still going to have, like we have students coming back from the regional
high school who didn’t have the commitment, and we can see it here that they didn’t
have the commitment, and some of them didn't last past the first two months because
they were given standards to achieve and they didn't, and you're going to get those
kids. But we also have students coming back who have tried it there several times,
and either were doing 16-level courses and were doing very little, or didn't make it
through a semester. We have some that we see a high level of success right now.

Whereas this principal believed in encouraging students to challenge themselves
by taking higher courses, another principal felt greater success could be reached by
having students enrolled in courses in which they can be assured of success. Required
this year by the community education council to offer the academic stream, he argued that
for most students, the choice is unrealistic. Given that of the nine students who were
enrolled in 10-level courses, only five passed all four courses, this principal felt he “would
rather have a student in 13 and pass with 60-70%, than be in 10 and get a 35 or 40%.”
He was also strongly committed to maintaining standards in the high school programming:

We follow the curriculum guide quite closely. I've taught Math 10 and if they don't, ah,
what I've done for one girl last year, as she got near the end of the line, | told her that
she was going to fail the10, and she could write the 10 exam and the 13 exam both,
and | wound up giving her credit for 13. | gave her 50% in Math 13 and sent her into
23 this year, because if we hadn't done that she was going to fail Math 10.

He described that “there is subtle pressure to make sure that [students] pass the
10, and | won't agree with any of that. 10 is 10 and if they don’t meet the standards of it,
either by attendance or covering material, they're going to fail.” And some students do fail
or drop out of the program, while other succeed:

So, then we had three more drop out, we had nine to start with and three dropped out
as the year moved on, out of Math 10, dropped the course, and then | had her, who
was going to fail; and then | had the other five who passed, two with bare passes,
gr;g/ with a middle grade pass and two with quite good passes. One of them was

0.

For this school, this is the first year of successful offering of the 10-level courses;
“beicie, we used to refer to our academic kids as the 13s and our alternative kids as
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anything else” and hence there is confusion about what “academic” means in the
community. Although people claimed that 10-level courses had been offered successfully
in past years, the principal stated otherwise:

| have the transcripts of every kid that has been here since 1978 and | have found no,
not a single pass at the 10 level other than in Phys Ed and Art. So there's people who
have left the community who have dimmed memory of what was actually done.
(chuckles) So we have 10 here now.

“There's an Awful lot of Work to be Done”

What students should learn and how to best evaluate that learning are big
questions for educators across the territories. In one K-11 school, the majority of students
in grade 10 were enrolled in “the level 13 courses, and we have some kids taking the
advanced, but | guess as a whole the students are tending to take the 16, or the 13-level
courses.” The need for flexibility and a wide range of entry points into the high school
program can be seen in this principal’s description of several of her students this year:

We did have a grade 12, she was finishing, she was still doing some of her grade 11
subjects and doing some grade 12 subjects, and there were two students and S. was
in grade 10 and they both decided when they knew we were getting grade 11 this
year, they both decided to stay here in the community and tak: courses here. But
both of them are now, um, one of them is pregnant and so hasn’t been attending very
regularly and the other student has a job with First Air recently and has been attending
afternoons and still doing her courses in the aftemoons but not in the mornings.

In this community, students begin school in their first language. Kindergarten to
grade 5 is all first language instruction. English is taught as a second language, beginning
in kindergarten and increasing gradually, with grades 6 and 7 as transition years, where

students move from th - -»a«: - . v of instructional time ir: Inuktitut to 50% English and
50% Inuktitut. In discussin,, «i..<. #*  raluation, this principal pointed out:
| think we really hav 2+ « = =1 .reating . . . evaluative measures that are reflective of
the programs thatti. =~ - = learning, as opposed to taking something that's been

developed in Alberta &« expecting kids to work through that, [which] to me is just
assinine. Our evaluative measures have to be reflective of the programs that we'’re
using, and it's certainly my understanding that the programs are based on the kids’
lives and experiences, and | mean, you have to start there before you branch out to
regional and then national and even global kiowledge and learning, so | think there's
an awful lot of work and it needs to be done real soon, in terms of having final exams
and diploma exams that are based on the learning of kids in the Territories. And that's
going to vam across the territories, from folks in communities in the west, the Central
rctic, and then the Eastern Arctic. It's just not fair, it is not fair to students.

The principals generally agreed that student success was more likely if they
completed their studies in their home communities, and if their community prized education
to the extent that it sent strong messages out to its young people and supported them in
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their learning. As one principal stated, “In recent years there haven't been a lot of grade 12
graduates coming out of [our community). And we're hoping, | guess, that the high schoo!
in the community will give us more of that and more potential for students to go on to
Aurora College or to colleges in the south to do things.” Another principal stated hopefully
of her new high school students this spring, “Only two kids passed all courses, but
others are passing more.”

For one principal, success was unexpectedly modelled in her school by two
“outside students” who came into the community, took four diploma courses with the help
of the teachers, distance education modules and CD ROMs for Math 30, and passed all
four diploma exams with exceptionally good marks. The principal enjoyed the positive
spinoff:

That was a good thing actually, because we could see some cf the pitfalls and some
of the success, and what we have to do to make those courses successful with more

of our own kids. . . . It was good because the other kids in the school could see the
commitmer:t, because these kids were very committed and very motivated.

The principals agreed that creating programs that are “challenging to kids, that are
exciting, are of interest to kids, that are relevant to their lives” will bring greater success
and fewer behavior problems. For one prinicipal, “you can see that in our primary grades
especially, we have programs that are meeting tneir needs, that are challenging, that are
of interest.”

Success can be defined in many ways. It can be about graduvating and moving
on; and it can be about returring to the community school to share success stories, or just
to join in its activities once more. Success was certainly the subtext of this principal’s
story:

Yeah, the kids that have gone to [the regional] school always come back. Um, they all
do, really, the ones who ?raduated. they still come back and walk the halls, the ones
who have gone on to NAIT or SAIT or something and come home for a break, they
chec < in. And come and talk. Some kids just come and plop themselves in mv office
and come and tell me that's one of the reasons tha!. ah, things like perfect at.endance
and student-of-the-month awards weie never taken out, because those kids, some
have gone to schools that have continued that, come back and taik about it, and know
how important it is, you know, | won student of the month on such and such a day,
and | know it's important to them, it's important in their life.

Funding: Doing More with Less
One of the “overall frustrations and time-consuming aspects of the job is how to
do more with less,” stated one principal. “The upside is that we becom2 better problem
solvers and more creative. However, | believe that there is a pcint of diminiching return.”
The principals talked about funding issues, more than is being provided. This situation is
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not unique to the north. One principal allowed that his school was still “a fairly rich system,
at least rich in comparison to what other jurisdictions south of the 60th paralie! are
experiencing.” Nonetheless, “many teachers have found it really difficult to adapt.”
Principals spoke in particular about (a) the Reality of Cutbacks in Educational Funding,
and (b) Dealing with Cutbacks.

Reality of Cutbacks in Educational Funding

Learning how to do more with less has been the general outcry of ail principals
who cite many examples of the effects of budget cutbacks in their systems. Some have
also indicated ingenious ways for dealing with deficit funding in their schools. However,
fiscal constraints have threatened school programs, cut resources and lowered staff
morale across the N.W.T. One principal spoke to these:

Inclusion is, perhaps, our biggest struggle. Philosophically, it makes all kinds of sense
for all kinds of reasons. But this can only effectively happen provided that the
resources and personnel match the expectations. Our reality has been a growth of
over 125 students, an operational budget that has lost ground proportionately, a loss
of classrcom assistants allocation over last year when our population was less than
this year, a loss of guidance counsellor time, a loss of therat% time, a loss of
administration time and a gain in the expectations from the ECE and our own Board.
Teachers are asked to work with a higher pupil-teacher ratio. So, the numbers go up,
the need tc differentiate lessons goes up correspondingly, as anes the planning time
required to adequately cope with the diverse population we are '3xpected to serve.

A second principal noted that the rec ntly announced cutbacks in his school
system have affected the morale of a staff already reeling under personal cuts in salary,
vacation travel assistance and removal costs:

Plus the staff cutbacks, my school is 14 where | thought it was going to be 16. And
my Operating and Management Budget has been cut by about 18%.... Other schools
will be iooking at about that same amount. Maybe not quite so much because | also
gave up a class. | think about an 11 or 12% cut in O&M, then that modified again by
the number of kids you have. (sigh) So staff morale is always a problem in those
kinds of circumstances.

A third principal commented on cutbacks that have crippled the delivery of
programs this past year:

Our enroliment this year is up 40 some students, our staff was decreased by 21/2
teachers, we are down to .6 Guidance Counsellor in the school for 450 students, we
have a home school Counsellor, she’s .4, our administration time was cut from 1.6 to
1.2, we had no one to do dictance education or career planning. Norimally we were
allocating staff for that, this. year we weren't, and program support was cut from 1.5 tc
1 teacher. In the areas of non-classroom teachers, basically in terms of student
services and administration. We were cut | think from 5.9 to 3.5 positions, and it's been
a tough adjustment.
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For a fourth principal, after cutbacks they had lost a position and a half for funding
"and the CEC decided that we'd look at rearranging some funding and trying to hang on to
at least 12 positions instead of 11, and | think we've managed to do that, we've
reallocated some funding from other things." However, the dilemma is that "we’re expected
to offer grade 12 courses next year and we still have only 3 high scheol teachers, the
same number of teachers, but we have to offer extra courses.” A fifth principal also
recognized that the lack of resources seriously impinged on programs and staff, and that
“the people who budget for education do not seem to understand the staff requirements
which are essential to the effective delivery of programs.”

Dealing with Gutbacks

The principals have coped in a number of ways. Many have taken on teaching a
class or two, which was an additional “thing to do” in terms of their aiready heavy time-
constraints, but it did offer a type of sanity, “a chance to really connect with the kids” and
“a tirne when nobody can get to me.” One principal described it this way:

This year, just out of necessity and the timetabling and the cutting back of admin time
and those kind of things, | just said well | have to do my part and make it work, and it's
been somewhat minimal in one respect, but it's seen as making a contribution during a
time when all of us are being asked to make a sacrifice that | too will make those kinds
of sacrifices. And what a sacrifice to make. | mean, to actually be in teaching and
working with kids, which is something that I've always loved to do, in some ways it's
the sanest point of the day.

Several principals have taken on more of the guidance counsellor’s role “in the
area of program support, partly out of necessity because hat’s an area that's been really
hard hit in terms of staffing,” which could be difficult in terms of “role conflict and being an
authority figure”; however, this principal also recognized that students “get to see me in a
ditferent environment and that’s good, ton.” Another principal made arrangements to
“borrow” the secretary from the CEC every afternoon by arranging for her to do both jobs
from his school office, {1ereby giving him a full-time secretary in the school. He himself
taught half-time and had no assistant princi;:ai.

Several principals described supportive CECs who proviaed funding for special
projects like the four-week wellness sessions in ane school and the fall and spring camps
in several other schools. Businass partnerships also provided necessary support and
facilities and resources in several schools, with principails actively looking for more next
year. Fundraising for trips was dons by staff and sivdents, placing a heavy demand on
their communities, a familiar situation in the north:
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you've got the Travel Club and they're going to California and they're fundraising for
that and have a table at the Christmas Bazaar and at the Easter Bazaar and are sslling
chocolates woor to door; they have the community caiendar going and they did that as
well, that involves door to door canvassing and all kinds of stuff like that happening!

Principals spoke of accessing funding from the Brighter Futures Fund, the
Environmental Action Grant, Boards of Education. Aboriginal Organizations, the Inuvialuit
Regional Corporation, the Gwich'in Tribal Council, the Den2 Cultural Institute and so on.
Some enjoyed a funded pilot program in their schools, such as the Apprenticeship
Program and the Elders in the School Program, which were offered to several schools
across the Territories. Principals have been scrambling to keep programs going in their
schools, sometimes at tremendous expense to their staffs and themselves.

One principal described her reality when asked to introduce CTS modules in her K-
11 community schoot last September, “You've got three teachers, ard you're trying to offer
at least 10-level and 13-level courses plus your Northern Studies and your Drama. and
there’s only so much you can do.” Principals have perhaps become more creatve and
better problem solvers, but there indeed does come a “point of diminishing return.”

Staff Welfare: Professional Issues
‘What does it take to be an effective educator in the North today? Suggested
qualities of a suitable teacher were many. One Eastern Arctic principal put it this way:

Flexible, adaptable, sense of humour, ah, tc =i+ . -~ . »:)mental, and good people
person. Good social skills. Being what they < - oack o= “a good mixer.” Somebody
who can sit down with just about anybody ana te:k wit: them and establish some
kind of rapport with them [community and colleagues].

He added that “the fact that you stick arcund for a little bit longer than the average,
continuity, helps. Two years is a very common length of time to stay.”

Another principal added that good teachers are willing to grow and try new ideas;
are respectful of community values and willing to promote those values within the school’s
programs; have a good sense cf humour; and are reflective in their practice with an eys to
improving selt and system. A third principal looked for

certain attitudes and abilities, beyond what have you taught, you know? Like,
where's your head? Where’s your heart? And as much as anyit:ing else, what is your
whole concept of the tram? | was locking for people who were flexible, | was looking
for people with integrity, | was looking for people with . . . a whol: sanse of working
together, the whole sense of taking risks and being willing and abis to make mistakes
and mess up and pick up and brush yourself off and keep on going.

This principal also identified that staff be “willing to support me and willing to take
the support from mie, and to squabble and fight it out, and keep on moving in triat direction.”
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It was also vital to live up to “the standards that the community has of the school” because
“that was clearly laid out, and people had to embrace that.” This principal also “wanted
people who bubbled with enthusiasm, | wanted people who would be contributing to a
school where there was hum and buzz, because believe me, there’s hum and buzz at that
school.” Oiher principals included caring and commitment and collegiality as strong quziities
for a successtul staff, and one remarked on the “potency of group work” in discussing the
importance of staff collaboration.

The principals in this study believed in working with their stafts, and in the
necessity for shared leadership as they attempted to fulfil their educational mandates.
There is 2 conscious biurring of roles as principals often spoke in terms of “we” rather than
“," and many recugnized that a large share of the running of an effective school falls
directly on staft. “We're in it together,” spoke one principal who believed that her school
should “be staffed by those who wat to work in my school because it will be their school,
too.”

This section explores three areas that were raised repeatedly when principals
discussed staff issues: (a) Communicatior with Staff, (b) Empowerment and Balance, and
(c) Professional Growth and Evaluation.

rication with Staff: “Time to it and Talk”

Most principals made consistent efforts to communicate with their staffs, to “share
the knowledge” that ensures a more effective school is possible. They did not claim to
succeed however, and expressed frustration over the many times people seemed not tc
know what was going on despite their ¢tforts to communicate via e-mail, memo, and regular
staff meetings. “I just think that the communication is really important, that everyone needs
to understar.d what's goirig on, and even despite our best efforts we sometimes lapse, so
it is very difficult to keep people right where you need them or as informed as you need
to.”

Many principals found themselves tied down to their office for too much of the day,
ar.d got out to personally touch base with teachers only infrequ:ntly. Others made time for
personal chit-chat, and valued the process. One principal of a 9-12 high scheol wrote a
weekly men10 to his staff: “| kind of map out what's happening, what to look forward to,
dates thai are coming up, and just try to keep them s well informed as | can. | also throw
in quotes for the weel, and some teaching tip, and a question of the week.” Another
principal in a K-11 comrnunity school wrote dzily c2mments on the staff whiteboard to
communicate messages to staff. Some principals made an effort to drop into every
classroom every day, even if just for a few minuies; others felt it would be an impossible
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goal to accomplish. Principals discussed three issues related to the importance of staff
communication: staff meetings, professional isolation, and high staff tumover.

Staff Meetings. One K-11 principal valued the many informal meetings that
occurred in her school, “we only have 10 rninute recesses, but if you're in the building, to
come and spend that time, just having a quick glass of water or a coffee or tea or
whatever with your colleagues for that connecting.”

Most schools have moved away from the traditional monthly staff meeting to ones
that are held bi-monthly, and two principals held weeidy staff meetings. For one principal,

we've been really fortunate in this and the Board is supportive in that there is a policy
where we can close early four times a month and we've chosen to close every single
Thursday at 2:30. We alternate, one week is set aside for theme planning, and that's
around the particular topic, themes that we're working on. It max be as a whole school,
or we may get into smaller groups by division, say K-4 are working on seals as their
current themes, so they would get together to plan that, they may be developing
activities, they may be looking for resources, they may be writing a little booklet or
finding songs or games or whatever. And then the other staff members say in 6-9 may
get together, or right up to grade 11 may get together to plan. Every other Thursday,
we meet for professional improvement and protessional growth. And those sessions |
find to be particularly be eficial.

The benefit of the sessions is in the opportunity for staff to work together, learn
frcin one another and develop new units or learning strategies with one another. A second
principal pointed out that mecing as a s*= " . i ‘mportant because

we know we're busy and we know tt..: /.3 re constantly doing things, but | think that
sometimes we don't stop to take a go 0ok and refiect on just exactly what we are
accomplishing, and who we are cateriny to, because that is very much the plan, and
the plan is to try to have something for everyone, which is pretty ambitious and very
definitely tiring, but | think that we are getting that dore.

This principai had weekly Tuesday meetings with staff, combining information and
professional developme=nt and TAP theme p!anning monthly. He felt that “overall, if we
stayed with the traditional one faculty meeting a month, | don't think we’d be as effective.”
In his meetings, he placed strong emphasis on the communication of what has been done,
as well as what was still to »= done:

We begir ours with something called the good news, a sharing and celebration of
initiatives, and doesn’t have to be just curriculum or instructional althcugh it has
covered that, but it can also be about other things that have been happening in the
building, it can be a celebration of an achievement or a recognition. Recently with
SADD winning a national award, with the Yearbook winning a national award, with the
Bio trip successfully being completed, with our, just last weekend we had an under-
14 group go down to Caigary and win a first-ever award. ! mean, it's those things that
qet highlighted at the beginning and we don't do that enough.

For another K-11 principal, staff meeting times and dates were less formalized:
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No, actually what we've done, and this is something the CEC gave us permission to
do last year, is set up staff meetings periodically during school time. Last Tuesday,
we started our meeting 8:30 it the morning and went to 10:30, and the kids didn’t
come in until quarter to elever.. . . . We do it sometimes at the other end of the day,

we dismiss at two-fifteen. . . . What we do is, at the beginning of each month, we
send a calendar home, and everything’s on there, well not everything, you know how
things come up but, things we have planned are on there. So the parents know that
Monday March 15, school doesn't start until 10:45 because there’s a staff meeting
starting &t 8:30.

That there is a need for staff to get together to talk and deal with issues was
obvious to one principal of a K-11 school:

We never find the time to just sit and talk. Staff meetings go blah-blah-ble-ble-blillllii
and there’s all these things to cover. However (resolutely) next year, this is one thing
| know about next year, thanks to our parents who said yes they agree, our day is
extended 15 minutes longer, which is going to Tgive us two mornings a month where
there’s not going to be any kids in the school. The teachers will go to school longer,
the kids will get exactly the same time, but the staff has a little more time, and the
whole staff felt it was important. . . . And one morning will either be a PL or planning
session if there’s something we need to talk about and work on, and the other wili be a
staff meeting.

This principal added that “the parents were very supportive, the CEC was a little
concerned because of babysitiing. Once we listed the reasons why we were asking for
this time for us, and explained that hey, we're not making it easier for us, we're working
more hours but we see the need. So hopefully next year we'll have some time to just sit
and talk. And deal with issues.”

Professional Isolation versus Collaboration. Another principal spoke of the
importance for staff to work together, that “we have worked far too long in isolation, you
know, you hear that story about teachers going into their classrooms and closing their dcor
and putting in their day and then leaving.” He arranged for a common staff work room in his
new school that encourages staff collaboration across subject disciplines:

I think that in general, our building fights against that, even though some teachers had
some difficulty with it, where they're all in the common planning area, and even though
scheduling doesn’'t mean that they're all there every moment of every day, it does
mean that there is a connective quality to what can happen there, and even just
eavesdropping on conversations that are happening, it often times involves them,

ou know, hey I've got an answer to that, or here is something I've tried so it lends
itself more to the sharing.

Although “it wasn’t an original idea with respect to Southern schools,” the idea of a
common pianning room was new to Northern schools and “it's cne of the best things that
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we ever did.” He noted that while there were still varied opinions and levels of comfort to
the commen planring area,

it has fostered a lot more talk, professional dialogue, and just a cohesiveness that was
missing in the past, because potentially we do work in isofation as teachers, and |
think there is a need not to, so even that in terms of a design concept driven by more
of a vision that staff needs to work and play together exists in our building, and that
has been bearing fruit, | mean, people work with orie another, they're very accessible,
we know where they are and we can go to their desks and leave notes, we have an
e-mail system that allows us to communicate back and forth like never before, just
unbelievable to be able to leave a message and they'll read it, the jokes that go back
and forth are amazing (chuckles) so there’s a really good feeling in the building.

For another principal, common planning and staff collaboration were more difficult to
achieve. Faced with a traditional staff who were “at various stages of their careers,” this
principal was challenged to work with people who at first were resistent to change, and
with a few that were “really recalcitrant, really reluctant, and fairly hard-core.” Unused to
collaboration, some staff were fairly resistant to his newly established bi-monthly staff
meetings that began, for example, to look at & systematic approach to professional
growth, rather than the familiar information-giving and house-cleaning functicns of past
monthly staff meetings:

There's a standard format, there’s some committees that are out, like basically the chair
of Student Support Services might address some concerns, the Professional
improvement Committee address the concerns they'd have, Student Council Staff
Rep, Vice Principal, would have some things he'd want to go over. | try to stay away
if 1 can from as many house cleaning chores as possible, try to do that through memos

or whatever, and then save some time out of the meeting for some sort of Staff
Development.

One major commitment for this principal was to keep his staff both informed of and
involved in decisions that were being made, and he made a concerted effort to ask for staff
input on programs, staffing, and timetabling. Although highly time consuming, he thought it
was an important process in which staff must have a patticipating hand:

Well, 1 think I've had four staff meetings in the last two weeks just based on, I've put
out a whole lot of memos and questionnaires to staff looking for feedback on programs,
evaluations, and we are going to get an increase of 1 1/2 teachers and how we
should use that, how best can that staff be used to utilize school/student needs, so |
get it back and collate it and present the results to staff and basically we shared in the
staffing, so that the left hand knows what the right hand is thinking.

High Staff Turnover. High Staff turnover can also be problematic to progress in
schools. One principal described the work involved,
One of the challenges was to welcome, orientate and help teachers both new to the

north, and some new to teaching, adjust to their new environment and to support them
as they learned how to teach effectively in a northern sciool. Same of them needed a
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great deal of support in learning how to program effectively for students who are
learners of English as a Second Language, how to plan and implement programs that
are culturally relevant, how to ensure that they are facilitators of lear.:ing through
activity-based and student-centered programs.

Staff orientatioi:s were time-consuming but an essential means of communicating
expectations and establishing understanding in a school:

We've had a fair bit of change in terms of staff turnover, and it was something | came
to see as essential to having consistency. Particularly for the kids because it can be
vea/ hard on them to have that constant turnover, and just to start to trust someone
and have them leave, and then start all over again, buildin%a relationship with new
teachers. . . . | guess what came through loud and clear is that the effort that goes into
welcoming southern Canadians to a community, and they’re only going to be here a
couple of years, it's an incredible amount of work that’s necessary to support them.

Staff orientations occurred at the school level at the beginning of the school year
and were considered to be a valuable time for tone-setting and team-building.

We have staff orientions, usually out on the land. One year we had a boat trip, took
all of Saturday. The Board used to be more generous with mone%s for that. They
used to supply us with $2000 at the beginning of the year for statf orientation. And |
would hire a boat and take the staff or as many of them as wanted, usually about 15
or 16, we'd head out to some distant zpot, watch Belugas frollicking in the water and
we'd have tea and do our little social >>nding thing, and the first day of school we
would do the more practical orientatior:

Several principals also noted that being involved in staff hiring, hiring for what is
needed in the school, and letting new staff know expectations and prevalent philosophies
of the school at the time of hiring could be critical to the future success of newly hired staff.

Empowerment and Balance: Shared Leadership
Most principals spoke about the importance of teambuilding and empowering staff

members to take leadership in the school. One principal commented that “a great deal of
my energies this year have gone into building our school team and into providing support
to staff members. It has been essential to allow for on-going oppoitunities 1o build team
through team-building activities at staff meetings and at our weekly theme planning and Pi
[Professional Improvement] meeting when we close early every Thursday afternoon.”
Empowering a staff, for one principal, was “really about facilitating that people take
on roles that are appropriate. . . so | talk about a community of leaders and a community of
leamers, that we're all of those things. . . and we need to model those things. “ He spoke

of tapping the potential in a school:
What's marveious is seeing the potentia! that staff have, and that students have, but

in particular in terms of making school happen, that staff have. That is the human
element at work, and . . . | think it's recognizing that . . . and being able te pull those
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things out of people, or encourage people, cajole people, and maybe even sometimes
state the need for people to take on certain roles, move in certain directions.

Principals discussed the need to set goals with staff, for teamwork and shared
leadership, and for balance.

Setting Goals with Staff. Principals believed in a common vision for their school
with their staffs, working through the commuiiity visioning with staff and developing from
that the goals for the school year. One principal described

setting goals and setting year plans for the school. We usually take those from the
visioning process of the previous Spring, the community visions, we look at the goals
the community wanted, and then we look at the ways of trying to implement those

oals and we have a day or so of meetings with staffs of both schools together, and

rom that we try and build a year plan for both schools and then we go to individuals.
teachers, and by the end of September I'd like to get a year-plan from each teact-
that spells out their curriculum plans and as well as that, what they plan to do to
implement the visioning goals.

For one K-11 school principal, the goal seiting was also done collaboratively. “We
have set goals. Last year was our first real successful year with school goals, our first
time that we really set them, stuck with them, and talked about them at staff meetings and
met our goals.” However, the goal setting was not done at the beginning of the year:

That always seems to be the problem, you do it at the beginning and you always
have new staff. | think we did it probably November or December, and that seemed to
work because we were already a group and we all knew how the school worked and,
because we found that it wve did it at the first staff meeting or near the beginning
people were saying things that we already had means of dealing with, and we just
hadn’t run into it yet to let them know (chuckles), so it worked quite successfully.

Teamwork an rship. In working through issues collaboratively with staft,
all ideas were welcomed, and staff members were expected to be involved in finding
solutions to current problems in the school. One K-11 school principal described the
process:

We brainstorm for ideas. If somebody comes across something, like the Second Step,
something crossed my desk about the Second Step Violence Prevention Program, |
went out and took the training, and | came back and trained the staff. If somebody else
comes across something else and is interested, and we all think, yeah, maybe this is
something that we can try, then out they go and come back with information on it. Or

else through other educators that people are in contact with. But it is alwavs done as
a staff decision.

Athough staff worked well together in the school, “we don’t do that much sociaiizing
outside of school hours. A few, but not as a group. We don’t do group things outside of
schoo!, but in the schocl we work really well as a team.” These staff were known for
pitching in and supporting their principal: “If | say next week we’re gonna have a pizza
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night, it's not just me who's gonna be there; they'll be there. There’s no question about am
| there by myself; no, we're in it all together.”

And it's worked out. And we've had people who haven't fit, and we never had to say
anything, they've left, you know, they've just reaized you know, boy maybe it just
doesn’t work here for me and they've found a job in another place, and we’ve had
people that haven't fit at first and decided maybe they'd better (laughs) and try it and
eventually worked themselves in and worked with us as a team.

Another principal believed in “drawing on many people’s strengths” by asking
every staff member to “facilitate one professional improvement session, using their areas
of strength . . . and to me it is also a way to help people develop their leadership skills as
well.” Yet another principal delegated leadership to students and staff members at
assemblies:

Well, when we have assemblies, basically what | would do is | try not to run the
assembly, I'd get the Student Council to introduce me and I'd say a few words and
whatever, then pass it back to student council and they run the assembly. That works
well. . . . That passes off to the teachers too, in terms of the positive things that are
going on in the school, in terms of programs and initiatives, that the teachers who are
involved in it, let them be the start, so to speak.

One school staff took the reigns of leadership spontaneously, celebrating their
principal’s return to school following a difficult and emotional two weeks:

On Friday afternoon at two o'clock, much to my surprise, there ca-ne the
announcement that we were going to have the rest of the day as a school celebration.
There was food, there were movies, we had performances, the kids had performances
at all the different grade levels, they sang songs. . . . You have to understand it was
totally disorganized, it was total chaos, but we had a school ceiebration, just this last
Friday. People ran to the school and they got popcorn and rop . . . and kids were up
and down the hall and parents were in and they had dragged the portable stage, they
had a Karaoke thing, it was called a celebration.

Balance; Where to draw the Line? One principal, when asked how staff handled
the extremely busy March calendar that included two back-to-back weekends filled

entirely with school-commmunity activities, commented:

Teachers do have to get invnlved with things, and mostly when we do school-wide
things, it works out very well. We did the Book Fair in early December and everybody
rame; like, the organizing committee was about five or six people and everything, but
the night they did the fair, everybody came, everybody contributed and participated,
and | think it will be the same with these things. | think everybody will get on side and
everybody will participate. . . . Because they're just that. Staff are like that here.

Another principal described why staff takes ownership for many school activities:

| think that people have a sense that | am very open to new possibilities, that |
puiiave that we collectively own the building and what goes on within it, and many,
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many Feople have taken initiatives and taken them beyond where | would have taken
them. it's phenomenal.

Many principals expressed amazement for what gets accomplished in their
schools, and that many s:aft members put extraordinary hours into school curricular and
extra-curricular activitic=. “We have a dedicated staff who offer more in one month than
most schools do in haif a year,” exclaimed one principal who this year created some
“down time” for staff by freeing up an hour on Friday afternoon, beginning at 2:08. He
“lescribes it &5 “a conscious choice to allow them a bit more freedom to do the things that
they ner.d tu £0.” The initial idea was to

rotate and do some professional [activities] and allow them to do some planning for the
following week. i've been very conscious of trying to really be ah, nurturing, | guess,
as far as giving staff time to plan and to work on things that they need to, or even if
they just decide that they're not going to do anything, but just kind of socialize
together, to do that because | think that it's important. They worked very hard, the
official opening was a demand and a drain, and coupled with all the things.

One principal commented on the busy activities in his K-11 school - Christmas
Concen, International Food Day, Public Speaking Contest, Travel Club fundraising and a
school-community Fashion Show - and recognized he need to call for some staff “time
out” in February:

In February | gathered some staff together and | tald them, point blank, time for a
breather guys, like this thing is not just rolling but - is getting a little crazy here and it’s
time for a breather because | don't want you to burr out, because we have the rest of
the year to go yet. Because don't forget, while all cf these special events are going
on, there's the weekly co-curricular activities going on, and the list is almost never-
ending. It's really unbelievable, the list of co-curricular activities through lunch hour,
intramurals, the different sports things.

Fcr another principal there also came a point when she had to draw the line on
staff involvement. “We just had a thing happen last Friday afternoon, kids’ events for the
camival, one more time, nobody to run them." This principai pointed out that sometimes
she just says no, “that is not fair, it's always the teachers. And | do that continually, |
throw it back to the community and say, sometimes it has to be somebody else besides
the teacher.”

Because every single teacher on my staff does run something after school, between
basketball, computer club, green club, choir, all those things go on, and they're willing
to, and if | would have gone to them and said, they want us to run the kids events, we
would have done it, but | believe that sometimes the line’s got to be drawn and said,
we ?ive enough. The CEC has declared a local holiday, that includes us, and we've
dealt with these kids the other 113 days this year! Isn't there somebody who

could . . . and we ran a carnival anyway, we ran a mini carnival in the Gym.
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Concern that staff become over-extended was expressed by several principals.
One principal had planned a Staff Sharing Circle, “where, amongst ourselves, we can sit
and talk if something'’s bugging us, just to getit out. . .. If there’s something that needs to
come out and people need to . .. get rid of it, we could do it there.” To her regret,

The staff sharing circle hasn't happened yet! Due to other things, they continually
come up on the day that Staff Circle is, it's just been (pauses). . ..

fessi r lyation
Principals discussed a variety of practices directed at continuous professional
growifl, from mentoring new teachers, to modelling in the classroom, to facilitating
professional development at staff meetings in collaboration with staff, to encouraging
yearly growth through individual growth plans for all staff.

