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ABSTRACT

The Hunger for Professional Learning in Nunavut Schools
Fiona O’Donoghue Ed. D.
1998
Graduate Department of Curriculum, Teaching, and Learning

Ontario Institute for Studies in Education of the University of Toronto

This dissertation addresses issues related to ethically based professional
education in the school system in Nunavut. Nunavut is the new territory to
be created in the Eastern Arctic on April 1, 1999 concluding the negotiation of
aboriginal self-government for the Inuit who comprise an 85% majority in
that part of Canada.

Exploring the emergence of an educator-directed model of teacher
development, the dissertation argues that ethically based professional practice
within Nunavut requires that southern models are carefully scrutinized and
evaluated as potentially violent intrusions and contributors to the
exponential and endemic cultural and linguistic erosion that is part of a
colonial legacy. Professional learning is viewed as one of the most powerful
catalysts in the pursuit of freedom and the retrieval and maintenance of
identity, language, and culture. It is also seen as a potential key to addressing
issues of difference, identity, and freedom within the school system.

The theoretical framework suggested in the dissertation combines Inuit
values with Foucauldian ethics to propose a philosophical framework based
on care of self within a community of educators. The self, in Foucault’s sense,

is viewed as politically located in an intellectually and spiritually dangerous
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world. This is supported within an Inuit perspective by a commitment to
community that is directly linked to survival in a traditional culture.
Foucauldian ethics warn us that political controls and prevailing moral codes
act as controlling influences within our lives. Self-knowledge enables us to
understand these forces and make ethical choices on a daily basis in order to
maximize our freedom. Freedom is a critically important concept within the
struggle to establish self-government and educator-directed professional
education in Nunavut.

Rather than learning within hegemonic models of staff development
or teacher education that involves a response to prevailing ideological trends,
Foucault’s theories position a critically aware subject who engages in a
constant surveillance of self and society in order to be free. Maxine Greene's
concept of the Dance of Life is used as an example of critique which is situated
in a much more holistic and communal context. This is particularly
important within the cross-cultural world of Nunavut where colonial history
contributes to major social discord and identity struggles for both Inuit and

non-aboriginal educators.

iii



For the Doc who saw the world big,

and for Ganzie who still tells me to mind myself.

iv



Acknowledgments

It is February 1998 and time to finish this dissertation. I do so with
some regret and a great deal of relief. Regret because I must let it go with all its
flaws, relief because ready or not, it must be placed on a shelf to mark one
important stage in my life, the time I spent working in Nunavut.

In looking back on the seven and a half years of work involved in
completing this degree, there are many people who stood beside me, urging
me to complete the writing, creating space for me to think and read and
stating over and over again that I could and should finish the dissertation. I
thank them for not deserting me at any stage in this arduous process.

Sandy and Kathleen McAuley have lived through all the struggles
involved in completing this dissertation, providing support, advice, and love
at every turn. Jim Cummins, my advisor, has always been a positive, helpful,
and endlessly patient presence. Joanne Tompkins, Irene Chisholm, Elizabeth
Fortes, Cathy McGregor, Cathy James-Cutler, Lena Metuq, and Jerome
Chisholm have, through long conversations and deep friendship over many
years, helped to shape my beliefs and thinking. My thanks to all of you.

Many northern educators and leaders have provided me with insight,
inspiration and support, particularly Chuck Tolley, Naullag Arnaquq, Peesee
Pitsiulak, Noel McDermott, Eric Colbourne, Liz Rose, Joe Enook, Linda
Makeechak, Eva Arreak, Maata Kyak, Jukeepa Hainnu, Brian Menton, Cathy
Lee, Dawn Loney, Derek Cutler, Nick Newbery, Kate McDermott, Salomie
Awa-Cousins, Muriel Tolley, Donna Stephania, Maggie Putulik, Peg Pardy
and Uvinik Qamaniq. My thanks for all your patience. A special thanks to
Sue Ball for her support as I completed the writing and survived my defense.



I am grateful for the kindness of the students who learned with me at
the Nunavut Teacher Education Program (NTEP) in Iqaluit. As always seems
to be the case, they have taught me more than I can ever claim to have taught
them. [ would like to acknowledge the many members of the Baffin District
Education Authorities and the Baffin Divisional Education Council who
helped me to understand Nunavut in a deeper way and welcomed me to
their communities with such generosity and care. [ would also like to
respectfully thank the elders who shared their insights in interactions over
the years. The gentleness that characterizes so many of these relationships
reminds me over and over again that, as a Qallunaaq living in Nunavut, I
always have so much to learn and appreciate.

This dissertation was completed only because the Northwest
Territories Teachers Association (NWTTA) and the Government of the
Northwest Territories (GNWT) provided a leave with pay for the 1996/'97
academic year. This leave changed my life. It enabled me to stop for long
enough to reflect more deeply on my work in Nunavut and understand it in
a different way. I thank both the Association and the Government for their
valuable support to myself and all educators who wish to pursue professional
learning. We can never underestimate the need for time and space in our
efforts to learn.

