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Abstract

This study examined the individual empowerment of students at two First Nations
schools in northern Alberta through their participation in the Accelerated Learning
Program (ALP). The program seeks to holistically enhance student achievement levels
and personal development through differentiated instruction and programming in all areas
of language arts for students in Grades 1 to 6.

This ongoing study utilized both quantitative and qualitative research
methodology in a longitudinal framework to (a) examine the efficacy of the program in
meeting some of the challenges faced by the two communities in question, in the context
of efforts to transform the locally-controlled system of education; and (b) monitor the
academic and personal growth of students by following the trajectory of their academic
and developmental progress.

Specifically, this study explored the relationship between two groups of third-
grade children’s performances on the Woodcock-Johnson Psycho-Educational Battery-
Revised (WJ-R), the Weschler Intelligence Scale for Children (WISC-III), and Alberta
Provincial Achievement tests. One group of students had been exposed to the ALP, while
the other had not. Significant interaction effects were noted for the experimental group on
scores of Broad Reading, Broad Written Language, and the Verbal Comprehension
Factor. These results provide some initial support for the use of differentiated instruction
in the ALP in helping students with learning problems. Variables such as student self
regulation during the active engagement of students as learners and student motivation

have been identified for further investigation in this ongoing research.
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CHAPTER 1

BACKGROUND

The history of educational policies that sought in one way or another to achieve
the cultural assimilation of First Nations peoples has, in turn, given birth to a series of
issues that have crippled one generation of Native children after another, including low
levels of high-school completion and overall academic achievement and stubbornly high
rates of illiteracy. Against the background of dependency, health crises, and social
violence, which often characterize life in Native communities, the challenges faced by
young people in the school setting are often further exacerbated by social ills that are
disproportionately experienced by their demographic: low self-esteem, high suicide rates,
family violence, and substance abuse issues, among others.

To many First Nations, regaining control over their community’s education
system is a first step in the attempt to address many of these problems (Cardinal, 1977;
de Waal, 1995). In the context of the long-term vision of self-determination, local control
of education has also been viewed as both a means and a manifestation of regaining
control over their social and economic future.

However, solutions often continue to elude these communities once that first step
towards local control has been taken. While seeking new ways to exert their jurisdiction,
bands often find themselves at a loss as to how to address the very issues that signalled
the failure of previous systems (Matthew & Kavanagh, 1999). One particularly
discouraging reality is that the achievement levels of Native students remain quite low. In
a recent report from the Auditor General (2000), it was suggested that if present rates of

achievement remain consistent, it will take 23 years for Native students to achieve
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2
educational parity with dominant Canadian society. Where once education was viewed as
the road to prosperity and fulfillment, there is now a sense of urgency to find solutions.
Given that youth form the largest age group of most First Nations populations, there is
growing concern that the problems that plague this demographic will go a long way in
shaping the lives of tomorrow’s communities.

As Barman, Hébert, and McCaskill. (1987) wrote, First Nations who assume local
control over education in fact seek to answer two general questions. First, what must the
community do to create a ‘quality’ system of education? And second, given the extent to
which the Native experience of the failure of education institutions to meet their needs
has been linked to disempowerment and dependency on external agencies, how will that
community define what is Native about their Native education system? In other words,
how will they create a system of education that helps to build the community into a
viable, fulfilling place to live—where band members can survive and prosper in relation
to the outlying socioeconomic milien, and where they can do so on the community’s own

terms as a First Nations people?

The Setting
My interest in student and community empowerment through education emerged
from my four-year experience with the Accelerated Learning Program (ALP) in several
First Nations community schools in northern Alberta.
The school under study adopted the program soon after the band assumed
jurisdiction over education in 1995. This school receives students from the three member
communities that comprise the band, and also from the Métis settlement bordering the

community. In 1996 the population on reserve was estimated at 805 by Census Canada
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(INAC, 1996, p. 2). The cultural background of the majority of students is Cree, and a
minority come from Métis families. Because Cree is the language most often spoken at
home, many students are learning English as a second language when they arrive at
school.

The special needs present among this population are diverse and complex. There
has been no systematic attempt to quantify the special needs present in this community,
and the description that follows emerges from available reports, discussion with key
informants, and a current list of students with provincial/federal codes for special needs.
Special needs present among this student population include children with general
learning difficulties (which may or may not be associated with a discernible learning
disability), emotional difficulties, speech/language impairments, and symptoms
associated with fgtal alcohol syndrome/fetal alcohol effects.

Prior to the introduction of the intervention, the experimental school’s Provincial
Achievement Test results indicated that average achievement levels were quite low: In
the academic year 1997/1998, only 20% of students had achieved at an acceptable
standard on the total test at grade. In the academic year 2000/2001, 80.4% of students had
achieved at an acceptable standard on the total test. Furthermore, attrition rates among the
approximately 200 students at the school had been consistently high since the takeover,
and the school had yet to produce a high school graduate.

In this light, the Accelerated Learning Program was adopted as part of the
community’s attempt to address several fundamental issues that impeded their ability to

meet their two main goals in education:
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e to enhance student achievement to the point of being able to retain students
until high school completion; and
e to effectively meet the special needs present among its students.
The purpose of the remainder of this section is to provide a historical context for
the manner in which the Accelerated Learning Program was adopted and developed by
this community. The information presented herein emerged from background research

and discussions held early in the research session.

Local Education in an Historical Perspective

In 1989 the petition from a subsection of a northern Albertan band was granted by
the federal government, allowing the group of some 300 persons to form its own band on
a neighbouring parcel of land. With the successful settlement of a separate land claim
towards the end of 1990, the band received title to approximately 16,000 square hectares
in the Peace River region, a high-traffic area of a variety of families and businesses that
would come to support almost three quarters of the band’s burgeoning membership. With
the settlement as a foundation, the band found itself able to take steps towards self-
government. Over the next few years, the community would assume legal and financial
jurisdiction over its health services, social services, policing, economic development,
community administration, and education.

Characteristic of the time, the decision to take over jurisdiction in education was
marked by hope, anxiety, and trepidation. The relationship between local First Nations
and the Northland School Division No. 61, the provincial school board that held current
jurisdiction, had been a long and complicated one. A lack of faith in Northland’s ability

to deliver a quality education had resulted in the transfer of jurisdiction several times
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between the province and First Nation in question. To many parents, the system seemed
too distant and unwieldy to effectively address their concerns. With social passing and
low levels of student achievement a stubborn reality, Northland seemed unable to prepare
students to meet the challenges of adult life or the needs of their community. Many began
to wonder whether a community-driven school would be better able to address the needs
of their children.

Faced with the growing number of its school-age population, the band regained
control over local education services a mere five years after its own establishment as a
distinct political and social entity. Although the band had planned to assume control
gradually over a five-year period, allowing time for the community’s infrastructure to
take shape, the process was condensed into the space of a year at the government’s
insistence. Against this deadline, an interim school board was quickly organized to
oversee the construction of a new school and the development of a managerial
infrastructure. In September 1995 a K-12 community school opened its doors on the main
reserve of the band in question.

The band’s first challenge was to face the task of fashioning a new system able to
meet the needs of an evolving and complex society. From 1989 onwards, the region
surrounding the community was witness to én influx of new or returning individuals and
families with varying claims to band membership. Questions of political representation
were brought with the need for the band to articulate the nature of its relationship with its
Meétis neighbours, as well as to both status and nonstatus members of its own growing

numbers. In response to these issues, the interim board soon gave way to an inclusive
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school board made up of elected representatives of the three communities that made up
the band and a fourth seat reserved for a representative of the Métis settlement nearby.

In the short and hectic space of time during which the inherited system needed to
be modified or recreated completely, many of the issues that had troubled Northland were
suddenly left on the laps of people who, for the most part, had little direct experience in
the management, let alone creation, of a system of education. Endemic problems that
were a cause for concern not only locally, but also nationwide, needed to be addressed:
from low achievement and high dropout rates, to a culturally unresponsive curriculum
and school system.

Beyond the vague notions embodied in the band’s mission statement, however,
there was clearly no consensus on the path that local education should pursue. Study
participants for the most part indicated that they thought education to be important for the
future of both their children and the community. In response to a survey issued by the
Band Council on the topic of forest management, for example, the largest group of
respondents (27%) answered that revenue from the harvesting of natural resources would
be best put to use in education, with the next largest (19%) group suggesting economic
development. Illustrating the role of band-run schools in community efforts to redefine
themselves, several participants of this study suggested that the school curriculum should
be changed to reflect the culture and future needs of the community. The importance of
communities having control over what their children learn, one participant declared, lies
in the fact that they know what they will become. However, a second, more skeptical
participant also queried, “Do [parents] really know what they’re capable of becoming? Is

the vision there? Is the belief that they can be more there?”
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The development of a coherent vision for local education has been hampered by
several factors, most centring on the fact that the band is still very much in the process of
becoming a “community.” Participants agreed that relationships among community
members were generally stronger in the past and suggested that individuals were more
likely to look towards one another for support, because it was that much more difficult to
maintain a family while pursuing a more “traditional” lifestyle. There is also a sense that
internal family relationships were stronger in the past. Parents were believed to be more
accountable to their children in the past, children in turn being brought up to show more
respect to their families and elders in general. Certain participants also referred to a
collective sense of responsibility for raising children that extended beyond the family, to
the community in general, a sense that they no longer see present among community
members.

Today, in contrast, there is a high degree of dissension and division among
community members, and few people were willing to say that things are improving. Most
participants referred to the historical movement of new families into the area, particularly
citing a vast movement during the late 1960s and then again during the formation of the
band in the late 1980s. Despite the fact that all families have historical roots in the area to
some degree, there is still a strong sense that certain families belong to the community,
and others do not.

A third factor contributing to the lack of consensual vision for education is that
there is no one “typical” educational experience here. Members of the community who
participated in the study, whether as parents or board members or teaching assistants,

come from markedly different backgrounds, and their experiences with education are
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quite diverse. To begin with, the range of education completed by the study participants
was vast. The typical level of education completed by parents of ALP students who
participated was Grade 9. Census data from this band collected in 1996 indicate that 41%
of the population hold less than a Grade 9 education, with 21% holding between Grade 9
and 12 (INAC, 1996, p. 1).

The variety of educational experiences was most apparent among the population
of parent informants. Participants over 30 years of age most often indicated that they had
stopped attending school by Grade 8, the highest grade offered on-reserve until more
recent times. Members of this subgroup relayed a common story of attempting to
continue their schooling by leaving their family to move to Peace River for the school
year; often having to quit and return home once the distance from their family and the
alienation of being alone in an urban setting proved to be too much. On the other hand, a
handful of participants have, in fact, left the reserve for some period of time to attend
college or university, having returned after successfully completing programs in a variety
of disciplines. Further yet, several older informants relayed stories of attending
residential schools. However, unlike the negative accounts often recounted in the media,
their experiences were for the most part remembered as positive ones. These participants
remembered there being more discipline and respect taught to students in the residential
setting, and in some cases they commented that students seemed to learn more of the
basic skills they would need for adult life than students do today.

A final factor can be identified as contributing to the community’s difficulty in
articulating a common vision for education. Due to an influx of people with different life

experiences and goals and to a rapidly changing economic base, it is difficult to identify a
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general lifestyle that connects individuals in the community. As many factors as there are
present in daily life to unify people, there are as many more that seem to work to divide
community members. For many informants, language is a site of identity formation.
According to the 1996 Census, 57.1% of band members counted an Aboriginal language
(Cree) as their mother tongue, whereas 41.3% indicated English as their primary tongue.
In the latter subsection, 61.9% indicated that they had some knowledge of an Aboriginal
language (INAC, 1996, p. 1). Given the considerable discrepancies in the place of Cree in
the lives of different families, the place of this language in the band’s long-term vision of
education has yet to be decided. This was reflected in discussion with parents and other
key informants from community. Opinions were quite varied on the question of the role
that the school should occupy in the instruction of Native culture and language. Not all
parents involved in the study were in favour of incorporating Native culture into the
school curriculum, because they considered it to be an impediment to their children’s
ability to succeed in learning to read and write in English. Further, for many non-Cree
teachers, although they accept that the retention of Cree is important to instilling a
positive sense of self in the students, there was a sense that it is still something that they
“are up against” in the effort to teach them English language arts. Many participants
suggested that school is an unnatural and inappropriate forum for teaching culture and
that it is the responsibility of a child’s family to socialize the children into a given
language and way of life. In general, most participants in the study were of the opinion
that working towards higher levels of success with a curriculum that prepares students for
a successful adult life is more important than the effort to maintain a culture that has little

current connection with the job market. Although a seemingly prevalent idea, however,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



10
these views are in stark contrast to current research that has indicated that Native students
who have a firm backing in their home culture and language are more likely to have
higher rates of achievement, educational success, and positive self-concept than those
who do not (Deyhle & Swisher, 1997).

Conflicts of this nature are at the heart of the community’s growing pains and,
illustrating how band-run schools are often the site of community building, filter
naturally into the daily running and broader development of the school itself (Calliou,
1993). Nonetheless, the community (like its school) is very much a “work in progress,”
and they are justified in showing pride in the achievements that the school, as a band-run

school, has secured to date.

A Local Manifestation of the Accelerated Learning Program

The Accelerated Learning Program (ALP) was introduced during the 1998-1999
school year to provide a consistent framework for addressing the twin concerns of
achievement and special needs at this school. During the 1999-2000 school year, a total
of 53 students took part in the program for at least four months, of whom 47 were
interviewed for this study.

Program staff includes two coordinators, one of whom has been involved in the
program since it commenced in 1998, and four teacher assistants. Due to the high number
of students involved in the program, all staff members act as instructors. During the
1998-1999 school year, ALP accommodated 42 students; and in the 1999-2000 school
year, the program included 53 students.

The program is housed in a resource room made up of two rooms divided by a

collapsible wall in the centre of the school. Each instructor normally works with each of
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group around a table and work space set off from the others by dividers. The ALP
program runs during the first four blocks of each school day, with additional time set
aside for ALP staff meetings, workshops, and additional individualized tutorials. During
the afternoon, teacher assistants typically assist a particular classroom, and the ALP

coordinators spend time team teaching or planning.
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CHAPTER 2
SPECIAL NEEDS AND THE PROMISE OF ACCELERATION IN THE
TRANSFORMATION OF FIRST NATIONS SCHOOLS:

A REVIEVW OF THE LITERATURE

At one time the attainment of self-determination by First Nations was expected to
signal the “rebirth of Canada’s Indians”: a period of healing and renewal in which First
Nations societies would finally obtain the means to address the many social and cultural
ills that had immersed one generation after another into a cycle of dependency, poverty,
and social violence (Cardinal, 1977). As one First Nation after another chose to reclaim
control over the education of their young people, it was expected that such an act would
represent a first step in disbanding the historical association between education and
cultural assimilation, social dissolution, and dependency (King, 1987; Longboat, 1987).
Education would then represent a vehicle through which First Nations would be able to
determine the course of their social development.

The past two decades of landmark court decisions, treaty settlements, and
agreements have proven these sentiments to have been somewhat overly optimistic. First
Nations schools find themselves struggling with many of the same issues that
characterized previous systems of education. They witness a high number of students
with multiple and interrelated, but often diverse, special needs. Student achievement and
success at school remain limited to a small proportion of student populations, and dropout
rates continue to soar. Perhaps most distressing, the challenges faced by young people in
the school setting remain exacerbated by a series of social strains disproportionately

experienced by their demographic sector: low self-esteem, high rates of social and family

12
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violence, and substance-abuse issues, among others. Given the complexity of the issues at
hand, and without the benefit of experience in the management, let alone creation, of an
education system, bands are often uncertain as to how to address the special needs that
their children face. Against this backdrop, many of the ideals underlying the movement
towards self-determination may seem futile and out of place.

Although the dilemmas faced by First Nations are unique to their respective
histories and current circumstances, many more challenges resonate with the experience
of Canadian education as a whole. Like non-Native schools struggling to become
“inclusive” in their treatment of exceptional students, First Nations schools face the
challenge of creating an approach to the child that takes into account the whole self: “The
child is a total being, and those who work with children must never lose sight of the
child’s basic life components: physical, mental, social, emotional, and spiritual” (McKay
& McKay, 1987, p. 64). Schools are becoming aware that their efforts to address special
needs and low achievement in general must be responsive to the many elements that
shape children’s ability to learn, many of which extend beyond basic skill learning and
academic performance.