Mentoring new Teachers. The challenge for these principals was in working with
staff at many levels. For one principal, an hour’s conversaticn on a Sunday at school with
an assistant principal considering his own principalship provided opportunity for
mentorship, although he noted that “it's rare that we get those kinds of uninterrupted
periods together.”

| tried to explain all of the components that | felt were important in terms of the
experience, the training, just the readiness, and that when you actually take that role
of principaiship on, everything stops with you, it really does. And | said that the only
way to be fair with yourseif is to get yourself ready, to expose yourself to as many
different kinds of experiences, different levels, different school systems, whatever the
case may be, the more that you have, the better prepared you are. . . . we were all
around this yesterday. It was interesting.

Another principal mentored new teachers and has found the hours he put in with a
new teacher valuable. He heiped one new teacher develop unit plans:

This is not a fun process. You have to do it for every subject that you teach, every
year, by the middle of September . . . but we give a two-week extension. And it has
to be to the middie of February. And then the middle of February goes to the end. . . . |
had one teacher come to me this year, crying. | don't know how to do this, | really
don't. I'm a good teacher but | don’t know how to do this. Over a period of a couple of
weeks and 14 hours later, one on one, that teacher finally looked at me and said, |
don’t need you to help me with this, | can do this one. Magic words. Thank you.

The principal pointed out that although it “was a big time investment on my part’
he believed that “that teacher has paid me back those 14 hours a hundred fold” he stated,
“pecause this is a teacher with fabulous potential. . . . You get it back, you really do. You
get it back in loyalty, you get it back in the amount of hours the person is willing to spend
at school with kids.” He concluded,
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If you show people how important they are, then they'll become what they can be. If
you show them how important they are, and how good they are, then they'll grow to
that, and they'll gain the self-confidence. Now, February came, {snap) unit pians in!

Modelling in the Classroom. For one principal, having to guide two teachers with
discipline problems at first created some personal irritation. Having coached the teachers
on strategies, he discovered that more was required of him.

That wasn'’t enough. | kept thinking that in a sense, it was their problem. | felt | had
done what | needed to do, but it really wasn’t enough, and this problem wouldn't go
away and it was really bothering me and worrying me in terms of student behavior,
and | finally said, well, I'm just going to have to go in there and do the damn *hing
myself. And | kind of resented that, because these guys are being paid a salary
(laughs) and it means more for me on weekends and in the evenings, but nonetheless
that’s my job, to support teachers in their work, and | felt that, you know, how much do
| have to give? And in terms of two teachers, | had to give a hell of a lot. And | still do.

The principal had to “intervene to do some basic teaching, to demonstrate to
teachers how to deal with these kinds of behaviors.” Ultimately, he’s found it “is paying
real dividends.” For another principal, taking a direct approach with a staff member who
needed help with classroom controi was difficult, and modelling was personally
uncomfortable aithough she did eventually resort to it:

| find myself preaching to the whole staff about tt ‘ngs that maybe one person needs
to know, because . . . 1 don't want to hurt someone, so | put in a staff memo,
something that sounds general that really is directed at somebody, and I'm just not
good at that, | know I'm not. | have one class that, if there’s better classroom
management in there, it would save me a lot of heartaches. I've tried to go in the
classroom and brirn enntrot myself . . . without her knowing, not saying watch me or,

ah, just steppino i~ ,

Facilitat” velopment. Most principals “save some time out of the
staff meetin “levelopment, school policy or procedure or addressing
a particul: al, staff development has been a major challenge to
introduce ' ot bean emphasized in this district and it really
shows in « sysicnal deveiopment . . . there is no system in
place, there ..~ Dlan . .. it just hasn't been emphasized.” He described
the situation .. VR

It's just a free for all in terms oi staff development, professional development. People
just do whatever the heck they want to do and that’s what they've done for 20 years.
.. . At the school level we certainly do staff development on a regular basis with my
staff meetings. An example is the school growth plan using staff meetings . . . to
implement and organize the tasks relating to the grow h plan. It's tough when . . . a
large portion of your staff are not accustomed to doing staff development activities and
they’re not really interested or they're reluctant.
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Introducing a personal growth plan as part of staff supervision, this principal made
several suggestions to encourage staff to “do things differently, and | had talked about
clinical supervision, peer mentoring, peer coaching, that sort of thing. And if people wanted
to do something differently, | was happy with that.” In spite of his encouragements, no
one took him up on peer mentoring:

The funny thing is, we have some excelient teachers in our school, and | approached
a couple of them about it, like there were a couple of first year teachers or term

teachers, and | asked if they could take this person under their wing, and | got the big
no both times.

Staff reticence was linked to clinging to past practice. The principal recalled that

When | brought things to staff, people kept telling me, well that's not past practice.
And | used to always say, weli 'm not interested, it's not just a mattter of past
practice, it's also a matter of best practice. . . . ah, so again, past practice had a lot of
baggage. But professional development . . . was a positive thing anyway.

Progress has been encouraging, with six staff workshops on student behavior
completed; “in terms of staff development, the mission statement took . . . six staff
meetings, it took haif a year to get that done.” Facilitated by a high school consultant who
was “excellent, one of the best educators I've ever worked with,” the value of the staff
development activity was probably not in the final product of a mission statement, but in
the process the staff worked through together, answering questions about “what is your
vision of an ideal school” and “what qualities would an ideal graduate have?”

The process of the staff development activity was more important that the topic. . . .
putting teachers in different groups and putting out a question on an overhead or
whatever and saying, what's your idea of an ideal graduate, and he'd say OX, you
have 10 minutes with this group, and then when you finish you'd rotate to another
group where there’d be another question, then you'd rotate again. At the end, a
presenter would come up and say what the concensus was, what people came up
with on that particular topic.

Another principal had success with having every staff member facilitate one
professional improvement session at staff meetings over the year, requiring staff to
identify and share an area of strength with their colleagues. Tied to that was the
professional growth plan, where staff is to

Identify an area for the year that they want to improve on, and it could be through
peer coaching, it might be informal supervision with an assistant principal or the
principal or the PST [program support teacher], it might be inaividua! reflection, so
we've tied that with the professional improvement session, and each staff member
now has done it. They have facilitated some kind of sharing and learning session with
the rest of the staff. . . . So much of the learning can come from each other. Our
program support teacher who'’s new with us this year is a wealth of knowledge on
whole language and reading and writing, so she has done an awful lot with us as wel!
in terms of facilitating sessions during our professional improvement time as well.
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Many principals encouraged profess: growth by sending interested staff
members out to participate in workshops of many kinds, such as crisis intervention, CTS,
grade extensions, and secondary school workshops. Most often these workshops
required travel, which was much appreciated by those teaching in small and remote
communities. One principal described taking a staff member with her to present at the
Dreamcatcher Conference in Edmonton ir October, creating an opportunity for
professional growth:

This time | said when they called me, I'm not going to present but | am going to bring a
presenter, I'll bring my Cultural instructor there and let her present. This time | will bring
& presenter with me and | want her to see what's going on down there, but | don't
want to present.

Staft Supervision and Personal Growth Plans. For most principals, staff

supervision and personal growth plans were related activities aimed at staff development.
“My main concern was that there was a systematic approach to professional growth,
regardless if you're a 30-year veteran or a first year teacher,” said one principal. For this
principal, the work he began in his school on supervision and evaluation has seen
encouraging progress, as “there was no system in place for evaluating teachers until last
year, and | think that's been introduced in an effective way . . . and has been, as much as
evaluation can be, a positive experience for staff.”

Another principal described staff supervision comprising either assessment or
personal growth:

For teachers who are on probation, in the first or second year, there's a formal option
of classroom supervision and visits and conferences before and after the visits, and
i's quite a formal process and it gets written up and passed on to them. For those who
aren't in that stream, then generally they have the options of coming up with their own
growth plan, either by themselves or with another staff member as peer-peer
coaching.
This principal found that the personal growth option for teachers not on probation
made staff supervision somewhat less time consuming, although “there is still a
conferencing period. | want to see them at the beginning of the process, and the end,
have a little meeting with them, make sure something is happening.” Written assessments
are required every four years for teachers not on probation, but in the smaller community
schools, few teachers stay that iong; he had five probationary teachers on a staff of 14.
A third principal described an evaluation process that used “reflective criteria for
steff members on kind of a checkilist on their own classroom teaching in different categories,

such as classroom instruction, creating a positive classroom environment, student
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evaluation.” Beyond this reflective apprc 1 to personal growth, a more formalized
approach has been developed in the region for staff who are “on term, for example,
outlining that whole process, so it's much more defined than it was in the past, and the
expectations that are of us as principals to ensure that proper documentation is done.”

Finding Time to Complete the Tasks. Although most principals made valiant efforts
to complete staff evaluations as prescribed by their boards, for most it was a task left to
the last month of school. For one principal of a school of 450, “within our district we're
charged with visiting every staff member every other year. That is a horrendous task.”
The task of summative evaluation becomes more onerous when meaningful assessment
is the goal:

But | have always believed that the kind of checklist approach to things, while it may
be good in terms of | guess observation and data collection, | think ultimately the more
effective way of giving it back to staff is through more anecdotal reflections and
writing. So often times, our evaluations end up being 8 -10 page comprehensive
coverage which in a sense is one of our, | guess, contributors to the feeling that we

can't get it all done. We're trying to be as complete in our assessment as we can
be ... and also add a personal dimension to it.

For another principal, staff supervision was generally informal and occurred as she
walked around the school or subbed for teachers who were away to culture camp:

Whichever teacher goes [to culture camp], | teach that class for two days, so for the
month of camp, | become a teacher, so ! teach and cover for them . . . and it's kind of &
neat time for me too, because it gives me a chance, if | haven't been in a class very
much. | spend lots of time informally in class, in classes, but if | go into somebody's
class for two days, | can pretty tell how things are going. In two days it becomes
pretty clear, if you become the teacher in the class, what's going on there.

One principal used IOTA (Instrument for Observation of Teacher Activity) in
processing his staff evaluations, for which he made time: “I've evaluated every
probationary teacher in the school, which is, well | guess if you're in a big school that's
quite & lot, but if you're in a little school like ours [9.5 teaching staff], yeah, I've evaluated
half the staff! Full IOTA’s.” This new principal felt it was successful:

The teachers that I've been through that process with, everyone of them this year
actually, have said to me that it's, they were afraid of it, but once we started, they
were fine. They were very comfortable wth it and they felt it was a time more than me
evaluating them, it was a time of introspection, a time of being able to reflect and take
the time to think and see.

Currently teaching half time himself, he feels, raises his credibility in assessing
teaching activity:
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| have taught all different grade levels, everything except kindergarten and grade two.
So when I talk with the gracle one teacher, I'know what the grade one teacher is
talking about when she says that sometimes her skin crawls because she’s got 15
kids crawlin? all over her and she’s not in the mood today, you know what | mean, but
she has to. I've been there. . . . And similarly with the grade 12's you know. The
tension and stress that comes frem knowing that you have diploma exams coming up.

Many principals saw their task of supervision as time consuming and the paper
work &:. daunting, but recognized the value it has in terms of mentoring and encouraging
teach::s along the way. One principal described his enthusiasm for the process:

And you know, you go and observe a lot of people and it is something filling your
time, and every now and then . . . there’s someone and oh, whoa, and you take off
inside because you're watching this happening, and it's like magic. There’s something
really nice as a principal that you can encourage very directly and influence and write
evaluations on people like that, to slam it to them just how good they are, so that they
know, you know?

Unsatisfactory Evaluations. One principal described the process and frustrations

of dealing with at-risk teachers in a system that lacked a clearly defined teacher evaluation
policy, and where he lacked “authority to deal with it.” He felt that, “I'm doing what | can to
provide support for these teachers, but that's very frustrating, and you know that a lot of
your time is spent on a situation like that.”

This principal encountered this situation in his time as principal of the school:

| don’t know how many letters I've received from parents, why don't you do
something. | can't tell them the truth. | can't tell them, | don’t have a teacher evaluation
policy. If push comes to shove, if a teacher is doing a terrible job, | think a Principal
would be negligent not to do something anyway, but here, you know, you'd like to
have some systems in place to support you. Otherwise you end up beirig taken to
court and everything else.

An evaluation policy was put place in the district this year. Although he saw it as a
positive step, “ It's nothing to write home about, | might tell you.”

Another principal described “career counselling” teachers who were not succeeding
in the classroom. In dealing with “a marginal teacher very much at risk of being considered
incompetent,” this principal found great difficulty with “having to support her in a process
of growing when she didn't see that she needed to grow.” Believing strongly in “balancing
the need and the time for everyone to grow, especially our colleagues and staff
members,” she also recognized “having to draw the line,” and questioned,

Where does that time and the amount of energy that goes into supporting someone to

row, stop when it's harming children. For me that's what it came down to when um,
the learning of children is being interfered with or they are being harmed as a result of
trying to help an individual gro... And that was a tough one for me, because | believe
so strongly in giving everyone every opportunity and providing them with the
support, whatever that support may be, to grow.
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Connecting with Community

The principals in this study reflected the understanding that the education of
children is a reponsibility shared by educators, parents and the comrunity at large, and
that learning can take place virtually anywhere. The role of parents was discussed in a
previous section, as were mandating of courses by community, and beginnings of CTS
and business partnerships. Several of the principals’ discussions presented to this point
have also touched on their connections with community. This last section uncer “Handling
the Challenges” will move beyond what has been previously presented on community to
include (a) Building Bridges with Community, (b) Public Relations between School and
Community, (c) Bringing the Community into the School, (d) The Power of Communities,
and (e) A Larger Sense of Community.

Building Bridges with Community

It is apparent in the findings that principals are ever-cognizant of developing
strong and positive community-school relationships. This is exemplified in their work with
CECs, and in school fundraising and school visioning activities. One Eastern Arctic
principal emphasized that, “we have to have good relations with the community and the
school if education is to mean anything for these people. Otherwise it's just going to be a
southern institution plunked down in the middle of Inuit land.” He finds that there are
students whose parents “put a strong emphasis, have more commitment to learning than
the others. And it’s a continuum, all the way to those who couldn't care less and the ones
who don’t have a clue what they're doing, why they're there.” There are, however, a
“number of parents, you can likely count them on one hand, who have a driving
commitment to their child’s learning. It's growing, but it’s still a minority.” He pointed out:

That's why it's so important to build good bridges with the community, because once
they're built, then the more you get the community into the school the more ycu can
emuhasize the need for education, and with the arrival of Nunavut, you can point out
to them that a lot of the jobs that are held by whites in this town can be held by Inuit,
and ve.7¢ ¢oan too. This community has more jobs held by Inuit than other
commii e,

Itis urz-:-*ood that educational partners offer relevant culture-based schooling
that will differ f::7. ~ommunity to community because of the diverse culture and socio-
eccnomic make-up of the N.W.T. To be meaningful, education must be relevant to the
child’'s world. A second principal described having elders as teachers in the school for the
second year, a goal that

came out of work we have done to involve students, parents, elders, community

members in community visioning workshops held over the last three years. We met on
several occasions [eight workshops] to share our views on the kind of education that
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should be provided to best meet the needs of the children and youth of [our
community]. During these workshops we reviewed and revised our school goals. In a
special student visioning workshop, held during the 1994-95 school year, students
indicated their strong desire to see elders as teachers in our school. This is now
happening!

The benetfits are far-reaching for both the students, who are developing a stronger
identity and understanding of their heritage, and for community members, who are
becoming more involved in shaping their children’s education, some in the school as
teachers, others involved in recounting their stories to staff and students who transcribe
and use the narratives as part of the theme work of Inuuqatigiit . The elders-in-the-school
program ‘“is again linked with our cultural program, which we now refer to as our
Community Living Program. This name change better reflects the learning that the
students are doing.” This principal described how the CEC chairman took pride in the
work accomplished in his community school, a pride based on ownership for what had
been developed collectively:

We have a good supportive group of people who sit at a CEC meeting. Last night
again, it was our chairperson who had just gone to Divisional Board Meeting and had
come back quite proud of our community because the Director had asked him about
the kamik making course . . . and the igloo building with the CTS courses, and then
asked him to share information on that with the other board members. So that was
nice to see him, just a smile and the sense of pride, it was encouraging too.

jation n School an m
For many principals, communication was key to the success of school-community
relations. Using community radio was one means of keeping people informed. Writing
monthly newsletters was another, and this was usually done by the principal. One
principal used her newsletters to inform and educate parents, and found

we hzad such high demands, like | said we have 85 families, we now have 225 copies
get mailed out, to other communities, to our community, every single household now in
our community now get it, because we started getting asked, asked, asked from the
elders, and the CEC said, you know we are saying we are a community school, that
doesn't just mean parents, let’s get it out to everybody, so it's doubled production in
the last little while.

A school newspaper created by a grade 4-5 class was also welcomed by this
community. “They had contests in there, and you name it, they covered everything,"
described one principal, describing "articles on the lunar eclipse that was happening the
week that they got information off the Internet and pictures that they put in there from the
Internet. It was really, really neat.”

They just did it all on their own. They sold 109 copies, made $109. And the day that
they, they got it finished just before recess, and at recess they said, can we go out
and sell the newspaper, and | said, go. Well, those few went out, and all of a sudden
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people started coming to the school to buy this newspaper that they had seen other
people with and | was just amazed. . . . They had a page about all the babies that
had been born in the last little while, and they had birth ay celebrations in there and a
calendar for April showing everybody's binhda?/s and anniversaries, and they had a
little thing that was um, thay gave us a piece of paper, certain people, and we had to
write one special thing we've done in "ur life, and then you had to match the person
with something they'd done. Everybody right from the janitors to whoever in the
school, about eight of us, and you had to figure out who had done this special thing in
their life. They came up with some really good ideas.

For another principal, the community newspaper proved valuable communication
with the community. “We have a 4-page spread every month in that newspaper. it's
everything under the sun of what's happening." They use their media club to do
interviews and gather information, and “sometimes the kids go in and do the layout with
them, but in the last few months, they have been so busy with other things that we have
just given it to the newspaper pecple.” Staff have also received accolades from the
communitv:

The other thing that is very, very gratif%ing is . . . under beefs and bouquets, four or
five times this year there has been stuff sent in, and its thanking the staff, thanking the
teachers, you know, and that is really nice. Last year it bappened once, prior to that it
never happened. This year it's happened four or five tn. 5. And it's really a nice
feeling when you read that. It just gives staff a boost, eh-.

One principal described one Education Week activity that took the whole school
into the community for a day. The theme which was “strengthening the mix between
education and the workplace” saw 11 multi-aged groups visit workplaces. The principal
“had sent out things ahead of time” to the workplaces, suggesting they “talk about work
that's available there, what kind of education you need to be there, what kind of future
jobs may be available, and do a little spiel on stay in school while you've got the kids
there.” As a creative way to say “thank you”, the groups prepared wall murals,

And it really strengthened the links, and you go into the stores and there are the murals
high up where nobody could get them, they all had them up on display, so it really
turned out to be a good, a good activity. And students become the teachers,
especially to the new ones in the community. They become the teachers and like to
talk to the teachers about people and things that they see as they're walking along
and doing things.

mmunity i h h
Most principals had been actively searching out partnerships with community
businesses. Several were in the beginning stages of creating Community Learning
Networks, “developing a few partnerships and working with community agencies.”
Registered apprenticeship programs and job preparation and work experience programs
took students out of the school and into the workplace. There were many examples of
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community coming into the school to support programs and students ir those programs.
The bridging was beginning to happen, and traffic flowing in both directions.

In one school, “there is no doubt that the community is actively involved in building
from a physical accommodation” as well as in program and operations. "The nature of
some of the partnerships that we have dictate that. We have the YWCA in the daycare,
and we have to work with them, both from a program perspective and from just the
daycare operations perspective.” The Guild of Arts and Crafts worked out of the school's
art facility and supported the school art program. A community artist came in to offer two-
hour sessions to a day time art class and ~ science class, over a six-week period. “We
have integrated art into the science and he's going to do some interesting work there.”
CBC volunteered time to the school radio club:

In actual fact they tell us we have a better radio set-up than they do, so they see a
mutual benefit to coming in and talking to kids about how to interview, how to program,
how to do the disk jockey kind of routines effectively, and they get to work with our
equipment and learn about digitized radio equipment and that kind of thing.

The principal noted that “there is such a rich repertoire of possibilities . . . | think
that it's just a matter of seizing upon the elements that fit best with your vision of your
school.”

We just recently had another Bio 20 field trip go out where natural resources persone!
were involved, where parents were involved, where CBC again was involved in
reporting it. So you know, a convergence of players coming together and producing
something pretty remarkable that the kids have genuinely enjoyed and learned from.

This principal sat on the board for Crimestoppers because he was acutely aware
of criminal activity in the community and its impact on youth:

and | do it for a very good reason. We'd have to be blind not to see that there are
some difficulties with respect to criminal activity and youth, but { think that it's important
that, an?nhing that | choose to get involved with outside of the school context
generally has a student focus, it's something that, when you start to bridge and make
networking possibilities there, | have great RCMP contacts, | have great business
contacts now, and | have people who have woirked with me now to offer many
possibilities for the school just because of the fact that | sit on that board. So, | think
the networking that happens is just a matter of being open and receptive to it.

The structural elements of community learning networks varied from community to
community and were partially dependent on what the community itself could offer, as well
as the leadership that was taken to initiate and forge the partnerships. The majority of the
work has tended to fall to school principals.
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The Power of Communities

One principal noted that although there was a lot that communities had in common,
there was mora that made them unique, and “your school refiects how your community
thinks.” Achievement, she felt,

is driven by the view of the community, because we can do all we want at school,
and if it is not perceived at least by a portion of the community, it's not viewed as
important. We're going to get a small percentage of students who are going to achieve
just from family alone, but the others who have the possibility of achieving and don't
have the family support are going to need that whole community feeling and
'eadership feeling that academics are important before they're going to make it.

This principal felt that without community supponrt, schools cannot overcome the
many problems facing young people and affecting their learning:

We also have other students who are very capable but who do not have that
support at home and if they don’t perceive it from the community at large, it's going to
be very difficult within the school to motivate them to do well. hey only spend six oi
seven hours in the school in a day, and it's going to be very difficult to coinbat all the
negative infiuences outside, unless they perceive a general support and a general
push from the community that this is important, and t ey are looked upon as Jdoing well
when they do well in school. And | don't think we’ve achieved that here yetas a
general community feeling.

Some of the principals commented that occasionally, professionalism became an
issue in their community schools when staff members and substitute teachers were also
“local,” and privy to staffroom discussion about student concerns. “Oh good lord! This is
also a problem sometimes, because you have local people who are related to some of the
students (chuckles). That has caused a few upheavals.” In this principal's experience,
professionalism “is a difficult concept to get across sometimes.”

For another principal, small town dynamics can create intolerable situations within a
school. “This is small town north at its best and its worst” he said of his experience of
having his reputation siandered, first professionally, and then “it turned into an attack on
me personally . . . and it really snowballed.” Whiie away at a conference, rumours had
been started and “the town just went nuts, one way or the other. People just have
nothing better to do, eh? This is where small town gossip got carried away.” The principal
eventually resigned; what followed was that townspeople, the “silent majority,” began to
respond to the situation. “A certain number of people took it upon themselves, this is
parents in the community, that they weren’t going to accept this, that | had been worn
down this way and that | had resigned under these circumstances.”

First a parent delegation, and then a public CEC meeting proved overwhelmingly
that the community was supportive of this principal, and he eventually reconsidered and
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rescinded his resignation. The principal had much to say about the incident, but perhaps
these words best capture his feelings:

I've been in this community for seven or eight years, and finally the huge silent
majority had had enough, and | think that when they saw that I had resigned and that !
meant it and it was over for me, and they saw that a we=k i.ad passed and | still really
meant it, then that huge silent majority, ali those years with all those people, kicked in
and man, did they kick butt! And it was nice!! And on that basis, I'm back as principal
and | can tell you, if any principal ever had a community behind him and knew it, |
know it! Basically this community pulled together for me big time.

A Larger Sense of Community

A number of the principals defined community as beginning within their scioc:. with
students and with staff; the most direct community link to those schools came ti-rouch the
parents. The community ac- n council or school board was the next logical ¢ ...
followed by the “greater - sity,” the business community and others in the
community that have an >stin and a desire t¢ support the school in various ways.
For some principals, there was aiso a larger sense of community in some of what they did.
This involved working with people from other communities to create rich learning
experiences for northern students.

For one school principal, it meant pitching in when necessary. She wrote:

We hosted a very successfu! regionai science fair last year, and staff quickly
volunteered again after the McPherson School burned down, even though it was short
notice. We are also hosting a regional ‘friendship games’ which entailed finding about
$15,000 from a variety of sources.

Her school hosted several community events this past year, requiring large-scale
involvement and support by staff. Both the regional science air and the friendship games
were completed on “short notice,” the former due to tragic mishap, and the latter due to an
eleventh-hour confirmation of adequate funding. In both situations, the school community
supported the entire organization of bringing many people into a small and remote
community for a long weekend, and accomplished it with detailed consideration for human
comfort and enjoyment. The phrase “northern hospitality” describes it well.

The idea of having a Friendship Games weekend in the community began in this
school two years previously. The principal hastened to add that something similar has
been done in one of the southern regions of the N.\W.T. She described the underlying
focus of the games as “non-competitive, cooperative socializing kinds of things that bring
the communities together.”

Even when we do team games like soccer . .. it'll be mixed teams. We set them upin
groups, and the groups will probably stay for the whole weekend, like we’ll have
groups of 10-12 kids and those groups wili be a mixture of all communities and
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schools, and it will stay together for the weekend, and whatever activities they're
involved with, they'll be involved with as a team. And of course we'll have social
events like drum dancing and feasts and things like that going as well. Hopefully, even
with the short notice, hopefully it will come together and be successtul.

After the games, she reported that “the staff pulled really well together. We had
participation of well over 100 students from all the other communities [8] including ours, and
we had extra students from ours. We had very positive feedback from all communities.”

it went very, very well. We made it into a very relaxed kind of time. There was no
competition. People did get together as a group and mixed very well. It was a long
weekend, long in terms of hours, yeah. You'd get home at 11 or 12 at night and then
back at school by eight, but the CEC did give us that Monday as a CEC holiday, so
they appreciated the effort that went into it as well.

The principal pointed out that, “We’ve been trying to pull it off for a while, and it
was only this year that the funding came through.” Funding came “from the Inuvialuit
corporations in the different communities. And we sent a report and pictures and things like
that.” There were letters of thanks from all the communities:

We had letters from a lot of the students saying they really enjoyed participating in the
different events. A lot of them enjoyed the northern games sections that we had, some
of them would say that they had a great time, the food they really appreciated, and
we did have a fairly extensive kind of thing for food. It wasn't just hot dogs or stuff like
that. It was full fledged meals. Every group we heard from, and we heard back from
them all, highlighted something a little different that they really enjoyed.

Although hosted by a school, this was a community event and clearly a good
example of “a larger sense of community”!

It was a school event in the sense that most of the work was done bg the staft
members, although we did have some participation particularly the RCMP, some
nurses and a couple of community members that came and helped out. For the other
community in a lot of ways, it was a community event, because their local community
comps got involved in organizing it, not only in contributing money but also in arranging
for supervisors to go, and a lot of the supervisors were not school personnel in
several of the communities. They were community volunteers.

Summary
To conclude, when one considers these principals’ stories, one begins to
understarid their complex and far-reaching interactions with parents, students, staff and
community, and to recognize that they continually function as facilitators and sense makers
for their school. The work .:an be described as “Handling the Challenges,” and is
deliberate and orgoing, as one principal suggests here:

| don't think, sometimes, that the day is long enough or that there is enough energy to
devote to the issues and concerns of the day. It would seem to me that the nature of
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this beast called school is one that sees us constantli,/ seeking solutions or
improvements to what we do. These eiforts are usually directed at trying to be more
effective within the operation of the facility/organization or in responding to changes
from external sources. Perhaps the very nature of school means that we will never
have answers and that we will truly never be optimized as a learning organization.

WORKING BETWEEN THE LINES

One question principals grappled with was how to best fulfil their educational
mandates given the particular realities in their community. How could principals gamer
community involvement in educational decision-making? What program choices made
sense for their schools, and how were these decisions being made? How did fiscal
realities impact decisions being made about schooling at the community level? This
section considers what principals said about their mandated responsibilities as school
leaders, and explores the ways that Department mandates are being reframed within
communities.

The Department recognizes the importance of grounding education in its people
and communities, who must ultimately “translate” the mandate in a realistic fashion to fit
their individual contexts; in short, that learning be a relevant and culture-based process for
their children. “Working Between the Lines” explores: (a) Strategy to 2010: Principals’
Views, (b) The Realities: Creative Tensions, (c) Differences in Communities,

(d) Principals’ Workshop: Developing Like-Mindedness, and (e) Reframing: Flexing the
Rules.

The Strategy to 2010: Principals’ Views
“Education is seen as a partnership between student, family, teacher and
community,” stated Richard Nerysoo, former Minister of ECE. Boards and divisional
boards of education should promote the involvement of parents and guardians as key
players in their children’s leaming.

In striving for success for all students, ‘inclusive schooling’ augments a community
based, culturally relevant approach and recognizes that additional supports and
training need to be in place for teachers and students in order to facilitate the learing
of all students. (Educating all Our Children, 1993)

This statemunt suggests that education must focus on making leaming more
accessible for all students, and on facilitating the learning of all students by ensuring that
additiona! supports and training are in place for students and teachers. it touches on four
maijor concerns; in northern education today: inclusionary schooling, grade extensions,
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community involvement, and cultural relevance. The principals in this study were
wrestling with all four, v:ith varying degrees of success. These will be discussed in this
section under the subheadings of (a) Inclusionary Schooling and Grade Extensions,
(b) Community Involvement and Cultural Relevance, and (c) Long-term Vision.

Inclusionary Schooling and Grade Extensions

Philosophically, principals supported the inclusionary schooling mandate.
However, with recent cutbacks and more to come, all felt understaffed and underfunded to
take on its challenges. The general outcry was that increased numbers of students were
being matched with dwindling operational dollars and fewer student support personnel.
One principal found that

It is not unusual to have students in high school who are only literately functional at
the grade two level! The norm is more and more to have modified programs to
compensate for inadequacies or deficiencies. Teachers have not been trained to cope.
Universities have not really caught up to this reality. As is fairly usual, intern teachers
often are baptized in the true world of teaching only once they have been exposed to
a classroom of students.

This principal saw a whole community approach as the only realistic answer:

| believe schools would be so much more effective if there were more “real” support
from the home. This is especially so at the high school level where, it seems, parents
now believe their work is over. Sadly, it where the most attention should be paid.
With this kind of change, then what schools are currently doing might be adequate.
Resources and personnel would not be the issue they are now. Educators, alone,
cannot possibly cope with the multiple dysfunctionalities that walk through school
doors daily. A whole society/community approach is needed. But it needs to be
dene, not just talked about. We need visionaries within government who can effect
the appropriate changes to allow for different and refreshing approaches to education.

Believing that “we need various departments within government to actually work
together and get along,” he questioned if there there was “the will within various
bureaucracies to do so. ... Government is too big, too removed and distant to really
understand or effectively support its clients.”

