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Introduction

All we know is what our teachers and experiences have taught us. Our way
of life is passed down to each new generation. This is done today by family
members, elders and other teachers in and out of our schools. As they age each
new generation moves over time from being learners to becoming teachers as
well. Our teachers deserve to be honored and respected for their knowledge and
work. This monograph, Honoring Our Teachers, includes presentations at the
seventh American Indian / Indigenous Teacher Education Conference (AIITEC)
held at Northern Arizona University on June 16-18, 2016. Honoring Our Teach-
ers is the fourth in a series of “Honoring” monographs that began in 2011 with
Honoring Our Heritage and was followed by Honoring Our Children in 2013
and Honoring Our Elders in 2015, all of which were published on-line and in
paperback by Northern Arizona University’s College of Education and focus
on culturally appropriate approaches for teaching Indigenous students. These
monographs are designed to contribute to the ongoing professional development
efforts that educational administrators and teachers need in order to continuously
improve their schools and teaching.

A theme repeated by the contributors to this monograph is that teachers need
to be treated with respect as professionals and not de-skilled by being forced to
sign fidelity oaths that make them adhere to “evidence based” one-size-fits-all
scripted curriculums that usually lack a solid research base as indicated by the
U.S. Department of Education’s What Works Clearinghouse,' and even when
they do show a fairly solid research base, that research does not include a focus
on how American Indian and other ethnic minority students perform using the
mandated curriculum materials. It is relatively easy for teachers to just follow
the scripted teachers’ editions of textbooks, but the result will too often be more
disengaged students, more discipline problems, lower test scores and higher drop
out rates.

The 2016 Keynotes

The first two chapters of Honoring Our Teachers are adapted from keynote
speeches delivered at the 2016 AIITEC conference. Sharon Nelson-Barber shares
her insights about how current educational reform efforts in the United States are
affecting Indigenous education in “The ‘Perfect Storm’ in Indigenous Education:
Stories about Context, Culture and Community Knowledge.” She expresses her
concern about “many teachers’ lack of experiential knowledge about the home
and community lives of their students” and highlights their need to focus “on
the strengths and competencies children” bring to school from their homes and
communities (p. 3). She finds that “teachers must...be masterful in the ways they
draw on local knowledge and thinking as they tailor [curricular] content, make
use of local vernacular and build relationships with students” (p. 4). Then Tiffany
S. Lee describes the limitations of formal classroom education in “‘In School I



Learn from A to H, but the World is A to Z’: Promoting Educational Relevance,
Equity, and Sovereignty through Community-engaged Learning.” Lee emphasizes
the importance of teachers learning that students need “to be engaged in active
ways if we want them to connect and learn” (p. 9) and describes the importance
of Community Engaged Learning and Community-Based Education to counter
unsuccessful “one-size-fits-all approaches in education, such as nationally pro-
moted scripted curriculum or teaching methods” that have “permeated American
public schools” (p. 11).

Improving Indigenous Education

In the next section the contributors focus on what is needed to improve
Indigenous education and close the historical academic achievement gap that
has hindered the progress of many American Indian and other Indigenous stu-
dents. First, Joseph Martin, Richard Manning, Larry Steeves, Josephine Steeves
and Jon Reyhner present the results of interviews with experienced indigenous
educators in “What Educational Leaders See as Important for Improving the
Education of Indigenous Youth.” They first look at landmark studies of what
educators have learned from teaching Indigenous students by Linda Cleary and
Thomas Peacock (1998) and Terry Huffman (2013) and then report the findings
of their own recent interviews with experienced Indigenous educational leaders
that point to the need for school administrators and teachers to know about the
communities where they work and to build relationships with those communi-
ties, including for teachers to get to know the parents and extended families of
their students and to move away from textbook and lecture teaching methods to
a more hands-on and engaging instructional approach. Then Larry Steeves and
Sheila Carr-Stewart discuss a conceptual framework for improving Indigenous
student learning outcomes. They review mostly Canadian research on the im-
portance of parent, community and student engagement and the importance of
teachers building relationships with their students and using culturally relevant
pedagogy.

Next, Jonathan Anuik and Laura-Lee Kearns describe Métis and Ontario
education policy that supports Métis holistic lifelong learning and the impor-
tance of schools recognizing Métis as a people and to value their identities and
histories. Closing this section, Keiki Kawai‘ae‘a, Angayuqaq Oscar Kawagley
and Kaiolohia Masaoka describe Kaiolohia’s experiences as a first year teacher
in a Hawaiian language immersion school. Kaiolohia writes how she observed
many of her co-workers and the relationships that they formed with their students
and how she enrolled in a language arts enrichment class during the summer to
further improve her teaching repertoire. In addition, she describes how she learned
from her students as well as taught them. A parent found that the success of the
immersion school Kaiolohia taught in was built around the Hawaiian concept of
aloha that is built around a “wholeness of mind, body and soul and connectedness
to the universe” (p. 92). Kaiolohia found that teachers must be humbler than the
children and that they are not just students, “but your own children and children
of your friends and family” (p. 96). She also discovered that curricular content
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needed to be interconnected, rather than mathematics, science, and other subjects
being taught as separate, segregated subjects.

Literacy

The third group of essays focus on literacy with George Ann Gregory and
Freddie Bowles presenting arguments for Indigenous literacy and then Margaret
Vaughn, Kelly Hillman, Traci McKarcher and Cindy Latella describing their ac-
tion research project on Indigenous student literacy practices. Gregory and Bowles
write how colonialism has created an identity crisis among colonized people and
the need to utilize literacy in the heritage languages of the students’ communities
to promote decolonization in order to help resolve that identity crisis. They go
on to document successful bilingual programs that promoted Native language
literacy. Then Margaret Vaughn and three of her college students reflect on how,
as teachers, these students worked to engage their elementary school students
by using culturally relevant reading materials with them that were not otherwise
available in their schools.

History and Research

The fourth group of essays focuses on Indigenous educational history and
research. George Ann Gregory discusses “Legacies of Colonialism: The Educa-
tion of Maya in Belize.” She describes the lingering effects of colonialism in
Belize that exploits and displaces the Mayan people and made makes second class
citizens receiving a second class education. She emphasizes the importance of
improving the educational system so that Mayan identity is valued and teachers
are prepared to provide Mayan students bilingual education. Then Tom Hopkins
shares some of his experiences with English as a Second Language (ESL) teach-
ing efforts, bilingual education and testing as a longtime employee of the U.S.
Bureau of Indian Affairs in “A History of American Indian and Alaska Native
Education: 1964-1970.” He describes his involvement in Bureau Indian Affairs
(BIA) education, including his work with BIA professional development for
teachers and how the BIA’s area director organization during this period worked
against efforts to improve teaching in BIA schools by often excluding curricular
reforms designed to utilize local research that focused on Navajo and other Indian
students. Of special interest is his work with the Teachers of English to Speakers
of Other Languages (TESOL) organization, the Navajo Reading Study project
and his comments on the founding of Rough Rock Demonstration School, the
first locally controlled BIA school, in 1966.

Next, Adam Murray discusses the type of research that is needed for
evidence-based support of culturally responsive education in “Culturally Re-
sponsive Education: The Need and Methods for Demonstrating Effectiveness for
Evidenced-based Practices.” He reviews the history of and research on Culturally
Responsive Education (CRE) and summarizes the type of evidence based research
designs that could help win political and popular support for CRE. Closing out
this section Naatosi Fish and Mizuki Miyashita present their research on guiding
pronunciation of Blackfoot melodies. They provide an example of how a com-
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munity member can partner with a university linguist to do research on “word
melody,” which can help students wanting to learn a Native-like pronunciation
of their heritage language.

Conclusion

Together, the contributors to this volume make a strong case for the impor-
tance of providing Indigenous students with a culturally appropriate education
that builds on their cultural and experiential backgrounds. Teacher preparation
programs need to ensure teacher education candidates are aware of how important
it is to learn about the homes and communities that their students come from
and return to as well as becoming subject matter experts and developing their
instructional expertise. In addition, these aspiring teachers need to recognize the
importance of their remaining lifelong learners through continued professional
development. In return, we all need to honor teachers for their dedicated efforts
to educate our children and thus empower them as family members and tribal
and global citizens.

Notes
'U.S. Department of Education, Institute of Education Sciences’ What Works
Clearinghouse at https://ies.ed.gov/ncee/ WWC/
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The “Perfect Storm” in Indigenous Education

Stories about Context, Culture and Community Knowledge'
Sharon Nelson-Barber

An Urgent, Unmet Need

Despite on-going federal efforts to address the educational needs of In-
digenous students in the United States, irrepressible calls for change in public
Indian education have echoed across Indian country for some time (Indian Na-
tions at Risk Task Force, 1991; Meriam, 1928; Nelson-Barber & Johnson, 2016;
Reyhner & Eder, 2006; Special Subcommittee, 1969). Recent reports assert that
the educational reforms of the 1990s and beyond, including those mandated by
the federal No Child Left Behind Act of 2001, have resulted in no measurable
improvements in the educational achievement of American Indian and Alaska
Native (AI/AN) students (Education Trust, 2013; Musu-Gillette, Robinson,
McFarland, KewalRamani, Zhang & Wilkinson-Flicker, 2016; NCES, 2012; Of-
fice of Civil Rights, 2016). Citing National Assessment of Educational Progress
(NAEP) statistics at a recent conference, renowned Indian educator, Dr. Sandra
Fox, noted that fewer than 20% of American Indian students in the fourth grade
perform at “proficient” or “advanced” levels (Fox, 2014, 2015). When we revisit
the many reforms carried out over past generations we note that they have been
not only ineffective, but also detrimental to the educational performance of Na-
tive youth as well as to their well-being. These observations are confirmed by
recent reports such as President Obama’s 2014 Native Youth Report (The White
House, 2014) and the US Department of Education’s Office of Civil Rights data
on equity and opportunity in our nation’s public schools (USDOE, 2016).

These effects point to the high level of vulnerability that Indigenous students
experience in the US educational systems, when at the same time entire Iknowl-
edge systems are being lost due to the fast decline in Indigenous communities’
use of heritage languages and cultural practices (House, 2014; Nelson-Barber
& Johnson, 2016). In many ways, the difficulties faced by Indigenous learners
and their communities can be characterized as a “perfect storm” that threatens
to destroy our timeless and treasured Indigenous knowledge systems.

Table 1 on the following page lists some of the elements of the “perfect
storm” that young Indigenous learners must overcome in order to attain educa-
tional success. To address this perfect storm, factors such as these must be well
understood, and strategies available to enhance instructional responsiveness to
local conditions. In fact, the “treasured” local indigenous knowledge systems
mentioned above are not only invaluable in their own right but are the very
foundation of prior knowledge on which to build new learning.

Capitalizing on Indigenous Success

Problem-based perspectives and deficit thinking have figured into the public
discourse on American Indian and Alaska Native education for too long—to the
point that there can be certain assumptions about who can succeed and who can-
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not. We are all too familiar with the dismal portraiture associated with American
Indian and Alaska Native student academic performance: frequent tracking into
low ability groups, disproportionate representation in special education, high

Table 1: Elements that Converge to Create the “Perfect Storm” in Indig-

enous Education

Community-related Factors

School-related Factors

* Generations of cultural trauma
(genocide, punishment for use of
heritage language, abuse in
boarding schools, etc.)

* Disconnection between what is
considered to be important knowledge
for daily life and what is taught in
school

* Loss of community self-
determination; loss of personal
and collective self-efficacy

* Discontinuity between ways
of communicating and interacting
at home and in school

* Separation from ancestral
homelands and land-based
practices, leading to loss of
cultural identity

* Lack of effort to forge common
goals for children/students
by parents and teachers

» Harmful effects of human
intervention on the land (such
as dams, mining, toxic waste
sites, etc.)

* Barriers for Indigenous children in
demonstrating knowledge in schools
due to mismatch between values

and approaches of Indigenous
knowledge systems and the assump-
tions of Western knowledge systems
(amplified by current testing methods)

* Disruptive impacts of weather
and climate on subsistence activity
and heritage practices

vernacular, English dialect, or
non-standard English

* Students’ difficulty in demonstrating
knowledge on formal testing owing to
unrecognized community use of

* Compromised mental and
physical health owing to stress
and unhealthy diet

* Ongoing rapid loss of heritage languages
and practices owing to lack of value in
dominant culture and education

* Breakdown of the fundamental
Indigenous cultural link between
life activity and learning by
colonial-era and modern-era
formal educational systems
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drop out and retention rates (OCR, 2016). What is most frightening about this
depiction is the extent to which the differential performance of Indigenous stu-
dents has come to be a taken-for-granted “fact of life” in some classrooms—an
expectation of low performance that is reflected, in off-hand remarks like, “This
assignment worked really well; even the Indian students did a good job!” or “We
need to know more about Indian students and other problems.” These kinds of
stereotypes, coupled with many teachers’ lack of experiential knowledge about
the home and community lives of their students, fuel the notion that there is
nothing they can do about the challenges children face outside of the classroom
and that these challenges prevent them from learning. The challenges are seen
not as circumstantial, mutable, and open to discussion and intervention, but as
fixed conditions of life over which teachers see themselves as powerless.

Now, in no way am I saying that the only successful teachers are those who
share culture with students. However, the discourse within Indigenous communi-
ties does not center on under performance and disadvantage. Instead, the focus is
on the strengths and competencies children have developed in their own contexts
as bridges to learning. Listen in on just about any conversation among American
Indian and Alaska Native educators and the discussion entails capturing ways of
capitalizing on local ways of understanding the world alongside formal school
learning, so that our children can make the best life choices that will prepare
them as future leaders. And the literature backs this up. Research makes the
strong case that students’ culture-based experiences and ways of learning can
be essential resources for designing daily instruction (Bang & Medin, 2010;
Demmert & Towner, 2003; Hammer, & Elby, 2003, Kawagley, Norris-Tull, &
Norris-Tull, 1998; Lave & Wenger, 1991; Lee, 2008; Moschkovich & Nelson-
Barber, 2009; Lipka, 1998; McCarty & Lee, 2014; Nelson-Barber & Estrin,
1995, among others) .

The newest thinking in sociocultural theory and the learning sciences argues
for an ecological approach that locates accountability in “the real world” of
students’ knowledge and experience (Lee, 2008; Sherin, 2006). This ecological
approach finds central importance in aspects of learning that have gone unrec-
ognized, such as relationships, contexts, languages, tools and practices based
on community knowledge. Lee (2008) would say that these elements, occurring
in the complex ecologies of people’s lives, demand innovative approaches and
offer great potential for creating more equitable, empowering, and sustainable
change for communities and individuals.

Now that more and more Indigenous teachers are joining the work force,
like those prepared by Northern Arizona University’s College of Education,
there will be more teachers providing strong models as they root their instruc-
tional approaches in Indigenous learning and systems of problem solving that
are directly linked to their students’ cultural experiences. As the research cited
above demonstrates, when content areas are taught or learned in defined cultural
contexts, students have increased opportunity to relate to them and find them
meaningful. This is engaging and empowered education for any student.
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Drawing on Local Context

So we know from learning science that knowing is a product of context,
interactions, relationships (with people and others), and the tools and artifacts
in a learning ecology, which includes language. Teachers determined to infuse
important cultural concepts into lessons find many different ways to advance
student achievement by building from within—honoring local worldviews, value
systems and languages, and enabling the kind of family engagement in learn-
ing that is so essential to children’s success in school. The mere presence of a
cultural artifact of deep meaning to the local community can serve as a constant
reminder to students of the cultural principles it embodies. For example, one
Diné teacher from a farming community prominently displayed a corn stalk
in her classroom. As part of her routine she regularly referred to it as a symbol
of strength, sustainability and resilience, like their people. She not only uses it
as a keystone to identity development, but also emphasizes how storytelling is
essential to meaning making and draws connections to important moral lessons
embedded in heritage stories about corn, linking important knowledge for daily
life with school learning. This paves the way for bridging with other important
knowledge, such as discerning a traditional home or hogan as a healing system,
not just shelter—and that these cultural understandings are as important as stan-
dard content, all connected through language.

These informal strategies work well in conjunction with more formal
context-adaptive, culture-focused programming to enhance learning for Indig-
enous students. However, in Alaska it turns out that elementary students from
all cultural backgrounds, both urban and rural, who experienced the Math in a
Cultural Context curriculum, showed significant improvement on pre- and post-
tests when compared to diverse students who followed the regular mathemat-
ics curriculum (Lipka, et al., 2005; Nelson-Barber & Lipka, 2008). The Math
in a Cultural Context program is composed of modules (Grades 2 and 6) that
focus on everyday Yup’ik knowledge related to mathematical thinking directly
linked to students’ subsistence lifeways and cultural experiences. Teachers’
instructional approaches are rooted in Yup’ik learning and systems of problem
solving, but they also align with national and state mathematics standards like
number and operations, patterns, functions and algebra, geometry and spatial
sense, measurement, data analysis, statistics, probability, reasoning and proof,
representation, and so on.

Since just about everyone in Alaska knows something about the subsistence
lifestyle—at least about hunting or fishing, the activities are familiar and engag-
ing to most students because they can relate to the material as associated with
their own lives. The fact that the activities are tied to local culture makes them
more unique and interesting for all students.

Of course teachers must also be masterful in the ways they draw on local knowl-
edge and thinking as they tailor content, make use of local vernacular and build rela-
tionships with students, all of which are critical to teaching success in their settings.

Though there are certainly idiosyncrasies in pedagogy across these class-
rooms, teachers use common strategies that are grounded in their community
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values and lifeways. They teach concepts in the contexts in which they will be
needed. Adults (teachers, parents, elders, aides) and older peers serve as mod-
els, guides, or facilitators rather than always being direct instructors. Typically,
children have considerable responsibility over their own learning, often working
together in small groups to solve real-world problems or to accomplish tasks. It
is often viewed as inappropriate to compare children to one another directly, as
is done in norm-referenced testing. Children have latitude to choose when they
will demonstrate their mastery of a particular task or competence, a feature that
supports autonomy, self-evaluation and perseverance until mastery is achieved
(Nelson-Barber, Trumbull & Mitchell, 2002). It is interesting to note that tradi-
tions of education in Indigenous communities that emphasize lived-experience,
cooperation and reflection in meaningful contexts exemplify some of the best
elements of the research-based instruction called for by current school improve-
ment efforts (see Table 2 below). These elements are more fully described in
Nelson-Barber, Trumbull and Mitchel (2002).

Table 2: Selected Features of Indigenous and Reformed Pedagogies

Indigenous Pedagogy Reformed Pedagogy
* concepts are taught in meaningful |+ concepts are taught in meaningful
contexts and serve authentic purposes| contexts, in more authentic ways
* adults serve as models and « adults serve as models and facilitators
facilitators, guiding children to teachers are encouraged to get beyond
learn by observing and doing strictly verbal methods of instruction
* children are encouraged to take « students are encouraged to take
responsibility for their own learning |responsibility for their learning
* children are encouraged to « students are encouraged to reflect on
evaluate their own learning their own learning and self-evaluate
e children are allowed choices * new forms of assessment, such as
about when and how to display portfolios, allow more student choice
learning (i.e., choices about
being tested)

The overlaps here are clear. It seems Indigenous pedagogy could serve as a
model for reformed pedagogy, and one might guess then that today’s Indigenous
students have a decided advantage over other students. As we know, that does
not seem to be the case.

Ultimately we can do an exemplary job of infusing culture in the curriculum
and making use of instructional strategies that capitalize on students’ cultural
and linguistic strengths. However, if our assessment systems are not set up to
recognize excellence when students demonstrate it we will not be doing enough
to support students to achieve advanced levels of excellence. We must remember
that many Indigenous students, even those who are not fluent speakers of their
languages, but are raised in tribal communities, may fundamentally experience the
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world differently than non-Indian students. How one is socialized to understand
the world, to identify and solve problems, and to make decisions, for example,
influences that person’s ways of thinking and interacting. Conflicts can arise for
students whose home culture may not align directly with the conventional culture
of schools. If culture influences the way in which people construct knowledge
and make sense of the world, then culture may influence the way in which stu-
dents interpret test items and respond to them. Testing must take into account
sociocultural influences such as values, beliefs, experiences, communication
patterns, teaching and learning styles, and epistemologies that are expressions
of students’ cultural backgrounds, and include their socioeconomic conditions
(Solano-Flores & Nelson-Barber, 2001). New research is now considering ways
for assessments to capture students’ comprehension more precisely and accurately
given their varying worldviews. In my own work, I look to reconstruct test items
in ways that elicit student responses that reveal a more representative sample of
their knowledge and providing the “evidence” we need in our evidence-focused
system of education.

The sessions that I experienced at the 2016 American Indian / Indigenous
Teacher Education Conference (AIITEC) in Flagstaff, Arizona, demand that
schools create classroom communities that grant voice and legitimacy to the
perspectives and experiences of local cultures—communities that will not re-
quire students to surrender personal and cultural identity in exchange for high
academic achievement.

To optimize the benefits of strategies and innovations and truly enhance
learning for Indigenous communities, a higher standard of context-adaptive,
iterative and empirical testing must be applied. Locally-driven research that is
responsive to multiple contexts and uniquely-situated communities requires this
very different “standard” of evidence for best practices.

Note

IThis chapter is an abbreviated version of the keynote address delivered at the 7
American Indian/ Indigenous Teacher Education Conference, June 18,2016, at
Northern Arizona University in Flagstaff, Arizona. These ideas also contributed
to the 2016 American Educational Research Association Knowledge Forum as
part of its Centennial year programming.
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“In School I Learn from A to H, but the World is A to Z”:
Promoting Educational Relevance, Equity and Sovereignty

through Community-engaged Learning
Tiffany S. Lee

I open this conversation about community-engaged learning with a story
I heard from Dr. Joseph Suina, University of New Mexico Professor Emeritus
and former Governor of Cochiti Pueblo. He shared a story about his observa-
tions of the youth in his community in a presentation he was doing with several
educators. When his community prepares for a traditional event that involves
learning and singing original songs created by community members, several men
and boys of the community will meet at their ceremonial house in the village
about two weeks prior to the event to listen and practice the songs. He noticed
that the young boys who have been doing this type of activity as they grew up
in the village would display tremendous patience, discipline and respect for the
two or more hours that they have to sit in one place, listen, and eventually sing
the songs. One time, he noticed a young boy about age eleven or twelve who
was new to the activity and who was having a difficult time sitting still, showing
patience, and learning to listen respectfully. It made him notice how much the
youth of his community who attended these activities regularly were engaged
in their learning and displaying culturally appropriate behavior. It made him ask
himself how such learning could take place in our school systems if it can take
place in these type of ceremonial settings.

I have observed this with many young children and youth in traditional
Navajo ceremonies as well. They are focused and attentive to the context, which
requires sitting and listening for long periods. This is community-based and
culturally-relevant learning. It is cultural, valued, and communal. The youth are
engaged in the experience and actively listening, learning, and participating. Their
learning is rooted in the community context and relevant to the culture.

Contrary to this type of learning, the schooling contexts in the United States
primarily takes on a Western cultural experience, from the schooling structure,
the curriculum, the pedagogy, and the overall school climate. This type of school-
ing experience in the U.S. has not changed for the last 100 years (Mondale &
Patton, 2001).

Teachers in these schools today have the hard job of creating engaging les-
sons, assessing learning, and being held accountable to state tests, school leaders,
and families and communities. That pressure from the state has grown since
the time I was a high school teacher. But I remember learning as a high school
teacher that students needed to be engaged in active ways if we want them to
connect and learn. One particular learning experience for me happened when I
was teaching U.S. History at a high school on the Navajo Nation. I remember
giving a lecture in my class about Native people’s resistance to settler colonialism
and land theft in the late 19th century. I felt the students would really resonate
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with this content since it was about their own people. As I was finishing up my
inspirational, informative, and meaningful lecture that had my students on the
edge of their seats (so I thought), I was elated to see one student raise his hand
to ask a question. Excitedly I called on him and he said, “Can we go now?” |
realized at that moment that while some of the students were attentive and lis-
tening, some were not. It also prompted me to wonder how many were learning
the material? The content was fascinating but my delivery did not engage all
the students in ways I had hoped. While I believe students do need to own their
education and be responsible for their own learning, as teachers, we are their
conduits to learning; we provide the tools for their construction of knowledge;
and we are their coaches, their facilitators, and their motivators. So after hearing
Dr. Suina’s story about engagement of youth in his community, I continue to
ask how, as teachers, can we create in our classrooms the level of engagement
described by Dr. Suina? One that students value, find relevant to their lives, and
that treats them as equal participants in learning.

Understanding Community-Engaged Learning as Indigenous education

Based on my experience as a teacher and from what I have learned through
research, [ have found that Community Engaged Learning (CEL) is an effective
way to stimulate student excitement in their education and thus their learning. CEL
places the community in the center of the learning experience and builds curricu-
lum based on community priorities and interests making education, whether in or
outside the classroom, relevant to students and making their learning applicable
in community contexts. It moves education away from being individualistic and
from dominant societal goals of serving American needs, but instead, it moves
education toward serving our communities’ needs and goals. CEL is similar to
many other approaches that focus on community, culture, and students’ lived
experiences. For example, such approaches include community-based learning,
place-based learning, experiential learning, culturally relevant learning, and
culturally sustaining pedagogy. Mostly, CEL is aligned with philosophies of
Indigenous education as articulated by many scholars. They explain that Indig-
enous education outside of western schooling structures, like the education one
learns at home or in the community about their heritage, is rooted in place and
experience. Indigenous education is how children learn who they are, and the
roles they can play in their community (Cajete, 1994, Kawagley & Barnhardt,
2004, Deloria & Wildcat, 2001).

I'have heard many Indigenous folks talk about the purpose of life is to become
a complete human being — meaning a well-rounded, balanced, and connected hu-
man (Lester, 1995; Trudell, 2001). Our stories, traditions, and ceremonies shape
our people toward achieving this holistic goal. This philosophy of our purpose
in becoming a complete human being is also a state of hozh¢, which in Navajo
refers to a state all Diné aim to achieve. It is a state of balance and harmony,
where you know you are related to everything in your natural environment and
your daily life is to remain in congruence with the environment, family, com-
munity, self, and all of life (Haskie, 2013).
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In this respect, CEL fosters critical Indigenous consciousness (Lee, 2006),
which is an awareness of how one’s self, family, and community are situated in
the larger political, social world, including how historical events shape our lives
today. It is understanding how the events and situations like forced relocation,
poor access to healthcare, inadequate schools, under and unemployment, and
other oppressive policies that limit our self-determination have a direct impact
on our lives and the social conditions of our communities. Gaining this critical
consciousness helps one to understand they, their family, or community are not
to blame for these conditions, but they are a result of this larger set of influences
that have systematically oppressed our peoples. Critical consciousness becomes
critical Indigenous consciousness when it motivates Native people to create posi-
tive change in their communities. Freire (1970) asserts that critical consciousness
is liberating for individuals to see beyond their oppression; critical Indigenous
consciousness extends that effect by inspiring individuals to contribute back to
their communities in transformative ways.

CEL also teaches students academic content and important skills by the
nature of working with communities — they learn communication and presenta-
tion skills, problem-solving skills, research skills, practical application skills,
critical thinking skills, and they learn these skills as they are integrated with the
academic content. This integration of experiential learning and academic content
aligns well with the Aztec metaphor Cajete (1994) referred to, which is finding
face, finding heart, and finding foundation. Finding face is finding your identity;
finding heart is finding your passion; and finding foundation is where you are
grounded — your community, home, place. This is Indigenous education

CEL Promotes Education Equity, Justice, and Self-determination

One-size-fits-all approaches in education, such as nationally promoted script-
ed curriculum or teaching methods, have permeated American public schools,
particularly those serving underrepresented populations. Bartolome (1994) argues
that the problem with such approaches is the belief that underachievement can be
fixed by a particular teaching method and that schools are neutral apolitical sites
that students should conform to in order to succeed. There is no interrogation
that schools may be the problem in terms of their curriculum, structure, climate,
teaching methods and how the schools continue to fail students and blame them
for their failures. The quote in the title of this article is in reference to this lack
of scrutiny of schools. I interviewed Bahii, a young male Navajo student, when
I'was working with a team of researchers conducting a study examining the state
of education in New Mexico for Native students (Jojola, et.al., 2010). He recog-
nized the limitations of schooling and how it was inadequate for preparing him
for the world that he experienced on a daily basis. He saw the disconnect when
he related school to the alphabet and said that school only teaches from A-H but
he wants the whole alphabet from A-Z. In other words, he wants an education
that addresses the whole picture as it is relevant to his life.