Further, the ideals that underlie the drive for self-determination in fact remain
quite critical to the success of First Nations schools, because they provide often the only
consistent source of direction and long-term perspective. By definition, local control
refers to the attainment of autonomy in political, administrative, financial, personnel, and
curricular matters (Barman et al., 1987, p. 9). The concept can alsc be extended to refer
to the ability of a particular school to meet the needs of a particular community and First

Nation. Barman et al. wrote that band-run schools must endeavour to answer two central
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questions: “How will they bring about a system that can deliver a quality education?” and
“What is essentially ‘Indian’ about Indian education [in the eyes of a given
community]?” (p. 7). Schools must seek to offer a brand of education that allows children
to become truly “bicultural” in outlook and capability. Although at one level education
must facilitate students’ capacity to attain an adequate standard of living and to reap the
benefits of participation in national society and economy; it must also facilitate their
development as citizens of their First Nation by inducting them into a common culture of
values, institutions, priorities, and worldview (Barman et al., 1987). The question of how
these goals figure into the practicalities of locally controlled schools, however, remains
largely unanswered.

This review examines this sequence of ideas as it has been developed through
recent literature on Native Studies, cognitive and educational psychology, and
educational reform. To begin, the recent history of Native education in Canada leading to
the movement towards self-determination is reviewed, with an emphasis on the
experience of Alberta First Nations. Themes related to the particular challenges faced by
schools under local control are discussed. Second, the movement of reform within special
education over the past two decades in North America is reviewed, highlighting the
literature on inclusion and school-based reform. This discussion continues in the
following section by a review of current literature on modes of instruction that seek to
address the ‘whole child’ in an inclusive setting; namely, cognitive and metacognitive
instruction. Finally, the literature on one successful mode of intervention, acceleration, is

reviewed.
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Native Education, Special Needs, and the Challenge of Local Control

Who cares what happened in 14927 I want to know what happened to Indians in
1492. Curriculum at the early stages was important. . . . We have the control now;
we can look at things, look at areas that we could implement that we never had
the opportunity to do when the school division was running the school. We don’t
need to have a social program that just teaches our kids about other cultures, other
heritages; I said we can teach our own now. (de Waal, 1995, p. 65)

Many First Nations are in the process of reclaiming authority over their children’s
education in “unique, locally responsive forms of sovereignty” (Calliou, 1993, p. 27). For
many communities, local control of education has become both a goal in the drive
towards and a means through which self-determination and the creation of healthy, viable
communities will be achieved (Assembly of First Nations, 1990; Royal Commission on
Aboriginal Peoples, 1996). Although First Nations students are still more likely to be “at
risk” for educational failure than are other Canadian students, “great strides have been
taken by Indian people to take control of the system of education (and other institutions)
that affect their future” (Deyhle & Swisher, 1997, p. 115).

State provisions for the education of First Nations students has been an integral
element of the special relationship that exists between First Nations and the federal
government, as set out in treaties and legislation. For as long as it has been driven by
government policy, however, the education of First Nations children has been
qualitatively different from that developed for other children and an experience most
often associated with social dissolution and failure. Consistently neglecting the needs and
aspirations of the people in question, Native education policy has typically been shaped
by the goals of Euro-Canadian society as it attempts to set the tone of its relationship with

Native peoples (Cardinal, 1977; Deyhle & Swisher, 1997; Matthew & Kavanagh, 1999).
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First Nations are still attempting to come to terms with the experience of a system
founded on the goal of effecting their assimilation into Euro-Canadian society, a legacy
which manifests in stubbornly high rates of illiteracy and low rates of school attendance,
graduation, and educational accomplishment overall (Auditor General, 2000; Brookes,
1991). Whether in federal, provincial, or band-run schools, many students do not
currently leave school equipped to function in the adult world of the reserve or urban
centre, acquiring “neither the credentials for jobs in the mainstream economy nor a
grounding in their languages and culture” (Royal Commission on Aboriginal Peoples,
1996). In a rude parody of the “circle of well-being” that has been depicted by the
Canadian state as the foundation of healthy, self-governing communities, educational
success remains at the mercy of a series of crippling social realities that pervade life for
Native youth: the loss of cultural self-esteem and racism; violence at home and within
peer groups; suicide; substance abuse; trouble with the law; endemic health problems,
with particularly high rates of diabetes and long-term physical disabilities; substandard
housing, unclean water; and other risks to health (Auditor General, 2000; Royal
Commission on Aboriginal Peoples, 1996).

The first section of the review examines the historical factors that have placed
Native students at risk for academic failure. Current literature illustrating the impact of
Native education policy on First Nations schools in Canada is examined. The efforts of
First Nations in Alberta to offset this legacy through the attainment of local control in
education is reviewed, with particular attention paid to the relationship of autonomy in

education to collective empowerment. Finally, the review examines some of the
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challenges that have faced First Nations communities who are in the process of recreating

local education, with particular attention to special needs.

A Summary of Native Education Policy

The earliest examples of intervention in the education of Native children extend
through a context of settlement, trade, and exploration, and various examples of a
mutually beneficial coexistence between Native and European societies. Even during the
period of Native-White relations that predated the assimilationist policies of the Canadian
state, Native education was intimately linked to the assimilation of First Nations into
settler society. Assuming that Native cultures were destined to disappear, mission and
industrial schools focused their efforts on ensuring their demise through the promotion of
segregation, the abandonment of Native languages and cultural practices, and conversion
to Christianity. Education became increasingly linked to the physical or regulatory
control of Native populations; the direct result of a desire to increase settler access to the
land and resources in the western regions already populated by First Nations peoples
(Brookes, 1991; Burns, 1995; INAC, 2000; Matthew & Kavanagh, 1999).

The education of children amongst First Nations cultures prior to these incursions
would have been markedly different from that offered by settler society. Matthew and
Kavanagh (1999) described “traditional” education as embedded in a local way of life,
“natural, holistic, informal and community based” (p. 3). Through a variety of
experiences, children would be given the skills, knowledge, values, and beliefs that they
would need in order to function effectively within the family and community. As state
interference in childrearing increased, however, children became increasingly separated

from their families and communities (Brookes, 1991; Burns, 1995; de Waal, 1995; INAC,
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2000; Matthew & Kavanagh, 1999). Native education throughout the 19™ and early 20"
centuries was largely characterized by isolation and, ultimately, the social disintegration
in First Nations societies (Goddard, 1993; Indian Chiefs of Alberta, 1972).

As jurisdiction for Indian affairs was handed from Church to military to colonial
government, education remained at the fore of policies intended to address what had
become identified as the “Indian problem™: a widening social and economic gap between
Indian and non-Indian society, and the general persistence of Native cultures (Brookes,
1991; Royal Commission on Aboriginal Peoples, 1996). Throughout the 1950s and
1960s, the government’s plan to address the “problem” was formally articulated in
policies aimed at advancing the integration of Native people into dominant society
(Burns, 1995; Cardinal, 1977). In 1969 the government issued a statement outlining its
position on issues related to Native sovereignty, including education, which came to be
known as the White Paper. Although acknowledging that First Nations people had a
particularly complex series of social problems with which to contend, it argued that they
should be treated no differently than other Canadians and issued a de facto renewed call
for their assimilation into Euro-Canadian society. The paper recognized the imbalance of
educational opportunity that confronted Indian children and proposed that Indian children
no longer be treated as wards of the state, but as citizens of the province (de Waal, 1995;
Goddard, 1993).

To this end, Indian and Northern Affairs Canada entered into formal agreements
to transfer responsibility for Native education to the provinces. By providing equal
opportunity for Native children within the regular public school system, it was reasoned,

the government was providing them with the same chances of success in their adult life
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as members of Euro-Canadian society had. However, it was also thought that
involvement in public schools would do more to encourage the absorption of Native
students into dominant society than a segregated education in which the students’ parents
were still a major influence. Interpreted as an attempt by the government to dodge its
responsibility for providing educational services, the action enraged many First Nations
(Brookes, 1991; Canadian Education Association, 1984). Nonetheless, by the late 1960s
the process of closing down state-funded residential schools was completed, and most
children reaching high-school level were bussed out to nearby public or separate schools
(Brookes, 1991).

The rate of Native student success continued to be as abysmal under provincial as
it had been under federal jurisdiction. Dropout rates climbed to higher than 90% in some
areas during the first decade of integration (Cardinal, 1977). A report examining the
efficacy of the policy suggested that Indian students were performing on average at least
10 months behind their non-Indian classmates of the same age (Hawthorn, 1967). In
northern Alberta the Northland School Division was established in 1960 to provide
educational services designed to meet the demands of the northern region of the province,
with its remote, scattered settlements and sparse population (Alberta Education, 1982,
1996). Many parents were disturbed to discover that their children had been passed into
subsequent grades even when they had not mastered the current grade curriculum,
reflecting Northland’s policy of “social passing” for Native students (Alberta Education,
1982, 1996).

Similar to earlier periods of intervention, little thought had been put into the

impact of isolating students from their family and communities on their education. At
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school, rifts in cultural outlook often proved difficult for students and teaching staff to
overcome, rifts that would surface in conflicts over issues such as personal autonomy,
time, and schedules. The experience of alienation and the lack of support for their
developing identity as Native Canadians proved to be a residual effect of the period of
residential schools. Despite the official abandonment of assimilationist policies, public
schools failed to accommodate, let alone foster, Native culture and identity within
curriculum. For this reason, many authors have argued that the distinction between
“integration” and “assimilation” from a policy standpoint was negligible (Brookes, 1991;
Cardinal, 1977).

Furthermore, the impact of the removal of their young on the survival of Native
communities in the long run was of little concern to policy makers (Alberta Education,
1982; Goddard, 1993; Indian Chiefs of Alberta, 1972). A contemporary writer described
the generation gap that grew as children were forced to leave home in their most
formative years: “[Parents] sent them off, hopefully to receive the best education
possible, and the next contact they had with the children was when they dropped out of
school” (Cardinal, 1977, p. 194; cf. Alberta. Task Force on Intercultural Education, 1972,
pp. 79-92). Nonetheless, assimilation was “completed” for very few Natives.

Instead, by the 1970s widespread dissatisfaction with the education that their
children were receiving, astute leadership and organization at the grassroots level
coalesced into a forceful call for the building of school facilities on reserve. With the
eruption of a series of stand-offs between Native activists and government authorities,
Native education came to the foreground of national awareness (Cardinal, 1977). The

year 1972 became a watershed year in Native-White relations in Canada with the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



21
publication by the National Indian Brotherhood (the former designation of the Assembly
of First Nations) of the paper Indian Control of Indian Education, a response to the White
Paper (Matthew & Kavanagh, 1999). The statement represented the first call for the
return of jurisdiction over education to Native people. The paper also went a step further
by calling for a reconceptualization of education based on the philosophies, values, and
rights of First Nations people and proposed the creation of school structures, curricula
and decision-making arrangements more in tune with the culture, needs, and aspirations
of Native communities.

During the same year the association of the Indian Chiefs of Alberta issued its
response to the White Paper, formerly entitled Citizens Plus, a statement that came to be
known as the Red Paper. The statement also called for the devolution of control over
education to First Nations, but deliberately placed the demand in the context of a
discussion on Aboriginal rights and self-government (Indian Chiefs of Alberta, 1972). It
articulated an appeal for the recognition of the right to equal opportunity in education,
inherent in the notion of Aboriginal rights as set out in the body of treaties and
agreements between First Nations and settler society. “Our education is not a welfare
system. We have free education as a treaty right because we had paid in advance for our
education by surrendering our lands” (p. 14). The paper also recognized the substandard
levels of education that characterized the younger people of Native societies and
deliberately drew a connection between that reality and the discrimination that marked
the experience of Native children in the mainstream education system. Implicit to the Red

Paper was the idea that self-determination in education would be a first step in
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addressing this state of affairs, as well as the pervasive poverty and social stégnation that
characterized life in most First Nations communities.

The paper drew explicit connections between the empowerment of the individual
and the collective empowerment of the First Nation in question. For the first time, the
provision of services for students with special needs, those attempting to “come to grips
with the technical and learning problems of self-development and language learning,”
was proposed (Indian Chiefs of Alberta, 1972, p. 63). Programming for exceptional
students would be based on curriculum and language appropriate to each student’s
cultural context. Countering the main argument in the White Paper, the Red Paper
asserted that Indian control over education should preserve the uniqueness of First
Nations cultures, not dissolve it. In this manner, “collective empowerment” was
presented as closely tied to the discovery of the self through individual development and
a reappraisal of collective culture, language, and historical experiences (Burns, 1995;
Calliou, 1993).

The federal government formally accepted the basic goals of the NIB paper in
1973, and in so doing issued in a new era in Native education policy (Canadian Education
Association, 1984; Matthew & Kavanagh, 1999). Responding to the onslaught of
criticism, Indian and Northern Affairs Canada redefined its mandate to meet three goals:
(a) to assist First Nations in having access to appropriate educational programs and
services,; (b) to assist First Nations in maintaining their cultural identity in this context,
and (c) to assist them in developing occupational opportunities consistent with local
needs and aspirations (Auditor General, 2000). The federal government adopted a series

of policies that supported the “cultural development” of Native peoples and commenced
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to fund community- or regional-based initiatives aimed at reviving or maintaining a
variety of cultural forms (e.g., language, artistic creations, hunting; King, 1987). The
Alberta government, for example, began to examine the standard material used in
provincial curriculum in light of its applicability for use with Native students and to
consider how to establish curriculum that included Native languages, culture, and history
(Canadian Education Association, 1984).

Native representation in education decision making was also a priority for redress.
Alberta Education (the provincial ministry of education) responded to the events of the
early 1970s by creating Native advisory committees on education. In northern Alberta,
despite the mandate of the Northlands School Board, Native involvement and
representation remained limited until 1983, when a bill was introduced that provided for
the election of a board of school trustees. This policy paved the way for an education
system designed in light of local priorities and goals (Canadian Education Association,
1984).

Among the varied issues examined by the Royal Commission on Aboriginal
Peoples (1996), education reform was cited as critical for the project of self-government.
Although tepid in relation to some of the Commission’s more far-reaching
recommendations, the federal government’s long-awaited response to the Commission in
1998 addressed concerns over the quality and relevance of current education for Native
people, including the effectiveness of classroom instruction, community and parental
involvement, management, and governance capacity at the local level. Government
initiatives building on the policy have, however, been largely reactive and slow in

coming. With the variety of circumstances under which devolution of control over
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education has occurred, the need to clarify the government’s role in the process remains a
problem (Auditor General, 2000).

Despite the hope that characterized the devolution of educational jurisdiction to
First Nations, local dissatisfaction with band-run schools is prevalent (Canadian
Education Association, 1984; de Waal, 1995). Native control over education is
considered by many to be a hollow victory under the direction of discredited Aboriginal
leadership, with the federal government continuing to hold legal and financial reins
(Burns, 1995). Stakeholders in many communities remain frustrated with the slow rate of
improvement in students’ ability to succeed in school. Many communities also remain
acutely aware of the multiple elements of the school system that have changed very little,
despite the potential advances that were promised with self-determination rhetoric
(de Waal, 1995). Goddard (1993) even went so far as to say that the “experiment” of
band-controlled schools has, in the end, done little to control the unnecessarily high
“wastage of human potential” and proposed that bands relinquish the attempt to develop
viable education on-reserve and enter into full educational partnerships with provincial
school boards (pp. 166-167).

The following section reviews research on the challenges that First Nations have
faced upon taking over control of education from the government. The relation of issues
with which Native educators contend to factors stemming from the policy reviewed

above is described.
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Local Control of Education and Self-Determination

Local control of education has often been considered by First Nations to be both a
mode and a celebration of educational autonomy, “an epiphany leading toward the
reclamation of an authentic cultural environment grounded in a worthwhile education
framework” (Koens, 1989, p. 37). “Self-determination” in this cbntext implies that
communities have the ability to identify their own needs and then to plan ways to meet
them. It implies that First Nations communities have the right to experiment, to change
their priorities, and to allow their systems of education to develop and grow. In more
concrete terms, the concept implies that First Nations communities should be able to
control income and expenditure, to establish curricula that suit local goals and values, to
set criteria for success, and to have direct governance over their own affairs. This ideal
has failed to characterize most cases of band-controlled education, even after devolution
has occurred (Burns, 1995; Canadian Education Association, 1984; Goddard, 1993;
Koens, 1989; Paquette, 1986).