A principal of a smaller K-11 school found inclusion more workable in its first year of
implementation:

| am very pleased with the high level of success we are experiencing this year
impiementing the new Inclusive Schooling policy as directed by the Deparment of
Educatic 1. | have a .5 IST [inclusionary support teacher] who is gifted beyond
description and with a work ethic to match. She has taken the school and molded us
into a place where iriclusive schooling has become a verb and a fact.. This involved
starting from scratch . . . developing functional IEP’s for all appropriate students,
developing a work environment where teachers were wiling to accept inclusive
schooling and willing to accept the knowledge of the IST in terms of learning how to
implement it in all the varying classes and levels . . . developing trust among parents
who were not that willing to accept the policy in some cases.
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He credited some of the success to his personal involvement in the process, in
providing support for the IST at the beginn‘ng of the year.

We dialogued at considerable length in the first days back in August. | told her what |
wanted for the school in terms of inclusive schooling and she then told me how we
were going to achieve it. | trusted her knowledge and her ability, and | gave her
support during the first hard months when it was new and very controversial. And
now we are sailing with it. Our students are better off.

A third principal commented that “special needs has never been a priority here.
The reason is when you have a class that goes grades 1 to 4 anyways, none of your
students really look like special needs students, or very few, because you're dealing with
the whole realm anyways.” This being commonly the case in smaller communities where
students are often learning in muiti-grade classrooms, and “no one stays back in the same
class for more than two years, no matter what,” inclusion seemed to be less of a concemn,
than it was with principals of predominantly junior high and high schools.

This principal indicated that taking on the M&R (Methods and Resources) position,
half-time, for two years was “not a good combination.” As a principal, “you are totally
available to everyone to be the principal, and that's what happened. | never got to the
Special Needs stuff because people were dealing continuously with the administrative
stuff with me, you know, phone calls, whatever...”

so this year we have said, yes we will, we are writing IEPs and we are holding IEP
meetings every Thursday night, we have set up the list of kids who we want to look
at. Now that we have dealt with a lot of esteem things, we are starting to see the
difference on the siudents. At first we needed to deal with all that stuff, and now it's
not just that they don’t feel good about themselves, there is something we need to
look at and find out why they are not learning. So we, ah, that's what we have been
working on this year, is special needs, getting our students identified and IEPs written.
Itis a very long process with that many kids in the schooal. . . .

All the principals perceived grade extensions as an important step in Northern
education, most importantly because it allowed students to remain home with family during
the high school years, and also because it offered more opportunity for students to
participate in culturally relevant learning. One community principal, who had been grade
extension coordinator in his region for two years prior to becoming principal, reflected on
the extensive preparation done in some communities to prepare for high school
programming.

His tasks, directed to his school, included: scheduling; participating in the hiring of
staff; developing a long-range plan for the high school; determining which high school
courses would be available; determining how to distinguish between the elementary and
the high school, “like the perks as we called them at that time for our senior students”;
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determining what was needed in the community to accommodate “this new element of the
population, that their social needs are met’; determining support systems tor the families of
students now remaining in the community, “because there were a whole lot of people who
nevei had to have teenagers before in this community, because they were always sent
out”; and determining ways “to broaden the social base through sports and so on with
other students who were coming in to their own community extension programs” in the
region.

The move away from regional high schools and to community delivery of
secondary programs has seen radical change in northern education, with “a huge increase
due to providing access closer to home.” Malcolm Farrow commented to a group of
principals from the Western Arctic in April, 1996: “There’s an incredible system growth
happening. Student enrolment increased dramatically in the N.W.T., about twice the
Canadian average. We have to look at how programs are delivered. Regional schools are
out of the question at this point, even if we'd want to do it!”

ommunity Involvement and Cultural Relevan

One principal observed that “one of the most important things about a school
being successful, be it inclusive schooling or grade extension or anything else, one of the
most important things is to listen to your clientelle. What do they want?” Irivolving the
community required close listening and collaboration from northern educators. In
developing cuiturally relevant programming for schools, Divisional Boards of Education are
creating vision statements and identifying the direction of education for their regions. For
one Divisional Board, a {irategic Planning process was initiated in 1993 with the intention
of presenting “a vision of where the Board intends to focus its resources and energy.”
Calling for input from all stakeholders, this board believed that “true community
empowerment means governing at the grassroots level.” In part, its strategic plan stated:

Over the past 5 years we have improved the value of a child's heritage and
language, the use of technology is also increasing, children will have the support of
their parents’ support with grade extensions in our large communities, and the
academic instruction has become an important issue for the success of our students.

The following strategic plan identifies certain goals that set directions for the future.
Student success, Aboriginal Culture, Technology and Governance are the four major
areas that the Board has determined they would like to work on with the support of
educators, education council members, parents and other partners, such as aboriginal
groups and community governments.

We will have to work more closely with everyone that has some connection with
education, training or culture because funding will decrease in the next few years and,
to broaden the involvement in the education of our children, we will finally change
education from a govemment program to a community program.
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In one Eastern Arctic region, the vision that has been presented by the Board
offers strong direction for schools. One principal attempted an explanation:

We ought to be prepared for Nunavut in such a way that more aboriginal educators
will be involved in education, and the vision is to produce an educational system that
will serve the needs of Nunavut and produce administrators (I don’t mean educational
administrators) just produce the managers and the shakers and movers for Nunavut
so that we don’t have to keep bringing 1ip southerners, and at the same time, balance
that with maintaining a cultural identity. It's no small task.

The above principal pointed out that “it's no small task” because

One of those tasks is big enough by itself. If | was told | had to create an educational
system that would preserve the culture, and not have to worry about any of the other
dimensions, I'd probably do it pretty easily, bring in lots of elders . . . but then if | was
told | have to prepare for people passing Alberta Math 30, English 30, Socials 30 and
Science 30 subjects, that's even do-able. It's more difficult, but it's do-able with the
right preparation. But to do the both, and also to bring in vocational ed and to have
special ed, like there’s quite a lot of dimensions to the task!

In discussing their work, principals directed comments to the Strategy to 2010
document. “| don't think it's a given that it's going to work.” stated one principal. “Timing is
everything, and people are going to have to want to work together." He added t..at "the
system has to be set up in such a way that the incentives are in the right place, and that
might happen through block funding” in that it would force people "to get together with
people and kind of hammer it out.” He saw the vision as idealistic:

One of my roles is definitely to work with different outside agencies and | see myself
as part of the important link to the community in terms of providing learning or
education. | don't have any problem with the concept of these learning networks and
looking at the concept of lifelong learning and that, but that’s asking an incredible
amount of the public. | mean, it's very idealistic. . . . and | don't think that you don't do
it, it just means that it's a long-term vision. 1 think (chuckles) that 2010, | think that
maybe they should have called it 2050 or something.

He questioried the emphasis on technology: “basically billions of dollars have
been spent on technology and there still to this day hasn’t been a positive correlation
between technology and student achievement.” He added that “the real issue is
literacy . . . | see a lot of money being spent on computers and on software, but at the
end of the day, | don't see a better product or better results.” For this principal,

It always comes back to the human element . . . where kids really do get on the
computers, it's because the teachers have turned them on to computers, or because
the teacher uses the computer himself or herself, they’re role modelling. To me that's
the number one factor to increasing students’ achievement through technology.
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Another principal recognized that as local control of education increased, education
would be delivered differently in every community, and “a lot of it depends on your
community because your school reflects how your comrmunity thinks.”

| think every community is going to be totally different, and now with the changes that
are coming with the Education Act, | think if our CECs don't make the commitment and
become more involved in a proactive kind of way, | think that things are going to get a
whole lot more difficult. . . . the other people involved, have to start picking up the
reins and doing things as well. And you have to get people in there who have the
commitment to doing that. If you don't, | think it will be more and more ditficult to make
schools function and function well.

“What is really missing in the Vision to 2010 is any kind of implementation
strategy, at least none that | have seen to this point,” stressed one principal. “It's a
wonderful document. It has a sound vision,” some of which was already in place in his
school where there was extensive work on visioning with stakeholders, and with
interagency initiatives. However, “it's nothing unless some kind of action plan is put into
place to support it," expressing frustration “that there is supposed to be some sort of
protocol developed, for instance, between ECE [Education, Culture an Emploment],
Health, Social Services.” He pointed out that, “to date we have not seen anything
constructive come out of that, and the bureaucratic bichering that comes out of what goes
on keeps the practical reality from happening.” He urged that Department officials listen
more closely to practitioners:

Very much like the Education Act that is being put in, | mean, people have been given
some opportunity for dialogue and input, but they’ve gone ahead and instituted some
things for political purpose, for examnle, the 1045 hour year which means that in a
sense they are trying to force the 200-day school calendar. . . . | often times worry that
they are not listening closely enough to those who are trying to do it.

This principal also believed the Department to be “woefully understaffed” and
“woefully disorganized” and that “it's not a very hopeful nrospect.” However, he
recognized that Department “personnel are not nurtured in tha way they need to be, we
all need to be, and it must be disheartening to . . . value education and what we're doing
and yet feel isolated as I'm sure many of them do.” His belief was that “that fundamentally
the Department is moving in the right direction” and that “the move to Project Team, to
working together, to being open to input and dialogue and partnership, those things are
important,” and this principal expressed the hope that “if we work together, | think that
we'll get to concensus or to some conclusions and to some successful directions.” He
described the task facing all educators ironically:

| think that it's such a mammoth context and situation and system to have to grapple

with, and there are so mary variables. Mission Impossible probably just about
describes it.
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The Realities: Creative Tensions
From the principals’ stories, it was clear that differences existed between what the
Department mandated and what the community envisioned, as educational directives
were “translated” to fit the community context. A creative tension also existed between
what the community mandated and what the principal thought could possibly be offered in
his or her school, given needs and resources.
One principal described his reality of being required to offer 10-level courses:

We live on a bell curve, every one of us, height, weight, intelligence levels and
abilities, all the rest of it. There's some people that that doesn't sit well with,
egalitarians who think that everybody should be equal in all things, not necessarily
any celebration of the differences that people have or the talents that they have, so |
try to explain that to the powers that be, but if they are very far away and | am here
locally, in the end | wind up compromising between the mandates of the Divisional
Board or the Department of Education and the reality that we're faced with in the
school. Generally speaking favouring the realities!

For this principal, geographical distance brought greater autonomy, responsibility
and freedoim; he recognized that “you basically confront a lot more problems than your
southern counterpart” but that there was also "more flexibility and creativity . . . in terms of
how you deal with those problems, because you're very far away from your board office,
geographically and in every other sense of the word.”

For another principal, the balancing of tradition, technology and spirituality created
an ongoing tension for her school:

| guess again this came out really strongly in our visioning the community vision
sessions that we had, the parents and the elders, that the school must reflect culture,
and that they want students learning traditional activities during the school day so that
that is part of their learning. Again, they also see and know that kids have to have the
skills to be able to work in and to live in a technological and modern society, so it's that
balancing of both. It's really again that idea of a holistic approach to the whole person,
and they want the spiritual aspect taught as well.

One principal saw the implementation of /nuugatigiit as having more effect in the
lower grades 'ut thought that although “there is a notion that these things can be carried
all the way up to grade 12, some aspects of it can, but some aspects of it cannot.” There
would be competition for time with an Alberta curriculum that still drives secondary school
programs in the north. Although “the attitudes maybe can pervade all the way through, or
the ways people relate to each other and the resources,” when he considered the high
school science curriculum and math curriculum:

it can lend itself a little bit to Science, but not at all in Math, | would say, unless you try
to contrive it and make it artificial. English and Social Studies it could to some degree
influence, but then again, there sits a heavy curriculum that are not really open to a
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whole lot of regional change, and they're designed for Alberta. . . . A problem | have
and other teachers have, is that there isn’t an outright clear vision, | think in anybody's
mind, as to what is ultimately wanted. | think there’s grasping towards certain things,
and certain general principles at work, but nobody has actually demonstrated how to
do any of this, so it makes for some frustrations in trying to implement Alberta Ed
guidelines and Piniaqtavut/ Inuugqatigiit.

Differences in Communities
For the schools in this study, the implementation of the educational framework
varied depending on the current beliefs and practices of individual jurisdictions and
schools. Communities were in different stages of readiness. One principal commented that

even in the Education Act, in devolving these responsibilities to communities, some
communities will be ready, they'll have their leadership in place to take care of it . . .
but take [another community] for example, that community is a basket case. They
have so many problems there, and I'm not sure how you deal with a situation like that.
But some communities are ready and can take on more responsibilities. Some can't.

A second principal agreed that disparities in community situations existed and that
Department officials "who may perhaps only look at the statistical information, and not
realize that there’s a lot more to this than what's down on paper or what happens during
the sitting of a set of exams” need to appreciate the situation more fully.

One principal commented that every principal makes choices about what needs to
be done, because you can't do it all. For him, the first goal was to “make sure the school
continues to function” and to ensure that “the community see the school as a positive
force . . . a worthwhile place for them to be.” He pointed out that “another goal is to ensure
that there’s learning going on as manifested by graduations, students who have good
grade 12, and at the other levels of the sci I beyond the high school, that students have
actually benefitted from being in the school.” He believed that principals have different
ways of accomplishing that in schools:

I think that | try to set a tone for the rest of the staff, how to deal with the community
and how to deal with the students. Try to establish a fairly nice rapport with them. We
don’t have a lot of discipline problems in our school, compared to some, even though
we have a fairly outgoing and extroverted population of kids.

He explained further that;

There are problems in town, sniffing and so forth, but we try to, despite all of that,
make school a happy place for studets to come, make it beneficial for them, and bear
in mind the reason we're here is for students and it's for the betterment of this
community as ?posed to any dry and distant dictates from Yellowknife or the )
Divisional Board in terms of meeting goals and so forth. Try to put a human face on it.
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For another principal, community visioning workshops, i.e., “including communities
in the directions that we're going” which came trom the Board Director “and from the
Departmeni too . . . where each community ‘s asked for their plan of the future for
education in their community,” are the starting place for development of school goals.

Where each community is asked for their plan of the future ¢.: education in their
community, and we held a number of, | think it might be eight, workshops, might be
one day or two days or three days, where we involved students, parents, elders,
CEC members and staff members, and went through many activities on, what do we
believe, what do we value about education? What do we see for the future of
education of children in {our community]? What characteristics are important?

This process of community visioning has framed the five school goals developed
in this process of workshops for another Eastern Arctic school:

The first one is promoting and encouraging Inuktitut and English language skills,
reading, writing, listening and speaking. The second one is promoting and developing
self-worth and self concept through culturally relevant programs. Our third one is
developing the whole person, emotional, social, physical, spiritual, academic and the
fourth is having daily culturally relevant programs with elders as teachers. The fifth is
to ensure Inuit values, knowle: ;e and traditional skills are taught and are an integral
part of our programs.

Principals’ Workshup: Discovering Like-Mindedness

Community schools in the Territories are in maily ways uniqu2 from one ancther,
but “generally speaking, people are still trying to be positive, still trying to louk to the
good. still looking to opportunities, till framing it, making the most of what you have, and |
think that's what you do. That's the only answer because there is no other way.” The
Principals’ Workshop held in Aprii 1996 was the first of its kind, and provided an
opportunity for greater understanding among principals from a variety of school situations
and Department personnel. Practitioners and policy-makers sat down to talk, and listen.

I thought the conference and the Department’s willingness to support it is a step in the
right direction. It could happen, but we need to take responsibility too and say that we
need to keep pursuing this and helping it happen, and stay connected with one
another and this is where you were at where there’s a kind of common grounding and
understanding and a supportive network.

One principal commented that, “| was totally absorbing everything that was
happening, and | found that a tremendous amount of it did not apply directly to my
situation as a principal in a small school.” He made the point that "a tremendous amount of
what went on at that conference seemed to be more oriented to the larger schools . .. |
think it's because (laughs) this sounds kind of silly, but that was the bulk of people who
were there.” However,
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There were one or two sessions that seemd to centre in on the type of school that I'm
in, and in those sessions we covered a lot, and | got a tremendous amount kind of
nuts and bolts kind of stuff, comparing of scheduling,... how do you run a school, what
about the guy wno is going on to grade 10 who is actually functioning at grade 8. That
kind of stuff. It was really good.

Another principal found the idea of creating leadership teams in schools an
interesting concept, and reasoned that “co-principalships . . . helps us move from a sense
of a hierarchical structure to more of a team concept, and increasingly we need to move to
team ... to work together in a supportive kind of network.” He suggested that
government might be moving in that direction:

It can’t continue to be kind of separate departments and separate entities and
separate layers of management and that perhaps, there is some room for optimism
because out of this kind of fiscally driven “right-sizing” we’'ll call it and restructuring,
perhaps becomes a more philosophically sound arrangement even though there are
growing pains with the change.

Reframing: Flexing the Rules
Generally, the four study principals at the workshop enjoyed the informal
discussions they had the opportunity to have with colleagues who shared various school
experiences:

| found that what | gained from them was the flexibility that was there that | didn’t know
was there. The fact that you can take something and just view it as guidelines and
play with it and twist it, turn it and make it work for your students, and this individual
struck me as someone of creativity beyond measure, and somebody who is not
ar:raid to take situations and just make it work for the students, and so | gained from him
that way.

Most principals assumed some flexibility in the interpretation of guidelines;
directives should be grounded in community and contextualized by its people, making
learning a relevant process for their children. Of the seven school principals in the study,
two spoke of implementation of /nuugqatigiit; two spoke of working with Dene Kede; one
was using both aboriginal curricula in the school; and two made no mention of working with
either curriculum, possibly because they were in junior-senior high and high schools in
urban centres. The amount of attention given to aboriginal curricula is determined by the
community itself, through its CEC.

Principals took a variety of positions on issues, asking how can | best do this to
achieve the mandate? Interpretations were based on perceived needs in the school and
directed towards students’ success There were many examples of principals using
creativity and intuition and common sense in their daily actions and decisions in school.
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The principal who stated, “credits are not important to me for these kids right now,
because they're not being successful anyway” recognized urgent needs in their school.

Several commented that adjusting the Alberta and N.W.T. curricula for greater
relevance to students’ experiences and needs posed challenges to flexibility and
innovation. Most principals in communities used grade 10 as the “bridging years,”
accommodating the wide entry points for the grade 10 “drop-ins” prevalent in communitic:s
today. Whereas some students may well be age-grade appropriate for grade 10, others
“may have been non-attenders in their grade 8 and 9 years and so they may have been
out of school really for three years.”

Distance education has been used in several communities as a means to provide
some secondary programs prior to having grade extensions formally in place in the school:

We used a lot of distance ed materials with them, the CD's for Math 30 out of Alberta,
so we used that, and we used some distance ed materials for the others, and the
teachers did the correcting and helped them along and that kind of thing.

Another principal used distance education with some success, but saw it as only
useful when carefully supervised, requiring teacher resources as well:

It still requires supervision and teacher time because independent Distance Ed even in
Alberta with adults who take correspondence courses as they used to be called, they
have a 55% success rate, which means that 45% of them fail. And that’s from adults
who are motivated and pay money. So you can imagine what less disciplined kids
from a different culture who are not perhaps as motivated and haven't paid any
money for these things, what their success rate would be for these things if they were
unsupervised.

Tine Northern Studies program has been interpreted in a variety of ways. One
principal described part of the course as including a

trip, which was a number of credit hours; and we have a kayak making course which
is coming in which will be part of the credit for Northern Studies, so basically we are
trying to do a lot of activity-kind of things that include the students in doing things, and
the course is wide open enough that we can do those kinds of things and still meet the
objectives of the course. We tend to try to do those kinds of things Tather than sticking
strictly with the book kind of things.

In another school, junior high Social Studies is combined with Northemn Studies and
students work together to set up a culture camp for a week.

Most principals have discovered the potential of CTS as a means of offering
cultural programming for high school students:

Yeah, we do have some courses in the career and technology modules. They offer
about 15 or 20 of them. . . . Small engine repair, wood working, metal workirg, cooking,
tanning hides, we’ve created some of our own. Tourism studies, that genera kind of
thing. And we do generally hand out CTS credits for some of the students participating
at Spring camp.
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Another principal pointed out that although Dene Kede was not yet available for
the high school, some of its cultural leamning could be facilitated through CTS:

Because of our mission statement, culture is very much part of our schoel programs,
and like our high school students, we are doing a forestry pilot for the Career and
Technology Studies. One of the courses that needed to be done was the Woods
Survival course. We hooked it into the community hunt last week, so the kids sort of
got both, they went out for the whole week, did the community hunt with community
members, but also did the woods survival skills required for their credits for the course.

Modularizing programs so that students could complete course work one credit at a
time, eliminating the need to repeat entire 5-credit courses was also being considered by
some principals, who were taking the idea from the CTS courses and applying it to some
core curricula.

Principals made concessions in specific situations to enable a student’s greater
success. Making arrangemerits to get a student out of the community and to school
elsewhere is one example:

We had someone else who had done the two years with us here, unsuccessfully,
was into his third year, was unsuccessful again, and it was more the home life, and |
went to bat for him and said, this kid needs to get out of the community to see if it
makes a difference. To see if (chuckles) is it him or the home? Then he'll be able to
face the reality if it's him. At least give him the chance.

The principals’ stories illustrated how they were constantly “working between the
lines” of Department mandates, reframing, flexing rules and creatively arriving at solutions
for situations specific to their community and reflective of their students’ needs.

POSITIONING IN THE CULTURE

In efforts to provide more relevant, culture-based schooling, principals focused on
how their schools reflected the culture of their communities. They searched for personal
answers to such questions as, is first language instruction desireable in the early years of
schooling? Is traditional knowledge still worth learning today? If so, how does one juggle
these with current curricular requirements? How are standards maintained in the process?
What are those standards? Principals raised these and other questions and in addressing
them, they have worked through a variety of processes that included meeting with all
stakeholders, participating in community visioning workshops, developing school growth
plans, and working closely with parent advisory groups and CECs.
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One principal commented that at the elementary level there generally was more
success in developing programs that integrate language, culture and tradition. One K-11
principal noted, “Something that's coming across very strongly is that we have programs
that are chailenging to kids . . . you can see that in our primary grades especially, we
have programs that are meeting their needs.” The secondary programs juggled curricular
requirements and credit systems with culture camps and community aspirations. This
section will present the principals’ experiences around “Positioning in the Culture” through
(a) Culture Camps, (b) Community Visioning, (c) Cultural Sensitivity, and (d) Community
Readiness.

Culture Camps

Spring and fall trips “out on the land” were regular events in all of the schools. In
the communities they are referred to as the “Culture camp” or “Spring camp” or “Fall
camp,” whereas in the urban schools, they may be called the “Bio 20 field trip” or “Phys
Ed 20/30 camping trip” or “Northern Studies excursion.”

One principal talked about completing the fifth Spring camp in April-May of this
year. The first Spring camp, generously funded by the CEC, had cost $12,000 for
purchase of initia. materials such as tents and coleman stoves. This year's camp started
with the high school students who went out and set up tents, hunted for food and so on;
the younger students came later; and the K-3 group came only for day trips. Elders and
others from the community were involved in the camp. The principal described it this way:

Yeah, there’s caribou hunts right at the beginning of the camp, and then even after the
camp is set up, there’s more caribou hunts that are training little fellows how to hunt.
It's not uncommon for a kid to get his first caribou at Spring camp, in fact that
happened to a number of kids this year. Ten or eleven years old, they get their first
“bou”. . .. Itis very exciting. We celebrate it right out there.

They “generally hand out CTS credits for some students participating at Spring
camp.” As a continuation to Spring camp, “we have a group that do a study of the halibut
fishing industry, from the fishing shacks back into the fish plant here in town, to the
processing of the fish and getting them sent on the plane and going south.” He added that
‘we don’t have any money this year for the Spring camp so | just fundraised a little more,
dug deeper into the slush fund.” Fall camp took less time: “For the previous two years
we've had a shorter Fall camp which consists of day trips and berry picking and the likes,
involving the parents as well.”

For another principal, this year's Spring camp was “the most organized that | can
remember us being . . . it's another feeling of accomplishment!” Six camp leaders, three
men and three women, four of them elders, “brainstormed as a committee the activities that
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we wanted the children to take part in, and the learning that we wanted them to have
when they were out at camp.” They also had “three men who drive the skidoos and
komatiks to take the kids out to camp, and they also help when they're out there: " K-5 go
out for day trips only. Spring camp begins with the kindergarten students who go out “for
just 1/2 a day, for the afternoon on Tuesday, and we went out to our fioe edge.”

Our floe edge, that's where the sea ice meets open water in the ocean, is very close
to our community this year. Usually it's a good 3 to 4 to 6 hours, but this year it's less
than an hour's drive from the community, and it's really exciting because of the open
water. There’s a possibility of going seal hunting, there may even be, we haven't
seen any yet, but some hunters that went out about a week ago thought they saw
narwhales, and there’s sea gulls, ducks, sea birds, so it's exciting.

There was excitement in the air as young classes travelled out to observe the
catching of seal at Spring camp:

Yesterday our grades 1 and 2 classroom went, all 22 kids went, and today our grade 2
and 3 class went, and a staff member just gave me a call about an hour ago to say
that they had just a wonderful time. Our language cultural specialist caught two seals
and the kids were on the ice of course, and he was out in a little boat, but they got to
see and learn how you would catch the seal and then bring it to the ice, and 10 talk
about safety of course near the floe edge. They were learning about safety around
guns especially as well, because a couple of the men were shooting at ducks for
instance so they talked a lot about safety around guns. They made bannock, and
have to set up tents when they get out there and get their camps set up. They have
two tents, they're canvas tents that they take out and set up, and we have
maitresses and coleman stoves for each of the tents, and they have hot dogs while
they were there, and | guess they had seal meat as well.

For some students, this learning was replicated at home, as “a number of families
still have close ties to the land and get out on the land fairly regularly.” Hcwever, the
principal pointed out that there are single parent families “where it may be tough,
sometimes the family may not have a machine, so they might not get out as often as other
students.” Spring camp was an exciting time for “especially our younger kids.” The
principal commented that

I was just checking today, in our high school grouping, there were only three students
who had brought back their permission slips, and then, after I'd gone in and talked
again to them, encouraging them, then we were up to seven this afternoon (laughs).
Once they knew . . . | think it was the idea that well, if my friend isn't going, then
neither am | kind of thing, and so when a few more committed, then of course we got
more and more.

A third principal planned spring and fall camps with two cultural instructors, male
and female, one on staff and one hired by the CEC. The staff member is “our major
instructor, she just moves out to the camp for the month that it runs, Sam is also out there,
the other person that the CEC pays.” New topics are selected every year, and the topic
covered “depends who else goes out, or who we bring in for short periods. Sometimes it's
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been renewable resource officers, sometimes the community health representative when
we want to do first aid, or gun safety or wihatever.” Although students stay at camp for
two days, topics are covered by community people who go out usually only for the
presentation and don't “stay out there with them because we are close enough to drive
back and forth, but goes out for hour, hour and a half presentations.”

Asked if Spring camp was popular with the students, this principal explained how
camp began in the school, and how schoo! culture camps have been received:

They love it, they absolutely love it, and the reason it started was that in the spring,
we lost our students. They all went down to the winter road, with their parents, to the
Spring camp. Winter was over, weather was beautiful and they wanted to be outside,
they were duck hunting, they were doing this, and our school program pretty wel! got
lost for a month because it was so sporadic, the attendance, because kids would go
out there and live, they wouldn’t come back.

And so one day | said, why can’t we run our own camp? Why don’t we, because
there are some kids who never get to go, ‘cause the parents just don’t go. Why don't
we run our own camp? Well, off it went, we went out and found us a spot,
Renewable [Resources] cleaned it, cleared it for us, we put up tents, and off we went.
We now have two cabins, we've graduated and we're starting to get insulated. We
now have insulated floors and insulated roofs, so we have kept upgrading every
year. And, our camp’s the place to be, you don't go with the parents anyr:iore
(lauRh? you go to our camp!

nd we, by fluke, very fluke again, picked the best area across from the best frog

gond, and w qo through the neatest time, because there are six groups, and it's done

y total lotte-«  +hich group you end up in, because we do it in family groups, we
don’t go out by class, we do family groups out there, and if you go out early, you get
tadpoles, and if you go late, you get frogs, and every group in between gets the
stages in between, and it becomes a real interesting thing to find out which group you
are in, because of what's going to be happening. But they absolutely, absolutely
love Spring camp.

Organizing was done by “families” as students “go with a group right from
kindergarten to grade ten, two from each class pretty well.” Such “family groups” were
selected “so you had a woodcutter, you had kindle gatherers, you had water gatherers,
you had a mixed group.” Along with the cultural instructors, “usually one of our support
staff goes, including the janitors, and our secretary, they have their two days at the camp
too, and one teacher.” Parents are also invited and “they do drop in. We haven’t had any
parents who want to go for a two day session, but they do drop in continually, out there,
because it is right on the road.”

The principal covered for whichever teacher went, teaching the class for two days,

So for the month of camp, | become a teacher, the month of May. . .. And the teachers
love it. That Spring camp turned into Fall camp because teachers said, if | would only
have had a chance to get to know some of these older kids at the beginning of the
year. The grade one teacher ended out at the camp with kids in grade ten.

For a fourth principal, positioning the school in the community required addressing
two aboriginal cultiirzs, both Dene and Inuvialuit. Community involvement in the culture
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camps has increased in the years that she has been there, “a very big thing that we got
on the go” four years ago when she first came to the community as principal. She had
been surprised to discover that “there was no land program, no activity program that
involved traditions and hunting” in the schoo!; individual teachers would arrange class
trips, and depended on volunteers and borrowed skidoos to help out. Another indication of
progress was that land trips are now funded through the Aboriginal Committee, “rather
than our local CEC or school organizations. That's a big step.”

Because her school has needed to implement both the Dene Kede and Inuuqatigiit
curricula to accommodate both aboriginal cultures, the school tried doing two trips this year:

We had a Gwich'in camp and we had an Inuvialuit camp, and they were out, they left
Tuesday morning and came back Friday evening. | remember something like $2500
total cost. That included people who were doing instructions, the different skidoos, the
gas, the food, all this kind of stuff. It employs people in the community. One cf the
things we have to do is to try to make sure we're employing both Gwich'in and
Inuvialuit. Most of the things we do together. This has been one of the first times on
trips, that we've actually separated them. One of the reasons, | guess, is because it
was part of the northern Studies in high school so it's part of a credit course, and we
wanted the Gwich'in kids to do a Gwich’in and the Inuvialuit to do the Inuvialuit, and
we threw in the Junior High as sort of the extra bodies kind of thing.

Although this principal saw no particular competition between the two groups, she
thought that “the Inuvialuit one probably went over better because it was a longer
distance to travel, and th-- - was more skidoo time (chuckles). . . . It was a harder trip.
When they were out, too, . got a lot of snow, and it was a really hard trek back. They
were like, five hours out, tr2 Inuvialuit trip was five hours out and they had to go through
the mountains and that kind of thing. It was pretty rough coming back.”

In preparing for the March muskrat camp, teachers coordinated themes from both
aboriginal curricula:

Camping is a theme in both Dene Kede and Inuugqatigiit, so what we've done, we look
at both and teachers are encouraged to integrate it, whether it's in their Social Studies,
like camping especially in primary would fit right in with Social Studies, and as part of
their reading, looking at northern books, reading northern books; as part of their writing,
writing those kinds of stories; and we try to work, with some ceagree of success,
depending on the topic, with our language teachers, that they’re working on the same
topic, and doing a lot of either the Gwich'in or Inuvialuit words associated with camping
. . . 80 the kids are getting the same ideas from two different perspectives . . . and of
course our activity with camping would be our Muskrat camp which we set up the last
two weeks of March, and all our students get to participate in.

After the hunt, the community was invited to a celebration at the school:

We had the feast the year before last, we arranged to get all the elders brought over
from the old folks, and they thought it was just great. They were just so happy. And
the kids put on drum dancing, and drum dancing is really big at our school, and they
put on demonstrations of drum dancing, and the elders were just so happy. The
hadn’t seen this for a long time, and it really was something that they were proud of.
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Last year, we didn’t have quite that many [muskrat], so what we did, the language
instructors took some of the older classes into the Home Ec Room and did up a care
package for the local elders, and each care package had a muskrat, some bannock,
and things like that in it. And the kids took them around to the elders in town and
delivered them to the elders. So it's kind of trying to involve the community as much as
possible with those kinds of things.