Kulago brings this perspective of making education relevant to students’
entire lives to light when she argued that education should be conceptually
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viewed through the Navajo concept of k’¢ (2016). K’¢ translates to mean kin-
ship and family, but it also connotes how people relate to one another and their
love, support, and responsibility to one another. K’¢ is a community working
together for sustainability and cultural continuity. It is a “gathering of families”
and ““enriching and deepening relationships of mutual support within the family
and community” (Benally, 1994). Kulago asserts that when considering family,
community, and school partnerships, family and community are one and the same
when viewed through the conceptual framework of k’¢ and that for Indigenous
communities, education and community are inseparable. Consequently, schools
should view their role and partnerships with communities in this way, as a re-
ciprocal relationship that supports the overall wellbeing of the students of that
community. This framing promotes a true democratic education and educational
equity and justice for students and families.

Kulago’s work is especially significant for understanding the importance
of CEL and for demonstrating how CEL is an exercise of self-determination in
education. Self-determination in education is the practice of community control
and the integration of knowledge, perspectives, and values important to the com-
munity, like the formation of partnerships rooted in relationships based on k’¢.
Achieving self-determination in education has been a goal that has been highly
valued and sought out by Native communities. There are many early examples
from the 1970s when the Indian self-determination in education act was passed
and through this legislation, support was provided to communities to create
community-controlled schools with more autonomy than typical public schools.
Examples include Rough Rock Demonstration School, Rock Point Community
School, and Santa Fe Indian School (Lomawaima & McCarty, 2006). Although
more difficult today in this age of heightened national accountability based on
the No Child Left Behind Act, and national standards such as the Common Core,
we see the multiple ways in which Native people have enacted self-determination
and control in education, many of whom utilize CEL practices to empower
themselves. Educational self-determination necessitates community-control and
through CEL, communities are partners and decision-makers who are enabled
to exercise that control. This next section will highlight two models of CEL in
practice, one at the high school level and another at the university level.

Community-Based Education Model

I was a high school Tribal Government and Language Arts (Communica-
tions) teacher in the Community-Based Education Model (CBEM) at Santa Fe
Indian School (SFIS) from 1999 to 2001. The philosophy underlying CBEM
was to impact learning in meaningful ways that responded not only to students’
educational achievement and experiences, but also to the partnering Pueblo com-
munities’ needs and interests. Leading to “sustainable higher levels of academic
performance, motivation, and interest in learning about, and contributing to,
[students’] home communities is central to the approach” (CBEM, 1997, p. 1).
SFIS recognized that many of the students’ communities have environmental
concerns that were tied to social, economic, and cultural traditions, which im-
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pacted and influenced the quality of life in those communities for generations.
Community leaders and educators at the school believed that involving students
with community members in exploring and investigating these issues would be
more meaningful for students than traditional core curriculum and would result
in outcomes that benefit both the students and the communities. To support this
approach, students had immediate and in-depth interaction with community
members and learned about environmental issues that impacted the communities
over the course of an academic year. In this way, the community sites become
the learning environments through the involvement of community members as
partners and mentors.

Students who enrolled to participate in CBEM primarily did so to fulfill their
science and language arts requirements. There were no academic standards a
student needed to meet to enter the program and thus, their choice to participate
was more a consequence of scheduling convenience. As the students across the
school learned more about the program, students who were attracted to the idea
of weekly field trips and use of technology also selected to participate.

Participating students attended CBEM every afternoon of the school week
in which their community work was integrated with their classroom-based work.
Their classroom work and academic credit was based on an interdisciplinary
curriculum in which the students took four courses in environmental science,
tribal government, math modeling, and communications. Three teachers taught
the courses and facilitated the core experiences of the program, which were
the community visits the students took each week with one of the four Pueblo
communities who participated in the program and who worked with CBEM
students and staff throughout the year. Once a week, a group of students visited
their assigned Pueblo and worked directly with the environmental departments
in the Pueblo. The department administrators along with the Pueblo leadership
identified themes of study related to their own work and concerns in the Pueblo
for the students to learn about. The teachers then designed curriculum around
those themes. The teachers developed the specifics of the curriculum organized
around these thematic issues so that the field experiences and classroom learn-
ing supported and complemented one another. For example, in one community,
the leadership and people were concerned with the effects of the Cerro Grande
fire on their community. This fire impacted much of Los Alamos, New Mexico
in May of 2000, and it reached the Pueblo’s tribal land. The Pueblo asked the
CBEM students to help with determining the impact of this fire on their natural
environment with particular attention to contamination from Los Alamos National
Labs where nuclear technology is used and toxic substances are produced. The
teachers developed curriculum around this theme so that students could learn
about and perform such tasks as taking water samples to determine the water
quality, testing air quality, and taking soil samples to test for contamination from
spring run-off. In addition, the students learned about the social and cultural
impacts of the fire on the Pueblo and the associated legal rights of the Pueblo in
rehabilitating their tribal land.
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Technology was heavily incorporated into both field experiences and
classroom-based learning. Students learned how to utilize such equipment at geo-
graphic positioning satellite systems and associated mapping software programs.
They communicated their findings in writing using word processing software and
orally through powerpoint presentations on the computer. Students enjoyed the
use of this technology, and it motivated their participation. In turn, the Pueblos
benefited from what the students produced using such state of the art equipment.
The Pueblos often did not have such technology to study these issues of concern.
In the end, the students presented highly organized and sophisticated informa-
tion to the tribal members and the general public. The relationship between the
students, CBEM staff, and the communities was reciprocal with each educating
one another and becoming a resource for one another. It also resulted in human
capacity building where the CBEM students now had skills in research, critical
thinking, problem-solving, writing, technology, and oratory presentation that
could be applied in many contexts within the Pueblo.

Native American Studies

When I became a professor in Native American Studies (NAS) after teach-
ing at SFIS, I aimed to integrate much of the CEL practices I learned from the
CBEM program into my courses at NAS. Teaching in a university setting allows
for more flexibility than teaching high school where protocols such as obtaining
permission slips and liability insurance are less of an issue at the university level.
However, the university system is structured in a rigid way to present its own
obstacles to doing site-based, service work. Additionally, many NAS students
have their own obligations to work, family, and community making time for CEL
outside of class time more limited. So in this section, I will discuss how I was
able to integrate CEL within the classroom setting through primarily project-
based activities that were still community driven.

First, I would like to explain the context and goals of NAS. In the 1950s, the
Native American students involved in the student organization the Kiva Club at
the University of New Mexico (UNM) mobilized and organized to demand more
inclusion of Native perspectives and knowledge in their courses. Their activism
set into motion the evolution of NAS — one of the oldest NAS programs in the
country. Today, we offer a Bachelor of Arts Degree, a Minor Degree, and we
have a Masters Degree proposal working its way through the channels of the
approval process. The majority (90-95%) of our students are Native American
from Southwest Native communities, and all of our faculty and staff is Native
also from Southwest regions. The mission of our department is to support Native
nations’ sustainability and growth into the 21st century. We integrate Indigenous
knowledge systems and interdisciplinary research into our courses and are
building our focus on CEL to strengthen the connections and applications of
knowledge and skills our students can take with them into community contexts.
We also draw heavily on our students’ prior knowledge and experiences when
in class to create experiential learning within classroom settings.
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I created the course NATV 461: Community-based learning in Indigenous
contexts to offer students an opportunity at CEL and to integrate what I had
learned from working in CBEM. We begin the course by examining theories
of service-learning and philosophies of Indigenous education. Then we learn
about the topic or theme the community partner has identified. In my most recent
course, we worked with the Bureau of Indian Education (BIE), which is a federal
agency, and not a community, but we worked through the BIE on projects to
support students who attend BIE schools located on tribal lands. The issue the
BIE identified was locating resources for the approximately 2000 houseless or
inadequately housed Native American students who attend BIE schools across the
nation. My NAS students met with school leaders who work with these students
and their families to learn about their specific needs and interests with regard to
resources. The students shared their experiences and knowledge that they could
apply and connect to the work, and in this sense, drawing on the strengths of
their experiential knowledge to support the project.

After these discussions, the school leaders and students determined that their
project would involve identifying resources for the BIE students to access higher
education, such as financial aid, scholarships, the application process, and based
on the NAS students’ own experiences, suggestions for how to succeed and seek
out support. Seeking support was framed as a strength, not a weakness, and the
project’s overarching message was to promote students taking ownership over
their own education.

In this first semester’s work on this project, the students developed a video
sharing their own stories of their pursuit of higher education and in some cases,
their stories of houselessness. In their research about the demographics of the
BIE students identified as houseless or inadequately housed, they found they
could relate to the students’ circumstances as many of them or their families had
been in similar situations. Thus they wanted to share their stories through video,
which they titled Coming full circle: From assimilation to self-determination.
Their message in the video was about empowerment and deriving strength from
difficult situations.’

A second component to the project the students undertook that semester was
the creation of a college success guide in the forms of a brochure and newsletter.
The brochure was developed to distribute to the schools across the nation and
thus, includes information on resources that are typical at any university. It also
encompasses strong statements of encouragement and advice. For example, one
statement reads, “Make your voice heard. The faculty and staff of your college
are there to support you as you get your college education. You have a right to
learn in an environment that’s safe, engaging, and where you feel like you be-
long. If you have questions, comments, or complaints about your school, voice
them! One great way to do this is through student government. Otherwise, you
can talk to a professor, a department head, or the Dean of Students. You have a
right to be heard.”

This message in a section about making the most of college energizes stu-
dents to think beyond resources and pushes them to think about and assert their
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rights as students. Other parts to the brochure share messages around academic
success and financial support, such as advice on locating emergency scholarships
and shopping around to find affordable textbooks, tools, and supplies for classes.
The figure below is the college success guide created by the students.

Figure 1: College Success Guide for Native Youth, 2014

The newsletter that was created by the students was specific to the Univer-
sity of New Mexico’s resources and support for Native students and houseless
students. Many of the BIE schools are located in the Southwest so the students
felt it was important to create a guide that was specific to one university in the
Southwest and the one they had the most experience and knowledge about. Our
BIE administrator partner distributed the brochures and newsletters to the BIE
schools and posted them along with a link to the video on their website.

The following semester, the students enrolled in the course extended the
project work by creating websites specific to each BIE region across the nation.?
They also incorporated a broader array of resources for schools, families, and
students to access. For example, they researched and shared information on
foundations (for schools to seek grants), local community services, community
gardens, personal services, and foster/run away resources. They also shared their
own stories as well as a way to connect with the BIE students and families.

The students and I still engaged with the local community around Albu-
querque to reinforce our learning while working on the projects. We did this
through community gardening at several local sites. A large concern we learned
about from the school leaders was their students’ access to healthy foods. The
students incorporated this focus in their websites and participated in community
gardening to gain knowledge in hands on ways. At the end of the semester, the
students were able to continue their work under the auspices of the Tribal Ser-
vice Corps in UNM’s Community Engagement Center, where they undertake
such projects throughout the year and the Tribal Service Corps is able to pay the
students for their work.

16



“In School I Learn from A to H, but the World is A to Z”

Conclusion: CEL, Relationships, and Academic Skills

CEL in CBEM and NAS connected students to prominent community issues
as determined by those communities. There were direct benefits to the communi-
ties with the knowledge shared and projects delivered back to them. The students
benefited by developing meaningful relationships with the community partners,
and they gained important academic skills. Their work strengthened their research,
communication, problem-solving, writing, and computer technology skills. The
CBEM students learned at an advanced scientific and sociocultural level about
the impact of various environmental conditions on the community. The NAS
students gained important knowledge about houseless Native students and the
significance of framing the students in ways that did not label them for their liv-
ing conditions. Both groups of students connected their topics and projects to
health, environment, land, politics, economics, social justice and many other areas
through interdisciplinary means contextualized by their communities’ circum-
stances. In the end, CEL partnerships with students and communities supports a
practice of K’¢ (our responsibility, love, and support for one another) and H6zh¢
(balance and harmony) in school settings. CEL promotes the goals of Indigenous
education by creating a learning environment that provides relevancy, that values
community knowledge and experiences, that connects students to communities
in meaningful and powerful ways, and that shows students how to apply their
knowledge and contribute to their communities’ growth and sustainability.

Notes

'The video is publicly available on youtube at https://www.youtube.com/
watch?v=16k5sMaYrBM.

’Houseless Youth Project websites: http://tslee44.wix.com/navajo-houseless,
http://bieeastguide.weebly.com/ and http://ftp.communityresourceguide.alter-
vista.org/
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What Educational Leaders See as Important

for Improving the Education of Indigenous Youth
Joseph Martin, Richard Manning, Larry Steeves,
Josephine Steeves, and Jon Reyhner

Despite costly efforts to close the gap between Indigenous students’
test scores and U.S. national averages—including those funded by the
No Child Left Behind Act in 2001—a disparity continues to exist (Na-
tive Americans, 2013). These efforts often failed to consider the lived
experiences of teachers and school administrators who have worked with
Indigenous students and communities. Earlier studies that sought the
input of professionals experienced in Indian education largely reported
these professionals emphasized the importance of utilizing culturally
relevant pedagogy, curriculum and school leadership approaches that
have proven effective to advance academic performance of Indigenous
students (Cleary & Peacock, 1998; Huffman, 2008, 2013). This chapter
builds on this knowledge and reports on findings from interviews with
five experienced Navajo educators in the United States and four expe-
rienced First Nations educators (one non-Indigenous) in Saskatchewan,
Canada. These interviews provide information on mainstream American
and Canadian perspectives for educational reform as compared to the
views about the types of instruction and curriculum Indigenous students
need according to these nine experienced school administrators working
with schools serving Indigenous students.

North American Indigenous students lag academically behind their non-
Indigenous peers (Native Americans, 2013). This trend shows no sign of reversal
unless changes are made to how Indigenous students are educated. Leadership
within schools is an essential and vital component to student success, regardless of
demographics or other factors like access to resources. As research on Indigenous
student achievement is still a limited subject of study, we must look for ways to
build on the knowledge we have. Experienced Indigenous educational leaders
and teachers have a wealth of knowledge about how to educate their people.
The study reported in this chapter builds on previous studies that sought the
knowledge of Indigenous educators to learn what is needed to improve education
for Indigenous students in North America (Cleary & Peacock, 1998; Huffman,
2008, 2013). Five experienced Navajo educators in the United States and four
experienced First Nations educators—including one non-Indigenous educator
who had worked extensively within Indigenous education—in Saskatchewan,
Canada, were interviewed about student achievement and their experiences within
Indigenous education structures. We approached this study with a recognition that
Indigenous education—as recognized by Tribal Crit theory (Brayboy, 2005)—is
burdened by a history of colonialism and needs to be decolonized by listening
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to Indigenous peoples, including experienced Indigenous school administrators
who know what is important and needed for their children’s education.

This research project began with a literature review of previous studies
focused on examining the knowledge of practicing Indigenous educators and
Indigenous leadership styles (see e.g., Aguilera-Black Bear & Tippeconnic,
2015; Goulet & Goulet, 2014). Then interviews were conducted with nine school
administrators in Saskatchewan and the Navajo Nation. Five participants were
Navajo school administrators in Arizona and the remaining four were senior
educational administrators from Saskatchewan. With the exception of one school
administrator from Saskatchewan, all participants were Indigenous. The research
protocol was approved by the Institutional Review Boards of the University of
Regina and Northern Arizona University and individual interviews were done
by Dr. Larry Steeves in Canada and Dr. Joseph Martin and Dr. Jon Reyhner in
the United States.

Cleary and Peacock‘s Collective Wisdom Study

One of the largest previous studies examining what educators have learned
from teaching Indigenous students was reported in Linda Miller Cleary and
Thomas D. Peacock’s (1998) Collected Wisdom: American Indian Education.
Their study drew upon interviews with over 60 Indigenous and non-Indigenous
teachers of Indigenous students working on or near nine reservations located
across the U.S. and in two cities with high Indigenous populations. It also involved
more than 50 other teachers in Australia and Costa Rica. These teachers reported
that teaching styles coming from the dominant culture often failed to meet the
needs of Indigenous students. For example, one non-Indigenous teacher stated:

We’re basically bussing them into a white school, teaching them all of
our history and our language and our culture, and then tossing them
back out and expecting them to get a job and conform and be exactly
like us. (Cleary & Peacock, 1998, p. 70)

This perspective was reinforced by the findings of the Seeking Their Voices
(2014) study in Canada where the interviewees described sub-oppression—the
continuing tragedy of internalized oppression—that affects adversely students
who struggle with identity issues, self-confidence, and self-destructive tendencies
(see also Freire, 1990). Students struggling to find balance and harmony in their
traditional teaching—should they be lucky enough to have intact teachings—
can see school as a place for becoming white. In other words, these students felt
like they were losing their Indigeneity (Peshkin, 1997). The tragedy of boarding
and residential schools remains current; parents rightly associate state-sponsored
education with losing their traditions and forced assimilation. This impacts a
parent’s willingness to support education and their ability to instill its worth into
their children (Child, 2014; Reyhner & Eder, In Press).

Another manifestation of oppression discussed by Cleary and Peacock
(1998) was the pressures schools put on students to culturally assimilate into
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the dominant culture, which can lead to delayed adolescence, attendance issues,
anger, hopelessness, fear of success, passive aggressive behaviors, and low self
esteem. All these pressures can work against the efforts that dedicated teachers
can make to create the conditions for these students to empower themselves.

Teachers interviewed by Cleary and Peacock described how to make the
experience of living in two worlds—“white” and “Indigenous”—less destruc-
tive and how to build bridges between these two worlds. Teachers were able
to better meet the needs of their students by knowing the environments their
students came from each morning. Some Indigenous students grow up in very
traditional families—especially in rural areas—while others grow up in families
who have been largely assimilated into the dominant White culture—especially
in urban areas. Some Indigenous students and families may not be interested in
their own traditional culture, having grown up away from the more traditional
teachings of their tribes. All Indigenous students need to be inspired to develop
their own sense of purpose and worth, without regrets based on decisions made
by or for their ancestors.

Teachers discussed the impact of Indigenous language loss, and that “if a
language dies, the culture also dies because the language contains and perpetuates
the depth, subtleties, and nuances of culture” (1998, p. 125). Language issues
include privacy and exclusion rights in order for a cultural group to preserve their
religious freedom. The Hopi do not separate their language from their religion;
instead, language provides the very structure of religious preservation. Bernita
Humeyestewa, a Hopi teacher, stated:

Its got to be valued at home. And that’s why we have so many conflicting
opinions about where it should be taught. I knew I was getting into a
delicate situation this year by teaching it but [ was really surprised that
no one complained. (as quoted in Cleary & Peacock, 1998, p.143)

Indigenous students can have difficulties learning in school “because the
ways children learn at home conflict with the ways schools teach” (Cleary &
Peacock, 1998, p. 156). Based on their interviews, Cleary and Peacock recom-
mended teachers emphasize group work with lots of dialogue in contrast to
competitive classroom strategies as competence and self-assurance are vital
issues with many Indigenous students. Therefore it is important to remove the
pressure to perform and be singled out from those students who are threatened
by competition. However, this does not mean that all Indigenous students are
going to conform to this profile.

Teachers also emphasized the need for relevant reading material, the problem
of student labeling in remedial programs, dialect interference, the influence of
oral tradition, the need for explicit lessons in writing, and cultural differences
in thought (see also Cleary, 2008). For example,

People from oral traditions contextualize their articulation of thought;
they depend on shared knowledge of the people who will be listening
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to them and do not necessarily articulate what others already know.
People from literate traditions tend to decontextualize thought, to add
the context that a distant audience will need to make sense of speech
or writing. (Cleary & Peacock, 1998, p. 188)

The teachers Cleary and Peacock interviewed found that incentives used by main-
stream schools often do not work with Indigenous students, and they summed
up what they learned from the educators they interviewed, writing “The key to
producing successful American Indian students in our modern educational sys-
tem...is to first ground these students in their American Indian belief and value
systems” (1998, p. 101).

Huffman’s American Indian Educators Study'

A second seminal study was done by Terry Huffman (2013) and reported
in his American Indian Educators in Reservation Schools. In it he summarized
the results of interviews with 21 American Indian educators (14 teachers and 7
principals) on five reservations in South Dakota and Montana with an average
of 18 years’ experience. Half had attended tribal colleges and 12 are described
as affinitive educators, most interested with personal relations with students, and
nine as facilitative educators, most interested in effective instruction, with both
types supporting the teaching of tribal cultures. This book was a follow-up to
Huffman‘s 2008 study reported in American Indian Higher Educational Experi-
ences. Cultural Visions and Personal Journeys. In it, he also found Indigenous
educators highlighting the importance of Indigenous cultures and languages.

An Indigenous school principal interviewed by Huffman lamented:

No Child Left Behind has changed teaching so much. I mean, assessment
is the drive and it’s like we are forgetting the child.... We are leaving
the child behind because we have forgotten teaching styles and, like
I said, the language and the culture. That has all been put on the back
burner when they should actually be up front. (2013, p. 95)

Huffman noted how this principal’s view of the No Child Left Behind (NCLB)
Act of 2001 reflected the view of most of his interviewees. Her views also mir-
rored the findings of the National Indian Education Association’s study, Prelimi-
nary Report on No Child Left Behind in Indian Country (Beaulieu & Sparks,
2005), which found that federal government’s effort through NCLB to improve
the education of ethnic minorities in the U.S. was deeply flawed, and its focus
on English language skills and math led to the devaluing of other knowledge,
including Indigenous cultural knowledge.

The academic achievement issues faced by many American Indians and
other students do not end with teachers and what goes on in their classrooms,
which have been the focus of most recent educational reforms. “Virtually all the
challenges identified” by the Indigenous educators Huffman interviewed “were
related to larger social issues in the community,” including poverty (2013, p. 74).
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In fact, increased pressures on teachers to raise student achievement, as well as
making students pass high-stakes examinations for graduation, and threats of
job termination have aggravated long-standing problems of teacher morale and
turnover and made teaching a less attractive profession. Teacher shortages are
being noted today not only on Indian reservations, but nationwide in the United
States (Will, 2016).

Huffman’s (2013) interviews and comprehensive review of the literature on
Indigenous education highlighted the historical use “of formal education ... as a
weapon in the assault on indigenous cultures,” helping lead to a “general disregard
for education” and “persistent indifference on reservations toward education” by
some Indigenous people (pp. 27, 69 & 115). Huffman (2013) found that due to
this historical trauma it was common for “some families to actively discourage
the academic success of their children” (p. 61). Schools serving Indigenous stu-
dents can be places for becoming white, leading to “academic apathy” (Huffman,
2013, p. 65; Peshkin, 1997). Schooling often separates Indigenous children from
their parents and heritage rather than strengthening Indigenous communities and
helping students build strong and positive identities (Bishop & Berryman, 2010;
Milloy, 1999; Reyhner, 2015).

Huffman (2013) found the educators who participated in his study “gener-
ally regard a strong cultural identity reinforced by culturally relevant pedagogy
and curriculum as important to the success of students” (p. 140), and he found
these findings support transculturation theory that contends that a strong sense
of Native identity helps Native people to be academically successful. In order
for many Indigenous students to find success within “mainstream institutions,”
including schools, they need to develop a “strong cultural identity,” which they
can rely upon for strength and stability as they learn to navigate these institutions

(p. 159).

Nine 2016 Navajo and Saskatchewan Interviews

Our current interviews sought to find out what some experienced school
administrators thought was needed to improve the academic performance of
Indigenous students and to see how their ideas compared to the results of Cleary
and Peacock’s, Huffman’s and other studies. One of the main themes that came
out of these new interviews with educational leaders was the importance of place
consciousness/cultural competence, attention to tribal and First Nation education
needs, knowing the community that students come to school from as well as the
students’ families, and a perceptive knowledge on how best to instruct Indigenous
students, particularly for those attending schools primarily serving Indigenous
students. This includes knowing the community’s history, the tribal cultural and
community dynamics, and the impact of poverty as regards to students’ readiness
to learn. In addition it is useful to know whether family members attended resi-
dential in Canada or boarding schools in the United States and may have passed
down negative attitudes towards schooling. Many American Indian and First
Nation people who attended boarding schools experienced personal trauma and
according to research most lacked knowledge on how to cope with the emotional
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stress they endured and passed on negative aspects of their experiences without
understanding the impact on their families today (Colmant, et al., 2004). Know-
ing a community’s possible divisions, such as among practitioners of traditional
tribal religions, Native American Church members, and members of different
Christian sects is also important. As one of the Navajo school administrators
noted:

Not only the community external of the school, but within the school
itself. Usually the school community is kind of independent of the com-
munity. When I first stepped in there, I saw that it was kind of isolated
from the outside community itself, and even the teacher housings are
separate from the community itself—gated, right now, in fact. We tend
to look at the school as that one entity within the community, and I think
that the first thing that needs to happen is for both communities to come
together and share, share their outcomes, their desires, their goals, their
dreams, not only for the students but for the staff, the families, like you
said, the school board, the administrators, and the teachers. I think there
needs to be a sharing both ways.?

He continued to speak about the different types of students that can come to
school:

A lot of times, I see two different kinds of teens coming into the
high school. I see the teen who has been very much supported by the
family, by the school system, and overall just has a general positive
outlook about their whole experience. The second teen I see coming
into the high school are those that experience very traumatic events,
no support, and I mean no support from family and school, for some
reason they have a negative experience based on some of the educators
they encountered, some of the schools they’ve been in, in our district,
and some of the relationships they did or didn’t have. So I think it’s
really important that the well-being, the mentality of the student, the
social, emotional well-being of that child from K12 really needs to
be examined and supported in order for them to be successful in their
learning....

You push the limit too far on Indian-ism dealing with people, par-
ents especially, there could be Navajos, Navajo families who are not so
traditional who expect a little bit different opportunities for their kids.
For example, college bound kids. They’re not going to want to hear
about cultural philosophies of learning.

They’re going to want to hear... ‘Okay, you’re the principal of
the school. You’re getting my child ready for college, that we’re about
reading to spend a lot of money on because we make too much money
and the Tribe isn’t going to give us any money. How are you getting
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my kid ready for college? I want these high standards, I want these
high expectations.”

So, trying to deal with them in a Navajo way is not going to work.
You’re going to have to (finger snap) switch gears and adjust and say,
‘Okay, we’re talking now about the real aspect of education now....
This is probably a family that’s probably typical in those communities
now. They’re wanting to know how we’re going to prepare their child
for college. And that could be a drawback if you kind of go back to a
different approach that way.

A Saskatchewan interviewee noted how a school’s curriculum needs to mesh
with the history of the community that the students come from:

Well, you need to know your communities. You need to know your
culture and your knowledge. You need to understand treaties. Treaties
are important to First Nations, even though, let me be blunt, treaties
like a big fog, comes rolling in and everybody says, there’s the fog but
nobody knows exactly what it is. And a lot of times with treaties people
don’t understand what they’re talking about, but they’re still important.
And the thing is the mainstream has to understand the importance of
treaties as well because in international law you don’t sign treaties
with a village. You don’t sign treaties with a town. Treaties are nation
to nation. They sign treaties in Canada so you can’t get around it.