The first band-run schools were established in the early 1970s. The legal
framework for devolution may be included as a section of treaty settlements or emerge in
the context of new treaties such as the James Bay Cree & Northern Québec Act (1975)
and the Sechelt Self-Government Agreement (Canadian Education Association , 1984;
Matthew & Kavanagh, 1999). Currently, band and tribal councils typically operate
independent elementary and secondary schools on reserve, managed by band education
authorities or school boards that may be appointed by a band council or elected by

community members (Paquette, 1986, p. 5).
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Although “local control” is appealing to many communities and a concept that is
used variably as a political slogan or as grounds of power manipulation in the local
setting, it is also very difficult to bring about under existing law governing public schools
(King, 1987). Bands often have little direct experience in terms of management or
education per se, and little is usually done to prepare them to assume the responsibilities
associated with running a school system (Canadian Education Association, 1984). The
literature on Native education has revealed a common series of challenges experienced by
bands that opt to assume full control of their education system. These issues range from
the short to long term, from issues related to devolution to more pervasive problems that
have characterized Native education for decades.

In a review of literature on Native American education by Deyhle and Swisher
(1997), the authors examined how policy, research, and teaching styles associated with
Native education came to be founded on an ideology of deficiency. Although less
acknowledged in the contemporary political milieu, this ideology is part of the legacy of
assimilationist policy and serves to engender derogatory attitudes on issues as varied as
Native languages, parental involvement, and intelligence and achievement (Berry, 1968;
as cited in Deyhle & Swisher, 1997). These authors argued that the significance of this
ideology, even in cases of locally controlled education, is that it continues to shape
elements of school culture in a manner that makes success for Native students all the
more unattainable.

Research on local control suggests that, beyond issues engendered by the deficit
ideology, the day-to-day experiences of First Nations schools are equally shaped by the

socioeconomic factors that inform a child’s ability to succeed in school. These factors are
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complex and interrelated and may include anything from health issues, neglect, family
violence, and substance abuse, to the adequacy of housing and infrastructure and
economic development (Auditor General, 2000). The following section outlines several

of the more pervasive issues, particularly those that speak to academic success.

Achievement and the Deficit Myth

In their review of literature on Native education, Deyhle and Swisher (1997)
found that there is no other aspect of the field that has been so often addressed in research
as achievement testing, for reasons that trace the very trajectory of the discipline itself.
These authors identified several ways in which deficit ideology informs current
assessment and pedagogical practice by shaping common views of Native intelligence,
cognitive strengths and weaknesses, and learning styles.

The first manifestation of deficit ideology to inform the education of Native
children was a belief that they lacked the innate intelligence to succeed in school, at least
to the degree of success experienced by the Euro-American students. Psychological tests
of intelligence and innate ability were consistently interpreted to indicate results that
Native students achieved less than non-Native students, until the validity of using
assessments normed against a middle-class Anglo population with Native students was
questioned. Severa1 researchers also refuted the blanket assumption that Native students
were inferior in all aspects of achievement by drawing evidence of exceedingly high test
scores on visually based intelligence tests rather than tests based on verbal reason.
Nonetheless, Deyhle and Swisher (1997) suggested that even today many non-Native

education professionals remain unaware (in some cases, wilfully) of these conclusions. In
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many cases the belief that Native students are of lesser intelligence has become the basis
of a self-fulfilling prophecy (Deyhle & Swisher, 1997).

The deficit ideology has also engendered a misunderstanding of the culturally
based differential learning style purportedly possessed by Native students. Deyhle and
Swisher (1997) referred to a body of research that disputed the application of a deficit
perspective towards the home and suggested that difficulties that students experience in
school are related to the differences between the home and school cultures. At the basis
of'this discrepancy is a gap between Native and non-Native socialization or child-rearing
techniques. Cultural differences in belief, attitude, and behaviour normally shape the
communication patterns, interactional styles, and social values with which children are
inculcated well before coming to school. “In other words, the styles and methods used by
parents/caregivers determined how children learn to learn” (p. 150). The authors
suggested that a particular “Native style” of learning can be discerned among First
Nations, despite the variety of cultures in question (more than 500 different First Nations
speaking more than 200 languages) and the degree of change they have experienced since
first contact. The authors reviewed research that examined the various cultural behaviours
and dispositions in question, including learning by observation and imitation, an
egalitarian approach which adults usually use to base their relations with children, a
communication style that involves a disdain for public display and a preference for
private practice, and a preference for cooperative learning rather than scenarios that
emphasize competition and individuality (Deyhle & Swisher, 1997; cf. Byrd, 1997,

Matthew & Kavanagh, 1999).
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This literature suggested that when students finally come to school, they do so
with learning and interactional styles that may be quite different from those expected in
the classroom. “Not only are Indian students faced with learning new concepts, but they
must also become participants in a new cultural context” (Deyhle & Swisher, 1997,

p- 138). Deyhle and Swisher argued that these cultural differences are in fact strengths
that should be incorporated and capitalized upon in the classroom setting rather than
depreciated and forcibly abandoned. They suggested that those educators who come to
the classroom with this type of culturally specific information will be better equipped to
bring about practices that are more sympathetic and effective with their students,
heightening their chances for success.

However, while arguing that the cultural influences of the home result in different
learning styles in the classroom, the researchers also warned that if taken too
simplistically, this same information can be used to support the effort to define Native
students in a deficit fashion (Deyhle & Swisher, 1997). This conflict exists, they argued,
largely because the term learning styles is itself ill-defined and ambiguous. Researchers
have, in fact, followed several lines of inquiry in attempting to clearly define and quantify
the concept (Browne, 1990; Chrisjohn & Peters, 1986; Lewis, Wilson, & McLaughlin,
1992; Osborne, 1985). Some researchers focused their level of inquiry at the individual
and approached the question by identifying axes of conditions under which a given
student will be most likely to learn. Factors could include the immediate environment or
the student’s affective state, sociological factors, and physical needs (Laycock, 1980b).
Others researchers have attempted to describe learning styles as consisting of distinctive,

observable behaviours that are correlates of particular cognitive patterns. These cognitive
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styles normally describe certain inclinations along a continuum of possibilities, rather
than discrete behaviours (Browne, 1990). Still others have focused on how hemispheric
activity informs human learning and have suggested that a given hemisphere is normally
preconsciously selected to determine which hemisphere’s strategies will shape a child’s
dominant learning style. Based on the suggestion that hemispheric preference is
influenced by cultural background, some researchers have tentatively posited that Native
children exhibit right-hemisphere dominance (Browne, 1990; Koens, 1989). On the basis
of such research, several researchers have attempted to identify particular curricular
strategies that correspond to the learning style identified as particular among Native
students as a means of enhancing learning among this population (Wilgosh & Mulcahy,
1993; cf. Browne, 1990).

Chrisjohn and Peters (1986) argued that this type of research has been misused to
justify remedial, nonacademic, and nonchallenging curricula for Native students. They
suggested that the picture that such research provides of First Nations societies and
cultures is undifferentiated, reified, and essentially a stereotype. The authors illustrated
how the evidence indicating functional preference between right and left hemisphere
strategies (i.e., between Native Americans and European society, respectively) is far from
conclusive, and they warned that there are serious questions about the current state of
such research in general (Chrisjohn & Peters, 1986; Wilgosh & Mulcahy, 1993).
Chrisjohn and Peters pointed to different performance levels between members of
different classes of Euro-Canadian society itself and argued that such an observation does
not warrant the explanation that the different subgroups function in a fundamentally

different way. They concluded by suggesting that the poor academic performance of
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Native children so often used as evidence may be more convincingly explained by an
examination of sociocultural factors.

For Deyhle and Swisher (1997), the underlying issue in this discussion is that, if
the “problem” of low achievement and general academic failure is localized to Native
children, the effort to find ways to improve the situation will diminish. “Why bother to
teach Indian children things that they are not capable of learning anyhow?” (Chrisjohn &
Peters, 1989; as cited in Deyhle & Swisher, 1997, p. 152). They concluded with the
words of Kleinfeld (1988; as cited in Deyhle & Swisher, 1997), a researcher who wrote
that “good teachers always adapt to the culture of the child and the culture of the school.
Nothing is lost by using the term ‘learning style’ to denote such teaching adaptation, but
little is gained” (p. 152). The following section focuses on an issue that exemplifies both
the outcome of low achievement among First Nations students and the attitudes of

deficiency that may enhance it: the high rates of school failure among Native youth.

School Failure and the Character of Native Youth

Deyhle and Swisher (1997) found literally hundreds of studies and reports on the
issue of Native student dropouts in the context of their review. Some reports focused on
specific dropout rates, but most focused on descriptions of the “problem.” However, the
authors suggested that what is most revealing about the studies is “that few studies
actually focused on the causes of dropping out, and even fewer provided the ‘voices’ of
American Indian youth as to why they leave school” (p. 129).

In a review of the causal factors reported by Native students who have left school
before completion, Deyhle and Swisher (1997) cited several strands of commentary that

illustrate the importance of social relationships to these students. Students often declared
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that they had felt “pushed out” or rejected by teachers and administrators. In many cases
students felt that teachers did not care about them, and their comments revealed a
minimal or superficial relationship with the teacher. In several cases students responded
to their rejection by rejecting the school in turn, and others cited constant conflict with
teachers or other students as reasons for leaving.

A second strand of commentary was related to school programming. Many
suggested that the school curriculum was dull and unconnected to their lives or irrelevant
to the goals they had set for themselves upon graduation. Some students were dissuaded
from remaining in school due to being retained in a particular grade one or more times.
Still another strand of factors evolved around student life outside the classroom. Certain
studies noted a degree of peer pressure in student decisions to drop out, particularly
among female students. Others suggested economic necessity as a prime cause of
attrition, citing some students’ need to find a job or work at home due to family or
personal exigencies (e.g., teenage pregnancy; Deyhle & Swisher, 1997).

In a survey of the attitudes of Native adults towards literacy, participants listed a
variety of negative experiences and factors that had acted as a barrier to their academic
success in the past (Sawyer & Rodriguez, 1992). Several respondents who had been
brought up in more “traditional” homes referred to a mismatch between the cultures of
the home and school. Others spoke of a school system that did little to instil motivation or
a sense of self-worth in its students. Respondents identified several school mechanisms
that served to push Native people out of school with limited skills, ranging from neglect
to negative instruction. “I knew I didn’t know anything, but they still passed me. They

didn’t care because I was Indian. . . . Being forced into the Occupational Program was
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degrading. I though I was intelligent, but instead I was labelled slow” (p. 289). When
asked why they currently were not involved in a literacy program, their past experience
coloured participants’ current attitudes of indifference and bitterness.

In their review Deyhle and Swisher (1997) insisted that all students, including the
majority of Native students who do successfully complete high school, face these same
barriers, but they reminded readers that their responses to these challenges will differ.
They identified three profiles that characterize various qualities of response that students
may have to these variables: from the student who is able to adapt to the educational
system and succeed, to those who passively resist and just float through, to those who
actively resist and often make the decision to drop out.

Deyhle and Swisher (1997) suggested that the phenomenon of high rates of
attrition is the most severe and dramatic manifestation of the failure of schools to meet
the needs of First Nations students. The causes of chronic absenteeism and high dropout
rates are elusive and complex. Whereas attitudes stemming from a deficit perspective
look towards the character of Native youth, cultural barriers, parents, or the community
for answers, research dating from the 1960s has been more apt to examine the school
itself as a causal factor. This line of inquiry looks for elements of the “the social

environment of the school and the classroom . . . that [present] obstacles to learning”
(p. 125).

Culture as an Obstacle
The question of the place of Native culture in education is an issue with a long
history in the literature. Culture has been considered not only in the context of questions

related to “overtly” cultural facts such as language and artistic creation, but also in
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relation to questions of the place that cultural behaviours, practices, or worldviews (i.e.,
religion and morality) should occupy in First Nations schools. The dominant attitudes of
the place of Native culture in state curriculum can be argued to have changed very little
over the years (Deyhle & Swisher, 1997). Although culture was once shunned from the
curriculum as an obstacle to student progress and success in public education, in most
school settings today it occupies a fringe >position. Some communities have made an
effort to incorporate those elements of local culture that they hold as integral to their way
of life into school curriculum, whereas still others continue to define essential education
by the state-defined criteria with which they grew up (de Waal, 1995; King, 1987; cf.
Matthew & Kavanagh, 1999).

Deyhle and Swisher (1997) reviewed a study by Fuchs and Havighurst (1972)
concerning teachers’ attitudes towards assimilation and culture in the curriculum. The
authors based their discussion on the still prevalent notion of “cultural deprivation,” a
term that surfaced in 1960s American sociology that refers to the purportedly limited
experiences of impoverished children as a cause of poor academic achievement. With this
understanding of Native culture, assimilationist policy at the state and school levels has
argued against the incorporation of Native culture into school curriculum, while
providing an excuse for the failure of those schools to meet the academic needs of Native
students (Deyhle & Swisher, 1997). Researchers found that the majority of respondents
held the “‘man of two cultures’ position, maintaining that Indians should acquire the
skills and attitudes required for success in [deminant] society, but they should also
maintain their culture” (Fuchs & Havighurst, 1972; as cited in Deyhle & Swisher, 1997,

p- 121). Native teachers who participated in this study, it should be noted, held a position
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similar to that of non-Native teachers, but were also slightly more inclined towards
assimilation.

In King’s (1987) study of a Canadian school undergoing reform after having
assumed jurisdiction for education, the school staff held a similar view of Native culture.
The staff in question had little understanding of the goals that the community held for
their school and little sympathy for the idea that what should occur at a “community
school” is “education for life in this community” (p. 48). Community education was
alternately described by King as a tool to foster knowledge of the local heritage among
students, a way to teach basic skills using community resources and cultural themes, and
any effort to revitalize a local language that is based in the community’s school.
Ultimately, King understood community education as that which produces students who
both value school and become better equipped to make decisions in life, whether they
choose as an adult to live on the reserve or to leave (King, 1987). However, several
teachers “asserted that, as long as the majority of the grade 1 children were ‘failing,’ it
was a disservice to them to take time to introduce ‘cultural studies’” (p. 47).

However, as Deyhle and Swisher (1997) argued, the majority of current studies on
the subject have suggested a contradictory position: that knowledge of Native languages
and culture is actually a positive correlate to academic achievement and success at
school. In a review of studies examining school success and culture among Navajo
students, for example, the authors found that students from strongly “traditional” homes
were more likely to complete school successfully than were those who characterized their
homes as more “modern.” Students who identified their families as “moderately”

traditional, yet having adopted certain Anglo customs, were more likely to be college
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bound than those from either traditional or acculturated families. Further, in a review of
literature on the impact of first language and cultural component to the curriculum, the
reviewers concluded that students’ first language was not so much a determinant to their
success in school as was the successful transition to English. These findings stand in stark
contrast to the deficit assumption that students who are more acculturated to the cultural
behaviour of the dominant society will be more successful in a school setting based on
that culture. The authors concluded, “A culturally non-responsive curriculum is a greater
threat to those whose own cultural ‘identity’ is insecure” (p. 137).

However, Deyhle and Swisher (1997) argued that these findings do not warrant
the blanket importation or substitution of Native cultural components for non-Native
elements of the curriculum or school structure. “Although the inclusion of language,
history and cultural information was important, a ‘culturally sensitive’ curriculum was
not the solution or sole key to increasing school success” (p. 137). Rather, student
success stems from a secure grounding in the ethnic identity of their family and/or
community, in addition to the support of their community and families. Socialization by
one’s family into a particular set of roles continues throughout the school years for all
children and is often just as important to the success of that child in the school domain as
is what goes on inside the school itself. For students who do succeed academically,
school (in acknowledgment of the social reality surrounding it) will have contributed to
preparing them for a role that the students see as viable and desirable for adult life. As
one participant commented in a study of women who had successfully negotiated the

school domain, “ Their success relied upon a familial commitment to their education. . . .
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Their motivation was not for individual mobility but for the good of the family, and more

generally, . . . it is an ‘investment in the community’” (Deyhle & Swisher, 1997, p. 138).

Parents as an Obstacle

Research into Native education is replete with reports of the reluctance of Native
parents to get involved with educators. These reports are full of suggestions as to the
reasons for this reluctance, but suggestions for how to remediate the situation are scant.
In a series of interviews with key members of an Alberta First Nation that had recently
assumed control over education, de Waal (1995) found that, although all participants
were adamant in their concern for parents involvement in their children’s education, few
specific suggestions for ways to remedy the situation were offered. Most suggestions that
were made were punitive in nature (e.g., responding to a lack of involvement through
fines levied on social assistance payments).

Deyhle and Swisher (1997) found that the deficit ideology that pervades the
literature on Native education extends to shape prevalent attitudes of educators of Native
students towards parental involvement. Early attitudes held that parental involvement was
a negative factor because of the detrimental effect that their influence, as bearers of
Native culture, could have on student assimilation; the less contact the parents had with
the school, the better. The authors noted a change in attitude over time, to the point that
current research has recognized the “dynamic, complex roles parents [play] in the
education of their children,” however, the extent to which this awareness been
internalized by public and locally-controlled schools is debatable (p. 123).