Community Yisioning

All of the principals gave clear indications of working with their communities to
identify what schoc.ng should offer its youth. There was a focus on community, with
strong regard for culture, tradition and relevant learning. Words like “identity” and “self-
esteem” and “pride” cropped up frequently as principals discussed shaping education
with community stakeholders, as did “communication”, “leadership” and “visioning.” This
section will describe how community visioning has shaped the picture of education in
several northern communities.

ithin: fits are Far-reaching”
The schools were at different stages of developing directions and goals that are
more clearly positioned in the culture of the community. For one principal, it was the “elders
in the school” program, completing its second year, which

has developed stronger links with the community. Elders now have a better
understanding of what schooling is about in our community and they are also more
aware about our goals and vision and the importance of their involvement in helping
us to reach those goals. CEC members and more importantly parents are becoming
more aware of our goals to ensure that our school reflects the values and beliefs of
Inuit people and that our school is a welcoming, safe and positive learning
environment for students, parents, elders, comm' nity members, CEC members and
staff members.

This principal noted that in the seven years that she has been in the community,
demographics have shifted from having a majority of southern Canadian educators in the
school as the teachers, and the Inuit as support staff, “to now having Inuit educators
and/or teachers in training as | feel our language/cultural specialists are . . . to having a
majority of Inuit educators in our school, and being supported by non-aboriginal people in
the school.” There are now 14 Inuit staft members and six non-Inuit. She noted that “it has
become increasingly evident that we have to start promoting aboriginal educators in our
system and from our community, and encouraging them.” There were several reasons, but
one was related to “the effort that goes into welcoming new southern Canadians to a
community, and they're going to be here a couple of years, it's just an incredible amount of
work that's necessary to support them.”
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For this principal, sharing leadership with an Inuk assistant principal for three
years was an important experience

| was just at a meeting at the board office last week on how we can best provide in-
school support at a time of cutbacks and reductions, and we'd been talking about
rethinking and looking at the whole model, the box we have around principals and
around leadership, and we talked at length about shared leadership and looking at
having a team of leaders.

She offered two reasons for sharing the leadership:

| think it was more how can we provide the best possible leadership in our systems,
and support people so that we do. Because of the ever-increasing demands that are
asked of people in leadership roles in schools, | think that its becoming increasingly
difficult for one individual to do everything. You just can’t be the super-human
individual and do it all. So | think that it was more from that aspect, and also from the
pel;lspective of especially supporting Inuit educators to move into leadership roles as
well.

Aboriginal staff and elders played an important role in developing programs for the
school. For example, the sewing instructor was integral in developing the course, "in
identifying what skills the girls would have to learn through the process and would have to
show by the end of the course, so it was pretty much completely developed and
facilitated by [her] with other community members.” The community visioning workshops,
involving students, parents, elders, CEC members and staff members, went through
activities on beliefs and values about education: "What do we see for the future of
education of children in our community. What values from the Inuit perspective are
necessary in our teaching?” This process helped build trust and understanding:

That in itself opened so many doors, people felt that they were valued, that their
opinions and what they believed about education was also important. The CEC
would go on the radio to explain what we had talked about to the whole community
after we had these workshops, so just that kind of sharing and communicating about
what's happening in the school was really important and | think went a long way to
building that trust between us as a school community and parents and elders.

“Involving elders in the process of developing program from a traditional
perspective and an Inuit perspective” underscores much of the school's agenda. At times,
elders are called in to facilitate in problem solving: “| think there are some kids who will be
what | consider rude or disrespectful back, but generally and especially with elders, they
will listen.” Trying to “Northernize and Inuktitize” some of the CTS courses and the content
and make it more relevant to the learning of her students has paid dividends. Next year's
CTS courses include

the igloo making, the kamik making, skin preparation, we're looking at small tools, like

ulus ard snow knives, floe edge boat making, possibly a construction kind of course
and a design course to make a gammag, they were traditional houses, the first kinds of
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houses that were built, some with whale bone and skin, but ours would be a wooden
structure.

In this school, K to 5 was in first language instruction. Erglish as a second
language begins in kindergarten and is then increased gradually. "Grade 6 and 7 are our
transition years, where our students move from the vast majority of the instructional time
being in Inuktitut to about 50-50, 50% in Inuktitut instruction and 50% English.” The
henefits, this principal felt, were numerous and far-reaching as students had the
opportunity “to develop a better sense of self and pride in the Inuit language, in their
heritage and culture as Inuit people.”

For this principal, “the emphasis on community decision-making is something that
I've found so beneficial and just so essential to having the best possible schooling and
programs for our kids.”

“ in th Things”

A second principal concurred that working with the community decision-making
process was an important part of his job. However, he pointed out that “when we moved
to community-based high schools, we lost some of the economy of scale that you can
have in [regional high schoois]” explaining them as “some of the things that we can’t do
because we don’t have the numbers for it. We try to offer the best high school program
possible.” He expressed some difficulty with the communit n andate that the school offer
both streams of high school programming, reasoning that 13/23/33 level courses are
offered in the communities because they are more “cio-able, the ones we will have the
most success with.” However, offering 10/20/30 as well splits the resources, and be
observed that “there’s only a very, very small number of our students in the position to
do 10/20/30, and it wouldn't be fair to the overall body of the school to devote roughly the
same resources to the academic.”

He suggested that “one of the ways around it is offering 13 and 10 in the same
classroom” but argued,

that is lesc han ideal because our guys need an awful lot of, say we schedule 120
hours for 1 120-hour course, first off we lose a lot of time with the various things that
happen F 3re. Storms, power outages, Nunavut Implementation Committee members
coming in ‘o talk to the kids about Nunavut, the Spring camp, lots of other odds and
ends, so you're lucky if you end up with 90 hours of the 120.

Although they have budgeted 160 hours for each 120-hour course for the coming
year “with the expectation that we'll lose some time,” he pointed out that

Even if they got 120 hours, because for our kids English is a second language, they
need more to accomplish the same amount, and they need more instruction to
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accomplish the same amount as what might be expected in Alberta. So arguably there
are not very many people who are really in the 10 level to start with, and when you
put 10's and 13’s together and you're teaching two courses that, the Board has an
oversimplified version of it. They see Engiish 10 and 13 can be taught together and 10
is basically English 13 with a few add-on's, but it's not . . . The whole treatment is
different. There’s a different level of expectation.

Although he described the whole decision-making process as “community-based,
driven by the community, in a community-based school, and the community determines
what direction we go,” he had difficulty reconciling their desire for culture-based leaming
with an academic curriculum. “it makes for some frustrations in trying to implement Alberta
Ed guidelines and Piniagtavut/Inuugatigiit.” The aboriginal curriculum is “not a big part of
our academic program though. It's more for the lower grades.” It was his view that the
Alberta senior program definitely had relevance for his students:

Well, for the technical side, math and science are going to be required if you're going to
become a carpenter, an electrician, a plumber, those subjects are required. If you want
to build anything, and | don’t mean igloos w.nd tents, | mean bigger structures, math
and science are definitely requisite. If you want to write proposals or if you want to
communicate effectively with Yellowknife or other government agencies, English is
required. And if you want to have a grasp of the political process | suppose, how
things actually get done, it wouldn't hurt to have some social studies background. So
there is a relevance to it.

This principal expressed concerns about the “allocation of resources to bring in
elders,” clarifying that

When the elders come in | don’t mind the values being transmitted, and the ways we
did things in the past being transmitted, and how we resolve difficulties and problems
and conflicts being transmitted, but when I’'m told that the knowledge that the elders
have for survival on the land is essential for our students, | profoundly disagree.
Those knowledges are not essential at all. . . . Technology has renclered all those
things historic. . . . They all have snowmobiles, outboard motors, so the knowledge of
the elders in that regard, it's nice and it's quaint and it's sentimental but it's not
essential by any means, and when they say it's essential, either they don't know
what essential means, or they’re seriously misled.

Without dismissing the importance of cultural identity, he felt however, that much of
it was not practical “from a daily living point of view” and he also voiced concern for
creating narrowed outlooks and exclusivity:

Values are important | think, that they get those transmitted, but most of the elders
have no real good concept of what the 20th century and the 21st century look like.
They are from another era and from another time, and over-emphasis on the kinds of
things that they have to offer, or an over-dependence on them, | think is backward
looking and not in the best interests. . . . If you value your own culture to the exclusion
of all the others, especially with the world getting smaller and smaller with
communications being what they are, | think you do yourself a disservice tao. You get
insular and narrow in your outlook. . . . Part of that is cultural intolerance.
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However, recognizing the tensions inherent in his position and the balanced
approach required, he believed it was critical for a principal to be

a problem solver, a people person. The technical details work themselves out if you
can establish rapport with the parties concerned, if you can get everybody’s input
and regardiess of what you think of it, if you can integrate it into your decision, and if
you can remember that everybody has a stake in these things, some of them moreso
than us, who are transients.

i : i w

The planning and building of a new school was a four-year process for one
principal, one “that saw us seek the input of all the stake holders in the community, that
saw us build on the community strengths and include partners from various sectors.” The
new superintendent offered “an attractive vision . . . about all the people having input and
opportunity and leadership possibility.” To this end, she herself took on *through Arctic
[Aurora] College . . . leadership training, wherz she really tried to encourage all potential
leaders. Anyone interested in leadership would take a course through the college, offered
by herself, as a means to have continuing dialogue in that area.” A Futures Group which
“looked at the entire district” was established and began “a discussion and thinking and
talking about education in general, the issues, directions, concerns, successes. . . . A good
dialogue on education was begun that year.”

The district opened a storefront, inviting the larger community to participate in the
visioning process for the new school. Although “there was lots of input,” much of the early
discussion with the general public was “more traditional in nature, in a sense of how it
used to be.” This principal described the early process as one that looked at schools and
“education in a rearview mirror. They're looking forward, yes, and they think they have all
the answers . . . but they’re always kind of reflecting back on how it used to be . . . that
nalcyon perspective of the ideal that it was.” However,

we also had people who were willing to entertain the possibility of a different vision,
and we had an instructional program that we had been drafting and rewriting and
ultimately reached some 20 pages of kind of directioning, and we had that out and
available to people so that they could read it and think about it and get a sense of
what we were talking about, which didn’t necessarily always happen in a single visit.
We often had repeat visitors who had taken the time, actually, to get through what
was actually a fairly intimidating document and take a look at it and share their
perspective.

New ideas were in this way seeded, and inspired new thinking and directioning:

Even architecturallr speaking, there were many people who had preset ideas about
how a building could iook. In fact, they wanted a building built first. And many of them
were looking for the shell and the concept when they came in and were very surprised
to find out that no such thing existed, and that we were trying to design from the inside
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out and cater to the program. So when we looked at it, many came in and said, are
ou going to do an automotives area, or are you going to do woodworking, these are
airly traditional concepts.

e talked about the fact that we ‘hought we could accomplish that through the
community, and use their facilities. Many were taken aback, but as they thought about
it, especially in the economic times today, they thought, yeah, that makes a lot of
sense. And then, there was fairly limited exposure to Career and Technology Studies
which was just coming on line coincidentally at that time. But we were quite aware of it,
and saw it as a breath of fresh air, and a lot of our planning immediately started to
gravitate to that direction.

The storefront provided a good place to work out ideas coming from community:

We were able to talk to architects about CTS while the public was around, because
our architects had actually worked on Lester B. Pearson [high school] . . . a forerunner
to CTS and its technologies, and had been dialoguing with the Department of
Education in Alberta. So we were a little ahead of it because we had a pretty good
sense of what these architects had done, what the department was thinking in terms
of CTS, and of course, as it came on line, we were very much interested and early
participants in a lot of things facilitated partly through our own department, and partly
through our own initiatives through the Calgary Board, where we had spent a lot of
time because what they had been doing intrigued us.

The design concept of the school represented the collective efforts of the
community, based on four areas: educationa! philosophy, community need, changing
economic times, and adaptability. The principal stressed that adaptability was the driving
force behind the school design: “We recognized more and more that we couldn't afford to
have huge spaces, shops if you will” :nd looked at the multi-purpose facility concept,
suggesting “that we could make use of spaces for more than one thing, and have some
flexibility, and be able to grow into the future.

We decided to focus on communication technology, and | think that overall, that is the
direction we're going. We kave of course, a lot of the business-like areas: information
processing, word processing, computers, communication technology, which looks at
graphics and animation, desktop publishing, audio-visual, including a radio
broadcasting booth, and we're doing silk screening, and stained glass as a part of
design studies. One that we're really excited about and working on right now is the
whole recycling initiative which is one of the modules cut of | think, renewabie
resources, and we received an environmental action grant for $5000 to purchase
equipment. What we'll actually be doing is emulsing our own paper products, recycled
products, into a big vat and we have a process with a press and all of that, and we’'ll
be creating our own gift paper, and trying to get a little enterprise and innovation and
sales guing, of gift packaging.

This principal emphasized the need for the community to continue to support the
school. Although the communication technology iab was set up for about $50,000 “which
at surface sounds like a lot of money” he argued that the cost is far less than “what it
would take to keep current some of the new shop environments with the new electronic
testing equipment and those kind of things” available in “garages with new technologies
that are abreast of things are able to do.” He would like to
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place people there in more of a cooperative program of some kind, we are probably
going to be that much further ahead because we don't have to buy the actual
equipment. We just have to have the relationship or partnership with a community
business venture, and | believe that the community itself has to rise to the occasion of
educating our youth and ,:elping out where it can.

He concluded that all was ultimately directed at meeting the needs of kids: “| guess
that fundamentally, it is about philosophy, it's about working with kids and taking them
from where they are and trying to move them to where they need to be.”

The official opening of the school stretched over four days and “sought to include
all the dignitaries necessary at such an event, coupled with representatives of the
partners we have in tha building.”

[The first evening] was a combination of entertainment and ceremony . . . we blended
puppets, special guest appearances by the Queen and the Prime Minister with humor
and the required pageantry and recognition demanded by the evening; the second
evening featured an Arts component comprising choral groups, a dramatic recreation of
the history of the school district focusin%on the high school, static art displays and a
series of “busker-like” acts throughout the building as people toured (we had over
1100 people through our doors over the first two nights); the third evening saw a night
which focused more specifically on the students as there was a “Sports night”
Volleyball challenge; this was followed by a student dance. The last night sponsored
a community dance; all those who had anything to do with the building, from City
officials, parents, building consultants or just interested public could attend. This

event saw over 400 people show and have a good time. In every sense of the
word, this celebration capped a process that very much involved the community in the
process of building and made all feel that they had been part of making the new
school a reality.

Cuitural Sensitivity
One principal identified the implementation of 2 aboriginal curricula as one of the
strong points i her school this year. “Both Dene Kede and Inuuqatigiit are becoming
‘institutionalized'. . . . Each month or so the whole school follows a theme taken from the
aboriginal curriculum. These are then integrated in other subject areas, depending on the
grade level.” She explained that most of the units

have an activity that all students participate in. This year, many of these activities
#fish netting, jiggling, snaring, caribou hunting, muskrat trapping, etc.) have been
unded from sources other than the school or CEC budget. Also the organization of the
activities as well as finding funding has been taken over by one of the language
instructors.

Her comment that “this has been a real strong point, especially with mostly a new
staff” suggested that delegating such responsibility to aboriginal staff makes sense in
isolated communities with high turnover of southem staff,
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The programs are generally liked by students, although more so by the younger
ones. The difficulty seems to in junior high. "it's not perceived as cool, and we do have
some difficulty. The language instructors keep saying that they enjoy their K-6 groups
mostly, but the 7-9 groups are often very difficult for them.” This principal saw several
reasons why the older groups are more difficult:

Harder to motivate. They don't have a strong basis in language, so | think sometimes
they feel it's very simplistic kind of things that they do. And they're probably right in
some ways because, although these people have had some courses, like we have
an aboriginal language program alongside the TEP program, and they've all done, |
think it's 10 courses over the past couple of years, but still, that's not'a lot of training,
not with 10 courses, you know yourself that’s not a lot of training for people who've

had little schooling, so they find it difficult to come up with ideas that are appropriate
interest-wise plus ability-wise that the kids can cope with in the different languages.

Both of the language instructors have “a very good background in hunting, fishing,
trapping, those kinds of things” and “we do have a Gwich'in Language Centre . . . that
produces some materials and sends them off to schools.” She noted that “the Inuvialuit
one is kind of hard to get on the go” and that “they're trying to get the centre reopened up
in the region, and hire somebody there to run the same kind of thing, mostly concentrating
on trying to provide materials in ti.2 language.”

In the community itself, “language is not very strong.” The school tended to focus
“on academic areas because | find that here, although the parents like to have the aspect
of the traditional things, they're also very academic-oriented and want their children to be
able to succeed in today’s world.” There were some aboriginal parents

who will say that we shouldn’t even be having language programs and these kinds of
things in the school. But they are in the minority, | think. | would assume too that
parents are pulled both ways. A lot of them see the value of academic achievement
for the future and everything, but they also don't want to pull the children comrletely
away from their background and their language. They see value in that as well.

This principal understood the ambivalence but expressed the difficulty it raised for
the school in determining a direction for itself:

Yeah, | guess in a lot of ways, a lot of parents aren’t quite sure what they want, and |
think this is sometimes the difficulty of getting a straight forward direction because |
think, maybe parents are a little ambivalent about what they want as well. You know,
they see one value in the level of academic achievement and going on and being able
to fill the positions that are now filled by non-native people and all of these kind of
things. But on the other hand too, they don't want to lose the connection to the
background. Parents are pulled both ways as well.

Because “very few parents have the language skills to do it,” this principal felt that
most parents were not in the position to do the language instruction for their children
themselves. It seemed impossible to achieve consensus on such issues. In another
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community, where the white population constitutes seven per cent of the population and
the majority of parents use the Inuktitut language, there is controversy about first
language instruction from K-3.

K to 3 is in Inuktitut, and they don't start Engiish until grade four. And a good segment
of ths community favours this. In fact, it theoretically comes from the community. Bt
there's also a large minority, maybe larger than the boara would like to admit, and not
just from Qaallunagq parents but from Inuit parents who say, my kid knows Inukitut
already. | send him to school so he can leam English.

For one principal in the Western Arctic, the aboriginal curriculum is used as a
resource, and not followed closely as a curriculum:

Itis used as a resource, a resource book, a resource curriculum, whatever you want to
callit. . . . And if you read the introduction to Dene Kede, you'll see that it is meant to
be used as the individua! community sees fit, and the CEC has seen fit, three years
ago, to have it used as a resource.

He pointed out that the decision is “a community mandate, so to speak” because |
think at the time the CEC voted on that three years ago, there was aboriginai
representation, and there is now, for that matter. Now the issue has not come up this
year, but | remember at that time very clearly, there was no gray area in this, it was very
clear cut. This is what we want in our community.” Instead, this principal worked with
“what we call a sensitivity to the culture, a sensitivity to where we are.” Aboriginal
teachings are

not a surface veneer type of thing at all. Last year, as part of our junior high Socia!
Studies, in combination with the Northern Studies 15, the teacher who was doing that
last year in the early fall, that teacher set up a full working camp, and had, if there is a
15 per cent native population in [our community], 'm sure he had seven per cent of
the population involved, coming into the school, doing all the teaching and getting the
kids out, the junior and senior kids, . . . and they ended up with a full working camp,
right down to cutting the boughs and getting the boughs down on the floor and getting
the tents set up. . . . A real culture camp. And so you see, we're not following Dene
Keds, but we are certainly exposing our students to where they are in the world.

In a community where the focus was on achieving academic standards, this
principal felt that he had achieved a balance, “a combination of standards that they
appreciate, and a sensitivity, a demonstrated sensitivity to where the town is, and where
the school is.”

Community Readiness
Several principals expressed the belief that working from within a community
towards change implies a readiness on the part of the community to take the steps
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themselves. One principal described learning about an outdoor education program that his
friend had managed last year for a month in the summer:

Basically they brought a bunch of elders together and theK planned this trip where
they went on a 400-mile canoe trip through a traditional fishing area . . . They really
thought it through in terms of how the elders worked with the kids, and the roles of the
teachers and the aides, and they took some really hard-core kids and it was justa
very positive experience. And that nudged my interest because | have some
experience in terms of alternative programs and outdoor education . . . And then the
work that they were doing in terms of governance issues; they are t ing to
amalgamate their Health, Social Services and Education boards, so that's really
interesting, and they really believe in working from the grass roots up.

Another principal described her feelings of risk-taking when she wanted to
introduce a healing program in the school. “We've known for as long as I've been here
that there is an alcohol problem, lots of abuse in the community, not just alcohol. It became
very frustrating for me as a principal to try and deal with issues when there was so much
denial, and | was pretty well beating my head against the wall. All of us were. We were
getting nowhere. We had gone the route of the alcohol and drug abuse people coming into
the school and working with the students on a regular basis, and sometimes it worked,
depending on the alcohol worker. For the last probably eight years it hasn't worked
because the alcohol workers just didn't feel comfortable with the teacher in the class, but
they could not control the stud- 1ts without the teacher in the class. It got left by the
wayside.”

All'l saw was everybody heading to the same boat, that these kids are going to be
there soon, and is it going to happen when they're 40 . . . before they realize that
there’s another side to life. And | knew, although we've had very few disclosures, |
know what goes on in this community because | have been a part of it, | know
through gossip, through rumour, through truth, whatever, of the sexual abuse, the
physical abuse, the other things that go on. So | knew that a lot of these kids had stuff

that they weren't dealing with, it was all pushed down. And the first talk about this
started at the board level.

Concurrently, there was talk about starting a summer program in the regional high
school residence, “that the kids who were going to come had to come and take this
program in the residence. So the talk started there.”

Our supervisor of schools tatked to an alcohol and drug person here, if they knew
anything about a youth program, so one day he came to drop some stuff off for me to
fax over, and | started talking to him. It was $2000 to send a student out for the
program they were having in the summer time, and my mind started working, and |
said, could we have a program here in the school? How could it be done? And he
said, Yah, Yah, it could happen . . . so my mind just went a thousand ways. There )
was no other way we are going to be able to deal with so many kids uniess we do it
here, we cannot afford $2000 per student to send them out, who would you pick?
How would you decide?
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The principal shared her thoughts with the counsellor-in-training who happened to
be outside her office:

she just jumped! She said, this would be wonderful if you could do it . . . this would be
breaking ground, we’ll bring somebody in and we’'ll do a needs assessment. | said |
need time to go to the CEC. This was the first time | was ever scared to death,
because | was making a social comment on the community, the kids, and I didn’t know
whether | had the right, yet, whether | was in far enough yet to be able to say it.

The CEC was supportive of the idea, and one of the members had said at the
meeting, “If only somebody would have done that for me.’ And that was it. It was
unanimous. How much? Ten thousand. We'll take it out of our van money. If you believe
that this will help, we'll pay for it.” The counsellor-in-training, who had gone through a
healing program herself, went to the Band meeting. “She’s on Band Council, and came
back with a ten thousand dollar cheque.”

Letters went out inviting parents to come and talk: “Well nobody came, and |
thought that was where the breakdown was going to be, that parents were going to say,
who do you think you are?” The principal spoke to the grades 9-11 students, who “spent
some time with a trainer, when she came in to do the needs assessment. We met with her
and went over all the things that came out of the needs assessment and worked on th
programs.” These took place be'ween the beginning of May to mid-June, in readiness for
August school opening, and “two weeks before school started, when kids started coming
and saying ‘we want to come back to school,’ | made the healing program mandatory.”

So the first day of school, we still hadn't really heard from parents. The kids had said
yes. | was just about sick the night before school started because | was sure that no
one was going to come, | was sure that the kids weren't going to showup ... that
they still were going to say | don’t need this, that's what I was afraid of, that they
were going to say Kou still don’t have the right and | don't need it. And, the Monday
morning, 26 kids showed up and 26 kids went there, and there was never any
question of whether it was optional or not, nobody ever asked, they just went, and
took it. 20 days, four weeks.

The principal had to deal with different levels of readiness on the parts of both
parents and students. She explained that “a big part of the program was the Wednesday
night sessions for parents of kids who were in the healing process” to educate them as to
what was happening, “and if they started noticing changes, they could encourage it
instead ef discouraging it and saying, what the hell's going on with you?”

One thing that we didn't think about which happened was that the parents who had
been treated or had started doing healing were the only ones who would come out,
because it was too scarey for the other ones, you know, you might find something
out about me. So, some of the parents that were in the healing workshop, a couple of
them agreed to run the Saturday night session. The alco..5l and drug worker did pop ir:
Friday night after an angry session | had with her and said exactly what | thought.
She rethought it and started coming out Friday night. The kids didn’t come. They were
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there for a little bit, as long as we opened the gym after, they'd be there, but they
weren't doing it for the right reasons.

This principal was advised that it was time to wait for the kids to reach readiness:

We talked to the Dene Cultural institute, and | talked hours and hours . . . and they
said you can't make them. We’ve got to wait until they're ready and when they're
ready they'll come. Dene Cultural Institute has come back twice, to do day sessions
with the kids, to try and keep it fresh in their minds . . . [and] we decided to run, instead
of CALM, a daily circle, so that it was in their minds everyday for a half hour.

Twenty-four students completed the course successfully and a second session
was planned and funded for the spring semester. The students, who “thoroughly enjoyed
the twenty days” were agreeable to go on. Although parent response “on the street” was
limited, community elders responded favourably to the program, as did “other people that
didn’'t have their kids right in there.”

The CEC was strongly supportive of this initiative, and the principal continued to

work closley with them:
We work on school policy, we’re just reviewing all the policy. And money, we're
always talking money. They run TV Bingo, they do Christmas gifts for all the kids,
some parental concerns and issues that come up. But they are quite interested in my
monthly report, a copy goes to them. They read it and ask questions about things that
are in there and what'’s going on, and | always talk about other things that, either they

are on the agenda or they have happened since the report goes in, and the school
year. And that sort of things they do, but they're happy just to be at that leve...

However, the principal commented that when it came to school program and
curriculum and matters, CEC members had generally not shown much interest, leaving it to
her to work through with staff:

My CEC is not very active in the school, and sometimes that's good and
sometimes . . .. They come to meetings. The¥ do their two hours at the meeting and
that's it, and they do that but not much more. They're not there to see what's
happening in classes. They all have jobs and have other things going on in their
lives. They don’t want to hear about progras, they never say let’s go through this
curriculum andsoon ... nothank you. ... You know, you handle that end of it.

To summarize, the means of “Positioninig in the Culture” are as varied as the
communities represented in this study. Relevant and culture-based schooling must reflect
the culture of the community, and these principals searched for personal answers to many
questions around first language instruction and traditional knowledge on one hand, and
current curricular requirements and academic standards on the other. They are working with
a variety of stakeholders in their community toward reaching solutions that best suit their
particular schools. The answers are not easy. One principal defined his challenge:
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There’s some controversy about what the language of instruction ought to be during
those first three years. And paralleling that, there’s some controversy about how much
cultural inclusion we should have at the high school, junior high, should we have a
Spring camp, as it detracts from academic time. Should we have other days where we
do similar types of things, or should we have other time taken away from the
academics in order to reflect that this is an Inuit community. Personally | think we
should, but my outlook is not necessarily the only one.

THE UNENDING WORKDAY

In discussing both the celebrations and on-going problems in their schools over
the past year, principals indicated time and again that their work was all-encompassing
and all-consuming, and that putting a beginning and an end to a work day was a
-4 lenge none can claim to have achieved. The following will be discussed under
priricipals’ perspectives of their exhaustive roles as educational leaders: (a) The Role
defined, (b) Mission Impossible, (c) Achieving Personal Balance, (d) Tensions between
Caring and Setting Balances in School, (e) Isolation, (f) Advocacy, and (g) Uncertainty.

The Role Defined

The principals defined their roles in many ways. For one, to be a principal in the
north today requires “a thick skin.” Further to that, he saw principals as “the key and the
so-called change agents.” He suggested that it can be accomplished differently, that
“people have their different styles. Right now, basically the whole collaborative, coliegial
model of getting things done is in vogue . . . of bringing about change in terms of school
improvement in the school.” This principal liked to be an advocate for teenagers, and to
promote education when “walking down the street or socializing or in the school.” His
personal goal was

to be able to say to the parents or the students or the teachers, you're better off
today than when you first arrived, and not just a hiti» bit but a lot. And I'd like to be
able to say yeah! things are a lot better.

A second principal would agree that it is important t> see improvement, to “look
behind and look at where you came from . . . how far ahead we are. . . . Issues that
schools are asking us about are things that were dealt with ten years ago . . . . We can
deal with deeper issues now.” For this principal, the staff room coffee urn was an apt
metaphor of staff decision-making, where many ideas are thrown in to percolate.
However, “some grounds never change . .. there are things that percolate forever in
there that | have never found ways to deal with.” For another principal, the image of
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“sponge” described his fervent learning of a new role, as he “very aggressively attempts
to absorb everything around [him] and then try to sort it all out latar.”

Another principal saw his role enacted through his goals, which included making
sure the school functions well; that the community sees school in a positive light, and as
an important and worthwhile place to be; that “there’s learning going on as manifested by
gracuations; and that a good tone is set with staff, and between staff and students.” It is

also important to maintain good community relations, which he believed he had
accomplished:

We have been getting a little positive feedback whereas before, the community
seemed to, | am told anyway by the schoo!l community counsellor and the secretary

who have lived here all their lives, that the school used to be under a lot of flack from
the community.

One principal described her role as that of facilitator and coordinator of people in
the school and the greater community:

There is so much in terms of the role, in helping to set direction and providing, being
able to look globally but also to look at one’s own and the community situation and
drawing on community wants and wishes for their children and taking that and turning it
into progress that will provide that for students and for the community. | think it really
takes individuals that can know themselves, know their own strengths and be able to
draw on others in order to find strengths in others that complement their own. Itis a
key role in providing and facilitating learning in the community and in the schoo!.

For another principal, the complexity of the role made it increasingly difficult to
juggle all the players and demands on her time:

It's much more complicated now. There’s a lot more balls to keep in the air. Ah, there’s
a lot more people getting involved, and sometimes getting involved maybe out of
good intention, but having very little knowledge of the background of schools or how
schools function or academic achievement or things like that.

The juggler metaphor also best described, for this last principal, a role that is so
multi-directional as to chalienge any hope for balance:

A juggler, a facilitator, an individual that has to be resourceful, creative, flexible, tolerant
of ambiguity. You have to have stamina, unbelievable stamina re.=.ly, because you
can be besieged from all directions at the same time, and it can be quite wearying,
quite tiring, quite frustrating, mentally fatiguing as you grapple with all of the issues
that are facing educators today.The only difference being that you not only deal with
the issues, but you deal with the people.You talk about staff, you talk about students,
you talk about board members and senior admin and it's multi-directional, and so you
tend to be probably the most stressful, high-pressured position. | don’t know that
there is anything that describes it better than being a juggler. | mean you just
constantly have things up in the air and on the go. | sometimes worry about dropping
them and sometimes not seeing some things throu?h, and there are some things right
now that | feel like | haven't been able to attend to like | want to. . . sometimes | think
time just doesn’t allow for us to be as effective as we'd like to be.
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“Mission Impossible”

All participants agreed that their workload seems at times impossible. One
principal pointed out that it is impossible, so make your choices and run with them: you
can't do it all. Another principal, considering the possibility of success in “truly connecting
and making an impact with those we serve,” described the task as “mission impossible™

Four hundred and fifty students, over 30 staff members and the thousands of
interactions that take place within the daily reality of the school’s operation make one
marvel that in this living, dynamic organism or community, any kind of true direction is
possible. Add to this the aspects of lives that you cannot possibly control and it
makes meaningful and significant impact seem even more remote. The fiscal realities
and direction of government even further compound the situation. It would be easy to
give it all up and not make the effort if it were not for the fact that in all of this there are
signs that we do make a difference.