Building Relations

Several interviewees emphasized the need to build relations with the In-
digenous community, including extended families and tribal government and
religious leaders. Having an educational leader listen to community members
and their staff, letting them know who you are and what you believe, and taking
time to think things through before taking action were among the leadership skills
often mentioned to build relations. However, owing to high staff turnover and
the hard-to-staft school conditions, some schools find it very difficult to forge
those relationships on an ongoing basis. A Canadian educator discussed how
efforts at school improvement were:

being spearheaded by the focus on building relationships, I think
that’s critically important... recognizing that there is something to a
cultural way of learning, way of knowing that differs and respecting
that is another thing that’s absolutely critical. Good teachers and good
administrators will create an environment that welcomes a student and
recognizes them is strength based, builds on what they bring and tries to
help them expand that. If we don’t do that, it’s very easy to turn people
off, and that’s what I think oftentimes happens. Then the school, the
culture, the bias, the prejudice, the racism has a tendency to turn kids
off.... I would think in some cases I would say we see large numbers
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of Indigenous kids who are a little less secure, and it’s really easy, it
can be really easy to turn them off and turn them away from the school.
There’s a lot of cultural influences in that, you know the perception that
the parents have that the residential schools, all of those things have a
tendency to pull them, could pull them back from school.... But in order
to be successful, you’re going to have to build the relationship with the
kids. You’re going to have to understand what connects with them, how
do they learn, what are the rewards that they see as important to them,
to help them gain confidence and strength and be willing to try.

He also used the metaphor of good sports coaches to describe effective admin-
istrators. He shared how coaches:

have always been able to find ways to use the talent they have and make
it work, you know, for the betterment of the whole team. A good school
administrator and a good teacher, will find ways to do the same thing.
They’1l look at the students as individuals, they’ll begin to understand
their culture, they’ll validate their culture, their way of learning, their
way of knowing, they’ll try to engage their parents, they’ll seek support
and try to get everybody on the same team to help the student learn.
They won’t expect the kid to come to school, school ready, they’ll go
to kid and say, “hey, we’re here to help you.

These findings on building relationships as the foundation for a successful ex-
perience are similar to those found in Martin’s (2015) research. Based on his
research he recommended:

* Get to know everyone—from teachers, students, and parents, to bus
drivers—on a first-name basis and personally, if possible.

 Let teachers, parents and others know who you are. Don’t hide behind
your title or desk. Several respondents advised first-year principals to
share with colleagues who they are, what they believe in, and what
they consider their “non-negotiables.”

* Get out of the office. Walk around the building often at different times
of day. Visit classrooms and be present in the lunchroom, playground,
and staff rooms. Get out into the community to discuss the school’s
priorities.

* Recognize the multiple relationships that exist in the school and
realize that much gets accomplished through these networks. Com-
munication and power do not operate vertically in schools; schools
are, in essence, horizontal communities.

* Don’t let a computer screen block communication with coworkers.
Respondents seemed to mean this both figuratively and literally. E-
mails should not substitute for face-to-face conversation, especially
when the teachers are right down the hall.
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Parent/extended Family Involvement

The interviews indicated that the goal of knowing the community, including
key stakeholders, is to get parents and the students’ extended families to work
with the school and become more involved in their children’s education. Yet,
promoting familial involvement had been problematic in the past. Families did
not trust the system to have their children’s best interests at heart as they knew
schools to be a tool to assimilate their children into Euro-American culture.
Families can see themselves as not welcome in the schools. The interviewees
shared that parents and indigenous leaders wanted administrative personnel and
school board members to manage the curriculum in ways that promote not just
state and federal education standards, but also tribal or First Nation and local
community and parental priorities. One Navajo school administrator said:

I think one of the issues as far as parent involvement is that many of
our teachers...have a concern that we don’t see enough parent involve-
ment from Native American parents.... There has been this belief that
education is the responsibility of the schools where education starts in
the home and the parent is a key ingredient to a student’s growth and
education. So, I think we have to restore the belief and the value of
parents and we have to get the parents to believe that. And that’s the
challenge, especially when Native American policies haven’t shown
that, historically. It’s going to take a lot more than just what we’re doing
now. I think as soon as we gain an understanding of that as an institution:
making things more parent-friendly, upholding their opinions, making
them feel like they’re part of the solution, part of the equation, I think
we’re going to continue to struggle with parent involvement.

Another Navajo administrator noted:

I think in my experiences, first and foremost, I’m learning that, not
only is it important to involve parents, but parents want to be involved.
They want to be aware of, not only policies, but why decisions are made.
I think that the message parents convey most strongly is they want to
know about everything that is happening in the school. So, I think being
at a reservation school and considering our location, and considering
technology today, one of the challenges I’m finding is, as opposed to
anywhere else, by email you could certainly send out with just a touch of
a button notices. Or you could call cell phones and leave messages.

Our district does have the One Call system, but that’s been a chal-
lenge for us because I’ve learned that not every parent has access to email
because they don’t have internet at home. And not every parent has a
cell phone, so you have to stop and rethink what is the best way to get
hold of these parents. To send notices home with the intent of keeping
parents abreast of what is happening in the school has been one of the
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most important aspects of creating positive relationships with parents.
I’ve found the most effective way is going back to the good old way of
just sending paper notices home to parents.

Pedagogy

The most common reason given by students dropping out of school is
boredom (Bridgeland, Dilulio & Morison, 2006; Reyhner, 1992). The National
Indian Education study reported that the dropout rate is exacerbated by inequitable
educational opportunities and resources, access to highly qualified teachers and
access to proper pedagogy and pedagogical resources (NIES, 2011). Teaching
methods that actively engage students in their learning work better than having
students sit passively reading textbooks or listening to a teacher’s lecture (Cleary,
2008; Cummins, 2000; Reyhner & Jacobs, 2002). A Navajo educators noted how
in her efforts to improve student performance her school has,

gotten away from the lecture type approach that was here when I first
came to the junior high, the lecture and notetaking, because we have
varied learning styles. So, we’re trying to cater more to the difference
in those learning styles. We’re trying to incorporate people who are
more hands-on, or more visual — I tend to be a very visual learner.
And so those tools would provide the teachers more strategies to use
and we’ve incorporated this school-wide, under the leadership of our
academic coaches that have been instrumental in rolling this out into
our classrooms....

The scientific method is very hands-on and that, in and of itselfis a
strategy in some of those tools that we use. I was just observing a lab in
a seventh grade science class the other day and that was a tremendous
opportunity for the students to get in there, work with the materials
hands on. The way they were grouped, the teacher gave careful thought
into who was grouped together so that the students could learn from
students. It wasn’t all teacher to the student, the information translated
from student to student as well, so everybody had the opportunity to
get involved in the learning process.

Another Navajo school administrator interviewed noted:

Yes, I guess in the very beginning, the textbook way I learned it
was very frustrating for me because, I hate to say it but, the non-Indian
way, it was a list, like that, like the way you describe. So, when I came
into a principal’s position it was, “Well you’ve got to get this done,
then this, then this.” So what I’ve learned now...is that very idea, is
that everything’s working together, kind of like in a round-about way,
and if you touch one thing and effect it or impact it, it’s going to have a
dramatic impact on everything else in there, like a ripple effect. But if
you have just a list of things, if you’re putting things vertical like this,
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and you touch this one here, it’s not really going to...how’s it going
to impact this one down here on the list? So, building the idea in your
head that everything effects everything, in life, you’re taught that when
you’re Navajo. That’s why you don’t mistreat animals, or that’s why
you’re supposed to keep water sacred.... All this stuff.

One of the other Navajo administrators interviewed observed,

The models that our teachers, or even what I was dependent on: using
a textbook, we rely too much on textbooks, because the sequence in
there [and] will tell you what to do every single day, it was just rather
robotic: ‘okay, you go from here to there to there.

Both teachers and school administrators need ongoing professional de-
velopment. However, it is critically important that professional development
be more than just building a knowledge base concerning school improvement
approaches; on the whole they are more effective if they’re targeted on how to
affect change particularly within curriculum and instructional practices (NIES,
2011). One of the Navajo administrators we interviewed spoke of how “the
NIEA [National Indian Education Association] provided me a lot in terms of
support in understanding Indian education, and the Indian child.” Teachers and
school administrators working near tribal colleges can draw on them for a lot of
information about the local community.

Discussion

The participants of this study presented diverse perspectives on educating
Indigenous students and reducing the gap between their test scores with national
averages in the United States. While educational leadership only represent one
perspective on this complex challenge, their wealth of experience and knowl-
edge of Indigenous education is often missing in current educational literature
and research. The majority of literature that does focus on Indigenous student
achievement points to the importance of educators taking into account Indigenous
ways of knowing and cultural values when teaching Indigenous students (see
e.g., Seeking Their Voices, 2014). The outcomes of this study supports those
findings, and presented some new insights worth exploration.

Participants stressed the importance of individualized approaches to teach-
ing and learning; Indigenous students represent a very diverse socio-cultural
demographic. Far too often Indigenous students are treated as a homogenous
group in policy discussions and academic research. There are important religious,
cultural, and socio-economic divisions that need to be known about and respected
within the different communities for policies or interventions to be successful. In
order for teachers or educational leaders to find success in teaching and inspir-
ing Indigenous youth, they need to spend the time in the community to “get to
know” the nuances that exist.
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School principals who serve children living in high-poverty tribal and
First Nation’s communities have the unique responsibility of developing learn-
ing communities capable of meeting the specific needs that arise when a large
number of the children attending school live in difficult situations brought on
by poverty. You cannot increase student achievement in these areas until you
address the barriers created by poverty by helping staff to go beyond traditional
job expectations and by making sure they have the necessary skills to develop
deep commitments to meeting the challenges of all students and making deci-
sions in the students’ best interests (Martin, 2015).

Both Navajo and Saskatchewan school administrators in this study stressed
the importance of using culturally relevant pedagogy and curriculum to provide
the foundation needed to improve test scores among Indigenous students. The
material and way they learn—even if it is culturally relevant—must appropriately
prepare those students who wish to continue on to post-secondary education.
As one participant noted, there are “Navajo families who are not so traditional
who expect a little bit different opportunities for their kids. For example, col-
lege bound kids. They’re not going to want to hear about cultural philosophies
of learning.” Tradition and culture were presented as keys to unlock learning
instead of a focus in themselves.

Schools serving tribal and First Nation’s communities need high quality edu-
cational leaders who are properly certified, but they need also to be appropriately
trained to lead a struggling school that requires leadership that can reverse the
downward spiral of a low-performing school or turn a troubled school around.
In our rapidly changing world, technical-rational approaches may be beguil-
ingly attractive, yet in reality are unlikely to result in improved schooling for
Indigenous students unless accompanied by an understanding of the difference
between being an effective Indian school leader in a tribal or First Nation com-
munity and being a leader who is merely concerned with high-stakes tests, school
performance report cards, accreditation standards, or sanctions for inadequate
yearly progress. In addition to being results-driven, they must have a vision that
is greater than simply improving test scores; they must also have a vision that
is targeted for promoting tribal or First Nation sovereignty, self-determination,
and nation-building. Increasingly principals and other school leaders working in
schools serving Indigenous students need to serve not only as educational lead-
ers but more broadly as community leaders and partners in tribal/First Nation
community development efforts.

Conclusion

Getting to know the community, particularly the tribal or First Nation
community dynamics, was viewed by the participants in this study as more
than simply getting to know the family of students in the school and classroom.
Extended families in particular were singled out as important factors in students’
lives. Good leaders were seen to build relationships and dialogue with the com-
munity and school staff, explaining what the school is trying to do for its students,
including the financial, legal, and policy constraints (e.g., the cross-jurisdictional
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policy issues among state, federal and tribal or First Nation policies) the school
must work under. Communities themselves are diverse and require a significant
investment of time and energy to master the intricacies of relationships to help
support the child as best the teacher or educational leader can.

When a teacher or educational leader commits the time necessary to build
relationships with the community and the family of the child, they are better able
to connect the lives of the child outside of school with what they are learning in
school. Participants in this study argued that education needs to encompass the
whole child, and not just his or her test scores. Education is a process of social-
ization that can enable or disable people; attention must be paid to the child’s
physical, emotional, spiritual, and mental health.

We find it interesting that the advice we got from practitioners in our inter-
views did not resemble the long lists of standards and performance objectives
studied in principal preparation programs—standards on which many principals
are formally evaluated. We also found differences between the United States and
Canadian interviewees in regard to the role of standards based education. The
United States intereviewees commented the impact of federal and state standards-
based reforms on their students. They referenced how new content standards
delineate more challenging curricula, while new performance standards outline
how well students must learn the content, and new assessments measure their
learning. Students, teachers, and school administrators were all being held ac-
countable with students in jeopardy of being held back in grade to learn required
material and teachers and administrators in danger of losing their jobs if students
did not meet academic standards.

With respect to the United States context, several of the American Indian
educators supported the notion that a standards-based approach holds promise for
American Indian education. They thought they may help create a more common
curriculum among schools within states and clearer learning expectations across
states. In the United States, this could prove helpful to Indian educators in meet-
ing the needs of the many students who transfer between schools. For example,
Bureau of Indian Education schools chose to adopt the content standards of their
individual states, thus providing a curriculum that has more in common with
nearby public schools. Second, because the content standards drive the curricu-
lum, educators, parents and students can refer to them to provide increased focus
for teaching and learning. Third, new content standards can help improve the
quality of instruction for Indian students. The constructivist approach promoted
by national and most state content standards allows for a more holistic, real-
life, active-learning sort of pedagogy, which is more consistent with traditional
Indigenous ways of teaching and learning (Estrin & Nelson-Barber, 1995; Fox
& LaFontaine, 1995).

In contrast to the United States emphasis on standards, the Canadian re-
spondents discussed the role of relationship, of knowing the community, and the
importance of cultural understanding. One interviewee commented:
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I think to me the bottom line is always back to how is this going to
improve the child’s education?... And every community’s different,
you know... like you can’t take stuff that’s being developed on a Na-
vajo community and put it in a Cree community or you can’t take a
Cree and put it into a Dene. I mean sometimes you have difficulties
taking what’s done in a Cree community like Shoal Lake and moving
it over to Red Earth, which is 40 miles away. And so a lot of it is so
community dependent.... You really need to get the communities to
buy in somehow....

Another Canadian respondent summed many of the comments by indicating,
“I view this in a traditional sense, as moving with caution and humility.” The
Canadian spent time discussing ways to build student success based on First
Nations cultural understanding and values. The concept of standards, as viewed
from an United States context, was noticeably absent in their reflections. In ad-
dition, there were comments that we believe were offered in the context of their
work having to implement a standards-based education that not every school is
the same, concerns about basing student achievement solely on external tests,
or emphasizing particular goals or objectives without critically considering their
relevancy or purpose from a perspective of a tribal or First Nation education
priorities

It goes without saying that principals and others desiring to work schools
serving Indigenous students need to concentrate on the most substantive qualities
of leadership, those that focus on relationships. Those of us who create myriad
lists and rubrics must realize that many essential traits of being a good principal
rest in the heart and mind and cannot be measured by separate, quantifiable
behaviors. The necessity of building relationship networks that many of our re-
spondents stressed stands in stark contrast to organizational charts that diagram
a vertical flow of power from the principal down to subordinates. Perhaps suc-
cessful principals realize that power, control and information do not flow from
the top down, but move through more horizontal and complex connections that
exist in any human community.

In closing, it was clear from the research that the nine experienced educators
that we interviewed had a wealth of knowledge that is critical to helping erase
the discrepancy between Indigenous student and national test score averages.
Although not entirely relevant to the topic here, there was also a strong focus
in the interviews on the need for a clearer concept of how Indigenous leader-
ship models can help implement these necessary changes within K-12 school
systems. It speaks to the need for graduate educational leadership programs that
better prepare school administrators to work in Indigenous schools (see e.g.,
Aguilera-Black Bear & Tippeconnic, 2015). Changes to the way educational
leaders are trained could instill some of this knowledge in them earlier in their
careers. Further, there is limited research and literature relating to Indigenous
styles of leadership. This study was only able to capture brief outlooks relating
to leadership within Indigenous communities and schools, and it is clear more
work needs to be done.
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Note

! A version of this section appeared in 2017 in Volume 40, Issue No. 1 of the Nation-
al Association for Bilingual Education’s magazine Perspectives on pages 22-23.
2All the quotations in the remaining part of this chapter are from the nine inter-
views carried out in 2016 by Joseph Martin, Larry Steeves and Jon Reyhner.
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Improving Indigenous Student Learning Outcomes:

A Conceptual Framework
Larry Steeves and Sheila Carr-Stewart

In the twenty-first century, there is an on-going commitment to
foster Indigenous students’ right to be in a school that recognizes their
language, culture, and values. The research reviewed in this chapter
documents the relationship between these goals and improved student
learning outcomes. It is international in scope, with particular emphasis
in New Zealand, America, and Canada. A conceptual framework is used
to organize this research and the key policy issues related to addressing
opportunities for utilizing Indigenous language and culture to improve
Indigenous student learning. This framework includes language and
cultural, programming, parent and community engagement, student
engagement and retention, classrooms and culturally relevant pedagogy,
effective schools, the role of assessment, and retention/support to teach-
ers and school administrators.

Dr. Marie Battiste (2013) referenced language and culture in relation to
fundamental human rights and the inherent right of a child to their “cultural
identity, language and values” as essential for Indigenous students (pp. 29-30).
Similarly, the Report of the National Panel on First Nations Elementary and
Secondary Education for Students on Reserve (2012) argued reform “must be
based on a child’s right to their culture, language and identity, and to a quality
education that is appropriate to their needs” (Executive Summary, p. vii). Wil-
liam G. Demmert (2001, p. 8) argued that “available research on the influences
of Native language and cultural programs on academic performance is growing
in both volume and importance” (2001, p. 8, see also Demmert, 2011). Hermes
(2007, p. 54) reflected seven years of ethnographic research at Ojibwe schools
in Minnesota and Wisconsin and suggested a shift from culture based curriculum
to teaching culture through the Ojibwe language. Walton, Favaro, and Goddard
(2009), reported on feedback from Prince Edward Island Mi’kmaq parents that
found that “The inclusion of Mi’kmaq culture and language was the most frequent
suggestion made by parents” (p. 55). The increase and importance of research
on language, culture and values for Aboriginal students is, in part, a result of the
issues that have faced Indigenous peoples: residential schools, poorly funded
schools, legal prohibition of their language and cultural practices, and the failure
to provide quality education with their own culture, language, and being.

Now, in the twenty-first century, there is an on-going commitment to fos-
ter Indigenous students’ right to be in a school that recognizes their language,
cultural, and values. Research is increasingly documenting the relationship
between these goals and improved student learning outcomes. This paper and
the research contained within it support this claim. The literature review that in
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this chapter is international in scope, with particular emphasis in New Zealand,
America, and Canada. Demmert (2001) in Improving Academic Performance
among Native American Students: A Review of the Research Literature brought
these claims to the forefront. In Saskatchewan, Canada, Merasty, Bouvier, and
Hoium (2013) prepared The Joint Task Force on Improving Education and Em-
ployment Outcomes in Saskatchewan following their involvement in meetings
and presentations around the province. Their conclusions also reinforced the
importance of attention to language and cultural issues if students are to experi-
ence school success. Other researchers such as Perso (2012), Silburn, Nutton,
McKenzie, and Landrigan (2011), and Raham (2010; 2009) provided an enhanced
sense of the literature related to Indigenous education and improving student
learning outcomes. Research in these and other works demonstrated findings
that consistently identify effective practices and policy directions for improved
Indigenous student learning outcomes.

A Conceptual Framework

Conceptual frameworks provide a sense from which to construct a reality.
The framework outlined below represents the authors’ perceptions regarding
key policy issues related to addressing opportunities for improving language
and culture for Indigenous student learning:

» Language and Cultural Programming

* Parent and Community Engagement

* Student Engagement and Retention

* Classrooms and Culturally Relevant Pedagogy
 Effective Schools

* Role of Assessment

* Retention/Support to Teachers/Administrators

The research findings and best practice along with the conceptual framework give
focus to language and culture, youth, parent and community engagement.

Language and Cultural Programming

Goulet (2001) in a study of two teachers in northern Saskatchewan Indig-
enous communities commented that they “incorporated culture and language and
Aboriginal and community norms and values into their teaching. They did so
in a way that developed more equitable power relationships and dealt with the
impact of colonization” (p. 79). Reflecting on Goulet’s findings, Steeves (2009)
commented that her “research makes explicit the relationship between ethnocen-
tric curriculum, assimilation and colonization, and the need for a greater focus
on Aboriginal language and culture” (p. 46). Other research focused directly on
improved student learning outcomes. Guevremont and Kohen (2012), using data
from the 2001 Canadian Aboriginal Peoples Survey indicated that “One of the
intriguing findings of the current study was that even after controlling for child
and family factors, speaking an Aboriginal language was associated with positive
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school outcomes for young children” (p. 15). Similarly, in a presentation at the
Improving the Educational outcomes of Aboriginal People Living Off-Reserve,
held in Saskatoon, Bernard (2010), Executive Director, Mi’kmaw School Divi-
sion, reported that early findings suggested that students in its language immersion
program performed “at par or above when compared to students who were not
speakers of the Mi’kmaw language” ( p. 45).

Not all research findings support claims of improved learning outcomes.
Brade, Duncan and Sokal (2003), working with a sample of 636 individuals,
ages 30 to 49, drawn from the 1991 Aboriginal People’s Survey, concluded that
cultural involvement and Aboriginal teachers as role models were not related to
improved educational achievement. They found that “with the exception of liking
what was taught about Aboriginal people in school, number or schools attended,
and facility with an Aboriginal language, the factors hypothesized related to
level of education were not supported” (p. 246). Takayama (2008) found simi-
lar results when exploring non-traditional school types such as charter schools
and Hawaiian language and culture based schools. This “preliminary research
shows that, in general, there are no academic losses in Hawaiian-focused charters
and Hawaiian language immersion schools for students of Hawaiian and non-
Hawaiian ethnicities” (p. 271). Nevertheless, part of the issue surrounding the
complexity and inconsistency of the literature relates to the differing objectives
that characterize this body of literature. Demmert (2001) provided some clar-
ity regarding this diversity in a major review of literature related to Indigenous
student achievement. He identified key factors affecting student learning and
suggested that research focus on two interrelated issues:

(1) the struggles of a growing number of Native American communi-
ties to maintain or strengthen their traditional languages and cultural
heritages and (2) the relationship between strengthening traditional
Native identities and improving educational outcomes for Native
children. (pp. 8-9)

Demmert (2001) first identified the destructive impact of forced assimilations
and colonization upon Indigenous peoples and the compelling need for North
American Indigenous communities to engage in an enhanced focus on language
and culture. Secondly, a greater consideration of his second priority, the rela-
tionship between traditional Native identities and the improvement of student
learning outcomes, shows that these factors are clearly interrelated. There is no
question that a keen interest in improved student achievement issue exists in
most Canadian jurisdictions, whether within First Nations or provincial systems
of education.

There is, however, additional research that supports language and culture
as a means of supporting Indigenous student learning outcomes. Dr. Willard
Sakiestewa Gilbert, then President of the National Indian Education Association,
spoke to the importance of cultural education when addressing a 2008 hearing of
the United States Congress House of Representatives, Committee on Education
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and Labor, Congressional Subcommittee on Early Childhood, Elementary and
Secondary Education, “Current research demonstrates that cultural education
can be successfully integrated in the classroom in a manner that would provide
Native students with instruction in the core subject areas based on cultural values
and beliefs” (p. 13). Gilbert also referenced research conducted at Northern Ari-
zona University regarding increased integration of native language, culture and
traditions in Bureau of Indian Affairs (BIA) elementary schools. This research
“revealed increased student mastery of science and math concepts, deeper levels
of student engagement in science and math and increased student achievement
in math and science” (p. 13; see also Gilbert, 2011).

In a study in Canada, Gunn, Pomahac, Good Striker, and Tailfeathers (2010),
reviewed 16 selected projects from the Alberta Initiative for School Improvement
(AISI). They concluded that “nearly half of the projects placed an emphasis on
cultural awareness. By educating teachers, staff, and non-Aboriginal students
about FNMI (First Nations, Métis, Inuit) cultures, history, and language, it was
reported that FNMI students received better instruction as well as experienced
an enhanced sense of belonging” (p. 335).

Rosier and Holm (1980) conducted a study with Navajo students in a
fulltime Navajo language school. The study explored the effect of bilingual
instruction with Rock Point Community School students who learned to read
in Navajo and who were then introduced to English in grade two. Their results
on standardized achievement tests were compared to other students from Rock
Point and other Navajo schools who learned to read using English as a Foreign
Language (EFL).

Navajo students who had been initially taught to read in Navajo seem,
by the third grade, to read better in English than Navajo students who
had been taught to read in English only.... Navajo students who had been
initially taught arithmetic in Navajo seem, by the fourth grade, to [be]
better in arithmetic...despite the slower pace of arithmetic instruction
in the bilingual program. (p. 28, see also Reyhner, 1990)

Stiles (1997) found similar results in a comparison of four Indigenous lan-
guage programs including the Cree Way in Quebec, the Hualapai in Arizona, Te
Kohanga (Maori) in New Zealand, and the Punana Leo (Hawaiian) in Hawaii.
She identified a number of positive outcomes including decreased drop-out rates,
increased sense of culture and identity, and improved assessment. The value of
early years’ programming, as well as the importance of home and community
support, was also demonstrated. Similar results regarding the role of Indigenous
culture outside the school setting were found in other studies. A study of 196 fifth
grade American Indian children located in the Midwest, conducted by Whitbeck,
Hoyt, Stubben, and LaFromboise (2001) showed that traditional culture in the
home positively influenced student achievement. Similarly, Coggins, Williams
and Radin (1996), in research with 19 northern Michigan Ojibwa families, found
that mothers’ American Indian values had a positive effect on their children’s
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school academic and social performance.

Louis and Taylor (2001) studied an Inuit village in northern Quebec whose
students were Inuktitut speakers. Their “findings point to the importance of
baseline Inuktitut proficiency as a foundation for the critical transition to second-
language education” (p. 133). Another study by Wright, Taylor, and Macarthur
(2000) found similar results; children, who initially entered English or French
instruction, rather than Inuktitut, suffered a slower rate of second-language ac-
quisition. Wright and Taylor (1995) also identified a relationship between early
Indigenous language instruction and personal and collective self-esteem.

An important dimension of any discussion of language and cultural pro-
gramming relates to the development and use of cultural competencies. Alaska
has invested significant resources in the development and implementation of
standards for culturally relevant schools intended for use by state educational
jurisdictions (Ray Barnhardt, personal communication, June, 2013). Similarly,
the Department of Diné Education, Navajo Nation, recently adopted a set of Diné
Cultural Standards that are intended for use within schools within their territory
(Andrew Tah, personal communication, January, 2014). The Saskatoon Public
School Division (2008) started a major initiative to develop a culturally respon-
sive school division. The school division’s Final Report provided an overview
of the research and implementation work conducted by this school system. In
summary, it is clear that language and culture play an important role in support-
ing improved educational success of Indigenous students. As Demmert (2001)
indicated “congruency between the school environment and the language and
culture of the community is critical to the success of formal learning” (p. 9).

Parent and Community Engagement

Based on our review of the research and our experience as teachers and
administrators, maintaining effective parental and community engagement is
always challenging. For example, a First Nations school administrator shared
a story regarding the establishment of their band controlled school, indicating
that when the school was first operating in a series of smaller buildings located
within the community, excellent parent and community involvement existed.
However, following the establishment of a new attractive school building located
on the edge of the community this strong sense of support dissipated. The First
Nations School administrator speculated the potential reasons for the change but
had no clear answer. What was clear was that a barrier between the school and
the parents and community had emerged.