Obstacles to parental involvement can be understood as embedded in the power

relations that typically pervade First Nations schools (Byrd, 1997; de Waal, 1995; Deyhle
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& Swisher, 1997). Many studies point to the damaging view that many parents hold of
education, stemming from their own negative experience of school in the past. In
Canadian settings many Native peoples who are currently parents of students were among
the last to attend residential schools. Parents often consider the experiences of their own
parents with government educational agencies and remember that they were almost
completely shut out of the process of education once their children were removed to
residential or day schools (Byrd, 1997; Deyhle & Swisher, 1997; Sawyer & Rodriguez,
1992).

A study of school success in the Northland School Division of northern Alberta
identified two main reasons for a low level of parental support among its schools. First,
Native people who are still involved in maintaining a somewhat “traditional” lifestyle
(evolving around hunting, fishing, and trapping) may regard public education as of
peripheral importance, given the demands of their lifestyle, which require a different set
of skills. Second, the research team reported that parents to whom they had spoken felt
alienated from schools for a variety of reasons grounded in personal experience. Some
felt that education had been imposed on them by external forces, and others referred to
bad memories of their experience with mission or day schools. Further, although relations
with the Northland School division have improved since its introduction into Native
communities, to a large extent decisions about education continue to be made by an
estranged and far-away bureaucracy. Finally, participants in the study suggested a lack of
trust in teachers hired by the school board, stemming from the fact that many, particularly
those knew to the system, teach their children while knowing very little about the

community’s way of life (Alberta Education, 1996).
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Byrd (1997) sat in conversation with Native educators from the American
southwest to discuss special needs and Native education. Participants commented on the
difficulty that schools experience in attempting to bring parents of exceptional students in
to participate in special education programming. They discussed the holistic, matter-of-
fact way that children with special needs would be accommodated and cared for in the
“traditional” community, how First Nations have traditionally been able to identify and
address such challenges faced by their individual members. They argued that this
historical fact belies the “deficit” argument in which parents are seen an obstacle to the
effort to address special needs.

However, with the removal of Native children with special needs by state
agencies, the role of parents in this respect was drastically altered. An Elder relayed the
way that the Hopi family dealt historically with the special needs of children before the

incursion of Euro-American society:

What happened was that the family, the individual in that family, the community,
and the village were cognizant of the people with special needs, but they did not
categorize them. They were always a part of, never outside of, the larger group.
(Byrd, 1997, p. 46)

However, with the transfer of control over education from parent to outside agency,
meeting special needs meant removing the child from his or her community to attend
special programs in urban institutions. Parents would have little opportunity to learn with
educators how to meet the needs of their children.

Research points to a lack of trust that exists between parents and schools,
particularly those run by agencies and personnel external to their community. “They need
to gain trust from these parents and let them know that they are looking out for the child’s

best interest” (Byrd, 1997, p. 44). Participants in Byrd’s conversation suggested that first
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steps in enhancing parental participation in the schools must involve reminding parents of
the significance of the role that they could play in their children’s education and of the
strengths and resources they have available to offer in the endeavour. These testimonials
illustrate the resource that educators may find in Native parents and communities as they
seek to find holistic approaches to dealing with special needs. “You educate the
individual, empower the family and community and build the capacity [to deal with
special needs] into the community. We have made our people dependent on a system of

care. That should not continue” (p. 51).

Teachers and Role Shock

Deyhle and Swisher (1997) documented the change in direction of Native
education research from where the “problem” of Indian education was located in the
students to where causal factors are located in the school. Identifying factors from the
high rate of teacher turnover to a lack of understanding of Native students and the
challenges they face to a lack of empathy towards Native culture, the authors argued that
teachers and schools are in fact part of the problem.

Despite the goals of the self-determination movement, the number of Native
and/or local teachers teaching in on-reserve schools remains quite low, and the mainstay
of staff remains non-Native teachers. Taylor (1995) wrote that 90% of Native children in
Canada will be taught by a non-Native teacher at some point in their lives, with many of
them receiving the majority of their education from non-Native teachers. However,
support directed at non-Native teachers in this setting to direct them through what is by
all accounts a professional and personal experience very different from what they would

encounter in a public school is often lacking (de Waal, 1995; Deyhle & Swisher, 1997;
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Taylor, 1995). Although many of the goals that a given community holds for its children
in local education are left for teachers to implement and fulfill, schools often make little
attempt to communicate the role that it wants incoming non-Native teachers to play.

Taylor (1995) argued that few teachers in a Native setting are sure of their role
both in- and outside of the school. Most see their place at the reserve school as temporary
or as an early steppingstone at the beginning of their career. The majority experience
some degree of culture shock soon after arriving in their communities, and this shock
often shapes their outlook and actions both in school and in the community. Taylor
identified several reactions to culture shock that the individual may have, including
escape (avoiding the local community as much as possible by creating an ‘alternative’
community of outsiders); confrontation (i.e., complaint sessions); and encapsulation, or
the creation of a “cultural bubble” in which ignorance about local cultural and social
norms is at best maintained, and at worst celebrated. This isolation often ends up
perpetuating teachers’ sense of “the way that things should be” in school and personal
relations, while contributing to the poor communication and strained relations between
school and community.

Few teachers become active participants in the daily lives of their communities,
although such interaction could potentially provide them with an understanding of how
that community and its students view the role of teachers (Byrd, 1997; Taylor, 1995). A
speaker in Byrd’s conversation also addressed this issue when she indicated that teachers
often neglect to attempt to become members of the community in which they teach, even
if they have lived there for up to several years. Such an effort has its own rewards, one of

which is the development of relationships that must be the first step in healing relations
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between the schools and communities. “It is very important not only to understand the
environment but also to participate in it, socializing with people after hours. . . . If you are
going to be friendly with me at school or at your business, I expect the same after hours
too” (Byrd, 1997, p. 50).

However, Taylor (1995) argued that the problem lies not with teachers’
commitment to the communities in question, but rather to their perception of their roles
as teachers. The role of teachers in the First Nations setting is qualitatively different and,
he argued, more complex than that of a teacher in the city. While contending with a
different culture, set of values, and behavioural norms, teachers must find ways to assist
students who are most likely coping with a social reality much more severe than what
would usually have been encountered by non-Native teaching staff. Additionally,
students must often learn to cope with a general lack of resources and an unstable
teaching population. Nonetheless, teachers often import without reflection what they
understand to be the role of teachers in a city or large community to the community in
which they have found themselves. This role may be school-centred, where involvement
and social interaction with students outside the classroom is not expected (Taylor, 1995).

King based his 1987 article on the concept of role shock, referring to the
phenomenon of anxiety, stress, and generalized personal trauma that is associated with
entry into new cultural systems. Role shock differs from culture shock (i.e., personal
anxiety as a result of a poor understanding of the configurations of behaviours and values
which one finds in a new situation) in that it speaks to a cumulative set of frustrations and
escalating stress that occurs when “an individual accepts a status with a feeling of

assurance that he/she can provide appropriate role behaviours, only to discover that
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others in the social situation do not accept those role behaviours as appropriate” (p. 44).
King used the concept to analyze the reaction of teachers in a First Nations school in
which the community in question had recently assumed control over education. Role
shock for the staff came with the realization that they were unable to respond to
community expectations for a “new, rational school pattern” because they had little
conception of what vision the community held for the school and, consequently, little
conception of what role they were expected to play. King argued that the need for
structure and status-role security throughout the transition process is paramount to its

SUCCESS:

Without a firm ideological consensus . . . or explicitly defined role expectations,
.. . autonomous local control means that someone or some group within each
community must define new statuses and appropriate role behaviours which, in at
least some important areas, means making decisions affecting the lives of others.

(. 61)

The impact of the rift between teachers and their community on students can be
extensive. Students are easily able to pick up on negative or even neutral feelings that a
teacher may harbour towards their community, parents, and/or culture. This awareness
will often corrode the relationship of trust between teacher and student that is necessary
for learning. “The student’s self-image, perception of Native/non-Native interaction, and
chance of graduating will all be influenced by their non-Native teachers” (Taylor, 1995,
p. 224).

Deyhle and Swisher (1997) warned against assuming that cultural differences are
by themselves the cause of the academic difficulties that students experiencé without
considering the impact that power relations may have. They argued that “what teachers

do to students—how power relations are negotiated in the classroom—is critical in
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understanding American Indian student performance in school. And we believe that
culture is the lens through which these events must be viewed” (p. 148). After describing
in detail the complexity involved in the consideration of the issues facing Native students,
they suggested that true cultural insight “enables one to look beyond differences that are
superficial and socially determined to the integrity of the individual” (p. 148).

To prevent and/or relieve this situation, Taylor (1995) recommended a
combination of personal resolve and community initiative. Teachers must acknowledge
the differences in habit, behaviour, outlook, and values between the communities and
their own culture and attempt to accept them. However, they also need to be trained and
encouraged to actively seek to understand the culture in which they will be teaching.
Teachers must also strive to be receptive to the innovation and change that may take
place as communities attempt to integrate elements of their language, culture, or history
into school curriculum and structures. Finally, teachers must recognize the gap between
community norms and the culture of the school. Taylor concluded with a memory from
his own experience as a teacher coming to grips with the role expected of him in a Native
community: “In the end, I had to decide what role I would play in that community. That
decision was mine, but it was not a decision taken in isolation” (p. 240).

Finally, a speaker in de Waal’s (1995) study spoke of the work to be done by both
community and school staff members to integrate the school into the fabric of the

community:

It’s a slow process, and I think it’s more our fault that we do not take the time to
get to know our teachers; we do not seem to find the time to knock on their doors
and say, “Hello, we’re just here for a short visit.” We just stay at home and hope
that a teacher might drive up and say, “Knock, knock.” So we all wait. (p. 68)
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The Neglect of Special Needs

In both the United States and Canada, the state has used the issue of sovereignty
to avoid providing services or consistent funding for students with disabilities (Byrd,
1997). There is to date no comprehensive federal policy in Canada to direct provisions
for special education funding for First Nations, despite a demonstrated pervasive and
acute need.

In the Treaty 7 region of Alberta, for example, school funding is based upon an
assessment using provincial funding methods (correlated to INAC resourcing levels) that
focuses on student enrolment rather than the services required by the student body in
question. Because the government does not provide special education resources per se,
resources are filtered from the base tuition approved by parliament (Treaty 7 Education
Steering Committee, 1994). In northern Alberta the Northland School Board reported
that, as of September 1996, 90% of the total enrolment in its schools was made up of
status and non-status Native students. The majority of this population speak Cree, with
English being their second language. According to the report from the team reviewing the
performance of the board, this fact impedes the progress of these students in Northland
schools, accounts for many students’ low levels of achievement on test scores, and
inhibits their ability to cope with the Alberta curriculum. Despite the problems that the
lack of English fluency poses, school boards do not receive funding for the instruction of
English as a second language that is made available to immigrants to Canada (Alberta
Education, 1996).

Several problems have arisen from this. Children with special needs in Native

communities are not always identified before they arrive at school; those with
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development disabilities, for example, do not have the benefit of early intervention
programs to raise their level of school readiness. Second, there is often delay in
accommodating the needs of these children once those needs have been identified. With
respect to on-reserve schools, the lack of comprehensive services delivered in the
community also means that parents and educators must go to great lengths to get referrals
and often travel considerable distances to procure services that are needed to meet their

children’s needs (Byrd, 1997).

Standards and Institutional Failure

The literature suggested several interrelated issues that bands seeking control of
education must address that centre on the question of standards. The external source of
funding remains a main example of the paradox of local control (Burns, 1995; Goddard,
1993; Paquette, 1986). Bands are often said to hold hollow jurisdiction over education
because of the fact that there are externally determined standards and criteria that must be
met (i.e., criteria set by governmental or public school agencies). In many cases the
criteria fail to address the needs of the body of students in question or the goals of the
schools and First Nations of whom they are members.

Band-controlled schools typically must agree to implement education using
provincial standards, but they must then decide how to address the fact that the majority
of their school body will typically function at distinctly low achievement levels. The
record of academic achievement in locally managed schools on reserves continues to be
much worse than that of other Canadians, based on provincial criteria. Although Indian
and Northern Affairs Canada reported in 1999 that the rate of on-reserve First Nations

population gaining at least a high school education increased between 1991 and 1996,
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still less than 20% of status Indians successfully complete Grade 12 (Auditor General,
2000; Canadian Education Association, 1984). Finally, the question remains, if
fundamental changes have been made to create a mode of community-based education
that meets the distinct needs of the community in question, should not First Nations be
able to utilize an equally distinct measure of success (Calliou, 1993; Matthew &
Kavanagh, 1999)?

Finally, the general quality of educational services delivered to Native children
remains a major problem (Matthew & Kavanagh, 1999; Paquette, 1986). First Nations
schools are not funded at a comparable level in relation to public schools and often find it
difficult to provide the same degree and quality of service as public schools while
running on a more restricted budget. The teaching staff of locally controlled school, for
example, is often characterized “by a high turnover rate, low morale, and inadequate
training” to teach native students. Although sometimes able to offer a competitive salary,
bands have often been unable or unwilling to offer competitive benefit packages
(Canadian Education Association, 1984, p. 19). Thus, bands are often not able to attract,

much less retain, a quality staff of trained and experience personnel.

Education and Social Reform

The Royal Commission on Aboriginal Peoples (1996) succinctly outlined the
connection between education and social reform that is inherent to the self-determination
movement, stating that “Aboriginal peoples and nations need the right kind of education
to make self-government a reality and a success” (“Education for Self-Government,” §1).
Education contributes to social reform by training Native people for the jobs that will

sustain the nation and that will serve to safeguard and advance the use of their culture,
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language, and funds of knowledge (Royal Commission on Aboriginal People, 1996).
Beyond the market view of education, however, the nature of the relation of education to
the project of social reform has been widely debated (Calliou, 1993; Koens, 1989). This
final section reviews several approaches to the question that have been applied to self-
determination in the Canadian context.

Contrary to the ideal, communities are often not at the point where they can
articulate a clear vision about what they want from education when the transition to local
control occurs (Cardinal, 1977; Paquette, 1986). If it is true that the “goal of most First
Nations schools is to prepare their student to live in two worlds, [and] that schools teach
the skills needed to succeed anywhere, while also sharing cultural, language and
traditional knowledge” (Royal Commission on Aboriginal Peoples, 1996, p. 18), then
finding a consensus among community members as to how to achieve this balance, let
alone find a viable means of realizing that balance in situ, is a major challenge.

Koens (1989) suggested that band views of local control usually involve a
romanticized desire to insert a degree of “traditional culture” into the curriculum based
on a somewhat limited, idealized vision of the past. But these attitudes expose a limited
notion of the content of the actual, “lived” culture. He argued that this reified view of
Native culture also lies at the basis of the federal government’s devolution policies
which, in practice, often lead to the creation of devolution plans that confuse assimilation
with a system of local autonomy. The new school is then “confidently expected to reduce
a plethora of educational problems including the chronic student absenteeism experienced
prior to the assumption of local control” (p. 37). When such results fail to materialize, the

notion of Native culture and identity is typically allowed to wither in favour of more
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conventional approaches often based on a diluted version of the provincial curriculum
(cf. King, 1987). Koens explored the possibility of introducing a curriculum for Native
children that is grounded in the operant culture of the community and which, he argued,
offers a greater chance of educational success by virtue of being grounded in the de facto
realities and practices of the community in question. “This process is a precondition to a
successful on-reserve, in-school experience. The community must have a publicly
validated value system which, while being external to the school, is recognized and
reinforced through the school” (p. 41).

Calliou (1993) placed her discussion against a description of the community
school model developed by educators in North American since the late 1930s. In part the
result of the historical experience of treaty negotiations, and in many cases stemming
from their own political history, many First Nations have settled upon the community as
the natural site for empowerment. The author defined community as a collective with a
reason for its existence and, potentially, a shared vision of its future. “To have purpose
implies that reasons have been considered and accepted as a basis for being” (p. 32). She
argued that community schools—if they are to truly live up to that title—will have an
important role to play in creating this sense of direction and vision.