Staff evaluations were one activity that tended to be pushed to the last for
several principals. One principal pointed out that there is no time in the day to do it, so
immediately, writing evaluations have to be fit in outside of school time, and although
“there’s a measure of that that you expect to happen” but “add that to all the other things
that ultimately end up outside of school time, and I'm just talking in the professional
capacity only, to me that's the big struggle.” Writing an evaluation takes “sitting down for
uninterrupted writing time of three to four hours for at least a draft that you feel is reflective
of what you've seen and experienced and discussed.”

Another principal described his situation as an endiess continuum of school
concerns. One task he took on was the one-on-one career planning and counselling into
course work for every grade 9 student, including their parents: “Now you have to
understand that in this scheol, it's only about eight kids, so it's not like 30 or 40 people.
But we have no Guidance Counsellor in this school, and our IST is only 1/2 time and then
shz teaches the other half day, and . . . at this point, | just don't think it would be fair.*
Unable tc complete tasks to his satisfaction, he explained that “as with almost everything
surrounding this position, there is an element of compromise.”

I see my energies going in too many directions at the same time and | am usually
operating at the saturation point . . . there is a price to pay for this as | witness the age
lines appear on my face since | have entered this position!

The principals generally found that their role had become more complex and far-
reaching. “I spend a lot of time on phones, and writing letters and calling people. | spend a
lot of time around the school during the day. A lot of my work, paper work and stuff, gets
done early in the morning and late evening.” This principal explained,

| see a lot more time spent with social agencies, | even have an appointment this
week with our new alcohol and drug coordinator, trying to find ways that we can bring
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these people in in an effective way, because it is very difficult to bring in people that
students don't know and have them interact with any great degree of effectiveness.
Maybe we're trying to find ways to set up programs using community agencies that
adqrc?ss srgmfa of the problems that students are having. Ah, I'm becoming more of a
social worker!

Experiencing much the same, another principal commented that “because of the
ever-increasing demands that are asked of people in leadership roies in schools, | think
that it's becoming increasingly difficult for one individual to do everything. You just can't be
the super-human individual and do it all.” And another principal,

Because of the time spent with the students, | have not yet this year done a teacher
evaluation, and do most of my letter writing and paperwork at home in the evening. |
have been thinking about a procedure where the counsellor could start the process
fand bring students to me after she has got the main info from them and written it down
or me.

One principal managed to complete 10 evaluations this year, “and I've gone to
those three teachers who I'm not evaluating this year, but have gone into their classrooms
lots ... and given them feedback which they really appreciate, and | think has paid
some dividends.” He does much of his paperwork at home as well. Attending the
Principals’ Workshop, he noted that others were feeling swamped in their work, which he
found somewhat reassuring:

And [he] was saying the same thing, he just can't get out of his office, | don't know if
he is just swamped with paper work, or . .. but | was definitely feeling the same
way. Just feeling really tired and so it's not just a matter of being able to delegate more
efficiently, there’s just a lot put on your plate. You know, and then people say, you
have to prioritize more clearly, knock some of that stuff off the plate, ar:d it’s like, Hey
man, | do knock a lot off.

Balance in Work and Life
Although the principals all expressed a need to find a balance between school and
a home life, they were finding it difficult to do so. For one principal, “burning the candle at
both ends” eventually caused him to respond “emotionally and physically” in a way he
hadn't experienced before, “and in ways that | wasn't particularly pleased with.
| lost my appetite. I've never lost my appetite before, and I'm sure that it was stress-
related. | remember sitting down to the table and I just wasn’t hungry.”

| went on the 30-hour fast with the kids, they did this fundraising. Anyway, it was
excellent, there were 180 kids involved in this 30-hour fast on the weekend, | was
involved in it, and then after the 30 hours, | wasn't hungry! Like, normally, | would
have eaten half a pig, you know, so again, | thought it was basically worry, which |
guess is what stress really is. That was a shocker, like here are some signals being
sent out here that | need to listen to. But | wasn’t sure how to 3rapple with it, or how
to deal with it effectively. So it forced some issues in terms of doing things really
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drastically lie you know, obviously | can't continue doing things the way | am, and
that's when | said | have to do things differently and then thinking it through.

As he put it, “| certainly have that feeling, if this is what it's all about, then where
does my family fit into it and everything else? I'd rather take a paycut of $30,000 and do
something else. Mind you, | would have those kind of thoughts on a bad day.” Speaking
of another time, he recognized that “I was feeling really down or depressed, lots of really
good things were going on and all | kept hearing about was the crap that was going on in
this part of the school.” Reflecting on that time, he felt that, “looking back on it, | think |
needed a kind of attaboy. . . . | call it an attaboy, you know, somebody comes up and
pats you on the back and, ‘At-a-boy!™

Another principal took the approach that we can “bask in our successes and learn
from our failures.” She maintained a positive frame of mind, qualifying that “} think the
successes. I'm happy to go to work every day. It's not drudgery, once | get out of the
house. It's drudgery dealing with the morning things. Once I'm out of the house, | want to
be there.” One principal expressed a similar point of view:

| enjogwhat I am doing. If | didn’t enjoy it, | couldn’t even imagine having the energfy to
do it. But | do enjoy it and | find that | not only enjoy it, but I really love it, and therefore
I find it's not like a job, it's just what you do. It's sort of who you are and what you do.
... Like | don’t really distinguish between when work starts and stops and when non-
work starts and stops, because the two get all intermingled with each other, and for
some people that could be a problem, but for me right now in my life it isn’t a problem.
Like anything else, ycu get what you give.

Achieving balance between one’s personal and professional life is imperative for
personal health as well as effective leadership, according to one principal, who saw
delegating responsibilities to others as a win-win situation in a school. “I talk about a
community of leaders and a community of leamers.”

One of the things | try to do, and I'm not always successful, is to look at how to stay
balanced, because if ?Iou're not healthy, if you're not looking after all the domains
yourself, you're not of much use to anyone else, so you know, just looking after
yourself is an important thing to do and trying to put the time into perspective. | think
you have to also delegate a great deal. . . . it's really about facilitating that people take
on roles that are appropriate, and ones that they have a lot of expertise in.

Another principal expressed both fatigue and the conviction that next year will be
different.

This will definitely, definitely be the last time that I'm going to do this {Principals’
Certfication]. | have enjoyed it, it's been great, it's three years in a row now, but I've
got a daughter now and | enjoy spending time with her. I'like to waste a couple of
hours every day with her, just steady time. The Association, this is my last year of
involvement with that too, and next year I'll just simply be the principal, and a parent,
and a teacher too. I've always been a teaching principal. Even the first year when |
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had 21 staff and 250 students, none of the other principals of schools that size taught,
but | wanted to teach at least one course just to stay in the game. Now that | only
have 14 staff and 190 students | am still teaching, but now it is by necessity rather
than on principle.

This principal enjoyed his daily hour in the classroom with students, and offered
several reasons:

Contact with the students. Ah, it's the least stressful time of the day, | usually teach
the first two periods so | tell the secretary | can’t be disturbed for the first period, it
doesn’t matter who calls, he’s in class right now. it's a time where I'm sort of free! Not
free but freed from interruptions, no one can walk in and grab me. The second aspect
is the contact with the kids. | get to establish a rapport with some of the high school
students. | enjoy the actual teaching as well, | teach a Math course, usual y I've taught
one of the Math courses every year, maybe this year I'll do something different.

Tensions: Providing Care and Achieving Balance

There were workplace tensions for the principals in terms of finding a balance
between having to set standards and expectations, and providing care and support for
staff and students. Many principals have spoken about taking on somewhat contradictory
roles of counselling and student discipline that added stress and consumed more time.
However, for one principal, this worked to advantage as she decided to walk away from
the clutter of her desk and deal more with kids. One of the staff members commented to
her on the advantage of “knowing kids”, that

although you do not know academically about the kids, you can take them and talk to
them exactlx the same way | would, and you have more information about what goes
on outside the school with them, and have more success because of that, talking to
them, because you know their life, you know their family, you know, you know .
you grew up with them! (laughs) Half of these kids are kids of kids that | taught.

For another principal, the fourth year in the community school had witnessed a
backward slide. “I realize that for specific projects or events this is not a particularly good
year. | can see many changes and improvements in the four years that | have been here,
but this year | seem to be back dealing with things that | haven't had to deal with since
year one.” Social conditions in the community played a large part in her daily work as she
tried to make possible some success for students “in spite of all the other things that are
going on in their lives. . . . | see a lot more time spent with social agencies, discussing with
them.”

One principal stated, “this has been no banner year for morale.” Moving staff

towards a desire for change was the challenge he faced:
I do think that by and large, | have a demoralized staff, and I'm not concemned about it

in the sense that | have seen real growth. There are real indicators of that, but | think
too you have an cumulative effect, and when people work in an environment that'g
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really quite mediocre . . . people find it extremely difficult to get out of that. They're not
even aware of it, or if they are aware of it, they can intellectualize it, yeah they want to
get out of it, but to actually find the spirit to do it, it's just so damn hard.

Taking time in the last three months of the year to be “out and about” in the
hallways and classrooms had made a difference to morale and student behavior, “l would
say that it's borne some fruit, it’s been very noticeable to myself, people on staff,
students. . . . | guess teachers are feeling that I'm more supportive . . . more available.”

Another principal emphasized the need to achieve balance on staff by sharing the
leadership,

Drawing on many people’s strengths” and gaining concensus. In creating shared
leadership, “there needs to be that flexibility and openness to be able to cross over
and when someone feels comfortable doing something that may not necessarily be
something that was originaily agreed on, that the two individuals, or three or four or
whatever the model may be, that the group can sit down and say, sure, go ahead if
you're comfortable with that aspect, then you'll be the leader for this.

Trust-building and “taking time to develop that relationship with the others” is
essential to this process, but “I| guess that some people may not see that as having as
much value as the daily things that are coming at them.”

Fiscal realities and generally “doing more with less” in the past as well as the
upcoming years, was a strong point of concern for all principals. One principal expects
that the major cutbacks will affect teachers both in the classroom and out, putting

added stress on everyone, it's going to mean so-callud creative timetabling; and then
there's the compensation package that is going to be adversely affected by John
Todd's budget, so that is going to lead to a more demoralized staff next year, so next
year might be a difficult year not just in my schoo! but in other schools.

Another principal pursued funding though Human Resources Development for 10
months, “funding which we thought we were going to have in September to support a
program we're still to this day without, even though they'd said they set the money aside

.. they just wanted a few points addressed,” points out that “we’re a full year later and
no closer to realizing any funding. . . . ‘Hurry up and wait!" There seems to be quite a bit
of that. It's kind of a peristalsis.”

For this principal, it was important to maintain a balance in his school by making

concessions that

allow more free time for people, because it's been pretty intense for the last two
gears, and certainly the first half of this year in terms of just getting used to the

uildinﬁ and operationalizing and using the technology has been very intense, so we
have allowed for more freedom, more personal planning time, through the last quarter
of the year at least.
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Working with tro.b'ad teens and kids in distress, teaching coping skills, non-violent
intervention and healing, and dealing with home/community agencies on these and related
issues challenged ail principals as they balanced roles of caretaking and schooling.

Isolation
Given the geographical distances between communities, most principals worked in
relative isolation from other administrators. One principal, in considering the strengths in
her school this year, commented that “sometimes | forget [the strengths] until | talk to other
principals in the region.” The distance from regional office and a general lack of
communication further enforced her sense of “having to work it alone.” Asked for copies of
her monthly principal’s repuiis, she recounted,

We had, at the last principal’s meeting, we had a grand chuckle out of that [doing
monthly principal’s reports}, because that's supposed to be one of the things, right?
But of course we discovered very quickly that no one at the Board office actually
reads them so, the poor old guy in [another community] actually does these things and
sends them in at the end of every month, and we, everybody else around the table -
and he said, now are you serious, you're kidding! And I said, look, | haven't done one
of these in years! The rest of the principals looked at him and said, you're nuts! We
know that half the stuff we send to Board Office gets filed in the garbage fifes.

Several principals expressed similar feelings of being isolated from their district
offices or “headquarters”. For one principal it was a difficult way to begin in his new
school.

| think it makes a big difference if a school has the support of their superintendent of
their district, and | mean tangible support, not just ‘Oh yes, just go ahead and do it,’
but in terms of planning with your principals and your administrators that this is a high
priority item, and can we use our professional development for staff development to
meet specific district and school goals. . . . | wonder whether I'm getting the payoff that
we really deserve to have but we don't get because of a lack of system in place to
help coordinate and energize these things.

Meeting with colleagues confirmed for him that he wasn't alone,

When | went up to Yeltowknife for that conference, | wasn't looking forward to going
because | wanted to be at school and as it turned out, it was 2ctually a kind of a
blessing, because the feedback that | was hearing, you know, sométimes you hear
what you want to hear too, | am cognizant of that too, but again people feeling that
there Is so much out there that has to be done, and people feeling tired, | was kind of
getting a reality check from other people and it wasn't all that far off base.

For other principals, distances did not appear to limit their contact with district
concerns and initiatives, or participating in district meetings. Some liked the distance, or
have learned to deal with it philosophically:

Now that has to be balanced by Yellowknife and Igaluit, but | don't know, as you
might guess, Iqaluit is far away and so is Yellowknife. We are very far away from
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Rome, as somebody said once, so we do things more or less . . . not more or less as
we please, that would be too flippant, but if the community is strongly in favour of one
thing and Iqaluit wants me to do :something different, you can be sure which way it's
going to go. | live in this town (laughs).

Some principals were more fully integrated into their community, and thus felt less
isolated than others. Often the number of years spent in the community impacted on the
level of integration, as did making an effort to get to know the community. For one,

The people and their acceptance didn’t come immediately, that did take time to develop
those relationships. And | think to give myself credit as well, it was getting myself
involved in the community by going to the Saturday sewing class and spending time
with women outside of school time, getting to know parents of children, just that kind of
involvement, getting to know people, making a real effort to learn Inuktitut, to try and
speak with people, | think that.

Another principal had some proficiency in the local aboriginal language, “l know a
few words and a little bit of its structure, not very much”. He saw himself “more integrated
into the Inuit community than some.” This integration he attributed not to his smattering of
Inuktitut

Although the language helps a bit; but it's disposition and inclination and the fact that |
enjoy hunting and fishing and going out on the land as they say, and the cultural
things that they do. | don't do it as much as the average Inuk does, but more than the
average white teacher. And | know more people in town, maybe because of the
length of time I've been there.

However, there was a general sense of isolation felt by southerners transplanted
to this remote community, most of whom intended to stay only a short while:

Yeah, they're isolated in the sense that we constitute seven per cent of [the
community] population, and the white society is quite small. There’s some integration
with the Inuit society and it's nice, but by the same token there’s lots of exclusion, not
deliberate exclusion but lots of things that the whites can't participate in or don’t have
the cultural background and the inclination to participate in, so therefore there's a fair
amount of isolation. And it is regarded as a little bit of a hardship to be there, and so a
lot of people have the goal to either move south or, failing that, to move west.

Being seen as outsiders to the community can create tough situations. One
principal who had endured a hurtful incident of gossip-mongering that eventually settled in
his tavour stated, “that’s what it's like in a small northern town; realities change quickly.”
For another principal, the struggle was in not being aboriginal:

Oh, my chair gets rocked all the time, ‘we should have an aboriginal principal’ and | get
shaken every so often and have to re-evaluate and make sure that | still believe in
what I'm doing. . . . Before Christmas, | spent a week totally dysfunctional here.
[Someone] asked for me to be removed from my position. . . . There were some other
things going on with some parents who were questioning some things and making
some accusations about me, and by the week before Christmas, I just came to work
every day and accomplished nothing.
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At a CEC meeting, the principal faced the accusations:

He started saying that | had created all the problems in the school, that | had created
children that were not native anymore, that were white and only happy being white,
and the only time they were happy was doing white people things, and thaﬁ had
created the violence, everything, into the school, and that it was my fault. . . . | went
through hell for a couple of weeks, with myself, trying to figure out who reality's real
here? My reality, or are they seeing me as he sees me. My CEC of course did not
say a word, | knew they wouldn’t.

After he had left they sort of went, whew, thank God he’s gone, but never said,
we stand behind you or we support you, nothing, they just said thank God he’s gone
and never did anything about it, and that was it. . . . And | couldn't expect them to,
because that is not the type of people they are, and | knew that, but at that time |
needed somebody to say, we believe in you, and we believe in what you're doing.
So that was a really bad time for me, and | really had to look at, did | believe in what |
was doing, or was | this person that he saw, or he thought | was?

The “interest in looking for a native principal” discussions continued to arise from
time to time, and this principal felt littie confidence, in spite of the many years committed to
this commurity school.

| don’t know, if it came down to the crunch, that's what | don't know. If it came down to
the crunch, where would they stand. Because | see, like | said, when | first went to the
CEC, they were not there for me. So if it came rightdown to it. . . .

Advocacy

Within their communities, all principals were strong advocates for kids' leaming and
well-being. This was reflected in a variety of ways, many of which have been discussed
in this study. To state that these principals carry a high profile in the community is
generally an understatement. Their activities in the community on behalf of schonls were
exhaustive. There was a growing involvement with the community, and with building links
with businesses; with integration of community values; with networking with all
stakeholders; with looking at education in the workplace; with educating the public through
newsletiers and media coverage; and with developing a stronger studer:t voice in school
and community.

The principals were attempting to develop a shared educational vision that
supported the learning needs of students and the aspirations of the community through
stakeholder collaboration. There was a strong student-centered focus to many of their
activities as they practiced their philosophy of child-centered education and life-long
learning. All were involved to some extent in working with community agencies to devise
appropriate support strategies for students. Some have been able to address the
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community values in authentic ways, respecting language and traditions that foster
student growth, and integrating them in school programming.

The principals recognized that their position lent them high visibility, and most
worked it to their advantage. For example, working with Crimestoppers enabled one
principal to raise levels of awareness in his school with staff and students. Speaking to
the Chamber of Commerce gave another a strong link with the business community in
developing CTS initiatives. Qrganizing visits to the workplace allowed one principal to
develop stronger community relations and to further students’ understanding and
motivation. Organizing Friendship Games that brought together eight communities fostered
stronger inter-community ties and appreciation for cooperative ventures, and offered
healthy alternatives for youth. The principals were strong advocates of children's well-
being. The work was high profile and demanded high energy. One principal exhibited her
ongoing concern for kids in this way:

Pictures are really no problem 'cause we do tend to take a lot of pictures. What we
normally do, our hallway pictures we change every year, and we put up all the
different activities that we've done in the past year ... we have different frames
around the school, and one might be the Science Fair, and one might be Grade 9
Gfrahc‘uation, and one might be the Muskrat Camp, one might be Hallowe'en,... that kind
of thing.

Many principals spoke about the importance of communication. For one principal,
“in most cases the community is very involved in what we’re doing anyway, but | do
have newsletters that I'm sending” and “I do very, very detailed reports to the CEC
monthly, and | do grade extension reports to the director which | send copies of to the
CEC, they're in living detail.” He added that “there’s very little that's going on that’s not
included in the report with all the supporting material and documentation that goes with it.”

For another principal, presenting at a conference in the south brought surprising
results. Her strong spirit of advocacy is reflected here:

The first time | spoke on our cultural program. The funny thing was, our chief was in
Edmonton! It was the first time he'd ever heard of our cultural program, and | got a
lovely evaluation from him on our cultural program, and how he was amazed at what
was going on. | said, “See, that's why | want to be at a hand meeting and let people
know what sorts of things are going on at our school.”

Consistent Uncertainty
There has always been a consistent element of uncertainty in northem education,
partly because it was frequently delivered by southerners who generally stay only a
short time, particularly if they have been posted to remote communities.

A lot of people have the goal to either move south or, failing that, to move west.
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And the targets of choice are Hay River, which is regarded as the best choice in the
NWT to move to, and Fort Smith, and then Yellowknife, and then Inuvik, and then Fort
Simpson and Rae Edzo. There's a little pecking order all the way down until you get
down to a certain size and then you figure well, there's no point in moving because
you're just as well off here. For example, there wouldn't be any point moving to Fort
Good Hope or to Aklavik or some such spot, but if it's a larger centre with roads,

houses, trees, grass, restaurants, bars, clubs and so on, the main one being the road,
because you can get out.

The uncertainty has much to do with transience, with teacher turnover and
changes in the community population. The principals spoke of the need to orient their new
southern staff every Geptember and the loss of continuity of programming in a community
when staff left after two years. One princip.i saw it as a continual cycle, this year
“dealing with square one again.” With half of the staff changing for September, the outlook
for continuing past programs is discouraging: “four directly from the South . . . Well you
know yourself that if a new teacher comes in, at the very basic level students are going to
try it out, right? And if you have seven new teachers being tried out.”

Cutbacks have exacerbated this problem, with more teachers leaving the north
this year:

It's the cutback thing and a variety of things. You know, the uncertainty and
everything else that’s going on up here, and some people decided that they were
going to make a change and some people going back to school, and others are going

to digerent places and try to get on wherever it is they have decided to go. Yea?l. It's
a whole mess of things.

For this principal, it meant rehiring for the majority of staff positions:

Well, total, we had all terms here pretty much, so when it came down to the crunch, we
were looking at nine positions and three of those were filled by TEP grads and two by
returning terms and I've got one more, and I'm still short three positions right now.

Out of 12 1/2 staff positions, “with the cutbacks, we lost a position and a half for
funding out of GNWT. The CEC decided that we'd look at rearranging some funding and
try to hang on to at least 12 positions instead of 11, and so | think we've managed to do
that, we've reallocated some funding from other things and have managed to hang on to
the 12 positions.” Her discouragement in the mid-May conversation was evident. Looking
at next year's new staff,

One of them has actually been a CA [classroom assisant] for 14 or 15 years. She
finished the TEP program just before Christmas. The other two are a fair bit younger.
They've been around the school as subs. They did their internship obviously around
the school and that kind of stuff, so they know the kids and that kind of thing. But then
again, it's quite a bit different being a CA than being a classroom teacher, so that's
going to be quite a bit of a change there. . . . One of my high school teachers is
leaving, he’s been here for three years, that's a big stability gone for the school.
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Planning for next year was yet to be done, given the recent changes:

Well, with the turnover again, we're hoping to do some planning for next year, but it
has to be left open a little because of ali the new people coring in, to the end of the
school year. We had a staff meeting the other day and talked about some ideas about
how we want to do this.

Another principal, who had enjoyed low staff turnover in the past, anticipated
changes in the future: “Two years is a very common length of time to stay. | don’t know
what the new contract is going to do to all of that. . . . It could lead to a much more transient
workforce if they follow the measures they plan to implement.”

One principal believed that encouraging more aboriginal teachers to take
leadership would create a more consistent and relevant education system for students _
as well as a community school “that reflects community values and life.” Citing several
communities where shared school leadership was being tried with aboriginal and non-
aboriginal co-principalships, she recognized the problems inherent in northem transience,
“How do you sustain and continue that leadership that's started, that team approach
when one individual has to step away or whatever?”

Planning to take a year's leave, this principal was also concerned about sustaining
what has been built in the school over her last three years as principal, and had taken
steps to ensure its continuation:

Four of our southern Qaallunaq staff members are returning next year, so that has
really helped to know that they will continue on, and our Program Support teacher has
been a consultant in our school, so she’s worked with us for a few years now. This is
her first year as a program support teacher, but having her on staff, and that we share
the same kinds of goals and values and beliefs and so she has a clear understanding
of the process that we've gone through in terms of developing our goals and out
beliets, feel confident that way that there are folks on staff who have been with us
through that process. And the same with a number of our Inuit staff members. They
have gone through the goal setting process and the visioning with community
members and staff members and students and CEC members.

High turnover in administrative poste, and lack of orientation for new principals
were also mentioned by some as leading to more uncertainty. One principal commented
on a lack of orientation when he first stepped into his new sc'..yol:

I've learned an awful lot, professionally but also administratively. | had no orientation,
and that was really negative, too. It's one thing to go through an interview process
and get hired, but the school really was dysfunctional, there was nothing. There were
no files on staff. . . . My secretary had one file called principal’s file and that was it.
Anything that came into the school went into the principal’s file, there was nothing else,
nothing under company names, there was nothing in the cum files. . . . Anyway, |
knew things were bad, like | was told things were really bad, but it's one thing to be
told, and another to go into your office and there’s nothing.
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High turnover of staff and administrators lessened the possibility of consistent
growth in schools. Caring and nurturing of principals is necessary, one principal pointed
out. The role of the principal is

easily the equivalent to CEOs of any company. They are not valued as such, the
are not met with the same kind of remuneration for instance, or the benefits or any o
those things. | think that their role is far, far more imFortant in the sense that [they]
really are shaping or molding future generations collectively.

He argued that without the continuity, there was a loss of coherence:

Continuity is also important. If you lose the key player at the principa:ship level
prematurely, and by that | mean within a year or two, it's ditficuii o see a coherent
vision and movement in a direction, and that's why it's itnportant to value them, and to
value the role and to keep supporting it.

SUMMARY
This chapter has presented the major findings of the study under five broad
categories. Principals indicated their work encompassed a belief in the future, the handling
of a myriad of daily challenges, working between the lines, positioning in the culture, and
facing seemingly endless workdays. The following chapter presents a delineation of the
major themes of the data.
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Chapter 5
THEMES ON NORTHERN LEADERSHIP

The principals in this study were quite clear that a principal’s work cannot be
carried out alone. All agreed - some more than others - that as education begins to follow
the model of program and service delivery at the community level, the onus is also on the
community to shape and support the education of its children. The role of the principal is to
work in concert with community stakeholders to create relevant, culture-based schooling.
The introduction of high school into the communities has increased students’ access to
education, and more demand and responsibility for what that education should be and
how it can be supported, is directed to the community.

As key players in this new process, the principals saw their work as immense and
lacking boundaries. They recognized the need for support for their endeavours. It is a
powerful mandate to undertake, and requires a powerful and unwavering spirit. In the
seven principals, | witnessed an enormity of personal vision, energy and courage, and a
strong desire to make a difference.

The previous chapter discussed five categories that emerged from the extensive
findings: (a) The principals generally exude belief and hope in the future through their
act and words; (b) The challenges of the job are infinite and include concerns for
F rents, tudent behavior, student welfare, achievement, finance, staff welfare, and
cotin..unity; (C) In attempting to fulfil their educational mandates, principals continually flex
the rules to ensure learning “works” in thei- community schools; (d) Positioning the school
within the culture means working actively with community towards a shared vision and
delivery of education; and (e) The Unending Workday and “reaching saturation points" is
a reality for these principals, change agents in the shaping of a new educational vision.

Three themes have also emerged from the data, themes that address the question
of “what is the essence of the principalship” in the territories, as gathered from these
principals. Each theme, (a) Community, (b) Character, and (c) Change, is described and
then discussed in relation to the current literature on educational leadership.

COMMUNITY: “IT TAKES A VILLAGE"

This old proverb offers “a timeless reminder that children will thrive only if their
families thrive, and if the whole society cares enough to provide for them” (Clinton, 1996,
p.12). This was clearly the thrust of Learning, Tradition & Change in the N.W.T,, a
document that reflected the recommendations of the Special Committee Report on



140

Education in 1982: “Schooling is an educational partnership in which parents play an
important role.” The Education Act of 1995 further stressed that "educ  must be a
partnership between students, parents, elders, community, educators and government
who have a vital role to play.” Furthermore, communities “have greater responsibility for
the content and delivery of education,” and “the important contribution that elders have
made and will continue to make to the education of people of the NN\W.T.” was also
recognized.

The principals’ stories indicate that they are inextricably woven into this process
of educational change in their communities, and more significantly, with their communities.
Many have described a variety of efforts to bring these mandates to fruition in their
schools. They have called on stakeholders to join in making important school decisions on
school programs specific to their communities, as “official policy for curriculum development
must recognize substantial differences among many communities and varied regions of the
N.W.T.... the divisional board must be alert tn local needs and sensitive to ways that
may encourage participation and decision-making at the community level” (Learning,
Tradition & Change, 1982, p. 73).

It is a challenging role for principals, and one to which these principals bring a kind
of leadership that works well in the north. In comparing two educational ieadership profiles,
one created in the N.W.T. and the other in Ontario, Begley (1995) noted that both
incorporated descriptors of effective practice relating to three key dimensions: school
culture management, instructional leadership and organizational management. However,
further comparison revealed

a heavier emphasis in the N.W.T. pi )file on transtormational (collaborative, teacher,
and community empc wvering) strategies. The ideal N.W.T. principal is portrayed as
engaging in school culture “management” as opposed to being “the manager’. The
emphasis is also on facilitation and c..sensus building rather than control. This reflects
the particular social priorities of the N.W.T., including a concem for cultural

preservation, aboriginal self-govemance, direct community involvement in schooling,
and the traditional emphasis on consensual decision making. (p. 189)

There is a clear connection Latween the kindd of school leadership these principals
exhibit and the social priorities in the N.W.T. Tne f-ditional emphasis on consensual
decision-making in particular is reflected in thas:: pri-cipals, whose swyle is collaborative
and whose school focus is “to create and maintain a supportive school climate which is
conducive to learmning” (Begley & Murray,1993, p. 13). Begley (1994) pointed out that the
Ontario profile presents a “more ambitious image of the principalship in the sense of
incorporating more recent research findings,” including “visionary” and “problem solver” as
additional key dimensions of practice. Not including these in an N.W.T. principal profile
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does not deny their presence in the practice of these seven principals, who express
strong educational vision and creativity and persistence in problem solving.

Begley (1994) made the point that “the characteristic common to both profiles, and
important as an implication to practice, is that both writing teams clearly expanded the
image of the principal’s role beyond the limits of traditional instructional leadership” (p.191).
Itis clear that the principals’ stories throughout the study reflect a role that has gone far
beyond what is commonly known as instructional leadership. Their actions attest to a
desire to make a difference in schools for students - creating healing programs,
spearheading a school-community feast, organizing schoo! culture camps, placing an all-
school focus on literacy, and so on. As Hodgkinson (1991) argued from a values-of-
administration context, an organizational role in practice is always an interpretation of what
is to be done, as filtered through the moral aspects of a person’s character (p. 93). As
educational leaders, these principals’ many choices reflect their values and beliefs, their
actions clearly directed towards a leadership that is “transforming and empowering” and
coliaborative (Foster, 1986, p. 187).

Barth (1994) made the point that “differences of social class - or gender, race,
ability, interest - these differences are the building blocks promoting learning. People’s
learning curve is steepest when you put them around a table where a number of different
world views are present. . .. I'd like to have my child in a school that celebrates and
welcomes difference” (p. 5-6). From these principals’ varied stories of struggles and
celebrations comes a powerful sense of the “we” in education. From their stories come
many examples that it truly takes a whole village to raise a child.

It takes a village . . . to build a new school, shaping a new vision for learning
with the help of all stakeholders; to seed new ideas and work with an entire community,
and to build excitement and ownership into the process:

In every sense of the word, this celebration capped a process that very much
involved the community in the process of building and made all feel that they had
been part of making the new school a reality. . .. we felt that it was very important
that it be inclusive, that it be involving, that it represent the cross-section of people
who had put the time and effort into it, and that it was entertaining and humorous and
light; that we didn’t take ourselves too seriously.

It takes a village . . . to include students in the process of decision making and
presentation; and to extend the concept of schooling to include a daycare and a college:

I see students standing in front of the design and talking about their roles in the
process. Although the students were not in full agreement, we have joined the school
and Aurcra College into one building and it will be a community learning centre as well
as the school. If our dream of a daycare or play school becomes a rea ity; we will
cover the whole gamut of learning!
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It takes a village . .. to ensure that all children will value an education, will find it
meaningful and joyful, and will acquire knowledge, skills and attitudes needed to be
responsible and confident members of society, able to provide future leadership.
Housego (1993) warned against the disappearance of community values (which imply
“sister values of cooperation, compassion and compromise”) under regimes “which glorify
individualism, elitism and the competitive ‘tooth and fang’ philosophy of survival of the
fittest” (p. 8), and puts out the challenge to educational leaders:

to protect and promote community values with all the strength and intellingence and
good will they can muster, believing that the prospect of a “good life” for all children
and youth now and in the future depends on our best efforts to do so! (p. 8)

In one community school where elders were already playing a role in the school,
teaching traditional skills and occasionally helping deal with behavior issues, the principal
described:

Students would meet in the tent with elders and would often listen to stories or play
traditional games such as the bone game. . . . We had wonderful planning time with
the elders and gathered and recorded valuable information from a traditional
perspective on what skills and values and knowledge students should know by i@
end of each of our three themes. We were also able to tape record stories from these
elders about our three themes that have been valuable in planning activities.