One reason might be the previous experiences of Indigenous peoples with
schooling. Steeves, Furata, Carr-Stewart and Ingleton (2015) stated that:

As regards educational services, Canada followed a policy of assimila-
tion, using children’s education as a vital component of this strategy.
Children were removed from their homes and put in residential schools
to destroy a culture, language and way of life that was considered
inferior. In an age of Empire, and the accompanying racism that char-
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acterized this era, First Nations people were to become like Europeans,
leaving their previous way of life behind. Children would be key to
ensuring this better future; therefore it was necessary to break the link
between parents, community and children. Despite attempts by First
Nations communities to resist, the Canadian government had set a clear
direction of assimilation and control. (p. 5)

First Nations negotiated treaties with the British Crown in order to secure
benefits from the Crown for the use of their land. Skills for adult training (post
secondary) and elementary/secondary education were included in the treaty ne-
gotiations. Steeves, Carr-Stewart and Pinay (2013) suggested “The Chiefs and
Headmen in agreeing to treat with the Crown sought to share their lands with
the newcomers in exchange for services which would enable them to maintain
their own ways and learn the skills of the newcomers” (p. 5).

Some suggested that schools continue to be instruments of assimilation and
control. Freidel (1999), reporting on parent frustration with administrative/parent
relations in an elementary school in Edmonton, Alberta, commented, “Perhaps
low levels of parental involvement are a response to the cultural occupation
that exists in public schools today” (p. 153). In research related to Inuit parental
engagement in one Nunavut community, Berger (2009) identified frustrations
from both parents and schools regarding the level and type of parental engage-
ment. He concluded that if “people feel that the schools are lacking something,
and especially if the lack results in a devaluing, ignoring, and assaulting of Inuit
identity and culture, it should be expected that community support will not be
optimal” (p. 89). Deyhle’s (2009) work with Navajo parents and students in
southeastern Utah certainly reinforce these findings. She found that the schools
attended by Navajo students were dominated by a perspective that she termed
‘manifest manners’, a metaphor for dominance by the dominant white, Mormon
community. One example relates to the importance of family. Notwithstanding its
importance in Navajo culture, “choosing to be with one’s families over careers
was described as a tragic flaw and laziness” (p. xii).

Research also identified schools that managed to surmount these concerns.
In case study research related to successful Aboriginal schools in Canada, en-
titled Sharing Our Success: Ten Case Studies in Aboriginal Schooling, Bell et al.
(2004) indicated that strong educational partnerships with parents were important
for reinforcing a sense of community ownership and pride in the school and the
encouragement of solid learning expectations.” Similarly, Leveque (1994), in
a study of Native American students in Barstow, California, found that parent
involvement was an important element influencing improved student learning.
Melnechnko and Horsman (1998) also found similar outcomes: “Several times
students talked about the support and encouragement their immediate and ex-
tended families gave them that helped influence their success at school” (pp.
9-10).

Kushman and Barnhardt’s (2001) research in relation to community and
parental influences involved a cross-case analysis of seven rural Alaska Native
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communities. The abstract of their research findings serves as an excellent sum-
mary of how effective parent/community/school relations are constructed:

First, reform efforts in small communities require an inside-out ap-
proach in which educators must first develop trusting relationships with
community members, and then work with the community to design
educational programs around the local place, language, and culture.
Second, parents and teachers need to expand their conceptions of par-
ent roles beyond the notion of parents supporting the school to include
roles in which parents are active participants in school life and decisions.
Third, school and district leaders must move from top-down to shared
leadership so that the ownership for school reform is embedded in the
community rather than with school personnel who constantly come and
go. Finally, educators and educational reformers must recognize that
education in rural Alaska has a larger purpose than teaching academic
skills and knowledge. (Kushman & Barnhardt, 2001, p. 1)

Student Engagement and Retention

Raham (2010) argued the need to improve Indigenous secondary school
graduation rates in Canada, indicating that the “high school graduation rate for
the aboriginal lags 28% below the national average” (p. 4). Bishop, Berryman,
Cavanagh and Teddy (2009) referenced the New Zealand experience and stated
“the overall academic achievement level of Maori students is low; their rate of
suspension from school is three times higher; they are over-represented in special
education programmes for behavioural issues” (p. 734) as examples of some of
the issues faced within New Zealand.

Indigenous educators have referenced their personal schooling experience
and the need to ‘park themselves at the door’ when they entered the school. They
experienced schooling as a negative, assimilative process that, whether deliberate
or not, rejected their traditional values and culture. Battiste (2013) shared her
experience, commenting, “I tried to stay under the radar of the teacher, not to
be noticed or labeled dumb. Little is there I care to remember” (p. 17, see also
Weenie, 2000). Deyhle (2009) reported on Navajo youth who “adopted strate-
gies of resistance against school officials who demanded Indian youth judge
themselves against their white peers; to act differently, look different, or have
different life goals were signs of failure, of being a ‘blanket’ Indian” (p. xii).
Deyhle indicated that one strategy for resistance was simply dropping out of
school; in some cases, Navajo students actively resisted the pressure to conform
and found themselves identified as problem students. Kirkness (2013), a Western
Canadian Indigenous educator, commented on this tendency when discussing the
implications on being a non-status Indian, which included being unable to attend
a residential school; “I know that I would have been one of the push-outs who
dared to speak her mind, which was not tolerated in those schools” (p. 17).

However, research supports the importance of language and culture in sup-
porting student engagement. Deyhle (1995), based on decades of research with
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Navajo youth, concluded that students who were grounded in their traditional
tribal culture were also more academically successful. Similarly, Okagaki, Hell-
ing and Bingham (2009) questioned 67 American Indian undergraduate students
concerning educational and ethnic beliefs as well as familial support for education.
They found that “Belief in one’s bicultural efficacy was positively correlated
with American Indian students’ ratings of academic identity and belief in the
instrumental importance of school” (p. 157).

Some research has explored the conflicting pressures that parents and
community placed on students. Deyhle (2009) for example, documented the
importance placed on successful school completion, both at the secondary and
post-secondary. However, she also observed that the desire of community to
see students achieve success in the white, western world while simultaneously
expecting adherence to traditional tribal values placed conflicting expectations on
students. Similarly, Jackson and Smith (2001), while examining post-secondary
transition experiences of 22 Navajo students, found that family connections,
both positive and negative, had an important influence on their post-secondary
transition experiences. Jackson, Smith, and Hill (2003) commented that despite
support from family and community, “Native Americans raised on a reservation
often face the difficulty of leaving a place of spiritual and cultural significance.
Making a commitment to pursue a college degree can be seen as selling out
to a different culture and way of life (p. 560). Raham (2009) also referenced
this issue, commenting that “The evidence is conflicted on the degree to which
family expectations and culture influence Aboriginal children’s perseverance
and success in school” (p. 29). Steeves (2009) indicated that “These influences
ranged from positive support and encouragement to family pressure to stay close
to home. Clear messages of home support were considered helpful; mixed mes-
sages were not” (p. 52).

Raham (2009) indicated that social and economic factors, poverty and health
related issues, high mobility in urban areas, and long distances and seasonal ac-
tivities in rural areas are contributing factors to poor graduation rates. Grissmer
and Flanagan (2006) documented the role that poverty has on student learning
outcomes. Similarly, the research findings of Lemstra and Neudorf (2008) con-
ducted for the Saskatoon Health Region, reinforce the role of poverty. Steeves
(2009) concluded that “There can be little doubt that the debilitating effects of
poverty weigh hugely on Indigenous student achievement” (p. 53). He referenced
Demmert’s (2001) research indicating that it “outlines the important role played
by language and culture, as well as poverty, resiliency, identity, sense of self and
self-esteem, goal-setting and student motivation, communication styles, and lan-
guage and cognitive skills as important characteristics that affect Native American
student achievement” (p. 53). Raham (2009) identified a number of within school
factors that impact on student retention: lack of supportive relationships; increas-
ing skills gap; poor instructional and support services; perceived irrelevance of
school; truancy, conflict and poor behaviour; and uninvolved parents.

Given these findings, what strategies exist to help address this unfortunate
state of affairs? Raham (2009) began her discussion of student engagement and
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retention with a reference to Royal and Rossi (1997) emphasizing the impor-
tance of relationship and community to student academic success and retention.
Bishop, Berryman, Cavanagh and Teddy (2009) commenced research regarding
the challenges faced by Maori secondary school students “by talking with them
(and other participants in their education: families, principals and teachers)
of what is involved in limiting and/or improving Maori students’ educational
achievement” (p. 735). They found that “the most common discursive positions
taken by Maori students, their families and their school principals was that which
placed classroom caring and learning relationships at the centre of educational
achievement” (pp. 735-736).

Gwen Keith, founding Executive Director of the Mother Teresa Middle
School, Regina, Saskatchewan, also prioritized the importance of caring relation-
ships. She shared an anecdote of a parent at the recent Grade 8 graduation thank-
ing the teachers for the amount of personal time that teachers and mentors spent
with her child. Keith also identified a faith based school culture, high academic
expectations, small class sizes, mentorship, close family relationships, extended
learning time, teacher support, and evidence based decision making involving
both students and staff as other important factors in supporting student success at
Mother Teresa. (personal communication, June 2014). Keith further indicated that
in-school supports, such as monitoring attendance, introducing native language
and culture, personalized learning, homework and tutoring clubs, buddy systems,
the presence of aboriginal staff, elder programs, and home outreach all had posi-
tive effects on student outcomes (personal communication, June 2014).

In summary, it appears that a number of strategies exist that can actively
support improved student engagement and retention. But, from an educator’s
perspective, it is not surprising that the importance of relationship, caring and
connection was dominant in the literature. As a colleague recently commented,
good teaching has always meant meeting the needs of kids, including a caring
relationship and whatever else students require to experience success.

Classrooms and Culturally Relevant Pedagogy

During presentations to the Canadian Senate Committee on Aboriginal
Peoples in 2010 and 2014, Steeves reinforced the critical role of teachers work-
ing in classrooms with students. Reflecting on his comments during the 2010
presentation, Steeves (Parliament of Canada, 2014) stated:

Fundamentally, what can we do to provide stability for that action
to occur successfully? Nothing has changed from my point of view.
We’re currently doing this in Saskatchewan with New Zealanders who
have identified Te Kotahitanga, probably the only large scale reform
we have been able to find that actually produces student learning gains.
It is all about that issue. Culture and language are very important, but
in the end it is about the teacher working with students in classrooms,
and teachers understanding and appreciating culture and language is
part of that; it is critical to success. (p. 2)
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These comments capture the essence of the most important aspect of improving
Indigenous student learning — the nature of the relationship between teachers
and students within the classroom. Chell, Steeves and Sackney (2009, pp. 17-23)
discussed the important role that effective schools had on student achievement,
further suggesting that “researchers have shown that teachers can have a powerful
impact on students even if the school doesn’t” (p. 23). They delineated research
supporting this comment (Brophy & Good, 1986; Leithwood, Day, Sammons,
Harris & Hopkins, 2006; Marzano, 2001, 2007; Mitchell & Sackney, 2009; Nye,
Konstantopoulos & Hedges, 2004; Wright, Horn & Sanders, 1997), outlining
some of the key factors related to classroom instruction that improved student
achievement. Most readers will be very aware of the research surrounding ef-
fective instruction suffice it to say that these issues are vital if improved student
learning is to occur. However, the body of research related to effective instruction
is insufficient. If Indigenous students are to be effectively served, the research
needs to expand to include a focus on culturally relevant pedagogy. For example,
Perso (2012) commented that while “classroom teachers cannot be expected
to attend to every strategy that works” (p. 84), nevertheless, “educators must
become more bi-cultural, that is, we must better understand the belief systems
and values of the primary culture of each of our students” (p. 84).

Demmert and Towner indicated that culturally based programs have six
critical elements:

* Recognition and use of Native languages;

» Pedagogy that stresses traditional cultural characteristics and adult-child
interactions;

» Teaching strategies that are congruent with traditional culture and
contemporary ways of knowing and learning (opportunities to observe,
practice and demonstrate skills);

¢ Curriculum based on traditional culture that recognizes the importance
of Native spirituality and uses visual arts, legends, oral histories of the
community;

* Strong Native community participation, including parents, elders and
others in the planning and operation of the school; and,

* Knowledge and use of the social and political mores of the community.
(2003, pp. 9-10)

Reinforcing these conclusions, Raham (2009) suggested that a synthesis of the
literature identified the following common elements: appropriate curriculum and
resources; First Nation language programs and teaching resources; a positive
school culture, emphasizing respect and relationships; Elder programs, tradi-
tional celebrations, and cultural enrichment provided through affiliations with
Aboriginal cultural centers and organizations; employment of Aboriginal staff;
professional development for teachers related to cultural proficiency; effective
strategies for communication with parents and dealing with attendance/lateness;
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formal and informal structures for Aboriginal involvement in decision making;
and varied assessment practices.

Notwithstanding these comments regarding successful practices related to
culturally based pedagogy, Raham (2009) also referenced research by August,
Goldenburg and Ruela (2006) “who conclude[d] the majority of CBE studies,
while furnishing plausible claims for success, lack the ability to prove direct
causality for achievement” (p. 27). One typical example is Kanu (2007). While
reporting optimistic findings regarding the integration of Indigenous perspectives
and improved Indigenous student achievement in a western Canadian high school,
she stated that “microlevel classroom variables such as culturally responsive cur-
riculum and pedagogy alone cannot provide a functional and effective agenda
in reversing achievement trends among Aboriginal students” (p. 38). Ahe goes
on to reference issues such as improving attendance, emphasizing the need to
“explore the relationships between micro- and macro-level variables affecting
schooling and the realization that meaningful and lasting intervention requires
a systematic, holistic, and comprehensive approach” (p. 38).

As is apparent from earlier references in this paper, one factor that consis-
tently appeared related to relationship. For example, Freed and Samson (2004),
studying rural schools in western Alaska, reported on the importance of effec-
tive school/student and school/community relationships. Lipka et al. (2005),
conducting ethnographic research with Yup’ik communities in Alaska, stated
that they “identified several possible factors common to successful teachers and
students. First and foremost was the long-term positive relationship between
teachers and students that contributed to a classroom environment in which trust
and mutuality were constructed over time” (p. 382). Lewthwaite and McMillan
(2010) investigating learning success among Nunavut Inuit middle years students,
referenced cultural contributors, and also that students “placed importance on
teachers who cared not only for them as people, but also for their performance
as learners” (p. 140).

Maclver (2012), reporting on data collected from 10 at risk youth in a Cana-
dian urban centre, indicated that “9 out of 10 study participants identified various
aspects of building relationships with their teachers as a significant influence in
remaining engaged in school” (p. 159). She stated that “One participant spoke
of ‘bonding with her teacher’” while another “perceived that building a relation-
ship between a teacher and student was important as it governed their ongoing
working relationship and consequently the student’s success” (p. 159). Perhaps
the best example of the successful utilization of a culturally based pedagogy
relates to a New Zealand secondary program, Te Kotahitanga, which is based on
a culturally relevant pedagogy of relationship (Bishop, Berryman, Wearmouth,
Peter, & Clapham, 2012). Bishop and Berryman (2010) further indicated:

Te Kotahitanga is a research and professional development project
that aims to support teachers to raise the achievement of New Zealand’s
indigenous Maori students in public/mainstream classrooms. An Effec-
tive Teaching Profile, developed from the voices of Maori students, their
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families, principals and some of their teachers, provides direction and
focus for both the classroom pedagogy and the professional develop-
ment. (p. 173)

Bishop, Berryman, Wearmouth, Peter and Clapham (2012), reporting on the
findings from focus group interviews conducted with engaged and non-engaged
Maori secondary students, parents, teachers and school administrators, stated:

The students unanimously identified that it was the quality of in-
class relationships and interactions they had with their teachers that
were the main determinants of their educational achievement. In their
narratives, students went on to suggest ways that teachers could create a
context for learning in which Maori students’ educational achievement
could improve by changing the ways teachers relate to and interacted
with Maori students in their classrooms. In other words, according to
Maori students, what was needed to improve Maori students’ achieve-
ment was for teachers to develop and adopt a relationship-based peda-
gogy in their classrooms. It was apparent to them that teachers must
relate to and interact with Maori students in a manner different from
the common practice if a change in Maori students’ achievement was
to occur. (p. 696)

They further reported that while teachers had positive intentions, most “identified
what they saw as Maori students’ deficiencies as being the main reason for their
low achievement” (pp. 695-696). This was in contrast to the views of students,
parents, school administrators and a minority of teachers. The findings of the focus
group and interview research led the development of the Te Kotahitanga program,
which emphasized a culturally based pedagogy of relationship. Te Kotahitanga
reinforced the importance of what were termed agentic positioning by teachers
and the need to reject deficit theorizing, in effect the belief by teachers and other
that, due to social and economic pressures, Maori students were unable to ex-
perience academic success. In effect, teachers and others effectively concluded
that there was no point in trying to engage Maori students — their efforts would
be in vain. Based on research by Steeves, Furuta, Carr-Stewart and Ingleton (in
press), it would appear that these assumptions, whether by teachers or others,
are incorrect. Deficit theorizing only provides a rationale for failure to support
students in their learning; it does not build towards success. Te Kotahitanga
appeared to be the only large scale reform effort with Indigenous students that
actually demonstrated improved student learning outcomes (Bishop et al., 2009;
Bishop et al., 2012).

In summarizing the impact of Te Kotahitanga, a statement by Ray Barnhardt
(personal communication, June, 2013), an Alaska academic, seemed to capture
the reasons for Te Kotahitanga’s success: “You know it has taken 40 years but it
is all these pieces. The cultural standard, the models, the school curriculum that
is different, the process for assessing teacher performance; those things all go
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together.” Te Kotahitanga shows evidence of accomplishing this herculean task.
It provides a ‘road map’ to others who are seeking ways to address the challenge
of improving Indigenous student learning outcomes.

Effective Schools

Over the past year, the authors were fortunate to spend time interview-
ing school administrators in a number of exemplar schools located on or near
the Navajo Nation. Three were secondary schools and two were elementary;
additionally, one was a charter school, two were Bureau of Indian Education
(BIE) grant schools, and two were public schools (public school divisions oper-
ate on Navajo territory). Despite the nature of the schools, a consistent pattern
emerged of an effective school with high academic expectations, close working
relationships with students, a focus on strong teaching staff, attention to cultural
and language programming and an emphasis on evidence based decision. One
individual, Donna Manuelito, a principal of a large secondary school in a major
community, was also interviewed for this study. While she is committed to the
issues referred to above, her initial comment was:

I really think that it comes to understanding the kids. Where they
are coming from? I grew up here. I am from this community. I have
background—when I got my first Masters it was in cultural bilingual
education. My second Masters was in educational leadership. Our cur-
rent enrollment — we have 99 percent Native Americans, so we have to
look at that background. (personal communication, February 2014)

These conclusions were reinforced in other studies of effective schools. Munns,
O’Rourke and Bodkin-Andrews (2013) investigated the conditions for success
of Aboriginal students of four schools, using a mixed methods approach. Their
research identified the following themes as critical for success: strong community
relationship; Aboriginal cultural spaces; Aboriginal people involved in the work
of schools; Aboriginal perspectives and values prioritized and embedded in school
and classroom curriculum; focus on quality teaching from an Aboriginal perspec-
tive; a shift from a wellbeing community mindset to one focused on a learning
community mindset; targeted support for Aboriginal students; and relationships
between teachers and students work. Munns, O’Rourke and Bodkin-Andrews
acknowledged that “conditions of school success for Aboriginal learners are
complex equations”, further stating that “schools can make a difference for
Aboriginal students and the article offers future directions for school commu-
nities to consider as they work on their own approaches to enhance social and
academic outcomes” (p. 10).

Alocal example of an exemplar school is St Mary High School, Prince Albert
Separate Catholic School Division. Stelmach (2010) in her research identified two
major themes: “We recognize in every child the face of Christ” and “It’s a kick
in policy, not a kick out policy” (p. 33). With respect to the first major theme,
three key reasons for Indigenous student success in St. Mary were identified:
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an affirming school culture; a supportive and responsive school environment;
and the on-going establishment of meaningful relationships with students and
parents. The ‘kick in’ policy was also manifested in three ways: expecting high
achievement for all students; balanced structure and flexibility; and managing
barriers through academic and non-academic support.

Raham’s (2009) research supported these results, including the identification
of a secure and welcoming school climate, curriculum and programs grounded
in Aboriginal culture, involvement of parents and community, multiple programs
and supports for students and families, high expectations for students and staff
, and the linking of assessment to instructional and planning decisions as key to
school success. A number of other studies spoke to the challenges involved in
creating successful school environments. Raham also commented on the critical
role of the principal, suggesting that “The role of the principal is highly com-
plex, requiring a blend of leadership and management skills, a deep knowledge
of curriculum and instruction, and a commitment to educational success for all
students” (p. 44). Hohepa and Robson (2008) also referenced the principal’s role,
particularly from the perspective of Maori leadership, suggesting that “Maori
principals...have additional duties and accountabilities linked to educational
achievement and well-being of their Maori students enjoying success as Maori”
(p. 36).

Others explored the complexities involved in ensuring successful school
programs. McNaughton and Mei Kuin Lai (2009) referenced a three stage model
of school change, while Fenimore-Smith (2009), reported on the development of
areserve based charter school, indicating that the research findings ** foregrounds
the complexity of factors affecting both the development of a culturally grounded
charter school and the achievement of students attending the school” (p. 1). She
further commented that, given the situation of the school within the reserve, “it
would seem that development of a culturally relevant academic program would
be relatively easy. This proved not to be the case. That is not to say there were
no successes; however, a number of factors conspired to confound the process”
(p- 5).

Similar experiences are reported by Baydala et al. (2009) who found minimal
gains in student outcomes in a newly founded Alberta charter school. Goddard
and Foster (2002) discussed the experiences of two First Nations schools in
northern Alberta that chose to join the provincial system. In both cases, “there
was a tendency in both schools to support the status quo.... We found a striking
dissonance between this experience and that which might be considered useful
and appropriate in a northern community” (p. 16). In short, some schools have
experienced success in supporting Indigenous students’ learning outcomes. But
this is a highly complex endeavour, with no guarantee of success; dedication, lead-
ership and a whole range of critical interventions are necessary for success.

The Role of Assessment

In arecent meeting, Dr. Shauneen Pete, Executive Lead, Indigenization, Uni-
versity of Regina was questioned regarding her opinion of the role for assessment
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within schools. Her answer encapsulated the current research; while she indicated
concern regarding the inappropriate use of standardized and culturally inappropri-
ate assessment measures, she was equally clear that an important role existed for
the appropriate use of assessment information (personal communication, May,
2014). Dr. Pete is not alone in her comments. Over the years, the writers have
heard numerous educators address the issue of assessment in similar ways. In one
case, an Indigenous Director of Education for a Saskatchewan tribal council stated
that assessment information was vital if the system was to be able to respond ef-
fectively to the need to improve student learning outcomes (Don Pinay, personal
communication, 2006). In another, Bishop, Berryman, Wearmouth, Peter and
Clapham (2012) made clear the commitment to an evidence based approach in
their description of the Te Kotahitanga program. Recently, Gwen Keith reinforced
the importance of using data and evidence based decision making to guide their
work within the school (personal communication, June 2014). From a similar
perspective, Richards, Hove, and Afolabi (2008), while discussing the Kelowna
Accord, commented that ““Governments pursue goals that are measured’ is an
old maxim of public policy” (p. 2). To quote another public sector maxim, ‘what
gets measured gets done.” Raham (2009) captured this sentiment when she stated
that “improving schools and systems gather performance information and use
it to assist in gap analysis, improvement planning, and resource allocation” (p.
9). Other Canadian research supports these conclusions. In case study research
involving 20 exemplar Indigenous schools across Canada, Bell et al. (2004)
and Fulford, Daigle, Stevenson, Tolley and Wade (2007) both found assessment
practices were used for a variety of purposes. Bell et al. (2004) also found that
“some schools utilized the data collected to set annual improvement goals, to set
budgets, allocate resources, and determine staffing requirements. ..assessment
data was utilized as the basis for strategic planning, designed to improve long-
term success” (p. 310). They commented that “The availability of standardized
data is an invaluable tool for schools in communicating their specific needs to
educational authorities, governing bodies, parents and the public” (p. 310).
Both Bell et al. (2004) and Fulford et al. (2007) supported the appropriate use
of assessment practices. However, recognizing the need for culturally appropriate
measures, They also recommended the development of “holistic measures appro-
priate to Aboriginal programs; and that this data similarly be publicly available
and incorporated into annual growth plans” (p. 324). Bell’s (Bell et al., 2004)
final comments regarding ‘holistic measures appropriate to aboriginal Programs’
speaks to the second issue raised by both Dr. Pete and the research literature —
concerns about the inappropriate use of standardized and culturally inappropriate
assessment measures. For example, the Canadian Council of Learning (CCL)
(2007) suggested the need for a more holistic approach to Indigenous assess-
ment, commenting that, “there is no broadly accepted framework for measuring
how First Nations, Inuit and Métis learners are doing across the full spectrum of
lifelong learning” (p. 29). In 2009, the CCL published research addressing this
concern, with the Holistic Lifelong Learning Measurement Framework based on
the “underlying structure of the First Nations, Inuit and Métis Holistic Lifelong
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Learning Models that were first published in 2007 by the Canadian Council of
Learning (CCL)” (p. 4).

Issues related to inappropriate use of standardized and culturally inappro-
priate measures received widespread attention within the published research
literature. McCarty (2009) commented that:

Evidence from Native American contexts shows little or no post-NCLB
gap reduction and/or illusory gains. These studies also suggest that
high-stakes testing can lead to score manipulation, test administra-
tion improprieties, teaching to the test, the de-skilling of students and
teachers through prescriptive reading routines, and the elimination
of low-stakes subject matter, including Native language and culture
instruction. (p. 20)

Nelson-Barber and Trumbull (2007), referencing recent federal American gov-
ernment initiatives such as NCLB, indicated “there is little evidence that these
promises of higher standards of effectiveness in the classroom and greater teacher
accountability are translating into more equitable opportunities for Indigenous
children” (p. 132, see also Nelson-Barber this volume). They further suggested
that a likely outcome of NCLB may be a move by educators “further away from
culturally congruent curriculum, instruction, and assessment rather than increas-
ing their use — despite all the evidence of their value” (p. 134).

Another issue reported in the literature relates to culturally inappropriate
assessment measures. Nelson-Barber and Trumbull (2007) indicated that “it is
clear that research on new approaches to assessment design and use that consider
the role of culture in learning and assessment are needed” (p. 142). From an Aus-
tralian perspective, Klenowiski (2009), while acknowledging that differences in
performance may be not be due to test bias alone but also “because of Indigenous
students’ differing access to learning, different social, cultural contexts or real
differences in their attainment” (p. 85), goes on to state that the “intention of
culture-fair assessment is to design assessments so that no one particular culture
has an advantage over another” (p. 85).

In closing, it seems appropriate to reference Dr. Pete’s initial comments
regarding assessment. While an important role exists for the assessment in-
formation, it must be balanced by concern regarding the inappropriate use of
standardized and culturally inappropriate assessment measures. Clearly, more
work remains to be done.

Retention/Support to Teachers/Administrators
A principal from the Northern Lights School Division (NLSD) captured the
essence of the need for teacher retention and engagement:

I'think, when you have teachers, particularly in the North, who have built

relationships with their students, with their parents, with their communi-
ties, I think you have a much better learning environment for students.
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There is an element of trust. Students probably, may not get involved
in behaviors that will challenge the authority of those teachers and of
course if you have teachers who are in a continual process of improve-
ment, then over a course of several numbers of years they are going to
continually improve their instruction and as such improve achievement
in their classrooms. (personal communication, August, 2012)

This comment, drawn from a focus group/interview study of teacher retention and
support conducted for the NLSD by Steeves, Carr-Stewart, and Furuta (2013),
was reinforced by another statement from a young teacher.