In this model, community schools serve as a site where members are able to
engage in direct, participatory democracy, the reengagement of all citizens in processes
of dialogue and decision making. Community members are enabled to “identify needs,
set priorities and organize appropriate educational measures to achieve common goals™
(p. 35) through flexible and targeted popular education programs. In this way school also

serve as vehicles for individual empowerment within the collective framework. “In
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community education, a sense of identity will be initiated, renewed, or maintained as
individuals live, work, play, and share together” (p. 33). In this manner community
schools become a site of collective empowerment by assuming a stance of leadership in
motivating individuals to solve the problems of everyday life in the community while
attempting to forge a vision of that community’s future. Although this degree of
engagement may be difficult to bring about, given the traditionally hierarchical nature of
schools and the often exclusionary manner in which local control comes into being, it is
an integral part of the process of making the institution into a veritable tool in community
development (Calliou, 1993).

Calliou (1993) suggested that lay and professional educators who are involved in
the transition to band control need to be aware of the broader context in which takeover
of education is taking place; namely, the role of community schools in the process of
creating healthy communities and stable self-government. “The First Nations cannot
expect citizens to learn about ‘processes that will bring self-sufficiency to their
communities’ if educators do not comprehend the conditions and events of community
self-government” (Calliou, 1993, p. 28). Paquette (1986) discussed the common
experience of tension between top-down and bottom-up efforts to implement innovation
in local First Nations schools. In a setting where innovation is critical to the attempt to
meet the diverse and complex needs of Native children, he described the inertia and
mistrust that meet most efforts to introduce innovation. “Left to their own devices as
individual classroom teachers, most teachers will inevitably attempt to teach as they were
taught” (p. 40). The contradictions between this attitude and the ideals that underlie self-

determination movements in education are easily discerned.
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Conclusions

For the previous generation of communities and their activists, success in
education and the self-determination of First Nations were intimately linked (Cardinal,
1977; Indian Chiefs of Alberta, 1972). Self-determination “in and through” education, it
was thought, would be easily realized once band-controlled schools were established that
could provide curriculum grounded in local values, culture, language, and needs.
However, once communities in fact regain that control, the experience of translating
those ideals into reality can be daunting.

The process of building successful community-based schools that address the
specific needs of First Nations children is an ongoing process. Although such programs
must by definition develop in the local context, many of the challenges that First Nations
face in reaching their goals are in fact common experiences in mainstream education. The
following section examines prevalent directions being taken in the education of students
with special needs that have emerged from the literature on cognitive education and

motivation.

Educational Reform
The literature on current reforms in special education revealed many issues that
parallel those being faced by First Nations as they work to develop successful local
systems of education. Just as the inclusion movement of the 1980s and 1990s resulted in
a growth of mutual understanding between the hitherto distinct streams of special and
general education, so too have First Nations education and public ‘mainstream’ education

much to learn from each other’s experiences.
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An initial theme in the literature concerns the question of how best to address the
complex needs of the individual within the school setting. The “inclusion movement” of
the 1980s drew attention to the fact that it is impossible to break the education experience
of a child into components that can be addressed independent of one another. Educators
at on-reserve Native schools have long recognized that the behavioural and motivational
factors that shape a child’s performance in school often originate from beyond the school
walls (e.g., family violence, neglect, nutrition, and substance abuse; Alberta Education,
1982; Assembly of First Nations, 1990; Auditor General, 2000; Henning-Stout, 1994;
National Indian Brotherhood, 1972; Royal Commission on Aboriginal Peoples, 1996).
Schools must consider the task of engaging each of those facets that inform a child’s
ability to learn and grow—the myriad cognitive, affective, social, and physical—to the
extent that they are able. Within an inclusive framework, student “growth” implies
something more than mere intellectual development, something that involves the
cultivation and empowerment of the individual.

A second set of issues concerns the relationship of the individual and society.
Inclusion was initially phrased in terms of a reformulation of how mainstream society
accommodated diversity in its midst (Biklen, 1989; Fullwood, 1990; Mithaug, 1998). As
a microcosm of current society, the temper of social relations within integrated
classrooms provides an indication of how any given community will answer that

- question. In this manner school reform is closely related to social reform. As discussed
earlier, the question is of specific significance among First Nations, because community
schools can be posed at the centre of efforts to build healthy and self-sufficient

communities (Calliou, 1993; Royal Commission on Aboriginal Peoples, 1996). Further,
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just as “self-determination” must include empowerment and autonomy at every level of
local society to be meaningful, so too should reform of this nature occur throughout the
school system as a whole.

This section outlines the general movement in North American public education
towards inclusion and integrated classrooms. The history of the inclusion movement in
Alberta is discussed and the characteristics of students who have been identified as being
“at risk” at First Nations schools in Alberta profiled. Finally, the implications of school
reform for stakeholders at each level of the school system are illustrated.

The literature discussed in this section reflected the move away from treating the
challenges faced by students with special needs in isolation, towards dealing with the
“whole child” in a holistic, systematic framework (Guess & Sailor, 1993). As argued
above, this approach is particularly useful in the context of addressing low achievement
among students in First Nations schools. The task of creating a viable education system
that addresses the needs of First Nations children must start with basic conceptions of
how children think, develop, and perform, while embedding those principles in the
context of the particular developmental and social problems that children face in the band

setting.

The Inclusion Movement in North America
The emergence of the inclusion movement is best understood in context of the
historical treatment of diversity in North American education systems in general (Bunch,
1994; Hallahan & Kauffman, 1994; Winzer, 1996). Although the early approach of North
American society to exceptional individuals was marked simply by exclusion and

segregation, the course of the 20th century saw a gradual move towards a sentiment of
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responsibility and duty in this regard (Bunch, 1994; Friend, Bursuck, & Hutchinson,
1998). Social recognition that certain groups should be exposed to educational or
habilitative services led to the creation of a system of special education parallel to the
regular education system, complete with its own specialists, bureaucracy, theory base,
and institutions (Bunch, 1994; Friend et al., 1998; Slee, 1990; Sobsey & Dreimanis,
1993).

The 1950s saw the beginning of a period of comprehensive reform precipitated by
ground-breaking court decisions and lobbying battles fought largely by parent advocates.
These efforts succeeded in grounding the principle that “no person should be left out of
the mainstream of society’s opportunities because of race, poverty level, or disability”
(Mithaug, 1998, p. 1) in the general civic psyche. Ultimately, this “inclusion ideal” would
come to occupy a position on par with the ideal of equal freedom in the formulation of
social policy. American reform included programs to help exceptional children
“compensate” for their differences, differences that were at the time understood as the
results of conceptual and experiential deprivation (Mithaug, 1998). In the context of the
movement towards deinstitutionalization in many areas of social welfare, this period
included the first efforts to “mainstream” disabled children into general education
classrooms (Fuchs & Fuchs, 1994; Gartner & Lipsky, 1996; Hallahan & Kauffman,
1994).

Following two key court decisions and various state laws issued in the early
1970s, the United States Congress enacted Public Law 94-142 (the Education of the
Handicapped Act), which guaranteed a free and appropriate public education for disabled

children. The act highlighted the need for effective programs of intervention for every
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child and included directives for comprehensive evaluations, the collaborative and
individualized planning of intervention for each child in the form of individual education
plans (IEPs), and continual monitoring of progress (Gartner & Lipsky, 1996; Hallahan,
Kauffman, & Lloyd, 1999; Lewis et al., 1992). Although neglecting to stipulate a
preferred model of service delivery for students with disabilities, the act indicated that
students had the right to receive their education in the “least restrictive environment”
possible or as close to the normative experience of the regular classroom as possible,
given their special needs (Bunch, 1994; Gartner & Lipsky, 1996; Hallahan & Kauffman,
1994). The direction outlined by this act has served as the foundation for mainstreaming
policies and programs in both the United States and Canada (Bunch, 1994; Friend et al.,
1998; Gartner & Lipsky, 1996; Wiener & Manuel, 1994).

The relationship of special to general education became increasingly contentious
throughout the 1980s as the harsh criticisms of segregated education emanating from
parents, educators, and the media converged (Kamann & Perry, 1994; Vaughn, Moody,
& Schumm, 1998; Waldron & McLeskey, 1998; Will, 1986; Winzer, 1996). The most
common allegations were that segregated special education had failed to live up to its
claims to provide differentiated and effective instruction for students with special needs
(Fuchs & Fuchs, 1994; Hallahan & Kauffman, 1994; Lewis et al., 1992; Lovitt, 1993;
Waldron & McLeskey, 1998) and that it is costly (Lovitt, 1993; Will, 1986), often
inaccessible (Kamann & Perry, 1994), biased in its identification and placement practices
(Gartner & Lipsky, 1996), and unethical in its reliance on segregation (Hallahan &
Kauffman, 1984; Stainback & Stainbéck, 1996). These sentiments led to sustained calls

for the rationalization of the relationship between special and general education during
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this period (Baker & Zigmond 1990; Fuchs & Fuchs, 1994; Hallahan & Kauffman,
1994).

More recently, critics have gone further by encouraging the elimination of
segregated interventions in favour of “full inclusion” (Bunch, 1994; Fuchs & Fuchs,
1994; Smith, Polloway, Patton, & Dowdy, 1995; Stainback & Stainback, 1996; Wiener &
Manuel, 1994; Winzer, 1996; Zigmond & Baker, 1997). The position underlying this
appeal is that it is preferable for students with special needs to attend the classes in which
they would regularly have participated had they no disabilities at all. Theoretically, this
“natural community” of students emulates the natural proportion of students with
disabilities that occurs in the general population, mirroring and hopefully precipitating an
ideal society founded on the values of equality and inclusion. All students, the argument
goes, should be givén the same opportunity within the home and general education
settings. Special needs emerging as individual cases should be dealt within these same
contexts, with the assistance of alternative teaching, programming, and service options
(Hallahan & Kauffman, 1994).

Critics of inclusion, however, argued that ethical concerns have taken the place of
a concern for providing an effective education for these students (Gallagher, 1995;
Kauffman & Hallahan, 1995; Winzer, 1996). Winzer stated that “inclusion is at one and
the same time a reform movement, a reflection of civil rights, a philosophy, and a
practice” (p. 170). Ideological rhetoric can be found at the basis of arguments on both
sides of the debate, however, quite often similar ideals being used to argue contradictory
points (Gartner & Lipsky, 1996). Despite the fact that the inclusion movement declared

its roots in the civil rights movement of the 1960s, for example, several key advocacy
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organizations in Canada and the United States have voiced strong opposition to the
notion of full inclusion on the grounds that it is a violation of civil rights and have cited
federal legislation that guarantees students the right to education in the “least restrictive
environment” (Council for Exceptional Children, 1993, Council for Learning Disabilities,
1993, Learning Disabilities Association of America, 1993, all as cited in Kauffman &
Hallahan, 1995; National Joint Committee on Leamning Disabilities, 1993).

The impact of this trend on the character of Canadian education has been
substantial (McLeskey, Henry, & Hodges, 1998). The following section briefly outlines

the literature which referred to the inclusion movement in Alberta.

Inclusion in Alberta

Public education in the province of Alberta has been moving towards integrated
classrooms since the early 1980s. The Alberta School Act of 1988 opened the way to
access and appropriate programming for students with special needs. Inclusion was
adopted in special education policy by Alberta Education based on three suppositions:
that integration in mainstream classrooms should be the first option for all students with
special needs, that parents and students must be informed about the choices available to
them and be actively involved in decisions related to placement and programming, and
that alternative options should be available to meet the individual needs of students
(Alberta Education, 1992b.

By the 1990s, however, certain barriers to the success of these initiatives were
still apparent; among them, fragmented and uncoordinated services within school
systems, inadequate funding, and inadequate preparation and support for teachers during

the transition to inclusive schools. In 1991 a series of regional meetings were held to
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discuss potential solutions to these challenges. Alberta Education established an
Integration Advisory Committee which included representatives from parent and
community groups, education associations, and government. Former Premier Don Getty
assisted the establishment of the Premier’s Council on the Status of Persons with
Disabilities to provide direction as schools attempted to facilitate the “full and equal
participation of all Albertans with disabilities in Alberta society” (Alberta Education,
1992a, pp. 1-13). Uncertainty during this period led to questions on whether integration
was indeed the best option for all students, who should be involved in deciding what type
of setting is best for a given child, the type of criteria that would be used to decide
placement, and what role parents and students themselves should play in the process

(Alberta Education, 1992b.

Defining the Population: “At-Risk” Students Among Albertan First Nations

Although there is a clear understanding of the immediate need for comprehensive
funding and services for special needs at on-reserve First Nations schools, there is little
research that has made explicit the extent and nature of “special needs” among First
Nation populations in Alberta. The federal government itself reported that Indian and
Northern Affairs Canada does not know the extent to which Native students with special
needs are being properly identified and assisted. “Because of the reported lack in
diagnostic expertise on reserves, we believe that the potential for under- and over-
identification of these students is high” (Auditor General, 2000, p. 14).

Health Canada (1999) provided an indication of the array of challenges faced by
young children in First Nations communities in the context of a survey conducted in 1999

that examined the accomplishments of the Aboriginal Head Start program in
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communities across Canada. At the time, 96 of the 99 projects (representing a total of
3,236 participating children) in Canada participated in the survey. Survey results indicate
that 17% of the children enrolled required greater than normal staff time due to a variety
of special needs that were related to language difficulties, fetal alcohol syndrome/fetal
alcohol effects, or emotional, behavioural or developmental delays. Respondents
indicated that, at the time, they had few resources to meet the needs of children diagnosed
with special needs. Further, when asked to identify general program needs, the majority
of respondents called for training and resources to deal with special needs. As with
special education, the federal government currently has no policy to provide early
childhood education services to First Nations children with special needs under the age of
6 years (Health Canada, 1999).

A recent proposal for a funding formula for special needs submitted by Treaty 7
(the treaty region that includes most of southern Alberta) included results from a survey
conducted in January 1994 to determine the estimated performance levels and current
placement of elementary and junior/secondary students with special needs. Of 401
students identified with special needs in Treaty 7 schools, the largest sectors of special
needs, in order, were those with speech and language impairments (161), those identified
as having fetal alcohol syndrome (FAS) (79), and those categorized as having severe
behavioural disorders (52). Other categories of special needs identified among smaller
percentages of this population included gifted and talented students (31), students
categorized as educable mentally handicapped (34) and as trainable mentally
handicapped (14), and those with visual impairments (11; Treaty 7 Education Steering

Commiittee, 1994).
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The document discussed the fact that First Nations in Alberta have been stymied
in their attempt to secure appropriate services for students with layered and complex
special needs by the need to apply externally determined (provincial/federal) criteria to a
very different local reality. Despite the unique characteristics, circumstances, and profiles
of students with special needs, the lack of a comprehensive funding framework has
forced school systems to focus on individual, compartmentalized needs that can be met
under limited human and financial resources.

Keogh and Weisner (1993) have suggested that it is more useful to attempt to
understand learning difficulties as one factor in a web of issues that place certain students
at risk for academic failure. As previously illustrated, this perspective becomes all the
more critical when considering at-risk students in First Nations schools, whose special
needs are often multilayered, complex, and interdynamic. This review focuses on the one
characteristic most common among students with learning difficulties, one that can be
most readily addressed by persons in the school setting; namely, low levels of
achievement. However, the discussion should be considered with the array of factors in
which the problem is often embedded in mind.

This review focuses on research related to students with low levels of
achievement rather than those who have been diagnosed with a learning disability per se.
Learning-disabled students are themselves members of a diverse group that is notoriously
difficult to profile due to the variety of defining characteristics within any given category,
and because problems that individual students face often issue from overlapping
categories (Borkowski, Estrada, Milstead & Hale, 1989; Laycock, 1980b). Further, a

label itself will have limited use in the learning context, because teachers are ultimately
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faced with performance levels, aptitudes, and affective state as opposed to any alleged
cognitive deficit. “Preoccupation with categories can easily cloud the diagnostic process,
leading educators to be more concerned with what the child is than what he can and
cannot do at the present time” (Anderson, Martinez, & Schifani, 1980, p. 53).

Henry Levin (as cited in Chasin & Levin, 1995), of the Accelerated Schools
Project, defined at-risk students as follows: “Such students started school without many
of the skills that schools valued and they got farther behind the educational mainstream
the longer they were in school. Over half of the at-risk population did not graduate from
high school” (p. 131). With respect to research in cognitive education, low achieving
students are often defined in relation to the performance-related challenges they face:
challenges associated with a lack of foundational knowledge in a given area, a lack of
acquaintance with a wide breadth of vocabulary, and a lack of available cognitive and
metacognitive strategies (Belmont, 1989; Jones, Palinscar, Ogle, & Carr, 1987). Palinscar
and Klenk (as cited in Borkowski, 1992) characterized these students as “having
difficulty with intentional learning accompanied by impoverished understandings
regarding the nature and demands of learning, a limited repertoire of strategic approaches

to learning, and negative motivational attributions and beliefs” (p. 243).