Greater community use of a school is one indication that people are becoming more
comfortable in their school, and that education is seen as part of the community scene and
so valued:

the community is a fair amount in the school for their events. They can use the Gym
and the kitchen and so forth. | think there’s a fair amount of freedom to come and go
that didn’t used to exist, there used to be a reluctance to come in. We have community
use of our Gym from 5 to 9 every night during most of the academic year.

Another school, located fairly centrally in the community, offered a short cut for community
members on a cold day. It was welcomed by this principal as a positive sign:

We have a lot of people coming from the back, especially if it's cold, they just make a
detour through our school through the hallways, and that is quite acceptable, you
know, come and see what's on the halls, see what's going on, so we do get some just
flow-through traffic and that’s quite all right.

Bringing community into the school became a wonderful opportunity to share with
parents the joy of learning: “Parents were part of that, making puppets with their children,
and we had coffee and tea. ... Every class from kindergarten to grade 11 takes a
thematic approach te that particular topic.” The principal explained that “this year we've
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taken family relationships, names and naming as one, from the Inuit perspective, and we
had a gym-full (laughs), grandparents and babies and moms and dads...”

It takes a village . . . to ercourage the grade extensions programs introduced
into community schools, in providing family and community support to children who are
continuing their learning or “dropping back in” for high school courses. it raquires
community to leain about new programs, and for schools to build bridges with community
towards greater understanaing of what education has to offer, and what tire community
has to offer to education. One divisional buard of education wrote that they will “work
more closely with everyone that has some connection with education, training cr
culture . . . fo broaden the involvement in the education of our children, we will finally
change education from a government program to a community program.” And one principal
pointed out, it alsc takes a community commitment to care and provide for the remaining
students that still have to home-board to get their high school.

It takes a village . . . to cooperate in providing with schools the school-to-work
transition programs, and to support the work-experience programs, the CTS initiatives,
and the tech-prep programs that some principals were attempting to offer their students:

We're piloting a program this year called Registered Apprenticeship Program ... we
have a student here working with a Ford dealership, and doing welding, we also have
another student doing gas fitting with a Propane company, so you know, there the
school's working with a couple of businesses . . . and we have a lot of students who
do cooperative work experience.

Another principal pointed to a greater need in his school “to see students prepared
for something beyond just high school, and not necessarily just the work force” arguing
that “about 80% of our student population is not destined for post-secondary and will be
going another direction . . . and that's where the concept of tech prep is critical.” Providing
students with a tech-prep program in school so that the transition to a technical schoo! or a
job is eased was an important focus for this principal, who was looking to create the
necessary linkages with the community:

We just have to have the relationship or partnership with a community business
venture, and | believe that the community itself has to rise to the occasion of educating
our youth and helping out where it can.

It takes a village . . . to offer more effective education through stakeholder
support that involves all the players in efforts of collaboration and teamwecrk, the
students, parents, elders, communities, educators and government who each have a vital
role. Some communties have had educational visioning workshops with the community for
the past two or three years to discuss community values, beliefs and determine future
directions for their school. Meaningful exchange with their distant partners, the department
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personnel, is also necessary as they are a part of the collaborative effort towaras
improved education for all:

Who ultimately is responsible for a student'’s attendance? What real support does the
Education Act give you to deal with non-attendance? What support can you expect
from ECE? Many questions. . .. Until the ECE and government in general,
understand the need to have all human support agencies working together, we are
going to continue to be frustrated.

It takes a village . . . to create a community of leaders and learners (Barth,
1994), because “significant school reform must come from thcse who reside within the
school community - teachers, st -ients, parents, administrators” and “those within the
school community mustbe  .nci to take risks” (p.1). Barth continued that

These are times of chan, 't 2ems to me that our most important reponsibility as
educators is to engage in, :i1ake visible, and celebrate the most important enterprise of
the school house, which is learning. We must do itin a way which students and
parents and other teachers can see. . . . Schools can be places whose very mission
is to ensure that all teachers and all students, everybodly under the roof of the school
house, become school leaders in some ways at some times, in concert with others

(p. 3).

The principals have given countless examples ¢! shared leadership with staff,
with students and with community members, exemplifying leadership that comes from
within. The Friendship Games offer one example of shared responsibility amongst staff
and community members, in non-competitive spirit that truly emphasizes community at its
best. “Staff pitch in because they're like that” stated one principal of her staff who
support community events involving students. Shared principalships are another
example of making the community self-supporting over time:

We had a vision of what we wanted for our schooi and had lived through some
frustrating years with a principal with whom we did not always agree in terms of his
philosophy of education. So, we asked if we could share the principalship and work
together in co-principalship..... and we would work closely together in the team
leadership roles of our school. | feel in large part, due to this team” approach to the
leadership in our school with both an Inuk and a non-Inuk leader, we have been able
to achieve a great deal and have created many successes as a result.

Students also took leadership in many principals' stories, from forming a
persuasive voice for their generation in Students Against Drunk Drivers campaigns, to
leadership in the Student Forum on Education in April, 1996. Community is taking greater
leadership in education as well (more in some communities than in others at this time), as
seen with the healing program that elicited strong community support for one principal's
initiative, and in the elders’ involvement in developing traditional programs through CTS
modules in high school programming.
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It takes a villzge . . . to shape an educational partnership directed towards
creating a school “that meets the highest possible standards for education” and
recognizes the “relationship between language, cuiture and learning” in the N.W.T.
(Education Act, 1955).

Nowhere is the partnership of parents and the rest of the village more crucial to the
schools than in the expectation that discipline and order are necessary for learning to
happen. . . . Ultimately, what schools need most from the village are high standards to
live up to. (Clinton, 1996, pp. 255, 257)

For several principals, establishing ground rules was their first step towards
making progress in their schools. “Before all this, two other factors must be in place and
working in the school: a high rate of attendance and a low rate of discipline problems.” For
some principals, the community support was eventually forthcoming and attendance and
discipline problems improved. For others, lack of support from the community has brought
less success in the school:

if they don’t perceive it from the community at large, it's going to be very difficult within
the school to motivate them to do well. They only spend six or seven hours in the
scheol in a day, and it's going to be very difficult to combat all the negative influences
outside, unless they perceive a general support and a general push from the
community that this is important, and they arza looked upon as doing well when they
do well in school. And | don't think we've achieved that here yet as a general
community feeling.

Principals continue their struggle with determining standards, and with evaluation of
studenis’ leaming. Across the territories, there is a need to create evaluative measures
“that are reflective of the programs that the kids are learning, as opposed to taking
something that's been developed in Alberta” and the recognition that to be fair to students,
“that's going to vary across the territories, from folks in communities in the west, the central
arctic, and then the Eastern Arctic.” This principal warns that “there’s an awful lot of work
and it needs to be done real soon, in terms of having final exams and diploma exams that
are based on the leamning of kids in the Territories.” A particular concem in the secondary
school programs that are coming into the community schools, principals see the range of
programs and possibilities for high school learning today across the territories.

For a few schools, an Alberta-based academic program works because parents
and studenits are highly supportive of that; for many others in smaller communities, the
emphasis on academics are important, but so are traditional and cultural learnings. It is up
to principals to work with their communities in finding a favourable and workable balance
for the school. Chief Jimmy Bruneau spoke of his vision for schooling, on the occasion of
the official opening of the new Edzo School: “I have asked for a school to be built. .. on
my land ... and that school will be run by my people and my people wiil work at that
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school and our children will learn both ways, our way and the whitemen's way” (1971).

Elizabeth Mackenzie, reflecting on his words, formed a powerful metaphor that
became the essence of the mission statement for the Dogrib Divisional Board of Education
almost 20 years later: “He spoke as though we are only one person, we can be two
persons. . .. So if children are taught in both cultures, they will be strong like two
people...” (Strong Like Two People, 1991, p. iii).

“The Necessary and the acred”

It takes a whole village to raise a child, and “cur ctiallenge is to arrive at a
consensus of values and a common vision of what we can do today, individually and
collectively, to build strong families and communities.” (Clinton, 1956, pp. 14-15). The
community school has the potential to be an integral part of the community with strong
community su..ort and grassroots efforts towards improvement.

“Recent studies, while limited . . . imply that perhaps the best way to accomplish
rural school improvement is to enhance the inherent strengths of rural schools than
attempts to force them to fit outside structures” (Good Schools, 1981). It is clear that the
northem principals are working from within their communities, guestioning the relevance of
outside structures and continually improvising to deliver more relevant learning. CTS
modules that offer forestry and woods survival in a Western Arctic school, kamik making
and carving in an eastern school, and print-making, silkscreening, ceramics, stained-glass
designs, recycling and environmental studies in other settings makes the point clearly;
business apprenticeships and work experience offer yet other opportunities for students
that come from the community of skills.

Summary

Clearly the demands of a school that serves diverse peoples with diverse needs
are challenging. “When we try to serve them all equally well, the inherent differences
among them often translate into competition among them. . . . The principal . . . lives
constantly in the bubbling cauldron of these mixed and often competing interests and
needs” (Ackerman et al., 1994, p. 140). Ackerman suggests that a collaborative style has
pay-offs for the principal, that “building community has a partially selfish dimension in that
it provides a sense of broad-based support for decisions . . . and helps overcome the
feeling that they are ‘alone at the top™ (p.142).
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CHARACTER: MORAL AND SOCIAL ISSUES OF LEADERSHIP

Political leaders have: frequer:iiv asked us to make sacrifices for the sake of developing
better circuinstances, anc io engae in conflict to meet or protect some of our cherished
ideals. Our literature on schocol administrators rarely discusses this dimension of
leadership; adivinistrators arz [ . -trayed in less than glowing terms, as mere
bureaucrats. Yet many administrators do ask for sacrifices, do make transformations,
and do empower. They take risks and deal with conflicts. Administration needs more
stories about these types of administrators to give us, as a profession, the confidence
we need to raise questions of a critical nature that, despite their risks, may ultimately
lead to the formation of a more proper educational organization. (Foster, 1986, p. 195)

The northern principals in this sii:dy have shared a variety of concerns, such as
dealing with community aspirations of aboriginal language and cultural inclusion;
developing and implemsnting of two aboriginal curricula; coping with recent school
legislation; continuing inclusionary mandates in spite of financial cutbacks; requiring
stronger counselling and interagency support services within the schools; offering healing
sessions for students in school; integrating culturally relevant learning into secondary
school programming; developing community leaming networks; introducing CTS and
technology into school programming and operations; and using distance education leamning
for delivery of some secondary programs in smaller community schools.

There were also discussions on success and achievement, and my sense was
that many focused more on success (which is personally referenced and speaks to
individual growth) than achievement (measured against the outside). Principals are looking
at what is important for students, and grapple with the issues of “self-esteem and
wellness” versus “the academics” versus “cultural inclusion and relevance." What should
education offer its clients? The answer appears in many forms, depending on the
community and the values of its people. On the whole, principals tended to speak far
more about students in terms of success, and less in terms of achievement on Diploma
exams and such, although some are concerned that external assessments are used as
markers of general “success” and “failure” by department personnel and offer at best, an
incomplete picture.

Although this study has raised many issues that may be labelled “northern”, when
one looks at the broader question of principals’ attitudes towards their roles as educational
leaders, there is little that differentiates the seven principals in this study from one another,
and from exemplary principals elsewhere (although these principals do not consider
themselves “exemplary”, alluding to their shortcomings and to the lack of time to do things
as well as they would wish, that “the time to sit down and ‘let me write a quality document’
just doesn’t happen").
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Caring Leadership

Research literature suggests that principals in the nineties are looking at a more
comprehensive approach to education that includes working with stakeholders in the
running and decision-making of the school. The “community school” sees parents as
actively involved in their children’s learning, and the community an active part of the living
school. There is a strong caring for the individual, the student's needs, and the delivery of
a learning program that considers the whole child.

Caring leadership is evident in the work of the seven principals interviewed.
Greenleaf’s (197 7) concept of servant leadership is reflected in many of these principals’
stories, stories that reveal close listening and communication, empathy, healing, intuition,
tolerance for imperfection, commitment to the growth of people, creativity, insight and trust.
Servant-leadership also suggests that “one can tolerate a sustained wide span of
awareness so that one better ‘sees it as it is’; howaver, “awareness is not a giver of
solace . . . itis a disturber and an awakener. Able leaders are usu:. - sharply awake and
reasonably disturbed” (p. 28). These principals were jenerally intolerant of “the status
quo” and were making changes in response. Some have leained to be patient, and to
take time to recognize progress along the way. Such leaders can be quietly persuasive in
presentment of their views and beliefs, as “leadership by r:ersuasion has the virtue of
change by convincement rather than coercion” (p. 30). Others have found it very difficu’*
to practice patience. However, all practiced servant leadership in their striving to create a
community built on respect and trust and mutual goals that are essential to the growth of
its people and their unique culture.

The Head, Heart and Hand of Leadership

All the principals interviewed have shown through their stories, the personal
beliefs and attitudes that drive their actions, and that ultimately define their leadership.
Each context is different, yet in each story can be traced the actions of women and men
who as princizais have chosen to be “doers”, promoting an education that has greater
relevance fc;r stugsmis and connectedness to community aspirations. “For in every action
what is prima.iy in:*snded by the doer, whether [s]he acts from natural necessity or out of
free will, is the disclosure or his [or her] own image” (Dante). In translating their beliefs and
attitudes into action, these principals exemplify philosophy-in-action (Hodgkinson, 1971),
action that makes their practice both personal and distinct.

Oive of the principals of a K-11 northern settiement school has prominently
display-2G in her office her vision for her school:
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“My school will”

..... be a place where parents, teachers and kids want to be.

..... have infinite patience and be a safe place to make mistakes.

..... stress motivation, relevance and process.

..... not be bound by walls, schedules, systems and inflexible policies.

..... strive for excellence, no matter how long it takes.

..... measure what can be done, not what can't; the cup will always be half-full.

..... be staffed by thoss who want to work in my school because it will be their school,
too.

Although there are principals who are more comfortable w.i a traditional “command
leadership style” (Sergiovanni, 1992, p. 123), these northern principais exhibit a diffr A
thinking about their leadership, and are making significant changes that affect school
culture and learning environmems. They are involving their staffs in collaborative decision-
making, and demanding greater commitment of staff to their teaching as well z - -, fife-long
leamning. Through their actions, it is clear that they see their principal’s role as primarily one
of service to students, to staff, to parents and to the community at large.

“Bringing together head, heart, and hand in practice; the unique nature of the
school’'s mission; and the typically loose structured, non-linear, and messy context of
schooling combine to make administering a moral craft, a fate shared with teaching”
(Sergiovanni, 1995, p. 309). The moral leader is more concerned with “doing the right
things” rather than “doing things right.” These principals’ values infuse their schools, their
leadership described as one of “ministering’ to the needs of the schools they serve . ..
needs defined by the shared values and purposes of the school’s covenant” (p. 320).

Character Education in Schools

There is a strong call for a return to character education in the 90s. There are many
reasons, but the decline of the family and troubling trends in youth character are cited as
two (Lickona, 1993). Criminal activity, violence and teenage suicide are ever-increasing.
Principals recognize that schools must play a part in addressing the current conditions of
society which include single-parent homes, poverty, children left too much on their own,
physical and sexual abuse, and drug and alcohol abuse. One northern principal
described a particularly difficuit week at school:

So many incidents to report, it was just impossible. | don’t know how many parents |
talked to that week, | must have spent hours discussing things with Social Services
and Family Counselling and my School Community Counselior who is back on staff
and is very, very helpful. She was in the TEP prog/il'am and came back in January as
well. She’s come to me since January and said, “My God, what's wrong here”, you
know. She goes home stressed out.

We're starting to get really concemed that in our junior high level there was a lot of,
... how by a lot, a lot by our standards . . . there were kids coming in that we thought
were coming in on drugs, that were coming down from drugs, that were missing school
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because of that. It seems . . . some of our students have very little supervision, some
of our older students, and we seem to be getting a lot of partying with the 14-16 age
group, and a lot of problems like that, and of course once you get into that, there's all
kinds of behavior problems at school and you're spending a lot of time with those
kinds of things. The week before last, there were days that | didn't get to go around
the school much at all because | was tied up with so many people at the Office.
There was one point last week when the secretary said, enough’s enough and
she went into the Home Ec room and sat down and said | just have io take a break,
because of course she bears the brunt of it too, because she's sitting in the Office

Values that affirm human dignity, promote the good of humanity and protect human
rights need to be reflected in daily school activities and leamings.

A number of schools are incorporating the teaching of empathy and self-discipline,
what social theorist Amitai Etzioni calls “character education,” into their curricula . . .
Children learn techniques for developing and enhancing social skills, identifying and
managing emotions like anger, and solving problems creatively. The program appears
t109 gasise agg)ievement scores and grades as well as to improve behavior. (Clinton,

' P

Some school staffs have develcped a comprehensive approach to helping
students in school, all personnel acting as caregivers, teaching and reinforcing such
intervei tions in the “two-step” or “five-step” programs to non-violent problem solving.
One school had the program outlined in its school handbook. In another school, a full-time
guidance counsellor was available; in another, the principal taught conflict resolution, and
took on discinline cases herself, reinforcing students’ leaming of the 2-ste:: model.

There were many efforts to make students feel comfortable in school, and to
develop among them a sense of belonging through offering grade 9 retreats, creating
teacher-advisor groups, organizing “family groupings” for culture camps, and so on.
Values were sometimes taught through elders, as well as through curricular materials, field
trips, class discussions and environmental issues that touched on respect for the earth
and evoked a sense of reponsibility and commitment for the preservation of the planet,
and responsibility for self and others. Some principals were successful in recruiting
parents and community as partners, promoting such core values as respect,
responsibility, trustworthines, fairness, caring and civic virtue.

Summary
The principalship today is both a demanding and an exciting place for the
individual with a strong sense of mission and a desire to make a difference in the school.
The school principal’s role calls for vision, courage and integrity, as well as strong
interpersonal skills, humour and heart. Today’s principal must develop a symbiotic
relationship between school and community, and together they must rethink and reshape
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schools for the future. It is a daunting task, particularly given current fiscal and political
realities.

Robert Browning puts forth the challenge: “Ah, but a man's (sic) reach should
exceed his grasp, or what's a heaven for?” Itis echoed by Sergiovanni (1995): “When
moral authority drives leadership practice, the principal is at the same time a leader of
leaders, follower of ideas, minister of values, and servant to the followership (p. 318).
Servant-leadership and profound commitment is inherent in both.

CHANGE

It's really changing in that, for traditionalists and for elders, it was not acceptable to
speak out against an elder. It was expected that you would respect what an elder had
to say. | mean, we've talked about this with Inuit staff members. At least to respect
the person to be heard, not necessarily that you have to agree with, but at least
respect that person’s right to hold that view. And | think for young pec;ple, you often
hear elders talk about young people are not showing the same kind of respect that
they would expect in their day, and again | think it's the modemn world and generational
change and younger people expressing more of their issues and concerns in a very
different way than what elders may have experienced. (Study participant)

The kind of change described above is accurately identified by the principal in an
Inuit community as “generational,” her words reminiscent of Socrates’ statement made 400
years before the birth of Christ:

Our youth now love luxury, they have bad manners, contempt for authority, show
disrespect for their elders, and love tc chatter in place of exercise. They no longer rise
when others enter the room. They contradict their parents, they chatter before
company, they gobble their food, and terrorize their teachers. (quoted in Geble &
Brooks, 1983, p. 2)

Much can remain the same even in the relentless sweep of cange! However, this
does not discount the realities that face educators in school, as all pr...ipals have
indicated. For this principal, the behavior can be learned if coached gently, persistently:

Espe-ially with dur teenagers, our junior high folks, it's that real anger and that talking
bagh. Not eveiyone, but | don't think it's talking back, it's a speaking out and we have
% continue to look at it that way, that's it's been, like if you haven't felt that you've
been able to voice or to be heard, then | think the anger is going to come with it, and
once it's felt that there is the tnsst to do that, then there will also be the respect as well,
and | think that we’re getting to that, moving towards that.

The themes of Community and Character have to this point formed the basis of
my discussion of northern schooling and the principal’s role. Change is the third and final
theme in looking at the essence of the principal’s role in the north today.
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Currents of Change

Some principals are experiencing a sense of chaos in dealing with the present
changes in education. This study has presented many good examples of the complex
relationships with communities that some principals have initiated, and that will bring about
power changes in the next ten years. Division in 1999 will bring tremendous changes,
forming <. second Department of Education in Nunavut that will shape an educational
vision for the Eastern Arctic The projected growth rate for N.W.T. schools indicate
staggering iigures, from 16,000 in schools in 1995 to 25,000 by 2010. It is “an incredible
system growth” that reflects the high birth rates in the north, as well as the number of
students dropping hack in to complete their schooling in their home communities. Merely
providing access to ' chool programs through grade extensions has raised the school
participation rate of - cent in the 1970s to 80 per cent in 1992 and even higher today
(Maicoln: Farrow, Prinuipals’ Conference, 1996). Development of natural resources in the
Western Arctic that are currently speculated will likely affect population sizes and
projected growth figures in schools.

For northern administrators it is virtually impossible to make a yearly plan that can
be repeated. The “ship is in order” syndrome does not work well and September always
brings its surprises. Principals described staff changeovers as late as June that affected
planning; student enrolments vary unpredictably as well. In 1995-96, one small
community predicted 17 for the new grade 10 program, and enrolled 52. Yearly enrolments
tend to fluctuate wildly in norti.ern schools, even in the larger centres, as September and
October school attendance registers indicate. Programming decisions are difficult given the
variables of staff and student population and community dynamics. Eve.y year is
different:

| don’t know what my next year will look at, | don’t have a clue right now, considering
what time of year it is! | really do not have a clue what we'll do with our high school
kids next year, or whether we w'll look at, after that week, DCI will still be here for
three weeks, are we going to decide then.

For another principal, next year’s plans came suddenly, “it's been just two weeks
that we have got our staff allocation, and with that we learned that we’re exten::ng to
grade 12, so (laughs) that’s really, ah, for next year. At present we have up to grade 11."
Staff tusnover affects June planning te an extent, as one principal indicated:

Well, we'll be doing some r«ixt year, it'll depend probably on how our staffing shakes
down when we get it finist.zd up. . . . And next year we have a whole ah, we have
three TEP students coming in, brand new teachers (laughs). . . . Well, with the
turnover again, we're hoping to do some planning for next year, but it has to be left
open a little because of all the new people coming in.
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Lack of continuity also affects shared principalship initiatives in the north. One
principal described some current dynamics of which she is aware in four communities:

No, [she] and her family moved to * so [the other half of the partnership] was then
principal completely. | know they’re also trying that . .. at the elementary school, so
it's a model that's being tried in those 4 schools including us, and | mean, it's had its,
for instance, next year [principal 1} is stepping down, [principal 2] has resigned from
the Baffin and is going south for personal and family reasons, and [principal 1] as a
result has also stepped down from the principalship, because he feels that support,
not having that partnership there with [principal 2], and he feels he needs a change,
so we're looking at that as well. How do you sustain and continue that leadership
thﬁt’s star;ed, that team approach when one individual has to step away or
whatever?

Funding priorities change and can also delay decisions, as various agencies are
usually involved and dynamics are unexpected. The Friendship Games, for example,
was an enormous undertaking for a small community to plan and host, bringing in 6 outside
communities, two of which would cost $10,000 for airfare alone. However, funding
decisions were confirmed at the eleventh hour: “Yeah, and that's finally come about. The
Friendship Games has been a concept that we've been working on here for a couple of
years, and basically we couldn’t bring the funding together.” This principal explained that
funding came through very recently, “Actually, it was this Friday. Now we have two
weeks to bring this Friendship Games thing together, because it's happening on the
weekend of the15th.” Dealing with stop-go agendas is one of the northern principal's daily
struggles.

Government policies are also undergoing many changes that create confusions in
the field. The principal implements a departmental directive in good faith only to discover it
has been revised. The Senior Secondary Handbook (1993), for example, is “already out
of date” (Malcolm Farrow, Western Arctic Principals’ Conference, April 1996) and under
revision as a result of sudden increases in the numbers of programs available. Some
principals expressed confusion about whiat «omprised the most recent information, and to
some principals, directions at times apjx-arer. to change midstream. Government
mandates are themselves in a state of fiux. Amalgamation of departments brings changes
to initiatives that may have been started ard worked on for months, initiatives that are “re-
priorized” and are put on hold. “l am the ccordinator of uncompleted/cancelled projects”
was one member’s gioomy reflection on her past year's work in the department. Change
permeates the entire educationai spectrum, and it is unsettling, evarywhere.

Ancther change for some principals comes in handling the extended time period
that schools in communities are now using, opening early to accommodate the child
development centres, and reaching to 10 pm or later for the community athletics programs.
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art programs and college night classes offered after school and in the evening hours. Do
principals continue to have repensibility for the building? Does it further extend their time in
school? How does it address issues of ownership?

Increasing technology in schools has redirected many principals’ energies. The
Educational Bulletin Board System is currently available to students and staff in the
Baffin, Kitikmeot, Dogrib and Yellowknife regions and Inuvik, and has 4000 users. By
1997 access to all schools in the N.W.T. is planned. Access to the internet for all
educational institutions s also planned by 1997 (/mproving Student Achievement: A
Strategy to 2010, 1996). Computer literacy for staff is ongoing, as is the operationalizing
of schools to make more efficient use of the technology that is becoming available.

Such changes are desireable and worthwhile. The impact that technology will
make on students’ learning is yet to be realized in many smaller communities. In some
larger schools, technology is freeing students to become researchers and historians in their
own right. OISE’s Dr. Scardamalia flew into Iqaluit and was impressed:

it was enchanting. The students took ownership of this technology, assuming for
themselves a central piace in the creation cf cultural resources. They interviewed their
elders and wrote about race and rare languages, creating records more valuable than
we might have anticipated. | came away with a powerful image of students taking
issues significant to them and writing, sharilr‘t/? notes, and doing a great deal of
constructive commentary. (The Network's Most Exotic Laboratory, 1996, p. 4)

Summary

The essence of the principalship in the territories emerges around a powerful
sense o; community, of character and caring, and of change. These northern principals
have shifted beyond instructional leadership, and towards cultivating a caring school
community. Like innovative and effective principals everywhere, these principals attempt
to “forge partnerships and build strategic aliances with parents, with businesses, and with
social service agencies” and “lead in efforts to coordinate the energy and work of all
stakeholders so that all the children in their schools are well served” (Murphy & Beck,
1994, p. 15).
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Chapter 6
SUMMARY, REFLECTIONS AND IMPLICATIONS

OVERVIEW OF THE STUDY

Purpose

The purpose in this study was to gain a fuller appreciation for school ieadership in
the N.W.T., and specifically, to understand how principals in the N.W.T. are fulfilling their
roles as educational leaders. This thesis describes, through the narratives of seven
principals, the changing roles of principals in the N.W.T. today. Northern education has
seen dramatic changes in the 90s. The nature of educational leadership is changing in the
north as a result of the rapid decentralization of and expanded community involvement in
education. These have placed the principal in a key position as change agent, one
deeply invoived in the process of consulting with and empowering others in a shared
vision of continuous learning.

The ongoing directive for relevant and culture-based schooling is currently moving
into secondary school programs in community schools. There is a growing focus on
community involvement to determine local school programs. The recent Education Act
(1995) stresses that education must be played out as a partnership between students,
parents, elders, community, educators and government. Communities are given greater
responsibility for the content and delivery of education. The principals’ stories indicate that
they are inextricably woven into this process of educational change with their
communities.

Method

it was seen as crucial to study educational leadership in the N.W.T. through
focusing on the experiences of principals, given the new legislation in Northern education
(Education Act, 1995; People: Our Focus for the Future, 1994; Preparing for Tomorrow:
Departmental Directive on Community Senior Secondary Schooling, 1994, Educating All
Our Children: Departmental Directive on Inclusive Schooling, 1993; School Leadership in
the N.W.T.: A Profile for the 90s, 1993; and Our Students, our Future: An Educational
Framework, 1991); and given that principals are key players in the movement that
emphasizes parent-community cominated governance of local schools.

Seven principals were chosen, by reputation, with consideration given to
geographic location, gender, northem experience, size of school and isolation of
community. Although the stories of seven principals cannot reflect consensus across the
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N.W.T., they do reflect the diversity that exists in an educational system which spans
3,340,550 square kilometers of land, and comprises eight official languages and many
varied ethnic and cultural backgrounds. This qualitative research study is based on
conversations with principals, documentation sent from each school, and materials that
were faxed back and forth over the six months of data collection. From the content
analysis of the extensive data emerged five main categories that reflect the principals’
understandings of their roles as school administrators.

Categories
The five categories that emerged from the principals’ stories include (a) Belief in the
Future, (b) Handling of Daily School Challenges, (c) Working Between the Lines,
(d) Positionir.g the School in the Culture of the Community, and (e) The Unending
Workday.

Belief in the Future

The principals exuded belief and hope in the future through their words and
actions. They generally saw the Career and Technology Studies as “a breath of fresh air”
that offered leaming beyond the academics and into the work place. CTS also enabled
cultural programs in smaller communities which offer language and cultural learning for
aboriginal students. Principals recounted a rich variety of successes in their schools over
the past year, and aiso spoke of opportunities available for students in northern
education. Several spoke hopefully about future high school students as being more
ready for learning, and having greater options for learning through the community high
school programs, and inclusionary schooling mandates. Greater collaboration with staff
and shared leadership and community also signaled for these principals a hopeful attitude
for education.

Handli hal

To make sense of the kaleidoscopic nature of principals’ work is to listen to their
stories, and to come to the understanding that it is a composite of interactions with
parents, students, staff and community, that it revolves constantiy atout people and
issues. In the discussions of their work, it was apparent that principals were often called
on to function as sense makers for their school. The challenges of the job appeared tc he
infinite. They spoke of concerns for generating parent support and educating paren?s and
community through newsletters and school involvement. Dealing with student behavior,
providing for student wellness and self-esteem, enabling success and achiaveraent for all
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students whiig ensuring “standards," and offering greater access for learning for all
students challenged these principals’ enargies and left them feeling that “there’s an awful
lot of w. . " to be done.”

Furthermore, the principals discussed a variety of practices directed at continuous
professional growth for staff, from facilitating staff development, to mentoring new staff, to
modelling in the classroom, and to encouraging yearly growth through individual staff
growth plans and staff supervision. Although seen as important, these were difficult to
complete to the principals’ satisfaction, and were sometimes left undone. Building bridges
with community was a major and ongoing challenge for principals who believed that in
order to be meaningful, education must be relevant to the chiid’s world. As culture-based
schooling differed from community to community because of the diverse culture ar. 1 socio-
economic make-up of the N.W.T., every principal's concerns was unique and context-
driven. Strong communications were also seen as key to the success of school-
community relations but difficult to maintain consistently.

rki n Lin

Most principals assumed some fiexibility in the interpretation of guidelines.
Directives were grounded in community and contextualized by its people, making learning
a relevant and cuiture-based process for students. In attempting to fulfil their educational
mandates, these principals “worked between the lines” of Department mandates,
reframing, flexing rules and creatively arriving at solutions for situations that were specific
to their community and reflective of their students’ needs. From the principals’ stories it
was clear that if differences existed between what the Department mandated and what
the community envisioned, #%_rts were made to “translate” directives to fit the community
context.