You leave and then the next year another person is there that doesn’t
really fully know what they are doing and then the next year someone
else is there. I think that it reflects on their behavior, their level of trust
and their defiance as well. It is really important to kind of have reasons
or ways to make us want to stay for longer. (personal communication,
November, 2012)

Leithwood, Day, Sammons, Harris, and Hopkins (2006) stated that “class-
room factors explain more than one-third of the variation in pupil achievement”
(p- 4). Wright, Horn and Sanders (1997) indicated that “The most important
factor affecting student learning is the teacher.... Effective teachers appear to
be effective with students of all achievement levels, regardless of the level of
heterogeneity in their classrooms” (p. 63).

An Alaskan study (Adams, 2010), that investigated the benefits of mentoring
programs for new teachers working in isolated Alaskan Indigenous communities,
made clear the importance of both support to new teachers and the relationship
between student achievement and teacher experience. Adams (2010) indicated
that:

Results show that although mentoring new teachers did not bring the
students’ standardized scores of new teachers up to the same level as
students in veteran classes, they are much closer than expected based
on past research...Thus, mentoring shows promising results to

start closing the achievement gap typically seen between the students
of new and veteran teachers. (p. 1)

This claim is supported by NLSD school administrators. For example, one
principal commented that “It takes you about 3 years after they graduate to get
a teacher that is proficient—that is classroom proficient... Oft times when they
get proficient they want to move” (personal communication, August, 2012).
Another administrator summed up the issue with the statement “That is part of
recruitment too I think. Keeping the people there. There is more growth in our
literacy and numeracy goals when we retain them” (personal communication,
August, 2012). Steeves, Carr-Stewart and Furuta (2013) stated that “These com-
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ments reinforce research findings regarding the relationship between length of
teacher tenure and student achievement. It will be difficult, if not impossible,
to meaningfully improve student achievement in the absence of well trained,
experienced teachers” (p. 8).

Raham (2009) reinforced the importance of initial teacher preparation,
teacher induction and mentoring, professional development and supports and
resources. Teachers and administrators from the NLSD (Steeves, Carr-Stewart
& Furuta, 2013) also referenced these issues, suggesting the need for recruitment
from culturally similar institutions; from local programs and universities; and
for improved orientation, mentoring and support programs for new teachers. For
example, one individual stated that:

I think they need to know a lot about community. They need some strong
orientation in terms of—just basic understandings about Aboriginal
people for instance. The social, historical, economic things. They don’t
have that proper history. They are coming in with a different world
view, a different set of expectations.... They need to have some sense
of the languages to be able to communicate with elders and community
people for example. If they are just sticking around in their teacherages
doing nothing after school you are not really actively interested in the
community in which you are working.

Another teacher who emphasized the need for culturally appropriate instructional
strategies stated that:

Something that struck me I think what would have been nice if there
had been some mandatory PD [Professional Development] in terms
of how to teach in different context. Teaching First Nations students,
A; and B just the different life up here and how that works. I think it
would make us more successful in the classroom and make learning
more successful for the students. (Steeves, Carr-Stewart, & Futura,
2013, pp. 20-21)

When interviewed for this study, Dr. Joe Martin also emphasized these fac-
tors, commenting that “I tried to keep my salary scale the same or better than any
other school district. I tried to provide some other kinds of incentives like free
cable TV, free internet access, a very nice carport, a nice backyard with grass as
a way to attract quality teachers” (personal communication, November, 2013).

Bases upon the literature and focus group/interview results, Steeves, Carr-
Stewart and Furuta (2013) provided a number of recommendations. Some of the
most critical are outlined below:

* Consider issues related to recruitment and retention within the context
of improved student achievement.

» Explore a variety of ‘hygiene’ issues related to teacher recruitment and
retention.
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» Lobby provincial government agencies to increase the number of
NORTEP [Northern Teacher Education Program] —and more generally
TEP [Teacher Education Program] seats — and provide funding for the
training of high school teachers.

 Consider a variety of strategies to improve the recruitment of teach-

ers.

Consider strategies to improve induction/orientation programs.

Consider the development of more substantial teacher induction pro-

grams that provide university credit. (pp. 21-25)

Given the critical contribution that teachers make to student learning, the
incremental investment required to encourage an optimal learning environment
for Aboriginal students is a wise investment. If teachers are to demonstrate the
technical skills, cultural knowledge and student relationships required for the suc-
cessful improvement of Indigenous student learning outcomes, then consideration
of improved teacher retention and engagement strategies is necessary.

Conclusion

Attempting to ensure a positive future for youth has long been an impor-
tant goal for Indigenous communities. Documents relating to the negotiations
of the Numbered Treaties (1871-1921) indicated that much time was spent on
discussing education. In reference to education it was clear from both the Crown
representatives and the First Nations Chiefs and Headmen that western educa-
tion was not intended to supplant traditional Indigenous educational practices.
Education of First Nations students would ensure they received the knowledge
of their parents and communities, as well as western education to enable them to
grow and prosper (Morris, 1990/1881). In 1972, the National Indian Brotherhood
demanded that First Nations children be able to survive and have:

Pride [which] encourages us to recognize and use our talents, as well
as to master the skills needed to make a living. Understanding to our
fellowmen will enable us to meet other Canadians on an equal footing,
respecting cultural differences while pooling resources for the common
good. Living in harmony with nature will insure preservation of the
balance between man and his environment which is necessary for the
future of our planet, as well as for fostering the climate in which Indian
Wisdom has always flourished. (NIB, 1972, p. 1)

For the National Indian Brotherhood this would ensure that First Nations stu-
dents had the “preparation for total living” and “as a means of enabling us to
participate fully in our own social, economic, political and educational advance-
ment” (p. 3). Research supports these aspirations: if Indigenous students, and
their communities, are to build towards a positive future, attention must be paid
to traditional culture, language and values. As the factors identified within this
conceptual framework suggest, attention to best practices within both western
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and traditional models of education are required if Indigenous students are to
experience success. And like every child, this success is not only deserved but
vitally important for the future of the broader society. A failure to consider the
clear direction provided by this research will not only impair the future of young
Indigenous students but will also diminish the broader society in which these
young people reside. A moral and practical commitment to ensuring these young
people are treated equitably will enhance both their futures and that of the wider
society. Fairness and practicality demands no less.
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Métis and Ontario Education Policy:
Educators Supporting Métis Holistic Lifelong Learning'
Jonathan Anuik and Laura-Lee Kearns

In2007, Ontario’s Ministry of Education published the First Nation,
Meétis and Inuit Education Policy Framework, with Métis cooperating
in its development. The Framework appeared the same year as Métis
published the Métis Holistic Lifelong Learning Model. We argue that
those who are engaged in the Framework’s implementation under-
stand it as a foundational teaching model. We see some teachers and
educational administrators using the teachings of the model to live out
the policy in their practices. Integral to living the policy is nourishing
the learning spirit of the Métis as set forth in their own holistic model
of learning. Three parts of the model that educators, who we profile
from our survey and interviews, use in practice are: Self and People;
Indigenous Knowledge and Values; and Sources of Knowledge and
Knowing. Self and People represents a recognition that educators work
in concert with Métis. Indigenous Knowledge and Values are teachings
and ways of being in classrooms and schools. Sources of Knowledge
and Knowing are roots educators, their students, and the forest of Métis
learners carry when they teach and learn. The educators whose stories
we share show us how educators responsible for Indigenous education
policy mandates need to consider Métis at the school community level.
These educators also see themselves as nurturers whose impact is felt
by everyone when one reflects on Indigenous spirituality, history, teach-
ings, and language and their affects on students. Finally, educators ask
us to recognize identity and self-identification as fluid.

In 2007, Ontario’s Ministry of Education launched its First Nation, Métis,
and Inuit Education Policy Framework, the same year as the publication of the
Mgétis Holistic Lifelong Learning Model, a stylized graphic of a tree (see Figure
1) that represents the learner in relation to a forest of Métis that share teachings
about learning. Although they were two separate initiatives, the Framework and
the Model ask us to recognize the presence of Métis learners in schools. The two
items show M¢tis students, families, and communities have learning systems.
To be effective as a yardstick to improve Métis learning in Ontario’s schools,
educators must understand the teachings in the model as a guide to work with
Metis children, youth, families and communities.

The Métis in Canada are one of three distinct Aboriginal groups recognized
as having constitutional rights, and the Canadian government recognizes First
Nations, Métis, and Inuit as Indigenous people. The Métis Nation of Ontario
(MNO) defines a registered citizen as “a person who self-identifies as Métis, is
distinct from other Aboriginal peoples, is of historic Métis Nation ancestry, and
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Figure One. Métis holistic lifelong learning model. (2007). Ottawa, Canada:

Canadian Council on Learning.
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is accepted by the Métis Nation” (MNOa, n.d., para. 1). National definitions
encompass persons who originate from a “Historic Métis Nation Homeland,”
which includes territories in central and western regions of North America, “used
and occupied as the traditional territory of the Métis or Half-breeds as they were
then known” (MNODb, n.d., para. 3). Métis were known as half-breeds in some
circles, meaning literally the descendants of First Nations and Europeans with
mixed ancestry.

For the Métis, learning is a lifelong endeavour. Métis use the holistic life-
long model that incorporates the tree to inform educators that they must nurture
learning, cooperate with parents and other community members in education,
and understand that to effectively educate Métis students, they must value
their Indigenous backgrounds. Métis communities see knowledge generation
as a collaborative endeavour, and the image on the model of “leaves of knowl-
edge eventually falling to the ground” signifies “how knowledge transmission
enriches the foundations of learning and produces more knowledge” (Métis
Holistic Lifelong Learning Model, 2007, para. 8). Teachers have an impact on
the Métis learner and the forest of Métis trees that represent learners who are
part of the school community. Education in this model contributes to the Métis
community’s wellbeing.

Métis expect teachers to nourish the sources and domains of knowledge
their children and youth carry, and the Ministry of Education wanted to achieve
this objective as it affirms the importance of Métis people and knowledge in the
policy framework. The Framework was the outcome of consultation between
the Ministry and the Education and Training Branch of the Métis Nation of
Ontario. Part of being a good educator is supporting the inclusion of Indigenous
practices and knowledge in one’s pedagogy and curriculum, and the Framework
directs schools to include Métis families and communities and support student
self-identification, achievement, enhancement of Indigenous curriculum, and
support for Métis holistic lifelong learning (Anuik & Kearns, 2014; Kearns &
Anuik, 2015).

Legislation, Métis, and Education

Legislation from the British colonial era like the 1857 Gradual Civilization
Act and its successor the Canadian Parliament’s Indian Act (1876) shifted con-
trol over self-identification and membership in nations and communities from
Indigenous peoples to the British government and later, the Canadian govern-
ment. The outcome was the development of two categories: The Indian and the
Non-Indian. The outcome for Indigenous peoples was there was only one way to
identify, as “Native” or “non-Native” (Anuik & Kearns, 2012, 2014). “Indian”
is a colonial construct; there are numerous Indigenous peoples, cultures, and
languages across Canada, one of whom is the Métis.

The Indian Act’s (1876) creation of a “Native” and “non-Native” binary
in the minds of Canadians had an impact unique to Métis. Popular historians
focus on Métis leader Louis Riel, his family, and the Red River and Northwest
Resistances and argue Métis could not withstand the intrusion of settlers west
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and succumbed to the expansion of the Dominion of Canada in 1885. Histori-
ans suggest Louis Riel’s mental state led him to think of himself as a prophet,
a position that impaired his ability to negotiate peace between M¢étis and the
Dominion government in 1885 (Stanley, 1992). The perspective on the writing
of history—a grand narrative of growth as a Canadian nation (Stanley, 2006)—
and focus—on Riel’s leadership ability—resulted in a collection of books that
Barkwell, Dorion, and Préfontaine (1999) title a great man of history collection.
The outcome: A lack of recognition of Métis as a people because the consen-
sus is Métis dispersed and assimilated into newcomer society (Anuik, 2009;
Barkwell, Dorion, & Préfontaine, 1999; Kearns & Anuik, 2015; Miller, 2004).
The coverage of Métis in schools is on Riel and his actions in 1885. Since the
Canadian government used the term “Indian” to define an Indigenous person,
Métis registered as Status Indians became “Indian” or “Native.” Newcomers and
their descendants believed the rest of the Métis and their descendants chose to
assimilate into Canadian society (Kearns & Anuik, 2015).

There is a requirement to inform educators who the Métis are because
teachers don’t know or only know the consensus in popular history (Absolon
& Willett, 2005; Anuik, 2009; Barkwell, Dorion, & Préfontaine, 1999; Kearns
& Anuik, 2015). They don’t relate to Métis as contemporary Indigenous people
because they think Métis as a people ceased to be in Canada after Riel’s hanging
(Kearns & Anuik, 2015; Miller, 2004). After one corrects this misinterpretation,
replacing it with knowledge of a Métis presence as an Indigenous people, one
must show how Métis conceive of their learning journeys past, present, and
future (Anuik, 2009, In Press) as the touchstone to the practice of Métis holistic
lifelong learning in educational policy.

Methods

Our discussion of the implementation of Ontario’s Indigenous focussed
education policy is part of a larger study we completed for the Métis Nation of
Ontario. We investigated how Ontario school boards began to engage with the
Ontario First Nation, Métis and Inuit Education Policy Framework’s (2007)
initiatives, such as self-identification data collection and changes to curriculum
and school and Indigenous community relations, as well as steps to ensure better
academic achievement for Indigenous students (Anuik & Kearns, 2012, 2014;
Kearns & Anuik, 2015). To collect data on self-identification numbers, curricu-
lum, and other initiatives, we surveyed teachers and educational administrators
in Ontario’s 76 school boards. The Aboriginal Education Office in the Ministry
of Education supported our project and sent a letter to each school board that
encouraged their staff to answer our survey. Thirty-three school boards responded
to our survey for a 43% response rate. We visited two school boards to see
initiatives at the local level and completed five interviews with eight leaders
responsible for Métis education initiatives at the school board level. We profile
six of them in this chapter and identify them as follows: LM, CC, DS, BT, AM,
and VM. In addition to the returned surveys and interview transcripts, we also
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refer to reports, promotional material, and any other documents school boards
shared with us or that we found online.

We used a mixed methods approach to data collection. The online surveys
had open and closed questions, which allowed us to gather statistics and narra-
tives around the work being done. Our questions concerned themes, activities,
programs, relationships, barriers, and promising practices relevant to Métis
learning in schools and communities. We asked how many students identified as
Métis and the availability of Native Studies classes in schools. For our informal
conversations on site visits and formal interviews we used semi-structured qualita-
tive research methodology in the format of conversations shaped around a set of
questions with an appreciative inquiry style (Pinto & Curran, 1998). We did not
want to evaluate with a yardstick to measure progress to a preconceived outcome,
and dole out praise and condemnation (Harrison & Greenfield, 2011).

Since we see implementation of the Framework for Métis as an opportunity
for educators to engage in lifelong learning, we don’t see an end to this story
(i.e., a day when the Framework’s implementation is complete). Our paper is
part of an ongoing story of being good educators who nourish themselves with
deeper understandings and in turn nourish Métis communities. We want educa-
tors to share with us, in a qualitative sense (see e.g., Kvale & Brinkmann, 2009;
Merriam, 2002; Olson, 2011), how the practice of the Framework’s mandate is
exercised at a board and school level. We sought to know how educators can
build knowledge of the teachings of Métis learning in the Métis Holistic Lifelong
Learning Model in educational practice.

Findings

We use the Métis Holistic Lifelong Learning Model as a matrix to identify the
parts of the Ontario First Nation, Métis and Inuit Education Policy Framework
relevant to Métis. Participants’ insights relate to the trunk and branches of the
learner, in the stylized graphic of a tree. We see education policy in the follow-
ing parts of the model: Self and People, Indigenous Knowledge and Values, and
Sources of Knowledge and Knowing. Self and People represents a recognition
that educators work in concert with Métis, who are parents, grandparents, aunts
and uncles, friends, Elders, and respected knowledge holders of the students who
attend the schools. Indigenous Knowledge and Values are teachings educators
need to use in class. Sources of Knowledge and Knowing are roots they, their
students, and the forest of Métis learners carry when they teach and learn. We
analyze data with the understanding that an educator is a guide who sees educat-
ing as an act of nurturing the learner and the learner’s community (First Nations
Holistic Lifelong Learning Model, 2007). This relationship is more cyclical than
hierarchical. One can be a nurturing guide and be nurtured if one understands
learning as a generative endeavour that goes “all ways” and “always” (Ball &
Pence, 2006). The educators whose stories we share show us cases they select
that demonstrate what they think educators responsible for Indigenous educa-
tion policy mandates need to consider at the school community level and what
educational practices those working in schools have begun.
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Self and People

Since a lack of knowledge about Métis exists in schools (Kearns & Anuik,
2015), educators need to work on implementation of the Ontario First Nation,
Meétis and Inuit Education Policy Framework (2007) with Métis in the school
community. The Métis Holistic Lifelong Learning Model (2007) necessitates the
teacher self be in relation with the Métis people, and progress to setting such a
context “is generally best measured in hindsight,” according to one manager.
“In the three years our board has been involved in this initiative, if we stop and
look at where we started and where we are now—we’ve accomplished a lot, and
there’s excitement about where we are going” (LM). Educators emphasize that
as a result of their work with Métis, there is a concerted effort to build on ac-
complishments, raising awareness, critiquing the colonial anchors of the school
system, and helping teachers to imagine an Indigenous presence at school. As
one Elder said during consultation on the Framework implementation, “This is
too important not to get right” (LM). Educators observe much of the material in
schools is about First Nations, if there is any material at all (Anuik & Kearns,
2012), there is “only a little information on Métis...and therefore, we need to
develop those sections further...[with] the support of the Métis...communities”
(CC). As teachers work to educate, they have to counteract what they observe
as misinformation given to staff about who Aboriginal students are and fill gaps
about the knowledge of Indigenous peoples in their school boards (LM, DS, CC,
BT, AM, and VM). Misinformation affects all educators, including those who
are Métis, because “for the most part we received the same basic information
or misinformation that mainstream schools received” (LM). Yet, despite the
dominant colonial narratives, many educators show a willingness to learn stories
they never knew or had the opportunity to learn.

Indigenous Knowledge and Values

Educators see that to be able to implement the Ontario First Nation, Métis
and Inuit Education Policy Framework (2007), they have to seek out and draw
on the Indigenous knowledge and values, the trunk on the Métis Holistic Lifelong
Learning Model. The model is an artefact of Indigenous Knowledge and Values.
The Métis learner is a graphic of a tree, and the student’s family and community
is the forest in the backdrop. The student’s family and community are not in
the background—they feel the teacher’s impact as much as the student does.
The challenge for educators is to locate themselves in the model, to feel a part
of a Métis community. To figure out how to locate oneself in the Framework’s
implementation is, thus, “a community effort” (LM), and educators continually
look for nurturing guides in the forest of Métis learners.

When she started work, a coordinator in northwest Ontario recognized she
needed kindred spirits who knew the Indigenous knowledge and values as they
pertained to the social, political, economic, and physical environments of her
school board and the Métis learners who attended the schools. She needed to
connect with people—the branches who could share their roots. To nurture Métis
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and to help them share, she needed “the support of the community, the Elders
gave me encouragement. ... Having support was critical, and I had the support of
the community, which allowed me to last this long here.” She credits Indigenous
knowledge and values that she learned and continued to learn, because of her
continuous work with those branches that gave her entry to learning about and
with Indigenous knowledge and people. Her connections enabled her to move
into “a good spot.... [I] love working for the school board.” When one works
with Indigenous community members, one can help transform “an entire orga-
nization and culture, the way people do business, their mindsets and ways of
thinking” (CC). Educators at the board level saw it as important to learn more
about Métis Indigenous knowledge and values, passing them to the other “selves”
in the schools, the teachers, who can pass lessons to students.

For the administrator, teachers must be involved—they are nurturing guides
and lifelong learners, branches on the model who endeavour to educate students.
Thus, educators are responsible for imparting and nourishing other educators
with Indigenous knowledge and values. If teachers are to nourish learning of
Métis, administrators and other nurturing guides must help and “get...out of
their comfort zone and...think and evaluate what needs to happen with their
students” (CC).

To make the Framework live, one must seek those branches rooted in In-
digenous knowledge and values. Educators need to be connected to Indigenous
community members and seek to learn. “Teachers who all really cared and
wanted to make a difference, those allies internally who planted the seed and
watched it grow” (CC) helped bring forth educational changes. The teachers
became branches learning Métis Indigenous knowledge and values to guide
their students’ learning.

Sources of Knowledge and Knowing

We understand knowledge that can correct the mistaken impression that
there are no Métis in Canada exists in the roots of the tree on the Métis Holistic
Lifelong Learning Model. Those responsible for implementation of policy need
a root that shapes their knowledge and way of knowing. Critical to one’s ability
to nourish roots in good ways is an awareness of history. Educators recognize
when they connect with Indigenous people, the branches on the model, “you have
to break down a lot of years of non-positive schooling for a lot of Aboriginal
people” (BT).

The superintendent describes the root knowledge in the Indigenous history
of education as follows: “a lot of the parents and the grandparents of our stu-
dents right now...went through negative experiences in the public system, not
only residential schools, but the public system in general, and I think there are
still barriers there” (BT). The history he mentions includes racism (Absolon &
Willett, 2005; Anuik, 2009, In Press; Anuik & Kearns, 2014; Pauls, 1996; St.
Denis & Hampton, 2002) and lack of valuing Indigenous peoples and ways of
knowing (Battiste, 2013). Métis tend not to see educators as nurturers of their
communities.
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Mg¢tis learners are individuals who are part of a greater collective
community(ies). Métis people wish to transmit their own sources of knowledge
and knowing to learners and have the larger Indigenous community(ies) valued.
They don’t want school to interfere or reproduce falsities within those learning
relationships, which occur when teachers either ignore or perpetuate misunder-
standings about Métis in class (Kearns & Anuik, 2015). Even though “[t]here’s
a clear understanding that education is important...students don’t want to have
to compromise who they are in order to get an education” (LM).

Schools did not recognize Métis or value learners and their identities and
histories. Schools did interfere with transmission of Métis knowledge. Success
in school for Métis learners did become a severing of one’s roots and discon-
nection from one’s community (Kearns, 2013a; Anuik, 2009, In Press). Owing
to ongoing misunderstandings and lack of presence of Métis, some students
struggle, sometimes they feel pressure “to compromise who they are in order
to get an education,” which is something Métis don’t want from school (LM).
Nurturing guides within the education system acknowledge this complex his-
tory and in their acknowledgement, begin the work to make schools otherwise
for Indigenous youth.

Not only did people have negative experiences in school and receive inac-
curate and incomplete lessons in Métis history (Kearns & Anuik, 2015), students
know in their historical root that “people did not want to identify as Métis” (BT,
AM; Absolon & Willett, 2005; Anuik, 2009, In Press; Kearns 2013a). Parents cut
off their Métis Indigenous knowledge roots because they believed the knowledge
put them in a deficit position, and over time some Métis were made to feel that
what they thought and how they saw the world was not knowledge valued by the
greater society. Students must be given the chance to figure out why people felt
this way—they “need to know there is a history there”” (BT). There are stories that
help children and youth as “they struggle to navigate life and all that it brings”
(LM). Métis students can be given space to tap their historical root to reflect on
how history affects them and their understandings of what it means to be Métis
at school. The complexity of Métis history and identity and identification needs
to be given time to flourish in safe and nurturing spaces.

Owing to silence of Métis, caused by a lack of curricular sources, an absence
of recognition of Métis as an Indigenous people, gaps in knowledge of history,
and failure in outreach to Métis community members, teachers don’t always have
access to the roots of Métis knowledge and Métis sources for knowing. Teachers
need help to explore with knowledgeable Métis questions like “if you get your
[First Nations] status back, do you cease to be Métis?”’ (BT), and encouragement
to investigate “literature...looking at things with a critical eye” (DS) as they try
to answer questions relevant for Métis. When they face questions, it “is important
for students and teachers to know because I don’t think that our teachers have
that knowledge, some better than others, but not a full knowledge” (BT).

An area of history that requires further attention is Indigenous spirituality.
In the Catholic school system, in particular, one superintendent noted there was
aneed to understand the relationship between Catholic teachings and strands of
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the Métis root of spirituality. Educators and students can find the relationship
confusing. There can be conflicts with the braids of Christianity and Indigenous
spirituality that pull Métis students. Métis would be nourished if “adults of both
faiths...work cooperatively to support them...Young people get that there are
strengths from both cultures and want to draw on those strengths to become more
resilient and grounded” (LM).

Unless Indigenous knowledge and values shape teachers’ sources of knowl-
edge and knowing, which is what the model expects, they are unlikely to con-
nect with the Métis community and make a good impression on the children’s
education. Since schools need to build from the roots, “we need to continue to
utilize the knowledge...and include that” (BT). We need “Aboriginal local his-
tories and local ideas and get more of that into the curriculum, into the school”
(BT). Teachers, students, Indigenous community members, and allies can “learn
side by side...and [be] good for...students” (LM). Teachers must advocate for
local knowledge—they can get at sources of knowledge and knowing, “our
leadership” wants to see this happen. The superintendent says school boards
must give opportunities for knowledgeable Métis teachers to work in schools.
He “would like to see our language teachers continue to evolve.... [A]n increase
of at least 15-20% of the teaching staff in this board” as Indigenous “because
as our enrolment is declining, our Aboriginal population is increasing, so pretty
soon the majority will be Aboriginal, the minority non-Aboriginal” (BT). We
need Indigenous educators who have strong cultural identities, and (hopefully)
language as a source of knowledge, to help educate all youth in schools, thereby
contributing to all learners’ funds of knowledge.

Educators look forward to getting the roots “into teachable packages so that
you can get this information into the classroom, and that is probably the most
difficult part of it” (BT). Teachers struggle with finding and becoming comfort-
able with Métis sources of knowing and knowledge. They wait for Métis to start,
contrary to wishes of educational administrators who don’t want to leave one or
two Métis expected to be the experts “in all things Métis.” Teachers need to be
“able to deliver that information and have some sort of a knowledge base” (BT).
Teachers need to know where they can find people with Métis roots because
Métis see teachers as responsible for nurturing a Métis identity at school. The
teacher needs to make children and youth comfortable to draw on their sources
of knowledge and knowing. Therefore, the teacher needs to understand how
knowing among Métis happens.

Teachers and educational administrators agree. Métis sources of knowledge
and knowing help one comprehend Métis educational history, religiosity and
spirituality, and their relationship to language when one taps the roots, one can
understand how they affect education in a community. To teach history from an
Indigenous perspective and include Indigenous knowledge and ways of knowing
in the formal and informal school curriculum helps youth “walk with the pride of
this ‘who I am’” (AM). When their teachers seek Métis sources of knowledge and
knowing to teach, children will “respect it.... [That is something that we have to
teach our children.... [T]hese teachings.... [A]re a part of who we are” (AM).
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Discussion

The Métis Holistic Lifelong Learning Model teaches us that any policy that
supports Métis must be implemented with the objectives of honoring Métis in the
school community by addressing historical wrongs, enhancing the curriculum,
and nourishing the learning of Indigenous youth. The teachers and educational
administrators we surveyed and interviewed understood these objectives and used
the model to guide their implementation of the Ontario First Nation, Métis and
Inuit Education Policy Framework. When they saw it, they asked, in one way or
another, “how do we bring it all together and walk in society” (AM). “To bring
it all together” involves, in part, understanding how Métis see the role of educa-
tors. A teacher is a learner—a “self”—who seeks relationships with Métis who
hold sources of knowledge and knowing. The teacher “self” works with people
in the community to correct a deficient narrative of Métis perpetuated in popular
history and too often taken as truth in class. Métis, themselves, can act as guides
and help educators find possibilities for engagement with nuanced interpretations
of Métis history, people, identity and self-identification, spirituality, religion,
and language. Educators recognize they have roots in themselves, knowledge
of teaching. The sources and domains of knowledge they have are to help them
develop their relationships with Métis students, families, and communities. As
educators’ roots grow and expand in their capacity to honor and value Indigenous
people and students, so do their relationships with Métis, and their roots of the
tree are strengthened. The participants in our study share points of entry to stories
of relationships our educators have with learned Métis, and they spoke highly of
opportunities to learn from educators in the traditional ways that can help teachers
as they as they expand their understanding and appreciation. When they look at
the Framework, they see it as a directive to change schools to recognize diverse
learning and knowledge systems in communities and society.