Learning in the Least Restrictive Environment
The full “continuum” of service options implied by the prescriptive “least
restrictive environment” was first presented during the early 1970s in Deno’s (as cited in
Hallahan & Kauffman, 1995, pp. 19-65) depiction of a range of placement options for
students with special needs: from fully segregated institutions to the placement of choice,

the integrated regular classroom (Lovitt 1993; Smith et al., 1995). Voicing the concern
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that inclusive settings may not be the most appropriate option for all students, many other
authors have since stressed the importance of maintaining a full continuum of service
options (Fuchs & Fuchs, 1994; Hallahan et al., 1999; Kamann & Perry, 1994; Kauffiman
& Hallahan, 1995; Klingner, Vaughn, Schumm, Cohen, & Forgan, 1998; Kulik & Kulik,
1992; Lewis et al., 1992; Lovitt, 1993; Marston, 1996; Vaughn & Klingner, 1998; Wiener
& Manuel, 1994; Zigmond, & Baker, 1995). What follows is a review of the discussion
on one placement option that has been a mainstay service of many integrated
schools—the resource room, an option that has proven itself adaptable to various

challenges posed by the mainstreaming and inclusive movements.

The Resource Room Model

From the 1970s onwards, the resource room has been considered an ideal
compromise between offering specialized attention to students with special needs in a
segregated setting and meeting the stipulation of providing instruction in the “least
restrictive environment” of the inclusive classroom (Hallahan et al., 1999; Smith et al.,
1995; Vaughn & Bos, 1989). Over this period, the role of the resource room teacher has
evolved to keep pace with trends in educational reform, leading to the present situation
where the role of the resource room teacher, and the concept of the resource room model
itself, are often somewhat ambiguous (Mattu & Janzen, 1991). Nonetheless, the resource
room has been the primary service delivery option for students with disabilities since the
late 1980s (Harris & Schutz, 1986; Smith et al., 1995; Vaughn & Bos, 1989; Zigmond &
Baker, 1997).

Based on the principle that it is better to maintain each child as a participating

member of the mainstream classroom, the resource room generally functions as a support
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service that provides a wide range of services to the student while offering support to the
general education teacher attempting to meet special needs. A student will typically
spend most of his or her day in the regular classroom and attend the resource centre for
typically 21% to 60% of the school day (McLeskey et al., 1998). The resource centre
itself is usually a large room containing private and group instructional facilities and an
array of equipment and teaching materials. The room will be staffed by one or more
teachers with wide-ranging competencies, trained in special education.

Schedules are carefully coordinated through collaboration with general education
teachers in order to ensure that only small groups of students attend at one time. Resource
teachers provide direct support to these students through individualized instruction in
areas of difficulty. Instruction may focus on remediation of basic skills or assistance in
particular class subjects. Acceleration, for example, is a mode of instruction often used in
this forum, “when clearly defined skill deficits are being remediated” (Harris & Schutz,
1986, p. 6). However, resource room teachers also assist students indirectly by consulting
with general education teachers, performing assessments, meeting with parents, and
developing appropriate instructional programs using IPPs. The resource teacher’s role in
itself is multifaceted and fairly demanding (Hallahan et al., 1999; Harris & Schutz, 1986;
McLeod & Cropley, 1989; McNamara, 1989; Mercer, 1991; Reynolds & Birch, 1988;
Smith et al., 1995; Zepeda & Langenbach, 1995).

Descriptions of resource room programs illustrate that they are often the site of
considerable innovation. The shape that a program takes will be based on a variety of
factors, including: the needs of the student body in question as perceived by teachers and

administrators, the professional training and perspective of the resource teacher, the
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resources available, and the history or orientation of the institution in question (Calder,
1990; Harris & Schutz, 1986; Kamann & Perry, 1994; Kaufman & Adema, 1998;
McNamara, 1989). Programs may typically serve up to 30 or 40 students with needs in
one area (categorical resource room programs) or several areas of special needs (cross-
categorical programs); these areas include learning disabilities, behavioural problems,
mild to severe disabilities, and giftedness. In some cases the room may be open to
students needing assistance regardless of whether they are of special needs status or not
(noncategorical programs; Eby & Smutny, 1990; McNamara, 1989). Kamann and Perry,
for example, described one case in which a resource team was created in order to
rationalize and eliminate the ovéﬂap in the array of special education services already
present.

The literature questioning the efficacy of instruction in this setting is extensive but
offers no consensus to date. An initial point of contention is whether it is possible to
effectively instruct a classroom which includes students of various levels of ability.
Marston (1996) reported that special education resource teachers who had experience of
both inclusive and pull-out models were more satisfied with the combined services (i.e.,
resource room model) and pull-out settings (special classrooms) than with the inclusive
classrooms in terms of the goal of meeting individual needs. Kulik and Kulik (1992),
however, argued that the instructional setting is less important than what is accomplished
in that setting.

Critics of the resource room model suggest that the difficulty of coordinating
schedules and the curricula taught in the two settings often results in fragmented

instruction, because there is no guarantee that individualized programs of instruction used
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in one forum will be accommodated in the next (Meyers, Gelzheiser, Yelich, &
Gallagher, 1990; Nugent, 1990; Smith et al., 1995). In a review of the literature on pull-
out programs, Vaughn, Feldhusen, and Asher (1991) reported that many are ineffective
because the interventions they offer are often incongruous with the curriculum taught in
the mainstream classroom. The review concluded with a recommendation that attempts
be made to articulate a comprehensive curriculum in such settings (p. 93).

For example, in a qualitative study Albinger (1995) found that children who
attended resource rooms were often unsure of how they would be expected to complete
assignments when they returned to the reguiar classroom or whether they would have to
make up the work they missed (p. 618). In a study of the role of resource room teachers
in Alberta, Mattu and Janzen (1991) reported that the generally ambiguous nature of the
role that these teachers play often results in frustration when they attempt to coordinate
special interventions with general education programs. Alberta Education (1992b)
suggested that student progress should be coordinated through a consensus between
classroom and resource room teachers (Alberta Education, 1992b). Finally, Meyers,
Gelzheiser, and Yelich (1991) revealed that mainstream teachers found collaborative
planning meetings more effective when the resource teacher was involved in in-class
consultation rather than in a pull-out situation. In the former, meetings were more
substantive, and teachers were able to do effective planning related to specific
instructional issues and techniques and student progress and adjustment (Meyers et al.,
1991).

A common criticism of pull-out programs such as the resource model is that it

reduces time on task, as well as fragmenting the consistency of class time. However, Rich
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and Ross (1989) illustrated that, when examining the amount of time that students spent
on task in different learning environments, the resource room made more effective
learning time available. When they examined allocated time and time spent on task,
levels reported for the resource model were significantly higher than those found in more
restrictive settings (e.g., special schools, special classrooms) and inclusive classrooms.
The authors concluded that the resource model appears to be organizationally designed to
maximize learning time (Rich & Ross, 1989, 1991).

Other researchers claimed that inclusive settings can be just as effective forums of
instruction as resource rooms (Affleck, Madge, Adams, & Lowenbraun, 1988; Shinn,
Powell-Smith, Good, & Baker, 1997; Waldron & McLeskey, 1998). In a study of the
effectiveness of a reintegration scheme involving elementary school students with mild
disabilities who had previously taken part in a pull-out reading group, Shinn et al. found
that, on average, students made academic gains comparable with their classmates in the
general education program. Similarly, Affleck et al. (1988) found that students in
inclusive settings made improvements at a rate comparable to those of students in
traditional special education classes. In another study of the effect of reintegration into
inclusive classrooms of students with mild and severe learning disabilities, Waldron and
McLeskey found that both sets of students made significantly more progress in
achievement in reading and math than students who remained in the resource setting.

Although the underlying purpose of the model is to provide individualized
instruction, Vaughn and Klingner (1998) cited cases where resource room teachers felt
pressured to provide the same “whole-language” reading technique to a class of remedial

learners; consequently, little improvement was made over the course of the academic
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year. The authors argued that the resource room model cannot be expected to succeed in
its objectives if teachers do not differentiate their teaching approach according to need.
However, their criticism is less a condemnation of the model as a whole than a warning
about ineffective programming.

To conclude, the research suggested that the place of instruction is less important
than an acceptance of the need to incorporate the more effective teaching strategies used
in the resource room into integrated classrooms (Hallahan & Kauffman, 1995; Lewis
et al,, 1992; Rich & Ross, 1991). The following section will explore a final theme that
has emerged in debate on the efficacy of the resource room model: the social impact of

inclusion and pull-out programs.

The Social Impact of Inclusion

The socialization component of inclusion in integrated classrooms was one of the
cornerstones of the movement. However, this focus on children’s actual experience of
“special education” has also proven to be one of the most permanent criticisms of the
movement. One of the main points of debate is whether pulling children out of general
education classrooms will have a negative impact on their social and emotional
development: What impact is there of being labelled with having a learning difficulty, and
what stigma is attached to having to attend special classes and resource rooms? (Will, 1986,
p. 412). With respect to the development of children with special needs, it has been
argued that the already lagging social development of such children is further depressed
by segregation and exclusion, in that they are deprived of the company of children who
are not facing these impairments and who may act as learning models and helpers

(Alberta Education, 1992a). Biklen (1989) described the emotional value of having
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friends within the regular classroom for students with special needs; they “need to be
allowed to be treated the least differently as possible” (pp. 262-263). By being given that
opportunity, the notion that disabilities are things that can and should be “fixed” before
they are allowed access to the “normal” classrooms is abandoned (Biklen, 1989;
Fullwood, 1990).

The very rationale of the resource room model is that, by splitting class time
between the regular and resource rooms, the social impact of segregation is kept to a
minimum (Smith et al., 1995, p. 71). As opposed to the debate over acceleration,
however, where the positive social effects of acceleration seem to be unanimously
supported, research that examined the point of view of students on this topic has exposed
many nuances on the issue of learning in the resource room that have not been fully
disclosed by empirical research (Albinger, 1995; Bryan & Nelson, 1994; Guterman,
1995; Wiener & Manuel, 1994).

In a study conducted by Klingner et al. (1998; as cited in Noland, McLaughlin,
Howard, & Sweeney, 1993), most students agreed that pull-out classes were better for
learning, whereas inclusive settings were better for making friends. Other studies have
declared that ability grouping has little effect on student’s social self-esteem, but that the
experience will differ depending on the student in question: Whereas gifted students may
experience a drop in self-esteem after they are accelerated into a group of similar ability,
the self-confidence of low-achieving students may improve slightly once they are
removed from the general placement to one where their classmates experience similar
challenges (Kulik & Kulik, 1992). Vaughn, Elbaum, and Schumm (1996) wrote that,

although the self-esteem and levels of peer acceptance of students with learning
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disabilities in inclusive settings are lower than those of their general education peers, they
are in general no more lonely or less capable of making friends.

In another study, Albinger (1995) described a series of stories that elementary
school children who attend resource rooms made up to mask the embarrassment that they
associate with telling friends that they attend a special class. The low self-esteem that
emerged in the stories was directly related to the children’s understanding of what it
means to have a learning difficulty. Although they did not always understand why they
were going to see a specialist in the resource room, the children indicated that they liked
coming to the resource room because of the small groups, individualized help, and
generally lower levels of stress (Albinger, 1995). In a similar study, Guterman (1995)
found that high school students in her sample had poor self-concepts stemming from
difficulties they experienced in the learning context, but they had also developed personal
mechanisms to minimize the impact of perceived stigma. In the end, students preferred
attending a resource room over remaining in the general classroom, which they saw as
even more inflexible and unresponsive to their needs (Guterman, 1995).

In a study of the perception of the resource room model by elementary students,
Vaughn and Bos (1989) found that, although both students with and without learning
disabilities had similar knowledge and opinions about the resource room, the grade level
of the students made a difference in their perceptions: Younger students with learning
disabilities seemed to hold a more negative view of the program than did older ones.
Jenkins and Heinen (1989) illustrated that the reasons behind many children’s preference
for a certain delivery model often begin with considerations of embarrassment, but that

this embarrassment may be felt in relation to both pull-out and inclusive settings. These
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authors suggested that special educators have over-generalized the connection of
stigmatization and pull-out programs. Wiener and Manuel (1994) indicated that the issue
of stigma or embarrassment was mentioned by only 15 % of their sample of 67
elementary students and suggested that the issue will be of less concern to students at this
age than when they get into high school. Finally, Whinnery, King, Evans, and Gable
(1995) found little discrepancy between the self-esteem and self-concept of students with
learning disabilities in resource rooms and inclusive programs. Attitudes differed,
however, with respect to student attitudes towards the mainstream program: Students in
resource room programs had a more difficult time feeling comfortable in the mainstream
classroom.

The insights revealed in this literature have led many researchers to suggest that
the points of view of students must be an integral part of the process of school reform
when questions of what service models and instructional techniques will be provided are
being raised (Albinger, 1995; Bryan & Nelson, 1994; Guterman, 1995; Whinnery et al.,
1995; Wiener & Manuel, 1994). The final discussion in this section of the review focuses
on literature that examined the transformation of schools undertaking restructuring, from
the perspective of each main level of players and stakeholders: the school as an

institution, teachers and support personnel, and parents.

A Community of Support
As discussed by several observers of school reform among First Nations, the
inclusion of all stakeholders in the transformation process from its earliest stages is
critical for the successful implementation and maintenance of the changes in question.

When reform is directly related to provisions for meeting special needs, this approach
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becomes all the more critical. The inclusion movement was based on the understanding
that efforts to address children’s intellectual, social, physical, and affective needs as part
of a mutually dependent system will allow them to maximize their ability to engage and
perform in learning (Battistich, Watson, Solomon, Lewis, & Schaps, 1996; Keogh &
Weisner, 1993). Members of the school community need to be encouraged to take
responsibility for meeting the needs of the whole child, rather than remaining responsible
for the growth of one element of the self only. Further, the reform of a school community
to effectively position all stakeholders to assume this new, challenging responsibility
must involve these players to make the change successful. This section will outline the
new expectations for each player typically posed by institutions undergoing restructuring

to become inclusive schools.

Schoolwide Reform

The majority of studies under review suggested that, to be effective, reform must
occur at the level of the school as a systematic whole (Biklen et al., 1989; Finnan, St. John,
McCarthy, & Slovacek, 1996; Hopfenberg et al., 1993). Any given school’s experience
with restructuring reflects other aspects of its culture, especially as it relates to the
principles that foster inclusion: a commitment to problem solving, an open style of
interaction between students and teachers, a concern for affective growth and engagement
as well as achievement, a sense of the school as a community, and the presence of a
common direction and sense of organization (Biklen et al., 1989; Finnan, 1994). Finnan
asserted that one of the primary reasons for the success of the Accelerated Schools
Project, a movement that embodies many of these principles, is that it focuses on working

within the culture of a school for change rather than against the grain. A second point of
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strength lies in the process of reform itself, which allows all members of a school
community to first come to an understanding of their own school culture (defined by
Finnan as “a web of understanding that is agreed upon by members of a school
community” [p. 37]) through teacher-led research, and then to engineer the changes that
they find and agree are necessary.

School reform can be initiated at any level, but it must be enacted at the school
level. The manner in which inclusion is implemented will, to a large extent, set the tone
for how successfully it functions in the future. In other words, the vision of “inclusion”
being actualized should also determine the mode of planning and implementation
(Alberta Education, 1992a; Fullwood, 1990). All stakeholders must be involved on an
ongoing basis. Rather than being passive recipients of a new policy, the more that
teaéhing staff are involved in the process, the more effective the adjustment will be,
because staff will be more likely to assume personal responsibility and ownership over
the endeavour (Paquette, 1986).

Integration is often discussed as a process rather than a fixed state (Anderson
et al., 1980; Fullwood, 1990). The leadership style of school administration often filters
into the classroom and informs the degree to which classroom innovation and
accommodation of inclusive principles are possible (Biklen et al., 1989; Fullwood, 1990;
Rich, 1980). In the early stages of restructuring, the role of school leadership is to
motivate and give direction in the initial stages. “Holding to a vision and communicating
it over and over allows people many opportunities to join in” (Alberta Education, 1992b,
p. 3). To be successful, restructuring should be based on a future vision of the school in

which all stakeholders must play a part in defining. It is more appropriate to speak of
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degrees of success rather than to equate the mere implementation of new measures with
success (Alberta Education, 1992a). As in the malleable nature of the resource room
model, the way that “inclusion” is realized will differ from school to school.