Positioning in the Cul

Positioning the school within the culture meant working actively with community
towards a shared vision of education, and its delivery in efforts to provide more relevant,
culture-based schooling. Principals worked through a variety of processes that included
meeting with stakeholders, participating in community visioning workshops, developing
school improvement plans with community, and actively working with parent advisory
groups and CECs. Schools were at different stages of developing directions and goals
that imore clearly positioned schools in the culture of the community, but working with
community members and elders where “everybody has a stake in these things” offered
far-reaching benefits in several of the schools discussed in this study. Cultural sensitivity
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and community readiness for change were discussed by most principals, as was the
need for educational leaders to at times “seed new ideas” in the community visioning
process.

he Unending Work

This was a reality for all seven principals in the study. They spoke of exhaustion,
stress and "reaching saturation levels." in discussing both the celebrations and on-going
problems in their schools over the past year, they indicated time and again ihat their work
was all-encompassing and ali-coi.zuming, and that maintaining a personal balance was
necessary but difficuli to achieve. Discussions of “burning the candle at both ends” and
“energies going in too many directions at the same time” were countered with “we bask in
our successes and learn from our failures.” One principal said it well: *I enjoy what I'm
doing. If | didn’t enjoy it, | couldn’t even imagine having the energy to do it.”

Themes
The three themes which emerged from the data address the question of “what is
the essence of the principalship” in the territories, as gathered from these principals:
(a) Concept of Community, (b) Character: Moral and Social Issues, and (¢} Change:
Redefining the Principalship.

Community: “it Takes a Village to Raise a Child”

The proverb rings true in all the principals’ stories. As northern communities take
greater responsibility for the schooling of their children by taking an active role in shaping
programs, setting standards, and encouraging their children’s learning, it can be said that
“It takes a whole village to raise a child.” These principals have become more deeply
involved in the process of educational change within their communities, and the call for
leadership must go out to all members of the community. it is a village consciousness that
implies the strong sense that human beings are all ccnnected, that “we're all in it together.”

For each of these principals, there is a.: authenticity in the way education is
enacted in their school, an authenticity driven by a focus t= meet the needs of all children
first, an inclusionary approach to education that requires parent, child. community and
teacher tc: -l be a part of the interlock of learning. The idea of community is far-reaching in
the principals’ vision of providing learning that is relevant to the learner. They work hard at
making schooli a place where kids will come and leam:

Such leaders provide vision of both the necessary and the sacred. The essence of
leadership is the desire and attempt to change the human condition. It is a political and
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courageous act to attempt to empower followers. . . . Leadership is conscious of
conditions and conscious of change. . . . Leadership is the process of transforming and
empowering. (Foster, 1986, pp.181,187)

Many principals felt that their job makes endless demands on their time and
energy, and that it carries a heavy burden of responsibility and accountability. Ackerman
et al. (1996) believed that “the burden of this mantle of authority must be shared if a
school is to thrive,” emphatically pointing out that “it must be shared if the principal is to
thrive” because “the number, variety and frequency of problems hurtling at caring
principals are simply too great for any one person to handle. To attempt to resist them
alone destines a principal to burnout” (p. 150).

r; ral ial round Creating “Healthy Communities, Healthy Kids”

Whereas the first theme focused on community as «ignificat it in northern
leadership, the second theme identified the importance of charact:r and caring, or “moral
leadership” that | saw as a driving force in the principals’ daily actions.

Principals modeled moral leadership through their actions, showing time and again
that their students were worth fighting for. One worked actively with Crimestoppers
because he knew it impacted his school and his students; another drove two or three
students to work experience to assure their success; yet another fasted for 30 hours with
180 of his students in a Gym. One joined students at culture camp and shared in a
student'’s excitement in catching his first “bou”; another gave up on the paparwork and
began to spend more time “talking to the kids" and knowing kids; another I2amed the
language of her students; and yet another rallied all students after a culture camp, to share
muskrat and bannock in “care packages” for community elders. These are only a few of
many examples discussed in the findings. Lickona (1993) suggested that, “Schools need
to look at themselves through a moral lens and consider how everything that goes on in
school affects the values and character of stude-.ts” (p.11).

Most principals expressed deep concerns for the lack of learning readiness of
many of their students, and they searched for the causes of disruptive behaviors and
how to reach out to help. These issues call for all - the head, heart and hand - of
leadership to work together. One principal stated, “There are all kinds of social and
emotional issues” and recognized that “until the kids are in a better state of mind and with
a better sense of self, the learning isn’t going to take place anyway.”

Healing, wellness and self-esteem issues were addressed in all schools.
Inclusionary schooling policies were implemented as best as possible, given deficient
budgets. The need for early intervention was mentioned by several principals, and has
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called for much-needed support to help them fight what often feels like a losing battle.
They realize that support must come from the parents and the community, as well as
government:

Systemically, we are not keeping pace with the new nature of the child who arrives on
the doorsteps of schools everywhere in North America. FAS, FAE, ADD, ADHD and
on goes the alphabet soup. !t is not impossible to deal with, it is just improbable to
deal with effectively if schools are not supported appropriately. . . . Educators, alone,
cannot possibly cope with the muitiple dysfunctionalities that walk through school
doors daily. A whole society/community approach is needed.

There is much that principals have not been able to achieve; they need more
funding, more personnel, and more time. However, they are doggedly committed to
improving conditions of learning for all children in their schools, as one principals pointed
out:

Generally speaking. people are still trying to be positive, still trying to look to the
good. Stili looking to opportunities, stili framing it, making the most of what you have,
and | think that's what you do. That's the only answer because there is no other way.

Change: Redefining the Principalship

A major concern for northern principals is the constant change ihat they face in
their schools and are expected to facilitate with their communities. Indeed, “juggling too
many balls in the air at once” and fearing the dropping of some was a metaphor for two of
the principals. Most would agree that they often feel overwhelmed with the amount they
are handling:

The likelihood of project success tends to rest with the principal. . . . Principals must
assume quite different roles if they are to ensure success. In light of the vastly
different communities, teachers, students, it should not be surprising that principals
attempted to adapt to or accommodate these differences . . . to empower teachers to
accept and implement reform, [the principal] would first need to convince them that he
would serve as a buffer (or run ‘interference’) between them, the district administration,
and the community. (Anderson & Shirley, 1995, p. 421)

In looking at how principals bring about change, these researchers found that
principals must themselves change, adopt different roles and use different strategies.
Most importantly, principals as keepers of the vision, must be more invoived in “people
work” and less in “paper work” (p. 422). Administrators must demonstrate through their
actions that such change is necessary; principals must “walk the talk”. All principals
exemplify this in their efforts to model the educational vision of their school community in
their daily work and personal actions.
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REFLECTIONS ON THE THEMES

Great ideas, it has been said, come into the world as yently as doves. Perhaps then,
if we listen attentively, we shall hear, amid the uproar of empires and nations, a faint
flutter of wings, the gentle stirring of life and hope. (Albert Camus, Create Dangerously
translated in Greenleaf, 1972, p. 17)

Reflecting further on the three themes raises issues that are embedded in the
practice of northern principals today. Principals in the north have a great deal to cope with,
and although ihe job is perceived as endless and lacking boundaries, it also provides
opportunities for authentic action. The principals’ stories illustrate that these may be seen
as “the best of times and the worst of times.” As Greenleaf (1972) pointed out, “one is
always searching, listening, expecting a better wheel for these times is in the making” (p.
9).

| perceive that for these principals there is a sense of hope and belief that drives
their actions regardiess the personal cost; that they see the possibility in their work. Fron:
their stories there comes an awareness that they have taken on large tasks, and work
hard to make their community schools a success. Flowever, their stories also reflect the
various issues around northern educaticn. These encompass the three themes arov..id
community and community-related issues of: (&' .-« ting authentic leaming within the
community; (b) Focusing on caring and communii; haalth; and (c) Reshaping the
principalship to accommodate community governance.

Creating Authentic Learning

Facilitating the development of collective action strategies often falls on the
principal, although authority and responsibility can be shared. Chance (1992) suggests
that, “One thing the visionary leader knows for sure is that the joumney to actualize a
vision cannot be made alone” (p. 199). The principal must involve others “in developing
an overall organizational vision, a way to communicate that vision, and the plan by which
itis ctualized” (p. 199), as was reflected in the various community visioning activities
described by the principals of this study:

This involvement of others requires the leader to understand group processes, human
behavior, roles, leadership styles and human needs. It also requires that he or she be
able to guide, facilitate, cajole, and manipulate outcomes so that the organizational
visi101nl;~ith its goals is closely aligned with his or her personal vision. (Chance, 1992,
p. 11T
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In querying how principals cope with their practice, the response is that they
cannot do it alone, and that all make efforts to work within their communities. However,
every community raises different issues for these administrators, issues that are value-
based and never completely resolved. Principals are challenged to accommodate such
issues through working with the other members in the community.

Because communities vary enormously, there exists a wide diversity in northern
schools, each raising very different issues for the school admiinistrator. Some principals
work in unitary cultures, and others work within multi-ethnic cultures. One community has
only seven per cent non-aboriginal, and another, only fifteen per cent aboriginal
population. These vast differences raise separate concems. For example, thare are
issues around differing values for the future and the past. In some communities, it is seen
as very important to be aware of what is happening in the future, and in others, a greater
importance is placed on the past and ensuring traditional learning. Some principals, with
their communities, were committed to honouring the past and making sure that it is integ-al
to present learning, whereas others principals, with their communities, tended to negate
th past and to privilege the future. There is a need for administrators to develop a strong
consciousness about where communities focus the importance, and where principals
themselves stand, on those issues.

Communities also reflect differences in academic expectations, showing pressures
for principals to put in a full complement of courses to enable learning for all. For some
students in a community, the academic stream is appropriate, but for many more who
perhaps want to live in the community and have less interest in academics, the 13-levels
are more desired. There is a tension for the administrator to honour a student’s academic
abilities without privileging academics, but at the same time, not to marginalize those who
would be in the academic stream in order to benefit the others. Offering a full complement
of courses requires creative programming decisions as well, given the limited resources
available in isolated community schools.

Ancther tension for administrators has to do with the prestures related to
Cepartment mandates v.s. the community aspirations. Department directives tend to be
global, and require reframing to fit community contexts. Principals play a key role in
ensuring that education is relevant and appropriate for their particular students, and that it
follows the directions shaped through community visioning.

Several of the principals faced issues around aboriginal and non-aboriginal
ieadership in schools. Some are highly cognizant of the need to develop aboriginal
leadership and to redefine leadership models that include, for example, the concept of co-
principalships; others are more aware of being in communities that, although more or less
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supportive of current non-aboriginal leadership, are desirous of bringing in an aboriginal
principal. Issues of principals being there for only a short tenure face soms principals who
may not always feel supported in their northern communities. Issues of isolation can
exacerbate this notion for some administrators. Principals need also to be cognizant of the
effects of isolation and the destructive impact of gossip, and to work towards its control
within the community.

Through the principals’ stories it is clear that every community in the N.W.T. is
unique, and that it is incumbent upon the principal io get to know the community well in
order to develop a working relationship. The issues discussed here were handied quite
successfully by these principals, but they are potential issues for any principal, and
important ones to raise in discussions at Principals’ meetings in a spirit of collegiality and
supportive learning.

Ackerman et al. (1996) suggested that building community has important benefits,

that “the pooling and coordination of ideas, techniques, resources, and strategies create a
synergy best described in the old adage, ‘It takes a whole village to raise a child” (p.
147). It bears repeating that for the principals in the study, leadership works from within a
group, driven by student needs and community aspirations. This kind of leadership holds
promise of being more authentic, and the schools and community less likely to be
victimized by “somebody coming in on their white horse and telling [them] how this place
should be” (Barth, 1994, p. 9). Working with stakeholders, both lay and professional,
towards realizing a better school in the community, expends much of the northern
principal’s time and energy; however, it is an authentic act of school leadership because
it is rooted in community.

Focusing on Caring and Community Health

The idea that the business of schools is strictly and exclusively academic is crumbling
as problems related to poverty, injustice, violence, lack of adequate health care, and
the like take center stage in many educational institutions. As we move towards the
21st century, principals must be able to forge partnerships and build strategic
alliances with parents, with businesses, and with social service agencies. (Murphy &
Beck, 1994, p. 15)

The conditions that shape students’ lives today are very different from past
generations. Social and economic changes, family patterns and work arrangements have
altered irrevocably, and many children receive less guidance from their parents today.
Tnis is true also in the northern communities. It is recognized that the community must work
together to raise its children, and that schools must do their part in building a positive
culture and modeling the behavior they want children to emulate.
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Although the principals feel their current “social-worker” roles takes away from
other pressing administrative matters, they are aware of the high needs in the area of
stucent vs>7are, and that their role is to “lead in efforts to coordinate the energy and work
of all siakehwiders so that all childiren in their schools are well served” (Murphy and Beck,
1994, p. 15). The concept of character education, that “the job of the school is to transform
its students nut only by providing them with knowledge and skills but by building
character an ! :nstilling virtue” (Sergiovanni, 1995, p. 309), logically connects to the
community, where healthy communities raise healthy children - spiritually, emotionally,
socially, psycho'. - ji=ally and academically.

One of the ::+.ses principals contend with is offering wellness and healing
programs in the sciiuis for children, but their efforts do not bring out all the families of
participating students. For educators to identify such problems in the school community
and to initiate action towards community wellness can be difficult and one that can only be
successful if the need is recognized within the community and so supported. Coping with
past problems, parents who went to residential schools, the loss of language and identity
and self-esteem, are some issues integrated into the way students behave in school. The
rules of school (no kicking, no biting, no fighting) sets up a culture in the school that is
potentially different from what happens outside of school, with schools constantly finding
ways to maintain it and gain support for it.

The re-valuing of traditional ways and recognition that the elders are the last
keepers of that knowledge, and that elders may have a strong influence in shaping
students’ behaviors and sense of self in today’s society are reflections of such moral and

- social issues. Greenfield (1991, p. 10) stated, “The future is, of course, never cut off from
the past, but is rather an extrapolation and extension of it, though the utterly new may
sometimes confound the progression.” It is an intricate balance that principals are
endeavouring to reach within their schools, as they work with their community councils and
elders and stakeholders to determine what kind of education makes best sense for their
children. it requires much careful listening on the parts of all players, and sound judgement
in reaching consensus. It will also require time and patience.

As the major thrust of the Education Act moves education into the community, so
must the community take greater responsibility for preparing their children for leaming.
Most principals report widespread societal problems reflected in their schools on the faces
of the tired, troubled, traumatized children that need attention. Macfariane (1992), a
Canadian school principal of twenty years, makes a powerful observation:

The problems of the parents are indeed the problems of the child. Unfortunately we
are usually exposed only to the problems of the child and often forget that they are
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helpless individuals in situations far beyond their control. . . . The greatest favour we
can do the youth we serve is to proclaim from every rooftop that the parent is
responsible for the development of the child and must provide leadership, example
and love. The failures of society are not the failures of the institution; they are, instead,
the ones the institutions could not salvage from the damage inflicted by home
environment. (pp. 21-22)

Several northern principals have described their efforts to work towards
community wellness as they recognize the roots of problems seen in their schools, and in
this they need their community support. They believe that working from within a
community towards change implies a readiness on the part of the community to take the
steps themselves. Several principals spoke of the need for parent support in high
schools, tor example, a time when many parents are less likely to come to the school.
Others spoke of the need for early interventior. srograms to ensure learning readiness
when children begin school. Again, it requires a strong alliance forged between community
and school to create the conditions desired for life long leaming for all in the community.

Values that affirm human dignity, promote the good of humanity and protect human
rights should be reflected in daily school activities and learnings. Some communities, in
working closely with their schools, are well on their way to emphasizing such values in
offering schooling that infuses the traditional ways in current curriculum, and that promotes
healthy living, focusing on s ' esteem first. Their belief is that the learning will follow. it is
a sound vision.

Ct - nge: Reshaping the Principalship

The search for a new vis..: * for education and a redefined role for self must unfold as
part of the growth of the sci. 2/ community. No longer can principals search for
solutions that they then bring to the schools. (Louis & Murphy, 1994, p. 272)

That principals are attempting to maintain balance while standing in strong currents
of change in the Northwest Territories is undeniable. Some would feel quite comfortable
describing it as “chaos.” In this perhaps they are not unlike their colleagues elsewhere.
“Most principals feel overburdened by their jobs at one time or another, and some do
continually. Indeed, [they] do not have a closed-ended job description. Everybody can,
and does, place demands on [them]” (Ackerman et al., 1996, p. 164).

Devolving educational decisions to the community has placed new responsibilities
on principals. Many struggle with the chaos that has come with the restructuring of the
northern educational system, and find their roles both complex and ambiguous, and
impossible to “contain.” Some principals are more successful that others in being able to
cope with changes. Some have a more flexible sense of school, and are more successful
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at engzging change as they “embrace the complexity swirling around them and integrate it
into 1.« life of the school -- rather than attempting to manage it as a separate set of
activities (Louis & Murphy, 1994, p. 270). Such principals “reject -- at ieast intellectually--
the notior. that they must know everything, solve every problem, and be all things to all
people all of the time” (p. 271).

Some principals see school as encompassing community and are better able to
envisage ways to make changes, to go out into the community and connect with people
and riraw them into some school activity. It is clear that all school administrators have to
learn such creativity and flexibility if they are to survive in education today. A school cut
off from the community life is a school without context and relevance for its students.
However, principals cannot achieve the task alone, and must adopt different roles and
use strategies that draw others into the work.

Successful principals are exploring models of shared leadership, co-principalling,
collaborative decisioi .-making, and are generally “rejecting omniscience” (Louis & Murphy,
1994, p. 271) and the sense that they must do it all themselves. Stimulating effective
teamwork among teacheis who then take on responsibility for innovation is a way of
enabling tcachers and shacing responsibility: “leadership is an art that enables others and
allows them, in turn, to become enab!ers” (Foster, 1986, p.187). In the decision-making
process, principals “routinely change positions . . . in one instance at the forefront, at
another in the background, and still later on the sideline,” and thus “leading from the center”
(Louis & Murphy, p. 267).

Supportive structures to orient newly hired teachers to the community are
essential in northern schools, and can be delegated to a complement of experienced staff
and community members, as shown to be possible by several principals in this study.
There are issues of TEP graduates who also need more support as they come on to
teaching staffs, as well as the CAs, elders and other community members who come into
the school for part-time work, and need support and orientation.

A study of Chicago School reform (McPherson & Crowson, 1994) described
school principals as frequently referring to themselves as “mini-superintendents” because
“as key players in a reform movement emphasizing parent/community dominated
governance . . . they find themselves contending with a real budget, board relations,
entreprenneurial leadership expectations, school community politics, and staff-
development issues,” responsibilities that used to belong to superintendents, and "a far
cry fiom the just-obey-the-orders-from-above culture of pre-reform Chicago” (p. 57). The
study points out that new directions in school-community relations are indicated, and “a
much more complicated blending of school and community” is emerging (p. 75). Similar to
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the findings in this study, “the match of a school to its environment may vary with the
strengths of each community, viith citizen commitment to reform, and with the skills of each
school’s leadership” (p. 73).

The Exemplary Schools Project (Gaskell, 1995) presents the study of 21 schools,
describing “the diversity of Canadian secondary scheols, the challenges they face and
the tensions with which they must deal* and the "creative responses that many schools
are making to these challenges and tensions" (p. 274). The point is made that "the
expansion of horizons, resources, and connections with a world that is larger than a
school building are critical for education" (p. 235) and that "schools are not self-contained
communities” (p. 221). Schools exist in communities that are themselves changing. Many
schools have developed links with business and social services and offer joint services,
"but here too the nature of the community and the opportunities it affords are determining
factors in shaping the kinds of relationships the school forms and the influence the
community has on the school" (p. 276-277).

About school leadership, Gaskell concluded by saying that

School leadership should not rely too much on one person but rather on different
elements in the school cornmunity: administrators, teachers, parents, students,
politicians and community leaders. Collaborative modes are more stable and
successful. (p. 280)

Louis and Murphy (1994) concurred, suggesting that the vision cannot be brought
by the principal to his or her school. Rather,

Their quest, both for the school and for themselves, must be part of the community’s
search. This is an important lesson for school leaders to internalize. The process of
letting go of old role scripts and ways of doing business and the creation of new ones
is contextual and social in nature. (p. 272)

Summary

Northern principals may consider these “the best of times, the worst of times” as
they undergo changes in education that force them into new roles. But there is a kind of
sonse that educators are at a marvelous disjuncture that permits them not to carry over
patterns that no longer work. Rather, this time can be seen as an opportunity to re-design
&n education that better fits the needs of all students. Much is already moving on that road
t> change. Notions of “personhood and community” certairly hint at important aspects of
good educational leadership, as do notions of humanity and caring and the establishment
of compassionate justice in schools and society (Murphy & Beck, 1994, pp. 10-11).
These authors suggest that school leaders of the 21st century will be required to balance
a variety of roles and
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live and work with the contradictions or ambiguities . . . they must find their authority in
their personal, interpersonal, and professional competencies, not in formal positions;
they must cultivate collegiality, cooperation,and shared commitments among all with
whom they work. . . . In addition, they must be cognizant that changes between the
school and its environment are imminent. (p. 15)

The principals have described various efforts to bring mandates to fruition in their
schools.They bring a kind of ieadership that works well in the north, tending to a
transformational and collaborative style that empowers both teachers and community
stakeholders in shaping schools. Their leadership is styled around facilitation and
consensus building, reflecting the particular social priorities in the north: preserving the
various cultures and eight official languages, aboriginal self-govermnance, direct community
involvement in schooling, and consensual decision-making.

Prestine (1994) suggested that the principalship is “not simply a revisioning or
redefining of the principal’s role, it is a new conception, a turning of the role of the principal
90 degrees from everywhere” and that “more and more, evidence woulc seem to suggest
that the two issues of restructuring and leadership are inextricably bound” (pp.149-150).
Murphy and Beck (1994) encourage principals to enter into constructive dialogues on
topics of education and their roles as educators, because otherwise “others -- not
intimately related to or affected by schooling - will define missions, visions, standards,
roles and responsibilities. . . ™ *+0ol leaders should be more proactive in shaping what

the principalshipistobe : . -t-. the 21st century” (p. 16).
The principals i thic +t: 2. - wve shared what they do as they shape education
with their communities. - . - :i their mandates are heavy and that they are the

appointed change agents, they have taken on their tasks with admirable energy and
commitment. In giving thoughtful consideration to their beliefs and their actions it can be
said that they are, in fact, redefining the principalchip as we enter a new millennium.

REFLECTIONS

Reflection for Principals: A Space for Self
That these northern principals aje change agents in the most dynamic sense of the
word is clear; they are also embroiled in conditions of change beyond their control. How do
principals attend to their personal needs while responding to so many in their school and
community? Ackerman et al. (1996) point out that “the open-endedness of the job makes it
extraordinarily easy to put in sixty or more hours at school in a typical week. Being
responsive and helpful often leads to making phone calls from home at night or on
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weekends” (p. 164). All principals in this study would agree. My question to them, “who
nourishes the nurturer” was generally met with long pauses and profound silence. The
answer must come in the need to take time to reflect, to sit back and assess from time to
time what has happened, and to take heart in what has been achieved. The answer is
also in finding others with whom a professional dialogue can be developed. It is about
taking time to talk one’s craft.

Many of the principals commented that participating in this study has been
personally rewarding. One principal stated, “I've found it really helps me reflect on my
own practice.” For another, it was “an exercise to reflect on what you're doing, and
sometimes | think we can get so caught up in what we are doing and sc close to it that we
get mired in the frustrations and the impatience and the, | guess, loss of focus.” He pointed
out that although it can be time consuming, reflection is an important part of practice:

| felt good with it. | mean, as usual time alwayz enters its ugly head on these kinds of
things, but | felt the opportunity to sit down and reflect, which doesn't happen as
frequently as it should, was good for me. . . . | guess it was just important to be able
to pause and this has done it. We have retreats and generally they're labelled as
spiritual retreats and an opportunity to reflect on that dimension. . . . Somehow maybe
what needs to happen in our district is to set that kind of time too, o taik about the
practices and talk about the issues, and | think there’s a bit of tokenism that goes on
with that right now. | don’t think that we get into the heart of those kinds of things.

A third principal commented on the need to build in times to stand back and to take
time, a leave of whatever kind, “to stand back and reflect and to take time to rest as well.
I'm constantly working cn it in terms of self-awareness and self-care, how important it is to
have, to find that balance.” Pl-nning a year's leave after three years in the principalship,
she departs with some reluciance but recognizes that “it’s also that awareness, that
knowing self, and for ine at this particular point, | know 'll be comirs tack, but | have to
take that time now or ! will not be effective to anyone.”

For a fourth principal, it is striving for ongoing personal growth, and “heping that
the one thing | am able to do in my role is to continue to chalienge myself and to
continually grow and noi stagnate in my thinking.” All principals take seriously their
professional growth, and almost ail are taking two weeks in the summer to attend the
N.W.T. Principals’ Certification Program, either as facilitators or as student participants.
One principal ieels that professional growth and broadened horizons are two goals he
has been able to pursue in the north:

| also have taken the opportunity while being in the North to do things that would
eventually be useful in a PhD or an administrative position by brozuening the
dimensions that i've had to do with education. For example, a classroom teacher and
assistant principal and now a principal, and close involvement with the assoviation at
the local leval ana then the regional level and also at the territorial level, involing
myself in the committees, negotiate the coritract, the last contract, I'm glad I'm not
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negotiating this one! And PCP is another one . . . and community visioning. I'm working
closely with the CECs, and I've had something to do with nearly all the partners in the
educational process, some involvement at some level, and | think it all helps to
understand how things happen. Providing an understanding and insight into it tends to
make the job a little bit easier because things connect. And thie academic side of things
too, I've taken the masters program, and I've used my school for the major paper.

For another principal, contiruing on after Principals’ Certification to attend a high-
powered American conference and workshop on leadership, Leadership and Evolving
Vision, is highly tempting, “but it means | won’t see my family for five weeks, and |
haven’t seen them much this year. And | would just love to spend 4 weeks of down-time,
and going to summer school means | get two weeks of holidays and that's it."” He
balances the pros and cons:

If | go to school, even though it's work, it's something that | see myself getting really
umped about, so in some ways it's not really work. But at the same time, I'd reall
ike to spend a month with my kids. . . . | would love to go horseback riding, | woul
love to do that in a rural setting, and I'd do it in style, I'd want there to be a hot tub
when | get back. I'm not talking about roughing it in a tent and sleeping on rocks
(laughing). My wife said that would be great. So maybe that would be okay too.”

Making time for reflection in school offers the opportunity to take an appraising look
back and see the progress that has been made. In talking to staff, one principal “brings up
stuff about other schools, because we run smoothly and we don't roalize what happens
in other schools because they've got used to the way the elementary and the secondary
runs." She adds that "when it comes to these srunches people are saying, well look at
[that community] it's having major problems this year.” Another principal agrees that this
reflective prucess offers a much-neeaed reality check for staff and students, and he does
the same on occasion:

| gave one little pep talk to them and | reviewed with them: all of things that had
happened on their behalf, and the kinds of events and activities that had transgired in
the first semester. We did an assembly kicking off the second semester. And | think
that they were quite impressed, not necessarily surprised. | think even the staff were,
because we know we're biusy and we know that we're constantly doing things, but |
think that sometimes we don't stop to take a good look and reflect on just exactly what
we are accomplishing.

Several principals spoke of finding their support in mentorships of various kinds.
For one, it is “the director, an amazing man.” For this principal, “a lot of things | do come
from him, the way he does things, the way he can {alk to people and haidle situations
and things.” Mentorship can ziso come from one’s colleagues, as one new principal noted
after attending the Western Arctic Principals’ Workshop:

This was a person that | found myself listening to everything and absorbing
absolutely everything that she was saying, and some of what she was saying
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wouldn't apply to my schoot . . . but there are still motivations and forces, and there
are parallels to be drawn you know, there are spirits to be taken from another person
and to be absorbed into yourself, and you can use it. The details almost don't matter,
you just sort of take the spirit of that person and you say, oh yes, this is where | want
to be and when | go back to my school, this is what | want to be carrying back. Not a
piece of information but a spirit. And so | gained a tremendous amount from her.

The consensus among all principals is that their work is stimulating, extensive, and
seemingly never-ending. One principal emphasized the need to value the role of principal
and “appreciate and support it . . . not out of self-importance, but out of the need to be
sure that we're taker care of, and nurturirig that role because if what we saw is coming, it's
going to be increasingly imperative that we do it. And there’s going to be burnout, | hear
people doing it now.” At the Principals’ Woikshop he stated that:

Right now, frankly, | don’t think that | can work any harder, | really don’t think that |
can work any harder than | am, and I'm questioning even now how much longer | will
work at this job, because personally | don't believe there is a harder job in education, |
really don't. You get the pressures of the schooi situation, the board situation, the
overall pressure of the education system and the geverniment expectations, and
you're torn asunder. | don’t have to tell you that you are, because you are; | see you
all in tatters right now. is it fair for that to continue?

One pfincipal spoke of the need to work cognizantly towards balance in her life.
For this principal, taking time to reflect on experience is “a stepping stone to personal and
professional growth. It has helped me to keep in mind the importance of sezing challenges
as bridges for growth and learning along the path, and not necessarily as obstacles to
overcome.”

For another, a measure of balance can be found in the land itself:

Yeah, that's true. And the barrenness and starkness of it is actually attractive at some
times. Very peaceful. Drive out of town for 25 miles, shut off your snowmobile, and it's
dead quiet. You're treading on ground that's maybe never been stepped on before
and there’s not a soul around. You have complete solitude. Not too many places down
south where | can do that.

Epilogue

Our las! discussions ended in late May of 1996. Principals were able to bring
some closure to their year in terms of their own reflections, and plan their summers. Two
principals were headed out for holidays; five ware going to Rae-Edzo for ten days at the
Principals’ Certification Frogram. One principal was very happy *o report a good year's
end; he has “seen the light at the end of the tunnei, and it's not anather train” and expects
the next will e a better year. A second was stoically hopeful about his upcoming fourth
year, and moving closer to the ideal school that he envisions. A third principal was looking
forward to moving into a partially renovated school next year, and a fourtt. expected to be
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moving “full stzam ahead,” with his community squarely behind him. A fifth principal has
promised to cut back on professional activities next year to take joy in parenting, and a
sixth is taking a year's leave to build a cabin and indulge in the creative arts, specifically
spinning and weaving. In mid-June, the seventh principal bowed out. “Change of plans.
We've resigned. Nc set plans for next year. Very busy. Out of here Friday 21st.”

And so closed the year for these seven school principals. 1996-97 will bring
unique challenges. There will be unexpected changes. Ask any northern principal in
August.

A Personal Reflection

As 1 look back over the substance of this study, much has been said. There have
been many “words, words, words," mostly through the principals’ voices, which is
appropriate given that much of administrative work is based on talk. Learning about the
principauship in the North has been the main journey of this study, although there were
intriguing side-trips and related learnings along the way.

As a long-time northern high school teacher and more recently, an administrator of a
large regional high school with a student residence that housed 300 in the “good old
days," | worked closely with many atoriginal st .. ~» "ad come to the city for their
years of secondary schooiing. | learned that the - vho ¢z« .rom the communities to our
school were special, a select few who, in their teachers’ viev:, had the best chance of
making it away from home. | heard their many stories of homesickness and of frustration
with residence living. | saw many wander the streets at night when the “city kids” had
places to go and “be.” Many went home to their communities early, often missing final
exams by just a few weeks, finding life “away” intolerable; only the most tenacious
survived to graduation, in spite of efforts of some very commitied teachers and residence
supervisors tu provide emotional and program supports.

When the residence closed down two years ago, | mourried the loss of the many
community kids that | had enjoyed in my classrcom and in the school for over ten years. |
wondered what was to come of the many who would no longer be coming. Some
students had done well and had become proud leaders ir. our schoo!. in many different
forums; others had more quietly worked their way through their courses and to gracuation.
Some had hiated it all but had stuck it out. | believed that in general, the school had offered
them a good shot at education. | can name so many who had “made it” proudly, and who
had good things to say about school; however, | did not know the many, many more who
had never come.
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For me, the most important learning in this study has been to discover the kinds of
successes around extending the senior secondary grades to communities, and to discover
the commitment and effort that has gone into developing relevant programming at the
communty level, with community. Some principals have seen it as an opportunity to
encourage students to reach for higher levels than they were getting in regional schools;
others see more students able to reach success, given community support. Some have
had to struggle with getting parents to support the learning opportunities now available
by urging their kids to come to school; others have had to deal with incredible enrolment
increascs in small schaol settings. | had little awareness of these dynamics.