Overall, we looked at how educators in the school system can be seen to be
engaged with three aspects of the model, which are as follows: Self and People;
Indigenous Knowledge and Values; and Sources of Knowledge and Knowing.
We learned educators saw the student “self” and the people in the community
as interdependent. The teacher did not only instruct the self—the student—but
did have an impact on the entire community, the forest of Métis learners. Each
teacher is represented as a “self” who has worked to connect with people. To
implement the Framework, one must reflect on how one relates to Métis. The
learning and teachings are ongoing.

Our participants work to set an Indigenous context in their schools. The
objective builds on recognition of the self and people as interrelated. Teachers’
acceptance of their connection with everyone in the community enables them to
reach out to Elders and knowledgeable teachers who live in accordance with these
teachings. Knowledgeable Métis help teachers tap Métis sources of knowledge
and knowing in history, religion and spirituality, and language, all in the local
school community setting.

Teachers need to nurture students’ desire to inquire from Métis perspectives,
understandings, and knowledge. Learners see the significance of relatedness; they
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are selves in relationship with people in the community. Teachers are nurturing
guides who work alongside community members to help learners find their gifts.
Relationality remains a foundational principle.

An important lesson is holistic lifelong learning is integral to living a good
life in a Métis framework, so teachers and educational administrators’ practices
have a direct impact on the role they play in contributing to Métis education. In
this paper, we suggest there are three philosophies above that guide implementa-
tion of the Framework in a Métis way. However, the three processes are related
in that educators must continually practice them. For example, to find Métis
knowledge and get at the sources of knowledge and knowing, they must recognize
they are in relation as selves with people in the broader Métis community. They
must respect the Métis Indigenous knowledge as curriculum necessary for their
students to learn. To get at the sources of knowledge and knowing means they
must continuously adopt processes of relationality and respect for knowledge in
anticipation of posing new questions for their students to answer.

Conclusion

This chapter is part of a project that involves development of Métis knowl-
edge of holistic lifelong learning (cf. Canadian Council on Learning, 2007; Cap-
pon, 2008) and counters misinformation on Métis within the dominant Canadian
historical narrative. Métis students and their families and communities have
an inherent capacity to learn (Aboriginal Learning Knowledge Centre, n.d.) at
school. Educated Métis have the possibility of living a good life when their roots
are nourished, and they grow strong.

The Ontario First Nation, Métis and Inuit Education Policy Framework is an
opportunity to implement Indigenous educational policy by practicing teachings
in the Métis Holistic Lifelong Learning Model. Policy needs to live in the self
and the community of Métis. The policy needs to tap Indigenous knowledge—it
must find the roots of the knowledge.

In recognizing how educators in our study see themselves in relation with
Mgétis learners, their families, and the school community, the forest on the model,
we hope to inspire and honour those who begin the journey to include Indig-
enous knowledge in schools. As has been documented, the historical relationship
between schools and Indigenous people cannot be deemed as part of living a
good life in educational terms as there was ignorance and misinformation about
Métis. As a result, Métis did not always want to acknowledge their Indigenous
backgrounds (Absolon & Willet, 2005; Anuik, 2009, In Press, Kearns, 2013b)
because the dominant narratives in schools did not reflect Métis families’ un-
derstandings and perspectives of their communities, where they lived, or their
history, which was rarely told from a Métis perspective (Kearns & Anuik, 2015).
We now know educators must consider the experiences of Métis, which are in
the roots of learners and their families, when they seek to improve their teaching
and include Métis. Every interaction a teacher has with a student is an interaction
with the Métis community. Educators must change the way they relate to one
another and learn. Educators responsible for the Framework’s implementation
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have shared lessons from their learning of the practices about connecting to
and with Métis community members. We conclude with key recommendations
educators can consider and practice as they support the learning of Métis and
all Indigenous students, families, and communities. Teachers and educational
administrators and leaders can do the following:

 Dedicate staff to form relationships with Métis

» Let Meétis share their critiques of popular historical depictions

* Support Métis to develop a presence at school

* Welcome Métis Senators?, Elders, knowledge holders, and commu-
nity members into classrooms and schools to help educate staff and
learners on topics relevant to Métis knowledge and heritage

* Encourage Métis family members, especially parents, to visit schools
regularly, acting as helpers, resource people, role models, and consul-
tants to help improve Métis student attendance, achievement, pride,
and academic success (cf. Caracciolo, 2008; Cherubini, 2011)

* Work with community members to build a critical mass of Métis
resource people to come to schools

 Create spaces for Métis in schools to share histories, perspectives,
and knowledges; all learners must be able to share and learn (cf.
Caracciolo, 2008)

* Understand teachers nurture their students and the entire forest of
Métis learners (Métis Holistic Lifelong Learning Model, 2007)

* Hold dialogues regularly, where educators can share their work (i.e.,
unit plans) in stories

» Evaluate and recognize inaccurate and stereotypical information in
curriculum (cf. Caracciolo, 2008; Cherubini & Hodson, 2008)

* Search for accurate resources (cf. Caracciolo, 2008)

* Pay critical attention to evolving definitions of Métis (cultural/legal/
local/national) (cf. Caracciolo, 2008)

 Celebrate and include contemporary Métis artists in their lessons,
such as David Bouchard, Joseph Boyden, and Christi Belcourt

When people live the mandate in the Framework, they nourish and grow Métis
students. This paper gathers seeds of hope, and we hope for more possibilities.

Notes

'This chapter began as a study commissioned by the Métis Nation of Ontario’s
(MNO) Education and Training Branch on the Ontario First Nation, Métis and
Inuit Education Policy Framework’s (2007) capacity to facilitate achievement
and self-identification in Métis students. We thank the MNO for its financial
support of our work. We are also grateful to the Aboriginal Education Office of
the Ontario Ministry of Education for its encouragement of teachers and educa-
tional administrators to respond to our survey and interview requests. We also
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thank the educators who invited us into their school communities, replied to our
survey, and participated in interviews and conversations with us. We presented
an earlier draft of our chapter at the 2015 meeting of the Indigenous Peoples
of the Americas Special Interest Group of the American Educational Research
Association in Chicago, Illinois. We thank participants in our session for their
comments.

Senators are elected representatives of the Métis Nation of Ontario.
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Ke Kula Mauli Ola Hawai‘i ‘o Nawahiokalani‘opu‘u

Living Hawaiian Life-Force School’
Keiki Kawai‘ae‘a, Angayuqaq Oscar Kawagley* & Kaiolohia Masaoka

‘O Nawah ‘oe o Kalani‘opu‘u
‘O ka waht i wahi ‘ia ai
I milo ‘ia ai a pa‘a pono
I hali‘i ‘ia ai a nani
I ka ‘ahu popohinano o Puna
Uhia aku i ka ahu‘ula
Kau ‘ia ka waht i laila
Ua pa‘a, ua malu,
Ua malu ka wahT o Kalani‘opu‘u
‘O ka waht ia i waht ‘ia ai
I lawalawa ‘ia ai
I ‘ope‘ope ‘ia ai a pa‘a
1 koko ‘ia ai a kau i luna
A lei i ka umauma
I ka ‘2“7 0 na maka‘ainana &
‘O ka waht kona
‘O ka inoa wahi kou i ‘ane‘i ‘ae. (Sheldon, 1996)

This chapter presents the case study of a first year Hawaiian lan-
guage medium-immersion teacher at Ke Kula ‘o Nawahiokalani‘opu‘u
school. Insights on the lessons learned are also described from group
discussions with peer teachers on Native language immersion education,
teacher development and Native, immersion and community dynamics.
A closing reflection piece of the case study teacher’s journey some ten
years later provides inspiration for others wishing to revitalize their
endangered languages and cultures as an enduring gift from generations
past to current and generations yet unborn.

PART I: The Setting

Located in the district of Puna on the east side of the island of Hawai‘i
stands Ke Kula ‘o Nawahiokalani‘Opu‘u, a total Hawaiian language immersion
kindergarten through twelfth grade. It is one of 21 Hawaiian immersion schools
that are contributing to the revitalization of the Hawaiian language through a
Hawaiian medium-immersion education model. Each morning the school day
at Ke Kula ‘o Nawahiokalani‘opu‘u begins with an opening protocol that calls
to order a gathering of the total school community at the piko, the umbilicus of
the school. The morning protocol begins with the blowing of the conch shell by
two male students standing at the end of the entrance walkway, which signals the
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beginning of the day. Older students and teachers help the younger ones move
efficiently to the piko. This is where the school day begins males to the right,
females to the left in a particular genealogical-historical order that pays atten-
tion to detail that honors traditional understandings, and a way of being in the
Hawaiian world.

The day officially begins with three resounding blows of the conch shell
as the entire school chants in unison and calls forth the elements from the east
through a spiritual process that will energize the minds, bodies and emotions
of the collective whole. Selected chants that honor those both past and present,
request acknowledgements for entrance into the learning space and for the task
at hand called ‘imi na‘auao (knowledge seeking). Two mindful messages, one by
a male teacher then another followed by one of the female teachers sets the tone
for healthy attitudes and behaviors that will demonstrate care for one another
and support the learning that will take place within the honua or learning space.
This daily ritual opens the pathway for learning to take place in ways that are
purposeful, meaningful and productive.

High standards and expectations for appropriate behaviors of culture and
language are upheld at the piko. No one is excluded, and all present on campus
participate from the garden staff, to students and even their families present on
campus. In this environment, Hawaiian is the language of communication and
instruction, and the culture provides the lens and foundation from which students
connect to the curriculum and build understandings of the world that surrounds
them both locally and globally.

Nawahiokalani‘opu‘u is a vision of hope and inspiration for native language
recovery. It is a mauli ola (living Hawaiian life-force) educational model that seeks
to revitalize the native language of Hawai‘i that in 1985 had approximately only 35
speaking children remaining under the age of eighteen (‘Aha Piinana Leo, 1999).

History of Hawaiian Medium-Immersion Education

The Hawaiian language is the Native language of Hawai‘i. Although there
are some dialectal differences between islands and even within islands for the
most part with exception of the island of Ni‘ihau, the dialects are relatively
similar and mutually comprehendible. In 1831, Lahainaluna was the first school
established west of the Rocky Mountains as the Kingdom’s College and teacher
preparation school (Kawai‘ae‘ama, 2016). In 1841, Kamehameha III established
public education. As part of his platform, “He Aupuni Palapala” (Mine is a nation
of writing) set the stage for the development of a comprehensive public educa-
tion system with Hawaiian as the language of instruction. A wealth of Hawaiian
medium materials supported the schools in all subject areas and grade levels
across the curriculum. This included beginning readers through advanced level
math and science, including subjects such as anatomy. Hawai‘i claimed high
literacy rates between 84% to 91.2% (Silva, Ka‘awa, Kawai‘ae‘a & Housman,
2005; Hawai‘i General Superintendent of the Census, 1897).

In 1896, shortly after the overthrow of the Hawaiian monarchy, the Hawai-
ian medium school system was abolished and the English language became the
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medium of instruction. The consequence of this political action to gain American
control over Hawaiian nationhood was a decline of educational achievement and
literacy rates and a decrease in native identity as well as culture and language loss
and economic and social distress among Native Hawaiians. After much effort,
the State of Hawai‘i’s 1978 Constitution made Hawaiian a co-official language
with English and mandated the study of Hawaiian culture, history and language in
public education. In 1984, the first pilot Piinana Leo (Language Nest) pre-school
opened on the island of Kaua‘i followed by Honolulu on O‘ahu and Hilo on
Hawai‘iin 1985. The Piinana Leo organization has branched out in many direc-
tions leading native language revitalization efforts from its thirteen infant-toddler
and pre-school sites through its graduate program activities with its consortium
partner Ka Haka ‘Ula O Ke‘elikolani at the University of Hawai‘i.

In 1987, the Department of Education (State of Hawai‘i Department of
Education, 1994, 2000, 2004) approved the opening of two elementary Hawai-
ian immersion sites in Keaukaha, Hawai‘i and Waiau, O‘ahu. There are 21
Kula Kaia‘dlelo—Kaiapuni Hawai‘i (Hawaiian Language Medium-Immersion)
K-12 sites (Kana‘iaupuni, Malone & Ishibashi, 2005) established throughout
the state. The majority of these elementary, intermediate or high schools sites
shared facilities with regular English medium schools. Currently, there are six
sites statewide that maintain a full K-12 Hawaiian medium-immersion program
as public or charter school sites (Hale Kuamo*o, 2015).

Finally, in 1997 Ka Haka ‘Ula O Ke‘elikdlani at the University of Hawai‘i
at Hilo became the first Hawaiian Language College. The college along with
its consortium partner the ‘Aha Ptinana Leo and four K-12 full immersion sites
Ke Kula ‘o Nawahtokalani‘opu‘u, Ke Kula ‘o Samuel M. Kamakau, Kawaikini
and Ke Kula Ni‘ihau o Kekaha are developing a seamless education model for
Hawaiian medium education called Mauli Ola Education.

PART II: Participant Profile Overview: Kaiolohia Masaoka

Kaiolohia Masaoka® was selected for this case study. Part of Native teacher
education is leadership development, therefore, Kaiolohia was also asked to be
a co-writer of the study. The Kaiolohia was very open to the idea of sharing her
personal experiences and transformation as a native Hawaiian immersion educa-
tor. She began teaching as a 24 year old single female of Hawaiian, Chinese and
Caucasian descent. She was raised in a relatively suburban area of the island of
O‘ahu called Wahiawa and is a graduate of the Kamehameha Schools, a private
Native Hawaiian K-12 school, and Ka Haka ‘Ula O Ke‘elikdlani College of
Hawaiian Language at the University of Hawai‘i at Hilo where she received a
bachelors degree in Hawaiian Studies. She remembers relatively good school
experiences and role models of teaching excellence in both public and private
schools. She had no prior teaching or para-teaching experiences upon entrance in
her teacher education program outside of the program entrance requirements.

There were many candidates who were willing to participate in the study.
Kaiolohia was selected because her story contributes insights to the transforma-
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tion of a new kind of indigenous educator, a mauli ola Hawai‘i (Hawaiian identity)
professional. Her story is a common experience like many other “local island”
families where the language of the home is predominantly English and Hawai‘i
Creole English (Pidgin English), and the culture a intertwined with Hawaiian,
Asian and American traditions. Hawaiian music and family stories about her Native
heritage are a part of her early recollections. She was raised to respect her cultural
Hawaiian heritage and was inspired from the family stories she heard about her
Hawaiian speaking great-grandmother. Although both parents and grandparents
are not Native speakers of Hawaiian, Kaiolohia has acquired a near native level
fluency in Hawaiian. For Kaiolohia, part of becoming a mauli ola educator has
also been a cultural journey of discovery about herself and her Hawaiian heritage.

Kahuawaiola Indigenous Teacher Education Program

Kaiolohia graduated from the Kahuawaiola (Kahuawaiola, 2006) Indigenous
Teacher Education Program, a three-semester graduate program offered at the
University of Hawai‘i at Hilo by the Ka Haka ‘Ula O Ke‘elikdlani College of
Hawaiian Language. It is a Native Hawaiian culture-based program that prepares
mauli ola Hawai‘i (Hawaiian identity) educators for Hawaiian immersion, culture-
based charter schools, Hawaiian language and culture programs in English me-
dium schools, and schools serving students from Hawaiian cultural communities.

Kahuawaiola conducts its courses through the Hawaiian language. It is also
a multi-licensure accredited program where students may work towards both
Hawaiian and basic teaching licenses. The program began in June with six weeks
of foundation courses in an intensive live-in situation at the Nawahiokalani‘dpu‘u
campus. Participants are totally immersed in the language while receiving first
hand experiences within a total cultural school setting and have daily opportunities
to interact with teachers and students on campus as they developed their expertise.

Upon completion of the summer intensive experience, students have op-
tion to return to their home communities statewide for two additional full-time
practicum semesters with coursework provided through interactive television,
workshops and site visits. Teacher candidates experience classroom-learning
situations from kindergarten to twelfth grade. The Kahuawaiola program pro-
vides multiple learning environments in a holistic indigenous approach that
integrates a balance of theory with practical applied learning situations. As a
Hawaiian culture-based teacher education program, Kahuawaiola utilizes Ha-
waiian concepts and traditional practices built upon the Kumu Honua Mauli Ola
philosophy (‘Aha Piinana Leo & Ka Haka ‘Ula O Ke‘elikdlani, 2009) and the
Na Honua Mauli Ola Hawai‘i Guidelines for Culturally Healthy and Respon-
sive Learning Environments (Native Hawaiian Education Council & Ka Haka
‘Ula O Ke‘elikdlani, 2002) and cultural pathways (Kawai‘ae‘a ma, 2016) as the
foundation for articulating indigenous epistemology, pedagogy and praxis. The
programs prepares qualified teachers for licensure that can 1) teach fully through
the Hawaiian language, 2) build meaningful connections through the culture,
3) foster joy and inquiry in learning 4) deliver curriculum that develops critical
thinking, academic proficiency, responsible behavior and generosity of heart 5)
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foster collective relationships between school, family and community and 6) are
culturally responsive educators.

Background of Nawahioialani‘opu‘u School

The Ke Kula ‘o Nawahiokalani‘opu‘u is a K-12 kaia‘dlelo Hawai‘i or Ha-
waiian medium school. Nawaht Iki Public Charter elementary and Nawaht Nui
a public intermediate and high school combine to make up the school campus.
The school grounds also house the Piinana Leo o Hilo pre-school. Hawaiian is
the language of school instruction and the culture of the total environment. All
subjects are taught through Hawaiian including English language arts and other
world languages.

Nawahi was a grassroots attempt to provide an on-going Hawaiian medium
education through grade twelve. The original school site was located in Hilo on
the third floor of the old unemployment building. Determined and motivated to
establish a fully functioning immersion facility the the ‘Aha Piinana Leo (‘APL)
along with families, teachers, students and community members worked towards
finding a permanent location for the school site and in 1994, ‘APL purchased
through a grant given by the Office of Hawaiian Affairs the former church school
known as Henry ‘Opiikaha‘ia School.

The school consisted of dilapidated buildings on a ten-acre site with class-
rooms, a gym and outdoor football field. The school site took many hours of
time and aloha donated from families, the community and other volunteers to
clean, repair and upgrade the facility as a suitable environment for learning. The
campus houses a Ptinana Leo pre-school and a K-12 school site with indoor and
outdoor learning spaces including aquaculture, hydroponics, an animal section,
canoe house and other farming and natural flora zones.

Administratively, NawahT is an example of creative partnership in action
and currently operates as a collaborative effort with the ‘Aha Ptunana Leo, Ka
Haka ‘Ula O Ke‘elikdlani College of Hawaiian Language at UH-Hilo, the State
Department of Education, and a public charter school. As a laboratory school
for the University of Hawai‘i at Hilo, the facility also functions as a demonstra-
tion site for Hawaiian medium-immersion education, language and educational
research including teacher and curriculum development. It is also an extended
learning facility for University students studying Hawaiian language and culture,
science and agriculture.

A Living Hawaiian Life-Force School

A kula mauli ola Hawai‘i is a place where learning is cultivated and nurtured
in culturally and linguistically Hawaiian holistic ways and the environment sup-
ports applied learning opportunities for academic and socio-cultural maturity.
The kula mauli ola Hawai‘i (living Hawaiian life-force school) of Ke Kula ‘O
Nawahiokalani‘opu‘u is “designed for families, teachers and staff who have
chosen to speak Hawaiian as the first and main language of the home, and also
those who are in the process of establishing Hawaiian as the dominant language
of the home” ( http://www.nawahi.org/).
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The Kumu Honua Mauli Ola philosophy serves as the guiding foundation
for school development through three (3) traditional underpinnings—the mauli
(cultural life-force), piko (connections) and honua (environments). The mauli
is the cultural center comprised of four (4) cultural components—spirituality,
actions-behaviors, traditional knowledge and language. The piko make con-
nections to the past, present and future and to one’s spiritual, genealogical and
creative elements. Lastly, the honua provides the environments—the ‘iewe (pla-
centa), kipuka (protected environment) and finally the ao holo‘oko‘a (broader
world). Through the components of the Kumu Honua Mauli Ola philosophy
the Hawaiian life-force of the school reflects a holistic Hawaiian language and
cultural environment from which learning is nurtured and cultivated.

The Hawaiian language is the living language of the school as it best express-
es the thought world of the ancestors and engages learning and interaction through
a Hawaiian worldview. The language provides the cultural sustenance and the lens
from which the dynamics of the school community and curriculum has evolved.
The families work together as part of the total learning community and become
an integral part of the learning environment as a family-based program, enroll-
ing families rather than the individual student. The Hawaiian language shapes
and nurtures the school learning community as a complete and whole entity.

The school provides multiple “contexts supporting physical fitness and self-
sufficiency through stewardship projects and other activities” as an integral part
of the school experience. The school accommodates learning through a variety
of applied learning setting, e. g. planting areas, plant zones, animal husbandry,
recycling, hydroponics, aquaculture, halau wa‘a for canoe making, imu (under-
ground oven) for traditional food preparation, traditional medicinal plants and a
gym for physical fitness, sports, hula and other school and family gatherings.

Nawahiokalani‘Opu‘u has established an educational model that is grounded
through its native language and culture as a living Hawaiian life-force environ-
ment. It works with families who have committed to a model of education where
Hawaiian is the living language of home of school and the preparation of its
youth impels them to “bring honor to the ancestors, seek and attain knowledge
to sustain family, contribute to the well-being and flourishing of the Hawaiian
language and culture; and contribute to quality of life in Hawai‘i.” In its mission
statement, “Ke Kula ‘O Nawahiokalani‘opu‘u is committed to securing a school
community built upon culturally rooted principles that reflect love of spirituality,
love of family, love of language, love of knowledge, love of land, love of fellow
man, and love of all people.”

Kaiolohia Masaoka’s Interview Responses

Prior to entering Kahuawaiola, Kaiolohia had a one time volunteering
classroom experience at a summer school program. The experience was not rich
enough to experience the depth of the whole teaching experience. However, it
helped her to confirm her desires to become a teacher. In her formal pre-service
experience, Kaiolohia completed two full semesters of student teaching experi-
ence at Ka ‘Umeke Ka‘eo Public Charter School. Upon graduation she was offered
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a position at Nawahiokalani‘dpu‘u School and was in her first year of teaching
in a multi-age setting, grades K-1. She had 17 students, 9 kindergarteners and 8
first graders with an almost equal ratio of male and female students. She enjoyed
working in a small school environment. The schools K-12 enrollment was 119.

Kindergarten is challenging for a new teacher since it is the first year the
students enter the formal school setting and for some students their first experience
learning through Hawaiian. Kaiolohia has a quiet and calm personality and is even-
tempered and soft-spoken in demeanor. She values the mana (personal spiritual
power) of her students and is respectful and caring in the way she handles chal-
lenging situations. She doesn’t get unraveled easily and is steady yet firm with her
students. Her classroom has a nice energy, positive, happy with an air of calmness.

Interviewed, Kaiolohia offered insights about her values, thoughts and con-
cerns as a teacher, her challenges, personal history, aspirations, and issues as a
first year teacher. These indicators summarized through her personal responses
to the questions help us see a glimpse of her personal perspective through real
life experiences as a growing professional. Asked why she wanted to become a
teacher she answered,

I wanted to go into a teacher Education program mainly because
I wanted to become a teacher since I was in elementary school, about
2nd or 3rd grade. I remember I had a kumu (teacher) who...was re-
ally respectful of all the students and really listened to everyone and I
wanted to be like her.... I used to always love reading books and that
was always my favorite thing to do, just always reading. I hardly ever
played outside. I was always in the house. But, that‘s mainly why I
wanted to be a teacher and why I choose to be in the teacher Ed pro-
gram.... [ didn‘t realize that [ was going to do all this in ‘Glelo Hawai‘i
(Hawaiian) until I was in high school. I was in the ninth grade I think
when I took a Hawaiian language class. And then I realized that... my
counselor told me...that UH-Hilo offers Hawaiian Studies and they‘re
the best. And, I came here [to Hilo], and then after I came here, when
I heard about Kahuawaiola, and that was that.

When Kaiolohia was asked “Now that you are a teacher, what is the nature
of your experiences?” she answered, I “did not expect being a teacher to be so
much work.” Her greatest challenges were:

* Dealing with parents who don‘t support their children‘s learning at home

» Working with diverse needs (slow and fast learners) and how can I help both
at the same time

* Learn[ing] how to better manage time and curriculum so fast students don‘t
get bored and slow students are able to comprehend and keep up with the
general learning pace of the class

» Not enough one-on-one time with students

* How to meet the diversity of mathematics needs in a multi-age setting
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* Increasing the voice and leadership of the slow students, and
* Decreasing school preparation time

Her greatest rewards were “parents commenting on their child‘s progress in
reading and learning” and “parents surprised at the progress of their child.”

She found that “focusing on children and having expectations for them is
more important than just looking at the daily workload.” As the year progressed
she “was able to recognize the strengths and weaknesses of students and was
able to adjust and manage the class schedule to make more time for students
who need the extra help.” She had difficulty encouraging parents to support her
efforts at home and spent as much time as possible reading with slower student.
Having a multi-age K-1 setting she used “the first graders as role models, class
leaders, demonstrators and facilitators for the kindergarten students.”

She told how she liked to do art with children and finding how non-readers
and writers seem to enjoyed art, and she in creased integration of art and draw-
ing activities with reading. She also used the outside garden environment for
encouraging art and language development. (e.g., composing class books using
experiences from the outside environment. The class composed a non-fiction
story about one of the chicks the class raised and then the class wrote a fiction
story about it. When she was not in school she thought constantly about school
and how to make it better. She researched on the internet for new ideas and
challenges for her students.

She chose Nawahi Iki School because of the nature of the school and pro-
gram, the philosophy driving the school and the community involvement that
included parents volunteering in the classroom. Hawaiian speaking parents read
and worked directly with students. Non-speakers help prepare materials and
other things while in class. The parents also helped with community events. She
worked hard to get to know the parents and develop a relationship with them.
It helps to provide more insight about their children. She stated that “at the end
of the school year I want to see my first graders reading and reading readiness
for kindergarten. I want students to know basic mechanics of reading and enjoy
it.” She emphasized “reading and writing” and could see how her students pro-
gressed, with many students going beyond her expectations. There were a lot of
books but the children read them fast. Children had to wait sometime for her to
translate more materials into the Hawaiian language.

She recommended schools having orientation programs for new teachers
and concluded it was important to “be strict about the use of Hawaiian from the
beginning of the school year” and to “only speak Hawaiian.” Teachers need to
“stay in at recess to provide more one-on-one time if needed” and to “talk a lot
with students. Spend quality talking time with them.”

Curriculum Resources and Alignment

Kaiolohia wrote in the journal she kept for this case study about gathering
and developing a resource bank of materials for instruction, enrichment and use
in centers activities for independent learning:
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I collected many ideas from these books to create my own collection.
I found it very helpful to look in these resource books because I was
able to collect main ideas for lessons that I wanted to create. Since |
use a lot of workstations in the classroom, I found it useful to search
for activities that my students would be able to do independently after
modeling it first. Although I do not follow the resource lessons exactly,
I do often look through them to see ways in which I can improve my
own lesson plans. It is a relief to have this resource book with me in
the classroom since it contains many activities and games that my
students are capable of doing. I consider this book to be the padding of
my lesson plans. If something falls through, I will have this notebook
to break the fall. I would like to continue to expand on this notebook
for future references.