All schools, however, must address the issue of accountability toward students by
attempting to develop measures of success that will stand up to standards at the
community, provincial, and national levels. “How do we support diversity in a climate of
increasing national standardization and accountability?” (Alberta Education, 1992b).
Although local variability is the rule, balance must be found between national standards,
provincial policies, and local flexibility in decision making (Alberta Education, 1992a).

Finally, research on restructuring has offered a clear indication of the new role
expected of schools at an institutional level in meeting the needs of the whole child.
Current literature on educational reform has often focused attentively on academic
achievement and performance standards, but Battistich et al. (1996) suggested that such
initiatives are in peril of forgetting that schools have, throughout history, had
responsibilities extending throughout the various domains of personal development,
including helping students to “develop the attitudes, skills, and orientations needed to lead
humane lives and to act effectively as citizens to sustain democratic institutions” (p. 415).
“The school is perhaps the only social institution that reaches youth from all of the diverse
groups in society, and it serves as the intermediary between the intimate and particularistic
relationships of the family and the more formal and pluralistic relationships of the larger
society” (Durkheim; as cited in Battistich et al., 1996, p. 417).

Beyond this general mandate, Battistich et al. (1996) explained that the social

expectation of schools’ responsibility towards students has expanded in response to the
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inclusion movement and general social pressures, even as they continue to fail
disproportionately higher numbers of poor and minority children. “Improving academic
performance thus requires that schools actively work to more effectively engage all
students, but particularly those from backgrounds that traditionally have placed them
disproportionately at risk of school failure” (p. 418).

Reflecting their experience with schools undergoing educational restructuring
throughout the 1980s, Battistich et al. (1996) suggested that school transformation is not a
simple undertaking. Reform ultimately involves a critical examination and bottom-up
revision of all aspects of schooling. Students can no longer be viewed as passive recipients
of knowledge provided by teachers and other authority figures, but “rather as whole
persons with manifold needs and interests who actively seek to belong to a community, to
make sense of the world, and to acquire knowledge for the purpose of applying it in their
current and future lives” (p. 421; cf. Lupart, 1995). Therefore, schools must work to foster
development in several areas beyond basic skills and general content knowledge, including
social and ethical development, a commitment to education (attitudes and motivation
towards school and learning in general), and metacognitive skills (the tools for lifelong
learning).

Battistich et al. (1996) identified a convergence in reform research that combines an
emphasis on high standards and high expectations for student achievement—achievement
that in turn emphasizes student’s active engagement in learning activities—and on a
collaborative, caring, supportive, and participatory school environment. The approach
includes several streams or directions of transformation. The first stream sees schools as

functioning as veritable “school communities™:
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[A] feeling of belonging is viewed as essential for providing children with the
stability and security necessary for healthy social and emotional development, and

along with feeling competent or efficacious and autonomous or self-directed,
belonging is considered a fundamental human need. (p. 420)

Drawing on Vygotsky’s concept of zones of proximal development (Das, 1995), learning in
this context provides extensive opportunities and supports for students in the formative

stages of social and ethical development:

Students bring their diverse abilities and interests to bear on achieving learning
tasks and resolving questions and problems and, in the process, help to bring
learning goals within one another’s . . . ‘zones of proximal development,” and
thus to ‘scaffold’ one another’s learning. (Battistich et al., 1996, p. 421)

A New Role for Teachers

Several authors have noted that the ability of teachers to fulfill their role in meeting
the needs of the whole child is critical to the success of inclusion (Kamann & Perry, 1994;
Lewis et al., 1992; Nugent, 1990). Lewis et al. wrote that integration will work only as
well as the teacher’s attitude towards students with special needs. However, the pressure
that is being placed on teachers to cope with the fleet of new buzzwords and concepts, to
make new ideas work, and to do so in the context of budget cuts to education has also been
duly acknowledged (Vaughn et al., 1998; Winzer, 1996).

The integration of students with special needs into general classrooms necessitates
drastic changes to the styles of instruction and classroom management that teachers will
have typically used in the past (Baker & Zigmond, 1990; Howard-Rose & Rose, 1994).
General classroom teachers often do not have a special education background and face
new frustrations when attempting to deal with the individual needs of special-needs
students in class. A key quality to possess in this setting is an attitude of flexibility,

because teachers may regularly be called upon to modify their expectations in response to
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time constraints, movement, and the way in which students complete the tasks set before
them. The need for teachers in inclusive classrooms to become more aware of differences
in learning styles and needs is a priority (Albinger, 1995; Vaughn et al., 1998; Wenden,
1998). As Vaughn et al. demonstrated, without the effort on behalf of the mainstream
teacher to accommodate the heterogeneous needs of students within the integrated
classroom, the resource room model will be ineffective. A flexible approach to the concept
of intelligence allows teachers of students with special needs to move beyond the pitfalls
associated with categorizing and labelling. Continuous curriculum-based assessment for the
purposes of curriculum planning in inclusive settings has been offered as an alternative to
the emphasis on categorization or labelling (Feldhusen, Van Winkle, & Ehle, 1996; Stones,
1970; Will, 1986).

In this context a collaborative relationship with resource room staff becomes all
the more important. The ability of teachers to cope with the larger numbers and more
varied needs is contingent on the efficacy of collaborative teamwork between general and
special education staff, specialists, administrators, and parents (Kamann & Perry, 1994;
McNamara, 1989; Nugent, 1990; Reynolds & Birch, 1988; Smith et al., 1995; Vaughn
et al., 1991; Winzer, 1996).

Meyers et al. (1991) reported that collaborative working relationships are likely to
be most successful in the context of in-class servicing, in which teachers are forced to adopt
new and clearly defined roles and shared responsibilities with respect to the incoming
special educator (p. 14; Mattu & Janzen, 1991). Where teachers previously would have
been more “in charge of their domain,” they now must introduce elements of compromise

to their approach as they enter into consultative relationships with resource teachers
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(Whinnery et al., 1995). These authors also suggested that interventions of this nature are
more likely to succeed when the teachers involved are encouraged to exercise their
professional judgment in developing their own unique pull-in approach. “The sense of
ownership that results from this approach to innovation may increase the probability that
teachers implement the intervention effectively and that they continue its use” (Meyers
etal., 1991, p. 14).

The specific challenges associated with defining the role of resource room
teachers has already been addressed briefly. Resource room teachers will be most
effective in the inclusive school when they integrate themselves and their skills and
talents into the school system (Alberta Education, 1992a). The special education teacher is
identified as a key figure in the implementation of inclusion, in that he or she can be used
to coach regular classroom teachers in the prevention of teaching practices that serve to
single out special-needs students within class (Alberta Education, 1992a).

Individualized program plans (IPPs) have been marked as a key tool in the effort to
meet individual student needs by provincial and school-level policies nationwide (Alberta
Education, 1992a; Odle & Galtelli, 1980). Laycock (1980b) described Individualized
Education Plans (IEPs, the American equivalent) as a first step in the creation of
programming in the “least restrictive environment” for students with special needs and
suggested that these plans allow teachers to move away from categorical placement and
teaching. The plans are typically written by a team that may include the child’s teacher,
parent, and other members of the school’s support staff. They typically address the child’s
present level of performance, long-term goals and short-term objectives, how the

instructional team will work towards each objective, program placement, and additional
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services that will be employed to facilitate the program. However, Laycock also suggested
that the effectiveness of an IEP ultimately depends on the attitudes of the teachers and
administration involved and their ability to see the program implemented.

The literature also drew attention to the frustration that many teachers in inclusive
classrooms feel concerning the difficulty of balancing support for special academic needs
with blanket demands by school and provincial policy for achievement (Howard-Rose &
Rose, 1994). Teachers find it difficult to reconcile the pressure they experience to deliver
curriculum-based programming at grade level with the need to provide instruction at the
skill level and pace that a given student with special needs may need. Advocates for the
placement of students with special needs in segregated classrooms often base their criticism
of inclusion on the difficulty in achieving such a balance (Meyers et al., 1990).

Research indicated that a students’ affective state in class is informed by the
degree to which the learning environment is perceived as nonthreatening, predictable, and
engaging (Ames, 1992; Howard-Rose & Rose, 1994; Rich, 1980; Van Bockern &
Wenger, 1999). Teachers create effective learning environments by communicating clear
expectations for task performance and evaluation and by subsequently performing checks
in this regard. The teacher’s expectations for student behaviour must also be made
explicit and consistently maintained in order to render the environment predictable
(Ames, 1992). Teachers may also be faced with the necessity of reducing the complexity of
the classroom environment. In order to deal with the bombardment of stimuli in the class
setting, teachers will have to employ coping techniques which emphasize order and focused
interaction when the class is in engaged in non-collaborative teaching. Other desirable

attributes include having a positive attitude, a planned instructional approach, the ability to
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be flexible, consistency, and empathy (Rich, 1980). Finally, a teacher’s leadership style
will play a large role in the creation of an environment that is conducive to learning.
Teachers who use an authoritarian approach to promote achievement may find that,
although that may be appropriate for some students, an alternative style which permits
students to have more control may be more conducive to encompassing a wider variety of
student learning characteristics (e.g., student affective concerns; Rich, 1980).

Van Bockern and Wenger (1999) argued that, in learning environments that are
perceived as threatening or stressful for whatever reason—test anxiety, fear of bullying, a
poor sense of ability—students will learn less overall simply because the brain is less able
to execute higher order thinking when the hormones associated with stress are activated.
“Self-regulation and control are difficult for a child whose brain has been, or is being,
flooded with stress hormones™ (p. 212). These authors listed a variety of simple strategies
that teachers can use to create safe, secure environments, such as calling students by their
names, having them help to construct the classroom’s physical environment, and setting out
coherent routines. Upon such a foundation, the authors suggested that an effort to build a
program that is meaningful to students and that reflects their lives or future in the
community will help to create the optimal learning environment (Van Bockern & Wenger,
1999).

The second stream identified by Battistich et al. (1996) in successful school reform
is support for the fostering of strong relationships among all persons in the school
community: teacher and student, students, school and students’ social sphere, and so on.
Teachers need to create an environment that fosters positive interpersonal interactions, but

also to teach the skills that students need to act in kind and respectful ways. The authors
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suggested various ways to allow students to develop empathy and understanding and the
skills to deal with socially stressful and negative situations. Teachers must attend to the
social and ethical dimensions of learning, teaching students to be aware of the reasons for
rules. They must also hold a “believing stance” towards all students, an unfailing belief that
their students want to learn and want to form caring relationships with teachers and
students. Teachers must understand their role in encouraging students to actively construct
meaning in all experiences at school and in assisting them in developing their thinking
about social, moral, intellectual, and physical matters (Battistich et al., 1996).

Certain authors also recommended that schools provide research-based professional
development experiences for teaching staff on a regular basis on topics specifically targeted
to teachers’ needs (Vaughn et al., 1998). In-services should provide a link between theory
and practice by offering training in practices found to enhance learning: teaching that is
content specific; encouraging higher level thinking skills, cooperative learning, and peer
tutoring; using IPPs; effective classroom management; training for collaboration;
interpersonal and small-group skills; computer-assisted instruction; and models for
assessing their own instructional behaviours (Alberta Education, 1992a). More ambitious
professional development opportunities will represent a move from off-site “training” to
on-site, ongoing, participative inquiry, where information is embedded in examples to
which teachers can relate (Alberta Education, 1992b).

Administrators will need to have a realistic understanding of what the structural
changes to be made imply from the teachers’ point of view. New class sizes, an increased
work load, and the human resources assigned to each setting will affect the feasibility of

restructuring endeavours (Alberta Education, 1992a; Howard-Rose & Rose, 1994).
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Teachers will need the support of a full school-based team, reflecting the degree to which
community involvement is critical to a successfully integrated school system. Specialists
will be needed to fulfill certain functions, and teacher assistants and resource teachers will
be needed for others. This collaborative, team-approach becomes difficult, however, if
special education and regular classrooms are perceived as separate, based on separate
values. Inclusion must be adapted in a context of reform throughout the school as a
whole, to avoid a situation in which teachers perceive themselves as working in different
camps at cross purposes {Alberta Education, 1992b).

Finally, these extensive provisions for support should be integral to the process of
transition itself (Alberta Education, 1992a; Fullwood, 1990; Paquette, 1986). Teachers
must be prepared for the transition from the earliest stages to keep at bay feelings of
being unfamiliar or uncomfortable with the changes being made. In an examination of six
newly integrated schools in a school division in southern Alberta, the majority of teachers
who were asked indicated that they felt they did not have enough input or communication
with the de facto decision makers throughout the transition process (Alberta Education,
1992a). Paquette described the difficulty of implementing innovation in a school
atmosphere in which teachers feel that innovation is neither feasible nor desirable,
feelings that are often based on a lack of knowledge or understanding or resentment due
to a perceived lack of involvement. Therefore, restructuring initiatives should occur in a

setting based on bargaining and mutual adjustment (Paquette, 1986; cf. Ysseldyke, 2001).
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A New Role for Parents

Although parental attitudes regarding inclusion may vary, their participation in
the process is crucial to student success in inclusive settings (Alberta Education, 1992a;
Day, Borkowski, Dietmeyer, Howsepian, & Saenz, 1992; Fullwood, 1990; Merlin, 1997;
Rimm & Lovance, 1992; Will, 1986). Research indicated that student academic
performance is enhanced by parental involvement, particularly among First Nations
(Keith et al., 1998; as cited in Geenen, Powers, & Lopez-Vasquez, 2001).

Parental participatioh may be even more important for students with special needs
from culturally or linguistically diverse backgrounds. Collaboration between the home
and school domains may bring about higher awareness and responsiveness to the
behaviours, roles, and goals of a given culture or community (Geenen et al., 2001).
However, similar to impediments to participation among Native parents, there are
structural and historical impediments to parental involvement in mainstream schools with
which any attempt at school reform must contend. Canadian parents of exceptional
students have not been as active in advocating inclusion as have their counterparts in the
United States. In inclusive schools they have generally been “involved” only to the extent
of providing permission for formalized assessment and for placement (Alberta Education,
1992a).

Parents’ willingness to participate in school initiatives, regardless of the perceived
benefits, is often characterized as the product of a lack of understanding of the role they
play in their children’s education, unpleasant memories of their own experience at school,
or mere apathy (Alberta Education, 1982; Department of Indian Affairs and Northern

Development, n.d.; Royal Commission on Aboriginal Peoples, 1996). However, Geenen
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et al. (2001) have suggested that this characterization may better reveal a lack of
understanding of the role that parents do fulfill outside of the school domain. In an
examination of the role that parents from disparate ethnic groups play in transition
planning for children with special needs, the parents described themselves as far more
involved in preparing their children for adult life than did school professionals. However,
the activities in which parents were typically involved fell outside the school domain,
including assisting their children to find paid or volunteer positions, assisting them to
prepare for postsecondary education, assisting them to find out about adult support
services and social assistance programs, and teaching them about the cultural values and
beliefs held by their family and ethnic group.

These results allowed a very different understanding of participation and
involvement to emerge, leading researchers to conclude that “for many [culturally and
linguistically diverse] families, the ‘launching’ of a young person into adulthood stems
from family and community rather than experiences provided by educational or other
formal institutes” (Geenen et al., 2001, p. 279). Among First Nations, for example,
families who adhere to traditional values may be more inclined to view this transition as
embedded in the interconnected fabric of support provided by immediate family,
extended family, and more informal community-based networks. The authors argued that
the fact that schools tend to define participation and collaboration within the school
domain contributes to a misunderstanding of “the true pattern of involvement and
create[s] a skewed picture of passivity among [culturally and linguistically diverse]

parents” (p. 279).
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Greenen et al. (2001) identified several barriers to parental participation in the
school sphere and suggested that if parents perceive a lack of empathy and understanding
for the needs of their children among school staff, they are more likely to withdraw from
involvement in the school in general. The authors suggested that these findings indicate
that a broader understanding of family beliefs, values, and activities within domains
external to the school should be developed by school personnel seeking to meet special
needs in the inclusive setting. Finally, teachers should be given the opportunity to learn
how to support the roles in which parents are currently engaged, rather than insisting

upon a role that is inconsistent with cultural norms.