For most £rincipals, it has meant a whole lot of adjustment and new learning. One
stated at the April Conference:

Three years ago when we fourd out that we were going to grade ten, | knew nothing
about high schools. | was very interested to find out what people think a grade 10
program is. Ours kept changing with each year, as the year unfolds.

With the need for flexibility came the obvious question of standards. The Northern
principals who gathered in Apri! 1996 to iook critically at the nature of high school programs
in the Territories, were challenged to think long and hard about past practice, and were
asked to think differently about the kind of education that will better serve students’ needs
in their schools today. Some of those principals were like the ones interviewed for this
study, critical humanists who have before them an enormous work that needs to be
started, decisively. The learning curve in education has been, and continues to be vary
steep . . . for educators themselves!

“Breaking the Southern model” in enacting education that is more relevant and
authentic tc include all children of the north has taken time since its first curriculum
articulation in the early 70s. It is beginning to be rooted in decisions made and actions
taken within different regions of the territories, and interpreted within the community
context.The recent Education Act is purposetul in taking the powcr from a remote
department and investing much of it with Divisiona! Education /:ouncils and local District
tducation Authorities. It recognizes the cultural variation ¢t the peoples of th: Northwest
Territories and stresses the knowledge of elders; it declares the importance of inciusive
education, of kindergarten eduwaticn, and ¢i the eigtit official languages in the Territories.

This study has focused on the impact that the new legislation has had on the
principal’s role in education, specifically of seven principals. I these changing times, their
leadership (the word is chosen purposefully, becuuse these are not “managers’ who set
out merely to maintain the status auo) has proven to be all-consuming, multi-faceted and
muiti-directional, but above all, critically important. Principals have an educational
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perspective and the opportunity as school leaders to reach both into their schools and out
to their communities, and as such, many have become the key players in educational
change, keepers of the sacred covenant of learning for all children.

Quite simply, effective principals today exude “a chemistry between person,
staff, students and the community” that “requires constant thought, observation, people
skills, judgement, trust and humour,” qualities that are “neither finite or quantifiable . . . even
good principals never have enough of them” (Ackerman et al., 1996). All seven principals
reflect an immense awareness of the myriad educational issues before them, and have the
ability to “see clearly the school’s core functions, to evaluate events in the light of those
functions, and to help the members of the school community conduct their work and their
reiationships in ways that serve these core functions” (p.1).

The task is never easy, but the efforts are significant and honourable. | am hopeful
that bringing to light their stories will raise awareness and begin articulation about such
important werk. As Foster (1986) clarified, leadership is conscious of conditions and
conscious of change; more stories are needed about such administrators “to give us, as a
profession, the confidence we need to raise questions of a critical nature that, despite
their risks, may ultimately lead to the formation of a more proper educational organization “
{emphasis added, p.195).

When it ¢.. nes to the education :; i ...ren, we all have a stake in their future, as
do they in ours. John Donne's words eci«~ “Never send to know for whom the bull tolls, it
tolls for thee.” We cannot afford to propagate the “dreamless society” when, as principals,
there is so much opportunity to inspire others to excellence through the et ic of caring and
commitment. We are all “such stuff as dreams are made on” and what better than to forge
our own dreams, our own truth within our community? And what better way than to work
with one’s people, tc begin by listening to others, and to exhibit the courage of one’s
convictions to guide one’s actions when necessary? It is an enorm:aus challenge, cne that
cannot be taken alone. Greenleaf (1976) is -=assuring:

But if one is servant, &ither leader or follower, one is always searching, listening,
expecting a better wheel for these times is in the making. it may emerge any day. Aty
one of us may find out from personal experience. | am hopeful. (p. 9)

Sumimary

There is little time for refliection, and usually less opportunity taken to express
poreciation for what gets dore. | am hopeful that this study brings to light some of the
aily administrative actions that have tended to be taken for granted, even by the
administrators themselves. Perhaps this begins tc offer a broader perspective.

o~
a
d
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I close with a quote that for me encapsulates what drives good educators in the
north, those who make their hon es for many years in the communities where they teach,
and those who move on after a :ew years of committed community service. | have had
the privilege of knowing both:

It's the action, not the fruit of the action, that's important. You have to do the right thing.
it may not be in your power, may not be in your time, that there'll be any fruit. But that
doesn’t mean you stop doing the right thing. You may never know what results come
from your action. But if you do nothing, there will be no resuit. (M. Gandhi)

IMPLICATIONS

Implications to Further Research

This exploratory study has provided a picture of the roles of educational leaders in
the N.W.T. as seen through the tolc experiences of seven principals in high school
settings. | think that additional descriptive studies of other innovative principals would
provide a rich source of alternztives that would further understanding of principals’ roles.
This study concentrated to a large extent on their concerns with implementing the senior
seondary school programming and other recent legislation impacting high school programs
in particular.

Any further research on Northern education would be highly worthwhile. We need
more shared stories, to learn what is being done in all parts of the territories. So little has
been written to date. Given the variety of contexts across the north, there is much to be
learned and shared. One could say that there is vast potential for diamonds to be mined in
the northern fields of education; distanced, perhaps somewhat elusive, but valuable!

Researching students’ views on their northern education is worth pursuing. Some
ideas expressed at the recent Students’ Forum (April 1996) showed remarkable insight as
well as a sense of urgency for accountability of educators.

A comparative study of the early curriculum of the green and red books with the
Strategy to 2010 vision document and the recent emphasis in the Education Act would
offer a tascinating study on change over a period of time.

First-language instruction in the territoral schools and its successes/failures offers
another pertinent topic for research over time. Give current mandates, it is worth learning
from past endeavours before shaping new school programming directives.

The ccneept of co-principalling as it has been attempted in the Eastern Arctic
should be investigated for its values in mentorship and Professional Development for
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educational administrators, as well as a means of encouraging aboriginal leadership and
enabling more continuity of leadership in community schools.

Tracking the impact of the Principals’ Certification Program since its introduction
through OISE in the mid-80s is worthwhile. The changed directions in the program since
cutting ties with OISE, and in northern education itself, are worth exploring. It would be
interesting to learn how the program has impacted the direction of the principalship and
educational leadership in the north, and what ciirections it needs to consider towards 2010.

The impact of the inclusive schooling policies, and the availability of support and
funding to acticn the policy should be examined. There appear to be large concerns and
fuzzy areas around the whole question of providing funding ard support; although
philosophically supported by principals, most find the mandate impossible to actuate as
there appears to be a lack of support dollars and personnel for the many high needs
identified today.

Finally, a study of women in administration is highly relevant in the north where
more women are taking leadership roles in schools. This study suggests that some are
developing highly collaborative cultures between their school and community. Dr Shantz
(1993) contends that “schools of today and the future need to have collaborative cultures
- and the accumulating evidence indicates that women are more adept at fostering
collaboration” (Shantz, 1993, p. 3). Shabbits (1993) pursues a similar view, noting that
“Women describe themselves as being in the middle of things rather than at the top,
reaching out and not down,” and that “ nurturing, cooperating, seeing things in
connections, and not getting hung up on protocol [are] exactly the traits that are requ..ud to
be a successful contemporary principal” (pp. 22, 23).

Implications to Educational Practice

This study has provided a positive learning for bath the researcher and the
respondents. The collahorative conversations that evolved over several hours with
every principal, as well as the writings on school celebrations and struggles that were
part of the methodology of the study, enabled principals to actively reflect on their
practice, if even for a short period of time.

The Principals’ Conference in April afforded a similar process with colleagues. As a
“first,” this conference should be continued next year, a joint effort between Divisional
Boards and the Department. The opportunity to discuss common issues and learn from
one another was valued by many of the principals; sharing ideas between principals and
department personne! was worthwhile; providing a forum to express school frustrations
was also healthy for a group of people who, back ir their own schools, tend to suffer the
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professional isolation that comes as part of their turf. One principal felt that, “We need to
take responsibility tc> and say that we need to keep pursuing this and helping it happen,
and stay connected with one another . . . a kind of common grounding and understanding
and a supportive network.”

Important to the practice of administration is the notion that one grows into one's
role as administrator, that it's not a job one walks intv and does, and then leaves. it is
more of a career, a profession, a position that one becomes more skilled at through
practice and through refection, given experiences and support. One can learn leadership
from experts, those more experienced and hence, skilled, and who can be instrumental in
another's growth. Mentorships can be mutually beneficial as principal-mentors can also
benefit from revisiting past actions and rethinking their decisions in discussion with others.
The refiective process can be valuable for both parties.

Bolman and Deal (1994) stated that leadership is learned mainly from experience,
and from being placed in proximity to exzmplary leaders (p. 88). Yearly workshops for
administrators, courses such as the Princip~!s’ Certification Program, and individual
mentorships, when they can be found, can be critically important to nurturing novice and
experienced administrators. Skilling comes tniough practice and reflection (otherwise
known as “praxis”, Foster, 1978) and is key to creating opportunities for principals to
share knowledge and problems that confound them. Furthermore, “self-reflection can be
enhanced by getting feedback from others” (Bolman & Deal, 1994, p. 89). Collegial
support systems can provide opportunities for shared knowledge and would also reduce
the sense of isolation that goes with most principalships in the north. Some examples
include networking on North of 60, creating monthly newsletters, developing an
Administration Specialist Council through the N.W.T.T.A., getting on the web pages, and
sharing the latest technology and computer applications that fund'zn.entally shange how
students learn and programs can be delivered.

Ackerman et al. (1996) noted that every principal works in a relatively unique
environment, that a principal’s greatest growth “will result from regular and honest
conversation with others interested in school leadership and in collaboration on [their] joint
search for better strategies," and that "no other learning meadium has matched the
colleague-critic conversation for deepening ou: understanding of leadership and our
capacities to lead in our own schools” (p. 9). Given the complexity of the role and the
amount of new information coming at schools, principals need to be updated regularly.

"The role is avolving and various societal forces are requiring that principals obtain
new knowledge and new skills,” and given the diversity of administrative decision-making
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today, “activities needed to update professional knowledge and skills [must) be
continually provided” (Holdaway & Ratsoy, 1991, p. 7).

The Principals’ Certification Program in the past has served as a valuable form of
principal inservice to northem issues. | encourage its continuing emphasis on reflective
journalling and building of collegial supports and networks:

Designing new leadership development programs will require an emphasis on informal
learning from experience, reflection, and dialogue with other leaders. . . . We need to
rethink and restructure school systems to encourage the kind of leadership that can
help transform schools from past practices or patterns to thuse that will be needed to
shape a successful future. (Bolman & Dea!, 1994, p. 95)

The “informal learning from experience, reflection, and dialogue with other leaders”
was at work at the Principals’ Conference in the Western Arctic, where several principals
later expressed a desire to work together again. It was valuable to be so informed by
others’ practice, and to learn from others how recent mandates are being interpreted in
diverse community situations. It offered a rare opportunity to express frustrations of
overwork and solicit support:

There’s almost an assumed expectation that principals will sacrifice their personal
circumstance to make :ure things work. Because even in that admin time, the nature of
the job is so frenetic and chaotic, that the time to sit down and ‘let me write a quality
document’ just doesn’t happen (laughter). Boards dictate admin time, usually on the
minimal end. What kind of support or nurturing is a principal going to get? It i a key
area about leadership that needs to be addressed and acknov.edged and supported.

It is essential that leaders come together, “leaders of leaders” in Northern
circumstances where administrators are essentially learning “as they go” the best way to
deliver educational mandates in the community.

Although time for reflection is a scarce commodity for principals, all recognize its
importance in terms of regaining valuable perspective. School leadership is a massive
undertaking that requires one to step away from time to time and meet “the spirit that one
takes back,” refreshed and inspired. The village needs also to nurture its principals.
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APPENDIX A: Research License and Consent Form

Nunavut Research Institute / Nunavummi Qaujisaqtulirijikkut
_Box 160, Iqaluit, NT XDA OHO phone:(819) 979-4108 fax:(819) 979-491 :-mail; stroke@inukshuk.gov.nt .ca

SCIENTIFIC RESEARCH LICENCE

LICENCE # 0500196N

ISSUED TO. Anne-Mieke Cameron
11135-45th Avenue
Edmonton, Alberta
T6H 0CS8
(403) 438-1245

TEAM MEMBERS: none

AFFILIATION: University of Alberta

TITLE: The Changing Roles of Principals i» the Northwest Territories
OBJECTIVES OF RESEARCH:

To leam more about how principals in the NWT perceive and act out their roles as

educational leaders, and to identify patterns and themes that have emerged on the horizons
of educational change in the North.

DATA COLLECTION IN THE NWT;
DATES: February 14, 1996 - September 30, 1996
LOCATION: Baffin and Keewatin Regions

Scientific Research Licence 0500196N expires on December 31, 1996

Issued at Iqaluii, NT 01;114 February, 1996

Bruce Rigby /'
Science Advisor
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SCIENTIFIC RESEAR "1 LICENCE
Licence # 128...
File # 12 410 503

March 25, 1996

ISSUED BY: Aurora Research Institute - Aurora College
Inuvik, Northwest Tenitories

ISSUED TO: Ms Anne-Mieke Cameron
11135 45th Ave.

Edmonton, AB T6H 0C8
403-438-1245

ON: 25 March, 1996

TEAM MEMBERS:  self

AFFILIATION: University of Alberta

FUNDING: N/A

TITLE: Thé Changing Roles of Principals in the Northwest Territories
OBJECTIVES OF RESEARCH:

To learn more about how principals in the Northwest Territories perceive and act out their
roles as educational leaders. Recent movement towards the decentralization of and expanded
community involvement in northern education place new responsibilities on the principal.
The research will provide greater understanding of the kinds of leadership style and character
of successful, currently practicing, northern principals.

DATA COLLECTION IN THE WESTERN NWT:
DATE(S): Feb. 1st - Sept. 31, 1996
LOCATION: Sahtu, South Slave, Inuvik, North Slave
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Consent Form: Signed by Informant

Project Title: “The Roles of School Principals in the NW.T."

Description of Project to be given to informant Prior to Interview:

As per telephone conversation and follow-up letter of introduction.

Researcher's Name. Address and Telephone/FAX

A.M. Cameron

11135-48 Ave.

Edmonton Alberta T3H OCS8
Ph/FAX (403) 438-1245

To Be Signed by the Informant:

| have been fully informed of the objectives of the project being conducted by A.M.
Cameron. | understand these objectives and consent to bein interviewed for the project. |
understandthat steps will be taken to ensure that this interview will remain confidential
unless | consent to being identified. | also understand that, if | wish to withdraw from this
study, | may do so without any repercussions. Any and all data that | provide may be
withdrawn at my request.

PART I: Consent to be interviewed

Name (please print):

Signature:

Date:

PART TWO: Consent for Interview t idio-t Video- r
photographed (indicate form of documentation)

Name (please print):

Signature:

Date:

Conditions for release of recorded information:
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APPENDIX B: Introductory Letter
January 29, 1996
TO: *
FR: Anne-Mieke Cameron
11135-48 Ave.
Edmonton, AB T6H OCS8

RE:  Participation in Proposed Research

Greetings *!

?t was good to talk to you today, and hear your enthusiasm for my research study.
| feel a strong commitment to doing scmething that is significant to Northem education,
“bringing something back home”, so to speak. | am very glad that you have agreed to
participate, for two main reasons. You wili bring wonderful insight to the question, for one,
and we will be able to work together, for another!

Through my participation in the P.C.P., Phases | and |1, in Yellowknife and Rankin
Inlet over the past two years, | have become more keenly aware of the responsibilities
that are shouldered by Principals across the Territories. Although this study will require
your time, | hope that you will see it as a worthwhile endeavour and an opportunity to
'c\:Jont'r;ibute meaningfully to the topic of the challenges of educational leadership in the

orth.
To reiterate the main points of our telephone discussion:

1) Purpose of the Study: To my knowledge, there has been no research done related to
educational leadership in N.W.T. schools. My intention is to gain a greater understanding
of the kinds of leadership style and character of successful, currently practicing northern
principals, and to identify patterns and themes that have emerged on the horizons of
educational change in the North.

2) Benefits of this Study: Findings of this study will reflect understandings that come from
northern principals. They will offer insights to educators in the North, and may bring
greater awareness of and appreciation for the challenges facing northem principals for
other readers as weil. For the participants, it is hoped that the process will provide an
oppoyttxrlwity for personal reflection as well as meaningful dialogue about their practice as
principals.

3) Regearch Methodology: The main data-gathering strategies will be based on informal
interviews and document ana'vsis, and the process will take place over a number of
months as materials are sent uack and forth for clarification and further input. Methods of
data collection may vary with iy proximity to the school and the comfort of the principal in
using various means 0f communicating ideas. Togetner, we will attempt to find the best
way possible to condu? interviews and share information.

| expect that most ‘ntenviews will be completed via telephone; for some principals,
interviews will be done wt:i: trii:yv are in Edmonton or Yellowknife on other business:
others may agiee to tape r<- *: - 1eir responses to questions and send them in to me for
transcription; and yet others -+ ' ~::mmunicate via Internet. All responses will be
transcribed, and retumed for &<+ clarification, feedback, and follow-up discussion.

Less “conventional” m= '+ wis for completing interviews may have to be invented
along the way for the process ru L+: as thorough and satisfying as possible.

; ion an {ention of . Ifthe Principal agrees to participate in
this study, he/she will be encouraged to send any documents that will help me to gain a
better understariding of the school and community: i.e. school handbook, yearbook,
newsletters, school-community brochures, staff memos and minutes, Dep't of Ed
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documents, and any other rnaterials the principal may wish to share with me for the
purpose of my orienta. )n and understanding of his/her particular school experience.
These documents will be retained for future referral.

5) roximate Time-lines: Information-gathering and interviewing will take time. The
process will require commitment by both the researcher and the raspondent; costs
(telephone calls, tapes) will be absorbed by the researcher. Respondents will receive
transcripts of their interviews for verification and be given the opportunity to correct and
enhance them.

Principals who agree to participating in this study will receive a follow-up letter that
confirms the information discussed in the initial telephone contact. The letter will also pose
two questions to which the principals are asked to respond, eithar in writing, or on tape, or
by telephone or Internet. Written responses may be faxed. All responses will be
transcribed, and returned for further clarification, feedback, and follow-up discussion.This
initial response to two questions will form the basis of the interview portion of the study.

I will make the process as time-efficient as possible given the circumstances of
distance.

6. Right to opt out:
Participants have the right to opt out of the study at any time. For those who
follow through, copies of the executive summary of the study will be available.

7. Anonymity and Confidentiality:

All research wi!l be carried out in a highly integrous and sensitive manner, with the
intention to present as truthful and clear a picture of northern principals as is possible,
given the information gleaned through a series of interactions with respondents.

It may be difficult to ensure anonymity while interviewing a select number of
principals in a relatively underpopulated area. However, | will ensure the confidentiality of
names of principals, students and community members by using pseudonyms. Principals
will be given opportunities to look over drafts prior to publication and will participate in
assuring confidentiality. | expect that this will nat be a problem with the principals
selected, as their stories will reflect successes and initiatives that they will feel pride in
s.aring.

8) Contact Numbers: For further clarification, you may contact me or my advisor at:

RESEARCHER;: Anne-Mieke Cameron
Ph/FAX (403) 438-1245

ADVISOR: Dr Margaret Haughey, University of Alberta
Ed. Admin. and Policy Studies
Ph: (403) 492-7609 FAX: (403) 492-2024

9) Agreement to Participate. | am pleased that you have agreed to participate in the
study. It will require time and commitment from us both, but | expect that the results will be
well worth the effort! Having read this letter, if your answer is still “Yes,” please return
Your signed consent form which confirms that you are familiar with the contents of this
etter, understand the purpose of this study and its procedures, and will be a participant.

* Enclosed are the two questions that will begin our dialogue. There are no
limitations on length... only that it be as complete as possible. Give me an approximate
timeline that is realistic for you. If you would also send me documentation from your school
as described in #4, | can begin my foimal orientation of * School.

If you are Soing to be in Edmonton, give me dates, and we'll set up a meeting time
for our interview. Dinner will be on me!

Anxious to begin, | hope to hear from you soon!

Arnne-Mieke Cameron



APPENDIX C: The Two Opening Questions

Beginning our Coriversation

Please respond to each of these questions with as much detai. us you can. | am
interested in the story, not the grammar or essay format! You could write your story, or
speak it into an audio tape, if that is easier. | will have it transcribed and will send you
back a copy of your words. | would like you to talk about what is important in your
particular context. This is why detail is essential, and why there is no such thing as too
much detail!

1. Describe for me one or twe happenings from this year that you, as principal, consider to
be a highlight, an example of success or “celebration”, and give your reasons.

2. Where do you see your energies going? Describe fcr me some issues or concems that

you, 3s principal, are grappling with in your school this year, and talkk about them. include
specific examples.

Thank you for completing this portion of the study.
The next step will be our interview!

Anne-Mieke Cameron
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APPENDIX D: Sample ct interview questions
generated from response to the two opening questions

Interview with Principal A Phone: * March 17, 1996

* Determine time for the interview. This is being taped, and a transcript will be sent out.
We can revisit some of the points raised, again later. There will be four sections:
Background information, about the community, the school, and yourself;, the changes over
the past 5 years; the celebrations; and the issues.

1. Background: * Schooi is a K-11 schnol of 145 students? Some background questions
first:

a) 8 Classes, K, 1-6, and 10-11 Explain?

b) Number of students K-6? 7-97 10-127

¢) Number of Staff

d) Support staff?

High School Programs: Grade 10 since '93-947? Grade 117
d) Courses offered?
e) Any grade 12 Exams being written yet? When expected?

The Ccmmunity: Located within the treeline
f) Population?
g) Number of Dene? Slavey? G'wichin? Non-aboriginal?
h) What is its primary resource-base? Are people employed? Is there work?

2. Please tell me a little about yourself: How long in the North? Where have you taught, #
of years as principal here?
* Do you teach as well? (How much, what?)

3. In the years at * School, you've seen many changes and improvements . What was it
like when you first came and how has it changed and improved?

B) How is your school changing this year? What did you want to change, how did
you decide, who did you work with, what were the results?

4. Describe for me “a day in the life of a principal at *?” How do you start your day? Any
routines you try to follow? How does your school run?

5. The 4-week healing sessions you described for high school students:
a; How did the idea begin? What needs?
b) You had good response from students. What exactly were the strict guidelines
for attendance and tardiness?

¢) The second camp this spring; there are only 13 remaining high school students.
What happened to the others? What will session 2 be about?

d) You mention a lot of “stuff’ that kids have to work through, and that you were at
{Lrst a?pf;er;ensive to bring it to the community. Can you explain the “apprehension” and

e “stuff” 7
e) What was the overall response from parents? the community?
f) How did you timetable it, and what kinds of credits dia kids get?

6. Your new school planning: Will you be building from scratch? When will it open?
do? a) Who were the “stakeholders” that sat on the steering committee? What did they
07

b) Were the architects from the north? Were they comfortable talking to kids?

¢) What kinds of things were important to the students? the parents/community?
d) How was staff involved in this? The CEC?

e) What will this school look like in terms of its programs? Operations?
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f)Technology: You have been working on the introduction of CTS into your H.S.
program. Would you tell me more? Who works on this with you?
g) What's ahead in terms of your work in this?

7. Your school will be part of a community learning centre that includes a day care or play

school at one end, and a college at the other. This fits into the themes of Strategy to 2010.
Are you one of the “pilot schools” in this initiative? What new issues are you dealing with
as a result of this mandate from ECE?

8. Bringing High School programs to the community has been a gradual process. Please
give me an idea of the problems that came with implementing this. How did you begin?

a) | read about the 5 that have passed all their classes and were treated to lunch.
Are more students succeeding at 10-level courses?

b) is there a pre-apprenticeship pgm at the Jr High; does it involve the
community?

9b) How has bringing high schoo!l into your building impacted your school, its

culture?

g)}How do you integrate Dene Kede with high school programs? Is community
involved?

d) Has this changed your staff? Your job?

9. You mention that your staff works closely in discussing how to provide a better
environment and education for all your students.
a; Is staff involved in a lot of extra-curricular activity through the schoc!? You?
b) How do they feel about these claims on their time? Do community teachers
generally have a high profile?

¢) How would you describe a successful teacher in your school?

10. Issues and Concems: Discipline commonly deprives principals of time they want to
spend in other areas!

a) What kind of discipline problems? Are you encountering more behavioral and
learing problems? If so, why?

b) What is the Second Step Program you use?

c) Are you the only one to handle the discipline?

d) How do staff see this problem?

e) Do many parents see school as a babysitting role? is there headway? Are
there other strategies you are considering?

11. Why is there a lack of commitment to school?

b) How long has the CEC been so strongly involved in student achievement,
homework, and staying at Ft Providence rather than being shipped to a residence in Ft
Simpson. (still open?)

c) Is “educating the parents” a large part of your job as well??

12. Dene Kede Culture camps and Slavey Classes:
a) How does it work re: integration with subject areas; at all levels?
b) The organizing and funding of it: how is it done?
¢) How is the community involved in this?
d) Is it popular with kids? staff? community?

13. Can we talk about how you see your role as principal? | know that you are described
as very student-centered, on the move within the school and community. How would you
drt?scribcej 'your role, the role of the principal in the North, given your context? Has it
changed?

a) Are there support systems that accommodate the changing emphasis to
communj;ty leaming and inclusionary schooling? What about professional growth for the
principal?

b) How do you keep balance in your life? You mention taking your writing home.
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14. Thank you. | will sen  .nscript; hopefully I'll get up in April for Principals’ Workshop.

* Would you send me materials
- Healing sessions agenda, program, presenter, etc.
- CTS initiatives;
- students’ three schemes for the steering comittee

SAMPLE FOLLOW-UP INTERVIEW Principal B May 19, 1996
* Any changes to text of transcript? Add comments and mail back to me.

1. The High School Principal’'s Conference:
ag Your reactions?
b) ldeas it highlighted for you?

2. PCP '96
a) You'll be going? Any new tor nasis or assigned questions?
b) Your thoughts on the PCP?

3. Has anyting new or interesting developed since we last talked?
4. What are some indicators that you're doing well this year?
5. What still lays ahead?
ag Maé reporting period; Graduation
CTS next year (labour intensivere: course prep & monitoring of students)
c) Staff turnover (you had 5 new hires last year. Orientation plans?)
d) How will you end your school year or start the next?
6. You mentioned being a Grade Extensions Coordinator 2 years ago. What was that
about? Process?

8. Please send me some documentation; intro piece for CTS module quoted p. 23.
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APPENDIX E: Sample of Ongoing Correspondence

Fax Transmission Cover Sheet

Good Morming *!

Thank you for your time last night... we have begun our journey, and it promises
to be a rewarding one, hopefully for us both!! | will mail out a transcript of our telephone
interview to your school next week.

In thinking back over the richness of our conversation, | am reminded of Robert
Greenleaf's words: “As | reflect on the many vexing problems and the stresses of our
times that complicate their solutions, this simple scene from long ago comes vividly to
mind. And | draw the obvious moral: No matter how difficult the challenge or how
impossibie or hopeless the task may seem, if you are reasonably sure of your course,
just keep on going’”.

The feelings that stay with me are many... caring, commitment, challenge... and of
course, hope! Again, from Greenleaf, “But if one is servant, either leader or follower, one is
always searching, listening, expecting a better wheel for these times is in the making. it
may emerge any day. Any one of us may find out from personal experience. | am
hopeful.”

Have a wonderful and replenishing holiday!

Mieke
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F a x Cover Sheet

Hello *!

Just received your FAX. Sorry to hear you had so much iliness on Staff, but this is
the time of year... Will your crew be going anywhere “south” for a Teachers’ Convention?

I wonder if you ever received my fax, sent last Moriday morning to your school. |
may have had the wrong number. In any case, | will send the letier and consent form,
which needs your signature, again.

Please do not rush yourself about doing the main two questions; it sounds like you
need a breather for & day or two, after the week you've put in!

I am so happy that you are “in” on this study. It will be wonderful to work with
you. If you do come out at Spring break, | hope there will be time for us to do our
interview. It will be so much more comfortable to do it in person, than over long distance.
But if that is not possible, we will work out another time!

Have a good week...



Fax Transmission Cover Sheet

May 3, 1996

Hello ™!

I received your package through Buffalo Air today. Thank you for sending the
materials so promptly. | will be going through them this weekend.

I' may have trouble getting into RSG for the Instructional Plan materials; our RSG is
too old (4.5; and won't open the file, Les tells me. For now, don't worry. There is enough
other material to go through for the time being. The conference materials will be interesting
for me, and | look forward to receiving them, although the actual prircipals’ stories (like
yours) are the meat of my research, and will take a great deal of my time in the next while.

The Ken Dryden book looks compelling, and I yearn to read it, but for now, there
are other interviews to transcribe and one more to plan. | suppose you'd have time this
weekend for Sergiovanni if | sent him up?? Ha!

I enjoyed the High School Conference and my time in Yellowknife thoroughly, and
know that somehow, | will have to rest up before heading back for next year's work.
Meanwhile, Intersession begins on Tuesday.

I trust that your trip south was interesting and proved useful. | will be in touch in a
few weeks' time. If you have anything you wish to correct from, or add to, our last
conversation, jot down some notes on the second transcript, or elsewhere, and send back
to me when you find time.

May Friday slide gently into a peaceful weekend for you and yours!

Mieke Cameron
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F a x Transmission Cover Sheet

June 14, 1996

Dear *,

| received your package today! One cheer for Canada Post! If you find that piece
on Educational Leadership and the Magician, it may be best to fax it to me, given the time
it takes for mail to get here. Or of course, bring it to Yellowknife when you go there. | would
appreciate it!

My course work finally over, | am trying to get my head into the thesis work. |
completed all follow-up interviews by May 20. It's been an ambitious undertaking.
Multiply our conversations and communications times seven, plus completing my course
work and well, suffice to say, | too was busy! Through the interviews | have gained a far
better perspective on what principals have to deal with across the north. Each of the
stories are unique, yet all reflect common northem realities. How the writing will actually
come off is yet to be seen, as | am currently scouring through hundreds of pages of
interview transcript. | will try to complete as much of it as | can before heading back north,
knowing the work that awaits me.

You may have heard by now that | have accepted a new professiona! challenge.
For the next two years | will be working with the Department of Education, Culture and
Employment in Helen Balanoff's position as Director of Early Childhood and School
Services. From some of our conversations, | know there is a very large task ahead. It
certainly know it cannot be done alone! In a sense, this year's work led me to applying for
the position when | was told about it, knowing some of the issues, and knowing that there
are people like yourself who have strong concerns and wishes for our students. | hope to
be able to make a difference there, given that people like you will talk to me, time and
again.

A strange letter to write, because | am still very much in research mode, and will
not take on the new job until the end of August. | know | would not have considered
moving from my loved Sir John if it hadn't been for this joumey in research with people like
you. | want to thank you again for your part in the research, and hope to do it justize.

As you know, | will be in Yellowknife June 26-July 5, and out to PCP for a day or
so. Can we plan to get together for a few hours? | would like to share the writings that are
related to you- interviews and just talk generally.

Let me know what works for you,

Mieke Cameror
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F a x Transmission Cover Sheet

June 19/96

Hello *!
RE: _ Tying up Loose ends.

The last time | called you at school, you were out at a 2-day workshop on
implementation of /nuuqatigiit. How did that go and were there new thoughts as a result of
that? ! wondered if you would be wiilling to discuss that with me tonight for a short time... |
know you must be busy getting ready to leave, but if it is at all possible, I'd appreciate 15
minutes of your time.

If you can make the time, please tell me when and where to call.

Thanks *.

Mieke