This project also helped Kaiolohia develop her first solo curriculum mapping.
It was not easy since she still had lots to learn about the curriculum, content and
skills she would be teaching in her new teaching assignment. This was a chal-
lenging project for her but a necessary skill that she will need to master in order
to plan responsibly for her class. The statements below illustrate her reflections
about this project.

This has to be the hardest thing that I did during this case study project.
I'had a very difficult time starting my scope and sequence because I had
no idea where to start! It wasn‘t until Keiki advised me to “begin with
the end in mind.” As I sat down to plan out my scope and sequence for
the year, I became frustrated not knowing how I was going to start the
year and what I wanted to teach in January. After taking Keiki‘s advice
and starting with the end product in mind, everything else fell into place.
I first had to ask myself what I expected of my students at the end of
the year. After that, I just had to think of the path to get there. It took
me a couple of months before my scope and sequence was finished,
and it is still a work in progress. I feel comforted knowing that I can
use this scope and sequence (with some minor adjustments from year
to year) for many years to come. The anxiety that I initially felt when
we first worked on this project has faded, and is replaced with hope.
Hope that I will have created a scope and sequence that will meet state
and cultural guidelines, and hope that I will also have created a clear
path for my students to reach the goals that I have set for them at the
start of the year.

Growing the Native Educator through an Indigenous Perspective

Central to every educator is a core set of values that frame the thinking and
guide the direction, choices and actions of the teacher. An Indigenous immersion
educator has a special charge as a keeper of the language, the culture and native
well-being. As an educator they serve as an advocate for cultural renewal through

85



Honoring Our Teachers

education. The cultural educator must find a space to work between the tensions
of the mainstream mindset, personal life experiences and native educational
goals. They must be able to rise above those tensions and find a personal clarity
that ground, enable and energize their sense of purpose and mission. As a new
native educator Kaiolohia has all the basic tools she needs to craft her art as a
professional. Practice over time will determine the shape and quality of her
artistry and expertise as a native educator.

To this end, the final project was to work on her philosophy statement of
education with a reflection statement about her growth over the last year from
teacher training to first year induction, containing her core beliefs and thoughts
about education and her role as a cultural educator. It is a leadership tool from
which she can grow and develop the clarity of her craft. Philosophy statements
are not static and will change and mature as she becomes more knowledgeable
about the way children learn and the role of language and culture within that
experience. A philosophy statement is her declaration to herself about her vi-
sion as an educator, and her role and place within those goals. It is her personal
marching order as a cultural keeper and educator. It is important to revisit, reflect
and refine this statement as an on-going activity so that she will be able to see
the depth of her ideas and her progress over time. Kaiolohia was asked to write
her philosophy statement in Hawaiian, her second language. Only the language
can speak to her with the embedded cultural understandings she needs to frame
and grow her thinking. Kaiolohia’s English translation of her reflections and
philosophy statement below:

He Wahi Nanalu no ka Lilo ‘ana i Kumu Ho‘ona‘auao Mauli Ola Hawai‘i
Reflections on Becoming a Mauli Ola Educator
Kaiolohia Masaoka

I ka ‘Olelo no ke ola, i ka
‘olelo no ka make. Aia ka mana
o ka lahui i ka ‘Olelo: ‘a‘ohe
‘olelo, ‘a‘ohe Iahui. No ia
mana‘o au i no‘ono‘o ai he
ko‘iko‘i ka‘u e hana nei.

I ko‘u wa a‘oakumu, ua
no‘ono‘o mau au i ke kumu o
ko‘u lilo ‘ana i kumu, keu ho‘i
he kumu kula kaiapuni Hawai‘i,
‘oiai he hana pa‘akikt loa nd ia.
‘O ka‘u pane ma‘amau ia‘u iho,
ina ‘a‘ole na‘u, na wai? A ‘o ia
nd ka mana‘o i holomua aku ai
au a hiki i k&ia pae.

Ua pa‘akiki nd ia wa, ‘oiai
‘a‘ole au i komo mua i loko o ka
lumi papa a ‘a‘ole no au i ‘ike i

In language there is life, in language
there is death. The power of a culture lies
solely in its language. And for this reason,
I believe that what I am doing in the
classroom is very important.

As a student teacher, I would always
ask myself the same question. Why would
I choose to become a teacher? Especially a
Hawaiian Immersion teacher (which means
double the work!)? And the answer that I
would come up with was always the same.
If not me, then who? This is what pushed
me to constantly improve and progress to
this stage of my teaching career.

My year of student teaching was a
time of change and adjustment. Although I
had not been in the classroom before, I
also was not fully aware of the great
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ka ‘oia‘i‘o o ka hana kumu
kaiapuni Hawai‘i. Eia na‘e, ua
pa‘a n6 ko‘u mana‘o e lilo i
kumu no ka pono o na keiki
Hawai‘i, a no ke ola o ka lahui
Hawai‘i.

Ua kako‘o nui ‘ia au e ke
kahu a‘oakumu a ua ‘ike i ka
mea nui o ke kako‘o a me ke
kokua ma ka honua kula. Ma ka
nana ‘ana i na kumu ‘€ a‘e, ua
hiki ia‘u ke lawe i na mea a‘u i
mana‘o ai he maika‘i a e kapae
ho‘i i na mea i makemake ‘ole
‘ia.

Ma ia makahiki no, ua a‘o
au i na ha‘awina he nui i hiki
‘ole ke ho‘omakaukau ‘ia ma na
papa Kahuawaiola o ke kauwela,
e like n6 ho‘i me ka ho‘okele
lawena lumi papa. Ma na papa o
ke kauwela, ‘o ke a‘o ‘ana i na
ha‘awina kula ke Kkalele, a ua
maika‘i au ma ia hana; aka ‘o ka
mea nui ma na papa pae ha‘aha‘a
o ke kula ka ho‘okele lawena, a
ma laila nd ko‘u pilikia ma ia
wa. Ua lilo ia kumuhana ‘o ka
ho‘okele lawena i pahana nui
na‘u ma ke a‘oakumu ‘ana a ua
a‘o nd au pehea e ‘o‘ole‘a ai ma
luna o na keiki me ka ‘olu‘olu
pi. E pa‘a mua ka ‘Onaehana
ho‘okele lawena, a i ka pa‘a
‘ana, ‘o ka ho‘omaka no ia o ka
holo maika‘i o na mea ‘€ a‘e.

I ka makahiki mua o ko‘u
a‘o kii ho‘okahi ‘ana, ua lilo ka
makahiki holo‘oko‘a i ke kukulu
‘ana i ke kahua e pono ai au. Ua
nana nui au i na kumu ‘€ a‘e o ka
honua kula i ‘ike au i ke ‘ano o
ke kula, ka lawena ho‘i o ka
honua. He kokua ma ka ho‘oulu
‘ana i ka mauli i loko o‘u a he
kokua n6 ma ko‘u ho‘oili ‘ana i
ka ‘ike i na keiki o ke kula. I
loko n6 o ko‘u ‘ike i ke Kumu
Honua Mauli Ola, ua ‘ike pt au i
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responsibilities involved in being a
Hawaiian immersion teacher. However, I
held fast to the idea of being a native
educator in my native home for the sake of
our children and for the life of our culture
and our race.

As I started on my educator journey, [
was strongly supported by my cooperating
teacher. She was the one who guided me
through the rough waters of student
teaching, the many that I encountered
along the journey. I have seen first hand
the importance of guidance and support in
the school environment for all teachers in
order for success to be achieved by all. By
observing my fellow teachers, I collected
many ideas and was able to use those ideas
that I believed to be useful in my
teachings.

In that same year, I learned many
valuable lessons that could only be seen
firsthand in a real classroom situation and
not be taught in our Kahuawaiola summer
courses. One of which was classroom
management. In the summer courses, the
focus was on how to teach content area to
different students at different grade levels.
While I did well in that area, I soon learned
on the job that classroom management is
the key to successfully teaching
elementary students. 1 entered the
classroom with little knowledge of how to
manage a classroom full of
kindergarteners. However, [ learned
quickly as I was forced to either sink or
swim. I chose to swim, and classroom
management became one of my big
projects since it was an area that I needed
to strengthen the most. By following the
lead of my cooperating teacher, I learned
how to be firm with the students while also
using a gentle touch. In order to
accomplish this, T first had to have my
classroom management system in tact and
as soon as I did, everything else fell into
place.

My first year of “solo teaching” was
dedicated to building the teaching
foundation that I would need in my career.
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ka pono o na ha‘awina kula
Hawai‘i, e ho‘opili ‘ia ke Kumu
Honua Mauli Ola me na ma‘i‘o
ma‘amau o ke kula. Noi‘i mau
au ma ka plnaewele i na
ha‘awina kiipono no ka pae
malaa‘o o na ‘ano makau like
‘ole a hakuloli au ma ke
kuana‘ike Hawai‘i. ‘Oiai, he
kiipono ia mau ha‘awina no na
keiki o ka papa malaa‘o, e
maka‘ala pli ana au a e ho‘oia
ana i ka loa‘a o ke ‘ano Hawai‘i
ma ia mau ha‘awina. Ke ‘ike ke
keiki i kona pili a me ka pili o
kana hana i ka ha‘awina, ‘oi loa
aku kona hoihoi.

Ho‘a‘o au e noho ma na au
‘elua, ‘o ke au Hawai‘i a ‘o ke au
‘Amelika, a kiokulu i uapo i
waena o na mea ‘elua i hiki i na
keiki ke ho‘okd i na ana
ho‘ohalike me ka ‘ike pii i ia
mau ha‘awina ma ke kuana‘ike
Hawai‘i.

Ma ka lu‘u ‘ana i ke a‘o, ua
ulu nui au ma ke ‘ano he kumu a
ma ke ‘ano he kanaka. Ua koi ‘ia
e huli a noi‘i ma na ‘ano wahi
like ‘ole i na ha‘ina e pono ai.
‘A‘ole e loa‘a wale ka ha‘ina ma
ka wehe ‘ana a‘e i ka puke, a ma
laila ka ha‘ina e kali mai ana
ia‘u! ‘A‘ole loa! No ke kumu
kaiapuni Hawai‘i, pakolu ka
hana! Ma waho aku o ke a‘o ‘ana
ina ma‘i‘o, e nana pu ‘ia ke ‘ano
Hawai‘i o ia mau ha‘awina, ka
pili i ke keiki, a me ka waiwai o
ia ha‘awina no kakou, ka lahui
Hawai‘i. He kokua nui ka
no‘ono‘o mau i ke Kumu Honua
Mauli Ola ‘oiai ‘o na ‘ao‘ao ‘eha
o ka mauli (ka pili ‘uhane, ka
lawena, ka ‘ike ku‘una, a me ka
‘0lelo) ke kalele nui o ka kakou e
hana nei. Ke ‘ike ke keiki i kona
pili i ke Kumu Honua Mauli Ola
a ho‘a‘o ho‘i e ho‘oikaika i ia

I observed many of my co-workers and the
relationships that they formed with their
students. I used this knowledge as a means
to develop a sense of the school and the
practices that made it unique. This also
enabled me to strengthen my own mauli,
my cultural identity, so that I would be
able to teach it to my students. With my
knowledge of the Kumu Honua Mauli Ola,
I saw the need to have lesson plans and
activities focus on the behavior, language,
traditional knowledge and spirituality of
our Hawaiian culture. 1 try to create
connections between these things and the
content area that I teach so that our
children can see the relationship that they
have to every lesson and activity. I often
search on the internet for activities in all
subject areas that are suitable for
kindergarten and then [ create new
activities by looking at them through
“cultural lenses”. Even though these are
activities  that are created  with
kindergarteners in mind, I always have to
be aware that there is a Hawaiian sense to
it. When the children see the connection
between the activity of the day and their
own lives, it becomes realistic to them and
soon it becomes a part of them.

I try to stand in two worlds, the
Hawaiian world and the American world,
and build a bridge between the two so that
our children are fully capable of meeting
the content performance standards in
testing while also seeing the importance of
their knowledge to their own culture and
people.

As I dove head first into the career of
teaching, I grew a lot as a teacher and as a
person. I was required to search in many
different places for the answers that I
needed. I was not able to open a textbook
and have the answer available to me at a
moments notice. In the Hawaiian language
immersion program, the work of a teacher
is triple that of any other. Besides teaching
our children content area, we also have the
great responsibility of teaching cultural
values that may soon be lost or forgotten.
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mau ‘ao‘ao ‘eha, ua lanakila
kakou.

‘Oiai ‘o kéia ko‘u makahiki
‘elua o ke a‘o kii ho‘okahi, mau
nd ko‘u ulu ‘ana. I na 1a a pau,
a‘o au i na mea hou a ‘ike au
pehea e ho‘oikaika ai i ka‘u e
hana nei. Ma ka hana ‘ana me na
keiki, ‘ike au i ke kiipono a
kiipono ‘ole paha o kekahi
ha‘awina a mana‘o au ua hiki
aku au i kekahi pae ‘oko‘a o ka
hana kumu. Hiki ke wanana ‘ia
ka makaukau o ke keiki ma ka
hana mau ‘ana me ia, a me ia
‘ike, hiki no ia‘u ke ho‘oha‘aha‘a
a ho‘oki‘eki‘e paha i ka
ha‘awina ke pono.

‘O kekahi pahana a‘u ka
ho‘omakaukau ‘ana i puke kumu
waiwai. Ua hele au i ka Hale
Kuamo‘o no ka noi‘i a he kokua
nui ia mau kumu waiwai, ‘oiai
he mau mana‘o maika‘i ko laila.
‘A‘ole au hahai kiko‘T i ia mau
kumu waiwai; no‘ono‘o au i ka
mana‘o nui o ia ha‘awina a
hakuloli au i ka mea e pono ai.

Ua komo pi i ka papa
ho‘onui‘ike makau ‘0Olelo ma ke
kauwela nei a ua ‘ike i kekahi
mau mana‘o maika‘i e kako‘o
mai ana i ka‘u hana makau
‘olelo. ‘O ka makau ‘Glelo ka‘u
kalele nui ma ka lumi papa, ‘oiai
komo ia mea i loko 0 na ma‘i‘o a
pau.‘O ka‘u pahuhopu nui ka
‘ike o na keiki i ko lakou waiwai
a mea nui ma ka ho‘6la mau ‘ana
i ka ‘Olelo Hawai‘i a me ka lahui
Hawai‘i ma o ka lakou hana.

Ma ke ‘ano he kumu ‘Giwi,
‘o au no ka ho‘okele o ka wa‘a.
‘Ike au i ke ‘ano o ka huaka‘i a i
kahi e holo ai. Hiki no ia‘u ke
ho‘ike pehea e hiki aku ai i laila,
aka na ke keiki e hoewa‘a. Ke
a‘o ho‘i au i na keiki, e hilina‘i
au i ko lakou makaukau i hiki ke

Living Hawaiian Life-Force School

It is always helpful to keep the Kumu
Honua Mauli Ola in mind since the four
areas of the KHMO (spirituality, behavior,
language, traditional knowledge) are the
foundation and the focus of everything that
we teach and do. When our children know
their responsibility to the KHMO, we have
moved yet another step to reach our goal.

In my second year of teaching, I am
still learning and growing. 1 learn
something new everyday and I always see
ways to improve myself. While working
closely with the students for two years, I
have become very familiar with their
capabilities and 1 feel that I have reached
another level of professional maturity.

One of my recent projects was to
create a resource book that consisted of
many different activities for all content
areas. | went to the Hale Kuamo‘o to
research what was available as the
resources they have there are a great help. I
don’t follow exactly what are in those
resources; instead I use the resource book
as a starting point for lessons that I adapt
for my students.

I also enrolled in an language arts
enrichment class during the summer and
got some good ideas that will support what
I do in language arts. Language arts is the
subject I choose to emphasize in my
classroom since it is integrated into every
subject. My goal is for the children to see
their value and importance in revitalizing
the Hawaiian language and its people
through their work.

As a native educator, I am the
steersman on the canoe. I know the kind of
journey that we are on and where our
destination is. I am able to show the
students how to reach our destination,
however, it is the students who are
paddling. To me, that is the best part about
teaching. We are all paddling to reach the
same destination, however, the paths that
we take and the ways that we reach our
destination are different. When I teach my
students 1 have to trust their abilities so
that we all arrive at the same point.
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ho‘ea aku i kahi i mana‘o ‘ia.

Ma ka kakou “Glelo, he ‘elua
‘ao‘ao o ka hua‘dlelo ‘o0 “a‘o.”
‘O ia ho‘i ‘o ke a‘o aku a me ke
a‘o mai. He kuleana ko‘u ma ka
ho‘oili ‘ana i ka ‘ike i na keiki a
he kuleana ko na keiki ma ka
‘imi ‘ana i ia ‘ike. ‘O ke a‘o aku
ka‘u hana nui, eia na‘e, a‘o mai
au mai na keiki mai i na 12 a pau.
He kumu ‘6iwi au a he mana‘o
nui ko‘u e ho‘okele ana i ka‘u
mau hana me lakou. ‘O ka mea
nui, ‘ike au i ia mana‘o: ‘o ka

In our language there are two
meanings to the same word “a‘o”. One
meaning is to teach, and one is to learn. As
a teacher, passing on my knowledge to my
students is my main job, but I also learn a
lot from my students as well. I have a
responsibility to transfer my knowledge to
the students, and the students, in turn, have
a responsibility to seek out the knowledge
from me. [ am a native educator and there
is an intention for what I do. The important
thing is that I know what the intention of
my job is and that is to lead the students on
the right path for all our people.

ho‘okele ‘ana i na keiki i ke ala
kiipono no kakou a pau.

PART III: School Interviews and Insights

Ke Kipa Kula—The School Visit

One feels comfortable in entering the school. Everyone is friendly but ac-
tively engaged in work. We were invited to observe classrooms at our leisure. The
students and teachers were productively working on projects and assignments.
The classrooms had a comfortable feeling, and the Hawaiian language could be
heard moving from classroom to classroom. In one of the classrooms students
were working cooperatively on a mixture of projects. One project was developing
a story mural from one of the storybooks. There were finished products of stu-
dents work hung inside and outside the classroom for everyone to see and enjoy.
The engagement level of the students showed their interest in their work and the
discipline of the class. Self-discipline was an obvious goal of the schools as it
was observed from classroom to classroom. Several interviews were conducted
at the school to gather information about the attitudes of language, culture and
education from different perspectives of the school community. The following
is a summary of the interviews conducted by the project team. They provide a
cohesive and collective vision of the school mission and the intricacies involved
in addressing the educational mission of the school.

Ke Po‘okumu—Principal Interview

The school was fortunate to have had a well-educated, articulate and team
oriented principal who serves as an administrator, counselor, teacher, friend,
advisor, and sometimes a mother to some of the students (a difficult task). She
appeared approachable, friendly and a straight-thinker. She was a fluent speaker
of her Hawaiian language and knows her Hawaiian culture and dedicated to make
the school a safe and learning-conducive environment.
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When hiring teachers she looked for dedication, knowledge of language and
culture, and a desire to revitalize Hawaiian language and culture. But sometimes
these seeming alignments could be tricky. If teachers had problems in adjusting
to school and students or had troubles in teaching language and culture, they
were not expected to give up and quit. The struggling teachers were assisted
and supported by the principal, teachers, staff and students to learn and teach
in the Hawaiian ways of teaching and knowing. The qualities of persistence
and willingness to learn are required for one to become a successful teacher in
a different way of educating. Teamwork is of essence in this process. This also
requires that the beginning teacher take stock of her inner assets and proclivities,
and advice the principal where one will fit in best in the teaching process. The
idea is that one should work in the level/place where one enjoys being. Research
funding was needed to give administration, teachers and staff time to reflect on
successes and weaknesses and to plan remedies, seek appropriate technology and
develop needed materials and curricula. Assessment is another critical area as
existing tests based on outside standards do not consider Hawaiian language and
cultural intelligence. Teacher preparation programs need to embrace and teach
this philosophy so that teachers can to into an immersion program and take on
the tasks of teaching without questions of what they are about.

Ka Papa Alaka‘i—School Board Member Interview

This case study focused on the instructional section of Nawahiokalani‘opu‘u
School. The elementary section of Nawahi is a public charter school catering to
grades K-6. A local school board provided the governance for the school, and its
chair was a parent of two immersion students at Nawahi Iki. He was involved in
all activities of the school. He endorses sharing the school with those not having
facilities for teaching. Some teachers with skills not readily available and, thus,
in short supply, were shared with others using the school for their youngsters.
He felt that the Hawaiian language and culture are needed by youngsters to gain
knowledge of who they are, where they are (from), and to gain confidence of
being and being successful. “Spirituality of the Hawaiian ancestors must be the
foundation of education.” The school board meetings were open to the public,
and the school had an open door policy to everyone. The farmers often come by
to see and examine the traditional process of making soil. They learn the process
of what is used, cared for and how used. This is a process of mutual learning:
the children teaching the older generation from an ancestral technique of soil
making. In working with teachers, staff and elders, the children learn that it is
okay to learn a specialty in the modern world, but in living within an ecovillage
a specialty as canoe making, basket weaving are desirable but that one needs to
gain an immeasurable knowledge of place, a matter of survival.

The process of hiring teachers is a difficult task under any circumstance, and
here it may be even more difficult because underlying spiritual and ecopsycho-
logical characteristics are being sought. To try to minimize unsound judgment
and reduce possible heartache in the future, prospective teachers are interviewed
in the Hawaiian language. This is done to ascertain the teacher‘s proficiency in
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the language. The teacher must be familiar with the Hawaiian story before, this
is heritage, and after the coming of the newcomers, this is history. The teacher
must be able to share with students the constant barrage, stress and often harsh
conflict the newcomers inflicted upon the Hawaiian people to become other than
themselves. In learning of the hardships still being experienced and the resolve
of their people to remain Hawaiian, the children will gain confidence and strive
to aspire and hone innate abilities and skills to become anything they want to
become be it a traditional means of livelihood or modern vocational, technical
or professional career.

The policy of the school and board is to not only recruit the student but the
whole family. This way the family supports the child in learning the Hawaiian
language and culture. In essence the family who schools together learns and
advances together. This is a philosophy whereby embracing the family assures
that no family member is left behind in the learning process. Establishing this
tradition inspires all that it is a privilege to be in this school and be educated!

Ka Makua—Parent Interview

The parent interviewed for the case study asserted that part of the success
of the school was that the teachers, staff and teachers show much “aloha.” Aloha
is a Hawaiian word that is profound and complex, but above all it is wholeness
of mind, body and soul and connectedness to the universe. In the school, aloha
was shown by hugs by teachers, staff and students, opinion is sought and valued
from all, and the realization that the school’s success is dependent on family, the
unit working together. The children learned to respect one another, respect the
space of others, and to work quietly and diligently on class activities. Teachers
and staff are role models through silent leadership and responsible actions. The
power was not wielded by anyone in particular; rather it flows amongst all as it
did in ancestral times. By seeing this and putting into practice, the children learn
to honor and respect themselves, others, and all other things around them. Being
thoughtful in school transfers to the home, making it safe and comfortable. For
kindergartners, the first graders become the role models as they have gone through
the experiences that the younger ones are going through. This is the beauty of
a multiage, multidisciplinary classroom. The older helping the younger, this is
peer teaching and learning as often the younger ones have something to give.
Art is another way of seeing and expressing experiences, and it works best for
the youngsters. Often the parents volunteer to help in the classroom on a regular
basis. This may entail grading papers, reading, teaching in their area of expertise,
and whatever else that the teacher requires. The classroom becomes a family,
a spirit family. It becomes identity and value creating. The values and cultural
context become clearer for the students. The students acquired a sense of voice
with increasing ability to speak the Hawaiian language and understanding how
and why things are done in their place.

The parent interviewed lived 50 miles away from the school. She was a
Hawaiian language teacher, curriculum developer and had added responsibility
as a university researcher. The passion and commitment to prepare children for
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meaningful work is the driving force. This process of unlocking possibilities and
getting Hawaiian people out of the negative, hopeless, and depressed morass to a
positive plane is of prime importance. Teaching the Hawaiian language and cul-
ture is a way of empowering students through knowing Hawaiian values through
language and culture. She saw the school as the center of positive change that
entails high Hawaiian standards and community involvement. The school used
place for teaching which reflects the traditional community use as a laboratory
with hydroponics projects, learning the water cycle, growing vegetables and
marketing the produce, thus learning economics of place. By working with plants
and animals, the students acquired endosomatic sensing and a sense of interde-
pendence. This teaches about “love, interdependency through life, expectation as
away of life” exalted through the living Hawaiian language and culture. Students
learned to trust as the school nurtures security, teaches them to accept all others
and learn to feel for those that fail or drop out. It was this accepting environment
that binds the students together and is good for all. These were lacking in public
school’s as there is no identity feeling. The charter school strived to develop
responsible citizens, open-mindedness, and dare to learn with others.

Ka Halawai Kumu—Group Teacher Discussion

The school is an evolutionary process requiring new and innovative ways of
teaching and learning. It required teachers to think of ways they were traditionally
taught as youngsters, to seek involvement of the students, think of what and how
we teach, and how students respond to them. Language and thought have a close
relationship and should provide a means to develop a vision, an expression of it
that is tangible. A number of barriers were expressed, among the limited number
of elders, time, and money resources. This puts the teachers on a level whereby
teamwork is absolutely necessary for the success of the school. There is often
not enough time for dialogue with each other and collaboration. Health of the
community is the issue as it was in ancestral times. Traditional health measures
could be made more effective by incorporating contemporary health practices.
Sustainability is limited as it involves imagination and creativity to make it work
permanently. There are “ghosts” of people walking around, these are people with
homeless, rootless minds. The Hawaiian worldview with its language is needed
because it is the language of place.

Na Ha‘awina Nui—Insights and Lessons Learned

Hawaiian language immersion education has had a major impact in increas-
ing the numbers of Hawaiian language speakers from 35 children under the age
of 18 in 1985 to about 2,000 students enrolled in P-12 grades across the state.
The Hawaiian language revitalization movement began as a grass roots effort
for families seeking an alternative to education that aims at reestablishing the
Hawaiian language as a viable living and sustainable language. It reawakens the
values and knowledge of the ancestors and brings it forth within the learning
contexts of the school. Culturally relevant strategies taught through a native lens
are important in the delivery of curriculum and in the preparation of teachers
for immersion.
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For the immersion educator of an endangered language there are also
many issues that require diligent attention to language proficiency and cultural
knowledge beyond the mainstream teacher education program. Many times the
immersion educator is viewed as a cultural leader of the community. Therefore,
teacher leadership should be part of the overall teacher preparation and profes-
sional development experience.

For the first year professional, solo teaching is a “reality check” of ones
abilities to make connections to learning that is culturally relevant and academi-
cally rigorous and responsive to the many demands and concerns. It is a year of
challenge that pulls at the heartstrings of the conscientious educator who is still
very much an apprentice within the profession. Humility, personal expectations
of excellence and one’s ability to honestly focus on the needs of the children
play an important part in the ability of the teacher to progress to the next stage
as a professional educator.

There are a many wonderful lessons and insights that this case study revealed
about the power of language and culture, the healing of native identity, the em-
powerment of communities, the strengthening of educators and families, and the
drive for excellence and success through an immersion model of education. From
the interviews and mentoring activities we have gleamed 15 pieces of wisdom
that are important insights learned from this case study. They have implications
for supporting language and culture in the schools. They also have implications
for teacher education programs and professional development activities for the
native setting and immersion education.

Insights on Native Language Immersion Education

1. Revitalize native language and culture for modern times based on what
our kiipuna (elders) have left for us.

2. Cultural values should be embedded throughout the learning environ-
ment and across the curriculum in a way that fosters positive cultural
identity and school success.

3. Immersion has to be a commitment. Help teachers move from wanting
to teach their native language to teaching through their language.