Conclusions

Many authors have written that it is better to consider that it is mainstream
education that is being reformed, rather than “special education” per se (cf. Kaufman &
Adema, 1998; Levin, 1996; Sobsey & Dreimanis, 1993; Southern & Jones, 1992; Will,
1986; Zigmond & Baker, 1995). For example, several researchers who were generally
supportive of the resource room model as an option in inclusive schools concluded that
strategies associated with that setting would better be incorporated into the integrated
setting (Hallahan & Kauffman, 1995; Lewis et al., 1992; Rich & Ross, 1991). The term
adaptive education was invoked by Sobsey and Dreimanis (1993) to describe the delivery
of special education services in general education classrooms as stipulated by
individualized programming needs. In another article, Kaufman and Adema described an
inclusive learning program called the Learning Support Centre which, although
manifesting many characteristics of the resource room model (flexibility, targeted

instruction for students with special needs, the use of an individualized education
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program), also promotes innovative instructional methods such as cooperative learning,
the use of volunteer and peer tutors, and team assessment. Simply put, these authors
suggested that instructional and managerial practices that stress individuality and
flexibility would be a benefit to all children. “The problem is not ability grouping but
rather a lack of flexibility and imagination in the application of educational principles in
practices” (Van Tassel-Baska, 1992, p. 70; Nugent, 1990).

In a special edition of the journal Learning Disabilities Research & Practice,
researchers called for a more holistic and dynamic approach to addressing the
development of at-risk children with learning disabilities (Keogh & Weisner, 1993; cf.
Guess & Sailor, 1993). Keogh and Weisner wro‘te that the environment in which a child
lives should be viewed as a complex set of cultural-environmental conditions that
influence families and their children’s development and that, for this reason, specialists
should work to address the issues which face at-risk children in a collaborative and
holistic manner. This underscores the notion that disability is never experienced apart
from its social and cultural context: “Disability derives its meaning from the ways people
respond to it, interpret it, and experience it” (Biklen et al., 1989). Reform that brings
about the creation of an inclusive school in effect creates an extension of those places
where people generally feel safe and normal (namely, self-definition and family
relationships), by virtue of a decision to accept difference as a matter of “normal,”
everyday life (Biklen, 1989; Fullwood, 1990).

Restructuring can result in a sense of belonging, of being invested in a social
setting, of interconnectedness and shared values and beliefs; in other words, a sense of

community. In this manner, school reform based on the principles of inclusion becomes a
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matter of social reform that implies individual empowerment while providing
opportunities, from the initial stages of collective planning and goal setting, for collective
empowerment (Fullwood, 1990). “Integration means not just being together but doing
activities together. It is not just polite attendance at a community or participation in its
activities; it also implies interaction and interdependence between community members”
(pp. 118-124). Interdependence can, in this way, become a platform for collective social
actions, of particular significance within the process of attaining self-determination.

The next section of the review examines literature from cognitive and psychological

education that suggested what instruction in the inclusive classroom should involve.

Instruction in the Context of Reform

During the past three decades significant advances have occurred in cognitive and
educational psychology that imply a new approach to instruction and learning that is
couched in a holistic understanding of the way that children’s thinking and performance
develop (Borkowski, Johnston, & Reid, 1986). This mode of instruction was also implied
in the context of the discussion on “appropriate instruction” for individual students,
reflecting a new professional norm based on a concern with accountability (Gage, 1970;
Howard-Rose & Rose, 1994; Laycock, 1980a, 1980b; Rich, 1980; Van Bockemn &
Wenger, 1999).

This section reviews current research on the place of cognitive and metacognitive
instruction in effecting what is often considered to be the ultimate goal of the teaching
enterprise: to bring about the development of self-regulated learning in all students. The
literature to be reviewed discusses how these modes of instruction engage not only a

student’s cognitive abilities and proclivities, but also the affective (i.e., motivation, self-
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concept, interest, engagement) and social (i.e., teacher-student relations, peer relations)
components involved in learning. Ultimately, this section will highlight those aspects of
cognitive and metacognitive instruction that lead to the growth of students with special

needs as self-regulated learners.

Cognitive Perspectives on Learning

Current literature in special education revealed a variety of orientations that stem
from fundamentally different conceptions of intelligence, development, teaching, and
learning. Behavioural theory has remained significant to classroom practice (e.g.,
motivation and incentive systems), relying on the premise that there is an essentially
causal relationship between behaviour and environment (Rohwer, Ammon, & Cramer,
1974; Skinner, 1970, 1974). In this perspective, teaching becomes a matter of increasing
the probability of eliciting the desired response to certain information in students by
exposing them to “contingencies” in the environment that reinforce the correct behaviour
and by building on past learning experiences (Jones et al., 1987; Rohwer et al., 1974;
Skinner, 1970, 1974; Thorndike, 1971). The stimuli to which students are exposed can
include anything from teachers’ movements and demeanour to the physical and social
conditions of the school setting (cf. Thorndike, 1971).

Despite its lasting role in classroom and instructional management, behaviourism
has been criticized for evading the task of attempting to understand how we learn; by
focusing exclusively on the output of a given learning task, it ignores the internal

“cognitive processes leading up to it that are moulded by the process itself. Put another
way, behaviourism ignores the process of learning by focusing on the application of the

stimulus-reaction-reinforcement schema to teaching practice (Leont’ev & Gal’perin,
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1970). Behavioural theory also assumes that intelligence is both easily quantifiable and
an innate quantity that schools and individuals can do little to modify (Henderson, 1976;
Skinner, 1974). In such a perspective, students are effectively characterized as passive
receptors in the learning process.

In comparison, a cognitive approach to instruction focuses on how children think,
and how their thinking changes with age and experience. In contrast to behaviourism,
cognitive theory assumes that the individual’s behaviour is always based on cognition (an
act of thinking or knowing about the current situation), rather than on the situation itself
(Rohwer et al., 1974). “Cognitive structures” may be thought of as relatively stable,
organized ways of thinking ‘that manage the transformation of the wide array of
information they receive. In this framework, intellectual development is conceived as a
series of changes in a child’s cognitive structures which occur through equilibration (a
process through which the individual constructs new and more efficient ways of thinking
by applying or refining his or her previous ways of thinking), with each change
characterizing a qualitatively different stage of development (Rohwer et al., 1974;
Siegler, 1998).

Several authors regarded cognition and cognitive development as constituting a
dynamic, complex system. In this context it is more accurate to examine the development
of relationships between mental functions than the individual functions themselves (Das,
1995; Jenkins, 1971). Much of the classical literature on cognition, for example, has
focused on the relationship between the development of language and of thought
processes, especially during early childhood (Das, 1995; Liublinskaya, 1970; Luria &

Yudovich, 1970; Maier, 1982; Vygotsky, 1970). Vygotsky pointed to the dynamic
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relationship between word meaning and thought: Thought is not expressed merely by
using words, but also comes into being through them. Word meanings change over time
as the child develops and, while doing so, also affect the ways in which the child’s
thought functions (Siegler, 1998; Vygotsky, 1970). For example, the development of
language enables children to compare, discriminate, abstract and generalize between
those objects perceived by the senses. Without language, children are able to discriminate
between objects at the perceptual level only (Liublinskaya, 1970).

Luria and Yudovich (1970) also presented language as a tool of socialization,
discussing the manner in which language transmits the “experience of generations”
through knowledge and concepts. Language transmission involves in the child a basic
reorganization of the child’s basic mental processes (structure), which in turn recreates
the reality (or frame of reference) of the child. In such a way, language functions to
reaffirm social patterns of behaviour (Luria & Yudovich, 1970).

Learning has been described as the application of a variety of cognitive processes
that demonstrate the flexibility of human cognition (Siegler, 1998). Jones et al. (1987)
defined learning as “thinking . . . using prior knowledge and specific strategies to
understand the ideas in a text as a whole or the elements of a problem as a whole” (p. 5).
Within the cognitive framework, learning is not so much based on perception and
reaction (as implied by behavioural theory) as the application of a combination of internal
and overt strategies. A strategy can be defined as a specific procedure or way of
executing a given skill, where skill is defined as a mental activity that can be applied to

specific learning tasks (Jones et al., 1987). The mastery of knowledge is understood to
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occur when strategies and operations (processes) that correspond to a given body of
knowledge are mastered.

Several authors have asserted that teachers must base their instruction on the
sequence of basic cognitive processes, while taking into account the cognitive aptitudes
of individual students (Bruner, 1970; Gage, 1970; Hilgard, 1970; Jones et al., 1987,
Wilgosh & Mulcahy, 1993). Gage wrote that instruction is “cognitively valid” when the
teacher possesses a sense of the systematic cognitive structure of the concepts and
principles that he or she is trying to teach. Bruner wrote that the degree to which a body
of knowledge is presented using developmentally-appropriate scaffolding will have a
direct impact on the ease to which the student is able to achieve mastery of the material.
Teaching instruction should be presented in a manner that preserves the processual
character of knowledge, in a manner which allows students to master corresponding
cognitive processes at the same time as the content (Leont’ev & Gal’perin, 1970).
Finally, several researchers have suggested that effective instruction must also include an
attempt to accommodate the diversity of learning modalities present in the classroom; this
concept speaks to learning challenges as well as preferences (Laycock, 1980a; McEwan,
1992).

Cognitive researchers have also suggested the manner in which learning and
cognitive development are interrelated. Several theorists have attempted to chart the
developmental nature of learning: Gagné (1970) and Bloom (1956), for example, each
produced taxonomic models that describe the cognitive processes that are refined at
successive developmental stages of learning (cf. Ausubel, 1970; Gage, 1970; Stones,

1970).
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Transitions in cognitive structures are said to occur in a state of flux rather than
stability (Graham & Perry, 1993; Siegler, 1994). Graham and Perry found that the
specificity with which children explain a given concept will reveal when a given
knowledge base is in a state of flux. When children are in a state of disequilibrium, for
example, their knowledge is unstable: “The child’s current construction of the world no
longer explains his or her experiences with the world” (p. 779). In such a state, the child
will become vague and inarticulate when asked to talk about the given body of

knowledge.

The Concept of Transfer

Although learning occurs in stages, it is also recursive in nature, in that it involves
the organized marriage of new to prior knowledge (Jones et al., 1987; Melot, 1998).
Several authors have argued that effective learning can be said to have occurred when a
student is able to transfer a given strategy from more familiar contexts to a new situation;
this process is alternately called transfer or generalization. Deliberate strategy use
becomes essential in the context of transfer tasks, where decisions about the
implementation, monitoring, and revision of strategies need to be made (Borkowsk1 et al.,
1986; Lupart, 1995; Paris & Winograd, 1990; Perkins & Salomon, 1989).

Research devoted to the transfer concept is far from conclusive on how to bring it
about. In terms of strategy instruction, for example, although some believe that it is better
to instruct students in general skills that can be used in a variety of problems and
situations, others maintain that strategies are best acquired in the context of content-

specific information (Jones et al., 1987). On the other hand, Perkins and Salomon (1989)
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suggested that the distinction has been overplayed and that a synthesis of general-
application and content-specific approaches to strategy instruction be sought.

Lupart (1995) argued that students’ ability to transfer skills and knowledge is tied
to their ability to be self-regulated in the learning context. Lupart grounded her study of
transfer and students with learning difficulties in the context of the “interactive effects of
the full range of learner characteristics and differences” (p. 216) and argued that teaching
for transfer must be founded on an understanding of learning and learners as dynamic, as
opposed to passive recipients who either “have” the capacity to learn or do not. Citing the
work of Borkowski and his associates, Lupart suggested that a focus on self-regulation
redirects attention from static distinctions of intelligence that are debilitating to teachers
when faced with students of “exceptional” intelligence to how individual students learn
and can be taught to self-regulate. “Their guiding concern is not whether a student having
difficulty in the classroom is mentally handicapped or learning disabled, but if the
learning environment they have created maximizes the student’s self-regulated learning”
(p. 218).

Lupart (1995) discussed the ambivalence of research related to the issue of
transfer among students with learning disabilities. She stated that students under this label
can clearly be distinguished from other students only on the basis of typical patterns of
school performance: first, low levels of achievement when compared with same-age
peers, particularly in reading and math; second, a learning pattern that involves very slow
initial intake with a subsequent increase in learning rate (the mirror opposite to that of
“normal” students); finally, a failure to transfer learning to new situations. Recent

directions in research have shifted from a search for a global cause of learning disabilities
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to “the notion that performance may be situation specific and might change substantially
depending on the interactive effects of task demands and student ability” (Lupart, 1995,
p. 224; cf. Perkins & Salomon, 1989). Strategies taught to students with learning
disabilities will be transferable within the same class of events that depend on a particular
cognitive skill, but not to tasks in a different class of events.

Lupart (1995) called attention to the

consistent finding that although students differ substantially in terms of the
architectural systems that limit or enhance overall learning propensity, executive
systems can be markedly improved through effective instructional intervention to
promote intelligent behaviour and school achievement. (p. 220)

Examining assumptions about intelligence among students with development delays, she
suggested that training in self-regulated behaviours will need to map out the flexible
manner in which the multiple factors of self-management (i.e., knowledge base, strategic
awareness and experience, formal and everyday learning, etc.) interact. Such training
should involve explicit instruction and practice opportunities that involve applying self-

regulated behaviours in multiple tasks and contexts.

Metacognition

Metacognition refers to one’s awareness and regulation of one’s own cognitive
states and processes. In an exposition on the metacognitive concept, Nelson (1996)
illustrated how a single process can be analyzed at two (or more) separate levels: at an
object level, where cognition occurs that is concerned with external objects or situations;
and at the meta level, where cognition occurs about cognition. Monitoring occurs when
information about the current state of the object level travels to the meta level. It refers to

the ability to supervise and direct the success of the task at hand, an effort which involves
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learners’ ability to motivate themselves, manage time effectively, and attribute the
successes and failure they experience in a positive and appropriate manner. Control, on
the other hand, occurs when information flows from the meta level to the object level,
informing it on what to do next; this includes not only knowledge of specific strategies,
but also how and when to use them (Borkowski, 1996; Jones, Palinscar, Ogle, & Carr,
1998; Nelson, 1996; Wenden, 1998). Metacognitive strategies differ from cognitive
strategies in that, whereas the latter is a procedure used to achieve a particular task, the
former will be invoked by the individual because he or she has reason to believe that a
particular strategy is more likely to result in success than another (Corkhill, 1996;
Malicky, Juliebd, & Norman, 1994).

Despite the prolific literature that has emerged since the introduction of the
concept over 20 years ago, it is difficult to discern the body of research as a whole
because there seems to be little consistency in the treatment of the concept (Borkowski,
1996; Corkhill, 1996; Reder, 1996). Many examples of current research addressed only
one of the many components identified with metacognition, “with the result that the
reader finds it difficult to gain an adequate appreciation of the many sides of
metacognitive research and their relevance to one another” (Corkhill, 1996, p. 277).
Reder explored current literature to discern whether research has treated metacognition as
a shifting concept in the study of cognition and developmental psychological phenomena
or whether it has been examined as different aspects of the same phenomenon. She found
that certain elements that have been accepted as part of the metacognitive configuration

are qualitatively different from the others (e.g., self-regulation, which can occur without
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conscious awareness). She suggested that the term has been used by different researchers
to refer to different collections of behaviour.

This section reviews literature on metacognitive theory as it applies to the
development of metacognition, the significance of metacognition to the process of
learning (particularly with respect to low-achieving students), and the place of
metacognitive instruction in the classroom. For the most part, the review will focus on the
work of Borkowski and associated researchers (Borkowski, 1992, 1996; Borkowski, Carr,
Rellinger, & Pressley, 1990; Borkowski et al., n.d.; Borkowski et al., 1989; Borkowski,
Johnston, & Reid, 1986; Carr, Borkowski, & Maxwell, 1991; Day et al., 1992;

O’Sullivan & Joy, 1994; Pressley, Borkowski, & O’Sullivan, 1985).

Metacognitive ability, “requiring deliberate, conscious, goal-directed activity”
(Borkowski et al., 1986, p. 150), develops throughout childhood as experience is
acquired. Therefore, metacognitive theory includes reference not only to metacognitive
awareness (what individuals know about the cognitive processes of themselves and
others), but also to metacognitive experience (metacognitive control or self-regulating
strategies; cognitive and affective experiences that relate to some current or ongoing
cognitive effort).

Malicky et al. (1994) examined the development of metacognition in young
children. The team sought to validate Vygotsky’s (as cited in Malicky et al., 1994)
argument that verbal mediation by a teacher will “lead to the conscious realization and
deliberate use of [the student’s] own mental operations” (p. 5). Research involved
examining whether Grade 5 students who had been identified as “at risk” and who had

participated in a training session where metacognitive strategies (related to identifying,
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rehearsing, and explaining concepts) had been introduced would spontaneously evoke
those strategies while attempting to solve various literacy tasks. During the second year
of the intervention, students displayed a wide range of metacognitive behaviours and
exhibited twice as many occurrences of such behaviour in the follow-up sessions as
during the intervention lessons. Although self-regulation figured most prominently in
intervention lessons, strategy/procedural knowledge (e.g., the use of picture cues and
letter sounds to identify words, the use 