4. Immersion education brings language, culture and education together in
a way that honors the importance of a culture and a people, addresses
state expectations for graduation, and cultivates the potential of the
school community.

5.Believing in the vision, understanding your role within the mission,
and contributing your strengths, talents and abilities with purpose and
commitment contribute to the quality of the whole effort and make the
goal attainable.

Insights on Teacher Development

1. You must be humbler than the children and be true and sincere. In that
way you rise above the children.
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2. The more you focus on the children, their learning and acquiring their
own mana (personal spiritual power) to learn and be, the happier you
are as a teacher.

3.1deas of learning through multiple content areas as segregated courses
are not natural and teachers need to understand that in the way they
convey learning to children.

4. The approach should incorporate experiences with a global focus that
make learning real and connected.

5.Sometimes teachers struggle through without seeing the real joy of
being a teacher and that is, to enjoy children learning.

6. Teachers that struggle through the challenge of teaching in a language
that is not their first language sacrifice their time to prepare with
limited resources. They demonstrate patience and tolerance and walk
with grounded values and are able to place the children before their
own personal needs, work with parents, meet the various expectations
of tests and student needs and work with others as a team are able to
become dynamic teachers with the ability to inspire others.

7. Aloha (love, compassion, kindness) is central to Hawaiian pedagogy.
It drives a way of teaching that is inclusive; it places the child as the
primary focal point; and it helps to foster our connections to other es-
sential cultural values including, love of family, love of land, love of
knowledge, love of language and culture, humility and respect.

Insights on Native, Immersion and Community Dynamics

1. Partnering is a part of our culture. We live on an island, we depend on
each other, we all have special talents. We need rely on each other. This
is the way of our kiipuna (elders).

2.Struggling and working together to find new ways of learning and
teaching with parents, teachers, and students make a difference.

3. Encourage people to “step-up,” to keep trying and not to give up.

4.Keeping focus on the children makes leadership simple.

Epilogue

Two thousand sixteen marks the fourteenth year since the case study began.
In those fourteen years Ke Kula ‘o Nawahiokalani‘opu‘u School has grown and
broadened even stronger roots upon its vision of leadership as a kula kaia‘6lelo
mauli ola Hawai‘i, a total Hawaiian medium life-force school. Student enrollment
has grown with over 500 students at its home site in Kea‘au, Puna on Hawai‘i
island and includes two satellite schools Alo Kehau o ka ‘ Aina Mauna in Kamuela
on Hawai‘i island and Ma‘ilikiikahi in Wai‘anae on the island of O‘ahu.

The statewide enrollment for Hawaiian medium-immersion schools from
preschool to grade twelve has also increased. Currently, there are 13 Ptinana
Leo preschool sites and 22 K-12 Hawaiian medium-immersion schools, both
Department of Education (DOE) and charter schools with about 3,000 total
student enrollments statewide. Like Nawahiokalani‘opu‘u, other schools have
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experienced an increase demand for classroom space which has doubled the
enrollment at the kindergarten entry level or created waiting lists at schools
with limited facilities.

Teacher preparation for Hawaiian medium-immersion schools have distinct
needs and challenges in recruiting students who have high Hawaiian language
and cultural proficiency and a range of content discipline background, creating a
dilemma for the revitalization of endangered languages. Current teacher prepara-
tion programs like Kahuawaiola continue to be challenged to address the new
teacher demand across all grade levels, especially secondary levels. Creative
solutions that build teacher readiness and engagement in extended options for
widening the teacher preparation pathway are also in discussion to address the
growing statewide teacher shortage.

In 2015, the Hawai‘i Teachers Standards Board (HTSB) revised its Hawai-
ian Immersion licensing standards. The new set of teacher preparation licens-
ing standards called Kaia‘dlelo-Kaiapuni Hawai‘i are well aligned to the needs
of Hawaiian medium-immersion schools (http://www.htsb.org/wp-content/
uploads/2015/09/Hawaiian-Kaiaolele-Kaiapuni-Field.pdf). In addition, the DOE
approved a new policy for its Papahana Kaiapuni Hawai‘i schools that include
dual qualification requirements for its teachers (http://boe.hawaii.gov/policies/
Board Policies/Ka Papahana Kaiapuni.pdf).

Kaiolohia continues as a teacher at Ke Kula ‘o Nawahiokalani‘opu‘u and has
three (3) children who are also enrolled in the school. As a closing piece to the
case study, Kaiolohia was asked to provide her reflections on being a Hawaiian
medium-immersion teacher in a kula kaia‘6lelo mauli ola Hawai‘i, a Hawaiian
life-force school:

This year marks my fourteenth year teaching at Ke Kula ‘O
Nawahiokalani‘opu‘u Iki. While I feel more comfortable and confident
in my teaching now, there are still the daily struggles. Reflecting back on
the ten years that have passed since this article was written, the insights
and lessons learned after my first year of teaching still ring true to this
day. Keeping the language relevant to modern times in social settings and
not just the classroom/school setting is crucial to its longevity through
our children. My main takeaway after all these years of teaching is that
a kumu mauli ola has to have a true passion for the calling. Passion to
do what is needed to see the language be a living and thriving language
in the generations to come, as well as an empathic nature to foster our
children’s growth in an environment much like an ‘ohana, where cultural
knowledge is seen in a real-world setting and is passed down from one
generation to the next. Realizing that the students in your classroom
are not just students, but your own children and the children of your
friends and family, it makes being a kumu mauli ola that much more
significant. We are not only preparing them for the next grade level or
to pass the next standardized assessment, we are preparing them to do
all that and much more on a solid foundation of their native language
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and culture. A kumu mauli ola has to be fearless when realizing that
that is the ultimate goal.

Notes

'"This chapter is based on a 2006 case study that was part of Native Educators
Research Project at Arizona State University, which was supported by an
American Indian/Alaska Native Research Grant from the Office of Educational
Research and Improvement (now the Institute for Educational Science) and the
Office of Indian Education.

2Angayuqaq Oscar Kawagley passed away in 2011 and was not able to review
the final contents of this chapter before publication.

*Kaiolohia Masaoka went under the name of Brandi Kaiolohia Say at the time
this study was done.
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Decolonization, Complete Bilingualism,
Academic Achievement, and National Identity:

Arguments for Literacy in Indigenous Languages
George Ann Gregory and Freddie Bowles

This paper presents benefits of literacy in Native American lan-
guages for four primary reasons: decolonization, complete bilingual-
ism, increasing academic achievement, and national identity. The loss
of American Indian languages is the direct result of colonization. As
American Indian nations work on re-establishing their own languages,
there is a pressing need to include literacy in those American Indian
languages. Carmen Silva-Corvalan’s (2014) study confirms the need for
schooling in the heritage language to give a child complete bilingualism
by adulthood. Moreover, this study supports Jim Cummins’ (2003a;
2003b) work with bilingual populations in Canada, in which literacy in
a child’s mother tongue was the gel that set up further success in both
languages. Additionally, research confirms the benefits of bilingualism
in academic achievement particularly in reading and writing. The cog-
nitive benefits of bilingualism have been strongly chronicled. Finally,
literacy in a language can strengthen national identity as confirmed by
Ellen Cushman’s (2013) study of the effects of the Cherokee syllabary
on Cherokee identity. Each of these research areas reinforce the urgency
for groups who have decided not to write their languages to find methods
and strategies to expand their language revitalization efforts to include
more complex linguistic structures to create truly bilingual speakers.

There are several reasons why literacy in Indigenous languages must be
considered for complete revitalization. Literacy in the language of the conquerors
represents colonization in many countries, such as the United States, Canada, New
Zealand, and Mexico as examples. In a modern world, literacy occurs in school
and is associated with academic achievement. Increased academic achievement
is created by the acquisition of complex linguistic structures, the very structures
that are associated with texts and academic writing, and it is the acquisition of
these complex linguistic structures that allows for complete bilingualism. One
final reason for advancing literacy in an Indigenous language is to promote a
sense of nationhood, thereby completing decolonization.

Identity Crisis

Educational colonization of American Indians did not occur in a vacuum, but
within the context of educational policies and practices of the United States. In
reality, from the beginning the United States is one of the few countries that re-
quired instruction at the college/university level in writing the common language.
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Instruction has focused on developing “correct” language and appealing only to
reason. These programs have been used as gatekeeping courses to “maintain”
standards and keep Native Americans from achieving university degrees. Essen-
tially these policies have served the same colonial function today and perpetuate
the acculturation policy of English only instruction in schools.

American Indians were left somewhat out of the equation because they had
their own separate nations. However, the policy of Manifest Destiny dictated
the demise of domestic nations. While in the early years of the United States
the question of language was debated, there was agreement that some form of
English should be used as the standard (Battistella, 2013). Noah Webster, for one,
promoted the idea of a national language in his statement that “Customs, habit,
and language, as well as government, should be national” (quoted in Battistella,
2013, p. 218) whereas Jefferson favored allowing the citizenry to decide the lan-
guage. Ultimately, speaking an American version of English became associated
with enhancing the status of the emerging United States. In this context, language
differences were viewed as social problems. While the language of the U.S. was
being debated, most of those involved were multilingual and multiliterate. In
fact, Benjamin Franklin was multi-lingual and multi-literate in French, Spanish,
Latin, and Italian. Thomas Jefferson read Greek, Latin, French, Italian, Spanish,
some Anglo-Saxon, and a little German, and Noah Webster, who is associated
with American English, learned 26 languages in order to complete his dictionary
(Merriam Webster, 2014)

English, however, was not the only language spoken in the former English
colonies. According to Parrillo (2009), “Colonial America was a rich mixture of
racial and ethnic heterogeneity right up to the Revolutionary War” (p. 43), creat-
ing a “patchwork quilt of ethnic settlements” (p. 44). Philadelphia in 1700 is a
good example of this ethnic heterogeneity. While primarily a village of English
and Welsh (who had their own language), there were also “Danes, Dutch, Finns,
French, Germans, Irish, Scots, and Swedes” (p. 44). And among these groups
there was additional diversity: “The 300 or so Germans, for example, were a
mixture of Lutherans, Mennonites, and Quakers, each group remaining separate
from the others” (p. 44). To accommodate the multilingualism of the early United
States, “in 1777 the Articles of Confederation were printed in French, and the
Continental Congress printed some proceedings in German. According to the
1790 census, about 20% of the new nation’s population spoke a language other
than English as their first language” (Pearson, 2014).

Schooling during this time focused primarily on the classics: grammar,
rhetoric, and history. Some children were able to attend Dame schools that con-
sisted of learning how to read and write simple words. Most girls never went
beyond this while the boys may have attended a Latin grammar school, where
in the middle colonies “they might also study classical languages, history and
literature, mathematics, and natural science” (Education World, 2000). At the
same time, some of the ethnic communities had their own schools in their heri-
tage languages. For example, the Dutch had a keen interest in education, and
this interest continued in the Dutch Colony of New Netherland (Manhattan). The
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curriculum was similar to the Latin school for English speaking children, except
that instruction was in Dutch. “Grammar at this time, when all learning was in
Latin, included those elementary studies of the school which were designed to
give a mastery of that language for the sake of subsequent study (Kilpatrick,
2010, p. 96). “Schools essentially served private purposes and educational at-
tainment reflected the religious, racial, class, and gender differences in society”
(Wagoner & Haarlow, n.d.). In fact, the later common schools furthered these
same interests, particularly the ideals of Protestantism, and maintained existing
classes and racial and gender differences (Soltow & Stevens, 1991).

From the time of the Revolutionary War until the late 1800’s, American
Indians in the Northeastern and Southeastern parts of the U.S. enjoyed the status
of domestic nations. The Cherokee and Choctaw were some of the first American
Indian nations to have schools and to achieve high rates of literacy in their own
languages. The Cherokee achieved literacy in the Sequoian syllabary outside of
a school situation (Cushman, 2011). Like the Vai of Liberia (Scribner & Cole,
1981), literacy was primarily among adults and was learned from someone else
who used the syllabary. The Choctaw, however, achieved their literacy from
Sunday schools although this literacy too was primarily among adults (Mor-
rison, 1978).

As the implementation of public education lagged, literacy became a primary
function of Sunday schools in the early 1800’s. These efforts were principally for
the purpose of reading the Bible and other religious tracts. This amount of literacy
was seen as reforming, but not upsetting the social order by having laborers at-
taining the same level of education as gentlemen (Soltow & Stevens, 1981). In
order to proselytize effectively among the Choctaw, these literacy efforts were
done in the Choctaw language. Missionaries among the Cherokee also used the
syllabary for this same purpose.

Seeing the potential of schooling for the survival of their respective peoples,
the Cherokee and Choctaw nations invested in schools for their children with
the hope that by taking on the trappings of European American civilization their
nation status would be respected by their non-Indian neighbors. These schools
were English only schools, generally taught by non-citizens of these respective
nations and still run by missionaries. The primary purpose of the missionaries
was to “civilize” the students. For men this meant becoming farmers, and for
women this meant giving up their traditional role as farmers and learning the
domestic activities of spinning, weaving, and sewing (Morrison, 1978; Perdue,
1998). Full bloods who still spoke their native languages usually did poorly in
these schools, often returning to their homes.

After the Civil War, U.S. school curriculums focused primarily on literacy
and literacy related activities. “Until age eight the typical curriculum consisted
of only spelling, reading, and writing.... Provided a child began school at age 5
and attended regularly, he would be reading McGuffey’s 4™ or 5™ reader by age
11 or 12, which is well above the 8th grade level. Then, began formal study of
grammar” (Soltow & Stevens, 1981, p. 113). Writing literacy lagged a little be-
hind reading literacy. At this point, a child was considered literate and graduated
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to a grammar school. The grammar school curriculum “consisted of disciplined
memorization and recitation and the curriculum was again comprised of Latin
and the classics—reading texts from Classical Greece and Rome, becoming more
precisely defined over the next several decades by the entrance requirements to
Harvard College” (Dorn, 2008). Students spent all day in just Latin.

Schooling in other countries—Mexico, Canada, and New Zealand—served
similar colonizing purposes. “ During colonization, education was used by Spain
as an instrument of domination to nurture political dependency among Natives
(Andrade de Herrera, 1996, p. 26). In 1867 under Benito Juarez, three principles
of education that continue to today were established: Schools are non-religious,
free, and obligatory. Normal schools were established in 1910, and schools began
to expand into rural areas, often dominated by Indian populations. Schooling
was via the Spanish language. Like early education in Mexico, the Catholic
Church was the primary provider of any schools in New France (Canada). After
the British Conquest, schooling became a vehicle to the Anglicization of French
speakers. As in the U.S., schooling was seen as a way to make better citizens of
laborers and later immigrant populations. Schooling was used to assimilate First
Nations people (Canadian Encyclopedia, n.d.).

The Maori, like the Cherokee and Choctaw, were keenly interested in literacy.
“While missionaries saw literacy as the key to the scriptures, Maori were more
interested in understanding the European world with its tall sailing ships, firearms
and iron tools” (Caimen, 2013, p. 2). Also, like the Choctaw and Cherokee, the
Maori soon started their own schools although, in this case, the teachers were
Maori. These early schools taught in the Maori language while instruction in
English lagged. These Maori run schools were replaced with schools in English
and vocational training, and, by the late 19th and early 20th Century, children
were strapped for speaking the Maori language.

Bilingualism in the U.S.

Multilingualism was the norm during the colonial period of the U.S: “There
were eighteen languages spoken on Manhattan Island as well as Indian languages”
(FacultyStaff, n.d.). Education was bilingual. The Germans in particular estab-
lished schools via the German language and a federally funded German College
in 1776. While schools for the masses pushed education through English only,
educated men were still multilingual. Education in the United States began
with studying Latin and grammar and reading the classics. Within this system,
students—boys—spent all day in the Latin language. As a result of this, educated
men could talk extensively in Latin. “It was common for learned works written in
the vernacular to be quickly translated into Latin in order to reach an international
public” (Herlander, 2010, p. 7). German schools followed a similar pattern of
schooling with boys being educated in German and Latin.

In addition to continued education in Latin, various states authorized edu-
cation via multiple languages: In 1839, Ohio authorized education in English,
German, or both; in 1847, Louisiana authorized education in English, French,
or both; in 1850 several states, including Pennsylvania, Colorado, Illinois, lowa,
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Kentucky, Missouri, Nebraska, Territory of Arizona-New Mexico, and Oregon
authorized education in languages other than English. Greenwood Leflore, a
principal chief of the Choctaw Nation at the time of removal, spoke English,
Choctaw, Spanish, French, and Chickasaw. As a member of the Mississippi state
legislature, it is rumored that he filibustered at least once in Choctaw in protest of
the use of Latin by his fellow legislators. “German-language schooling prevailed
until the early 20th century, notwithstanding external pressures to phase it out
in favor of English instruction” (Genzuk, 1988). One of the Cherokee elders in
New Mexico recalls that the only school in a small, eastern New Mexico town
was a German school, so she learned to read and write first in German (Fran Hill,
personal communication, April 13, 2013). Instruction via German and German
speaking communities continued into the 1970’s in Texas (Estelle Szegedin,
personal communication, March 6, 1972).

Through the mid-nineteenth century, individual bilingualism was fairly
common. Charles Curtis, born in 1860, was Kaw, Osage, and Potawatomi. From
his mother and material grandparents, he learned Kaw and French, and, from
his paternal grandparents, he learned English. In 1929, he was inaugurated as
vice-president of the U.S. In addition to being the only American Indian vice-
president, Curtis’ ability to speak multiple languages was fast becoming a thing
of the past. There are several factors helped to boost the push to have instruc-
tion in English only. First was increased immigration. From 1887-1960, public
and private bilingual schools decreased “while this era saw the largest influx
of non-English speaking immigrants. Between 1887-1920, more than twenty
distinguishable European languages, other than English, were spoken by U.S.
citizens. Also during this period numerous Asian languages were brought into
the United States” (Gunzuk, 1988).

During this same period, there was a heavy push to complete the assimilation
of Native Americans. Boarding schools in the eastern part of the United States
were one solution for doing this. Children as young as six were taken from their
families and placed in dormitories where their names were changed and they were
punished for speaking their native languages: “If they were caught “speaking
Indian” they were severely beaten with a leather belt” (Native American Public
Telecommunications, 2006, p. 2). The Maori in New Zealand experienced simi-
lar punishments for using their language in school, thereby creating a language
loss for an entire generation in both populations. These assimilationist prac-
tices disrupted the transmission of the languages and cultures: “All told, more
than 100,000 Native Americans were forced by the U.S. government to attend
Christian schools where tribal languages and cultures were replaced by English
and Christianity” (Native American Public Telecommunications, 2006, p. 2).
Battistella (2013) described this policy as a foreshadowing of “Orwell’s theme
of language as a mechanism of conformity and social control” (p. 219), quoting
Atkins, Commissioner of Indian Affairs in his 1887 annual report.

Finally, two world wars with Germany created a strong anti-German senti-
ment in the U.S. and, along with the Spanish American War and the Korean
Conflict, strengthened the position of English only instruction. Restrictions
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included revoking certification for teachers caught breaking these laws and sus-
pension and ridicule for students using other languages in school. The twentieth
century was a time for the U.S. to consolidate its position as a world power and
consummate the Americanization of all its citizens. This Americanization even
extended to the territories of Puerto Rico and the Philippines and to instruction
in foreign languages in 15 states (Gunzuk, 1988). During this period, the use
of English became equated with good citizenship. “Non-English speakers were
viewed with suspicion, so they tended to stop speaking their native language
and to discourage their children from learning it” (Gunzuk, 1988, p. 5). Many
Native Americans followed suit, sometimes even denying their Indian identity
and claiming to be Mexican so that they could find work (Gregory, 2002)

Despite the push for a common language, by the 1970°s there were still
more than 25 European languages, various Asian languages, and the majority
of American Indian languages spoken in the U.S. Because of the consciousness-
raising of the 1960’s, many groups became interested in preserving or reviving
their heritage languages. The Black Panthers recruited youth, gave them literacy
and job skills, and taught them an African language, Swahili (Bloom & Martin,
2013). Mississippi Choctaw and Navajo children still came to school speaking
only their Indigenous languages.

The Role of Literacy and Schools in Bilingualism

Some of the former British colonies, such as Canada and New Zealand, have
recently become officially more tolerant of multilingualism than the U.S. As a
result, much of what is known about bilingual schooling comes from Canada.
One of the strongest proponents of literacy in a child’s heritage language has
been Jim Cummins (2003). Like Battistella (2013), Cummins (2003) notes that
“assimilationist policies in education discourage students from maintaining
their mother tongues.” Not providing education in a child’s language violates
the rights of a quality education to a child and forces the discontinuation of a
heritage language by “undermining communication between children and par-
ents” (Cummins, 2013). Education in a child’s heritage language is essential
for educational development, noting that over 35 years of research shows that
when a child develops literacy in two or more languages a person is better able
to compare how reality is organized in each language. This ability is sorely
needed in the current globalization. Cummins (2013) further notes that a child’s
development in his/her heritage language is the best predictor of development
in the second language.

It is generally accepted that schooling and literacy aid in a child’s language
development in English. The more complex verb tense-mood-aspect of English,
such as perfect aspect and passive mood, tend to be found in forms associated with
written uses of language, hence schooling (Biber, 1988) because literacy primarily
occurs in school. Additionally, the acquisition of relative clauses seems to reflect
the language of the adults who the child hears. As a consequence, some forms of
the relative clause, such as genitive and adjunct are not acquired before going to
school (Diessel, 2007). Additionally, understanding of many adverbial clauses is
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not acquired until after a child enters school (Diessel, 2007). It is this data that
has also fueled Cummin’s support of literacy in a child’s heritage language.

Carmen Silva-Corvalan’s (2014) study supplies specific information about
what a person loses in a heritage language when schooling is not continued.
Silva-Corvalan (2014) studied the acquisition of Spanish and English of her two
grandchildren and calls this acquisition Bilingual First Language Acquisition, or
BFLA (p. 7). While the study focuses on preschool acquisition, its findings have
implications for why literacy in a language completes its acquisition. “The overall
goal of this book is to find out the effect that different degrees of exposure to
and use of English and Spanish has on some aspects of the emerging grammars
of two developing bilingual siblings” (p. 164).

To address concerns about acquisition of the dominant language, one aspect
of the two languages that was compared was the use of subject pronouns. Spanish
unlike English does not require an overt subject pronoun. The study revealed that
the lower amount of exposure to Spanish resulted in deviations in the acquisition
of overt subjects in Spanish while English, the stronger language, showed no
negative effects from exposure to Spanish. “On the contrary, the siblings start
using subject pronouns and MLUW [mean length of utterances/words] compared
to monolingual English speaking children, and reach adult use at about age 2;0”
(p. 164). This conclusion addresses a concern that BFLA might negatively affect
a child’s acquisition of the dominant language.

Another concern might be interference from language on the other. A further
difference between Spanish and English is position of the subject. Spanish al-
lows for post-verbal positions of verbs in declarative sentences whereas modern
English does not. There have been few studies on the acquisition of subject posi-
tion in children. “It is in no way surprising, then, that even in a fixed SV-order
language like English, toddlers produce VS utterances when the subject conveys
newer information.... It appears, however, that these non-adult orders are rare”
(p. 185). As a consequence, it appears that children learn grammatical word
order of their language early. According to Silvan-Corvalan (2014), the question
motivated by the simultaneous acquisition of English, a fixed order language,
and Spanish, a flexible word-order language, is whether there is crosslinguistic
interaction: Does Spanish influence English such that children are delayed in
reaching complete mastery of the invariant preverbal subject position of Eng-
lish? Or, rather, do children tend to copy the fixed preverbal subject position of
English, thus evidencing a higher proportion of preverbal subjects in Spanish
compared to the adult input, and to monolinguals” (p. 215).

By age 2:6, both siblings had acquired SV order of English, free of any
influence from Spanish. Additionally, the differing amounts of exposure to Span-
ish did not appear to create an adverse effect on the acquisition of the flexible
subject position in Spanish.

Perhaps the most significant finding that indicates a need for continued
schooling and literacy in a language is the acquisition of verb morphology: tense,
aspect, and mood. Verb inflection in English has been lost in its modern version
while Spanish retains a rich inflectional system. First, errors made by the BFLA
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siblings were consistent with those made by monolinguals. However, having
less exposure to Spanish created effects on the acquisition of TMA (tense-mood-
aspect) in Spanish. One effect is that the more complex verb forms in Spanish
were not acquired by age six. In a comparison of Spanish tense-mood-aspect
compared across bilinguals, (near) monolingual children (5:0-5:11), and two bi-
lingual adults, “all the bilinguals evidence instability in the use of the imperfect”
(p. 346). Further evidence “shows that the siblings and another English-dominant
bilingual child with reduced exposure to Spanish at home display the same
feature characteristic of adult bilinguals in Los Angles, namely the extension of
imperfective marking to stative verbs used in perfective discourse contexts” (p.
346). It is this incomplete acquisition that strongly suggests the enhancement of
exposure to the weaker language through schooling and literacy.

Wayne Holmes (personal communication, April 26, 2011) voiced a similar
concern about acquiring TMA in Navajo during a presentation celebrating the
40™ anniversary of the Navajo Language Program at the University of New
Mexico. At that time, he was discussing differences between the Maori and
Navajo languages and the kinds of language programs that the Navajo language
might need in order for Navajo students to acquire a complete verb system. In
addition to the verb system, Navajo has a complex pronoun system that is used
rhetorically. McCreedy (1989) analyzed three Navajo genres: prayers, coyote
stories, and personal narratives. One of the differences she found was difference
in pronominal reference. “Tracking a referent is largely accomplished through
the matching of pronominal categories with referents, both of which tend to
remain constant across clauses in texts” (p. 139). Despite the use of elaboration
by elder Navajos, many children may not have acquired all Navajo linguistic
complexities by age six, before they enter school. Neundorf (1983) stated that
Navajo parents prefer elaboration in spoken Navajo, noting that there is no such
thing as “baby talk.” “They [Navajo adults] tend to use the same elaborate form
of the language with the youngsters. For the adult Navajo, the more picturesque
and elaborate speech, the better. Metaphor, simile, and personification are used
as a matter of course” (p. xiii). Navajo linguistic complexities, like Spanish and
English linguistic complexities, would benefit from continued acquisition in a
school setting.

Other Indigenous languages have their own complex grammars that will
not be acquired by bilingual children prior to attending school. Additionally,
some Indigenous children may not encounter their heritage languages except
in a school setting or primarily in a school setting. This is the case for Choctaw
children in Oklahoma. Some aspects of the Choctaw language that need to be
taught include kinship terms, which unlike English, do not exist in the abstract,
but “only exist in relationship to a particular possessor,” such as amafo—my
grandfather (Broadwell, 2006, p. 57). Like Navajo, Choctaw has a complex verb
system with some verb tenses that only exist in texts from the 19th Century. In
another case, the Osage language has no native speakers, but has several fluent
second language speakers of Osage. One aspect of the Osage language that will
have to be taught is differences in men and women’s language (Cameron Pratt,
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personal communication, April 15, 2010). The Maori have probably come the
furthest in promoting literacy in their language as some universities now offer
a Ph.D. in the Maori language, thereby requiring writing a Ph.D. thesis in that
language. Because of these efforts, there are now academic discussions regard-
ing the rhetoric necessary to write well in the Maori language (Houia-Roberts,
2004).

Bilingualism and Academic Achievement

There was a time when a child’s speaking another language was considered
detrimental to academic achievement. This was particularly true if the child
came from a poverty background. Despite years of research, indicating that
not only does being bilingual not create poor academic achievement but also,
in many cases, actually enhances academic achievement, many legislators and
even educators still believe being bilingual is detrimental to learning. Brown,
Roediger, and McDaniel (2014) make the argument that much of what is prac-
ticed in education in U.S. schools is actually folklore without any foundation
in empirical research. To a certain extent, Scribner and Cole’s (1981) study of
three types of literacy indicate just how much reading instruction is based upon
cultural beliefs and practi