I want to acknowledge the support of the Pauqatigiit Committee
members throughout the last four years. Their work continues to shape
professional education in Nunavut and ensure that it remains true to its
principles and faithful to the needs and desires of educators. I appreciate the
willingness of the Nunavut Boards of Education to give me permission to

include the Paugqatigiit Statistical Report and the Questionnaires as

vi



appendices to this dissertation and their willingness to let me use aspects of
the Paugqatigiit data as background information.

My sincere thanks to the members of my dissertation committee, Jim
Cummins, David Corson, and Lynne Hannay who were kind enough to
provide feedback and advice over the last three years. Jim and David,
through their writing and our conversations, have helped my critical bones
to grow stronger. Magda Lewis, the external examiner for this dissertation,
drove through an ice storm to the defense. I will always value her
constructive and insightful comments. Mary Beattie brought fresh Irish air
and enthusiasm into the defense and I am grateful to Jim Ryan for his honest
comments. My thanks to Paul Begley who acted as the chair of the doctoral
defense committee.

Finally I must acknowledge the contribution of my family in Ireland.
The drive to complete this work comes from growing up in a home with
people who question and challenge each other to be creative, risk taking, real,
and thoughtful. The McAuleys, my adopted family in Canada, continue to
support, cherish, and love me as their own. My deep appreciation to both
families for all their care.

Writing reflects our lives. In it we can see ourselves, our families, our
history, and our work. This dissertation reflects the dialogue, living, working,
caring, and thinking involved in fifteen years of striving to make a small
difference in the very challenging world of Nunavut. All assumptions, errors
of judgement, or misinterpretation are my own. I ask that my mistakes be
viewed as part of my own struggle to understand and trust and that they do

not hurt any of the people who have offered me so much over the years.

Qujannamiiraaluk.

vii



Table of Contents

Part One Professional Education and the Hunger for Learning

Chapter One Hopes and Dreams for Professional Education in Nunavut Schools
-The Creation of Nunavut
- Considering Professional Education in Nunavut
- The Evolution of Pauqatigiit
- Structure of the Dissertation
- Conclusion

Chapter Two The Pauqatigiit Story: History and Background
- Introduction
- Nunavut: A New Territory for Canada
- Social and Historical Context
- Educational History
- Past Practice in Professional Development and Education
- Educators in Nunavut

Chapter Three The Pauqatigiit Story: Research, Results and Possibilities
- Introduction
- Establishing a Research Agenda
- Research Questions and Hypotheses
- Research Methods
- Major Research Findings: Needs Assessment
- Summary of the Survey Results
- Interviews
- Interview Themes
- Final Comments on the Interviews
- Action Research in the Pauqatigiit Story
- Guiding Principles for Professional Education in Nunavut
- Considerations and Possibilities
- Suggested Possibilities

- Conclusion
Part Two Exploring Major Themes in Professional Education In Nunavut
Prologue Themes in Part Two

Chapter Four The Hegemony of Staff Development
- The Business of Staff Development
- Educators and Snake Oil Staff Development
- Skepticism and Survival in Professional Education

Chapter Five Change and the Culture of Schools
- The Culture of Schools
- Individualism
- Cultural Reproduction
- Continuity and Comfort
- Reculturing Schools

viii

146
147

150
150
155
157

163
163
169
173
179
182



Chapter Six

Teaching and Learning in the Post-Colonial World of Nunavut
- Considering a Post-Colonial World
- Collaborative and Coercive Relations of Power
- Critical Perspectives in Educator Development
- Resistance to Anti-Racist Education
- The Colonial Context of Nunavut
- Difference and Identity
- Conclusion

Chapter Seven Critical Reflection and Professional Learning

- Introduction

- Considering Reflection in Professional Learning

- The Interpretive, Discursive Turn and Constructivism
- Reflective Practice

- Teachers as Researchers

- Teachers as Transformative Intellectuals

- Problem Based Professional Learning

- Teacher Narratives and Personal Practical Knowledge
- Inuit Educational Epistemology

- The Subtle Domination of Reflective Practice

- Conclusion

Chapter Eight Power, Ownership, and Control in Professional Education

Chapter Nine

Chapter Ten

- Introduction

- Power, Truth, and Freedom

- Relations of Power

- Institutional Power in the Educational System in Nunavut
- Practices of Freedom within Professional Education

- Conclusion

Post Humanism and Ethical Practice:
Collective Autonomy and Professional Integrity
- Introduction
- Educator Development and Human Relations
- Post-Humanism
- The Heart as the Latest Trend in Staff Development
- Educators are People
- Collective Autonomy and Professional Integrity
- Conclusion

Freedom, Space, Voice and Community
- Introduction
- Freedom
- Space
- Voice
- Community
- Conclusion

ix

184
184
186
193
196
199
207
212

214
214
214
219
226
231
237
240
244
252

259

260
260
261
264
265

288

290
290
291
294
301

310
311
311

313
329

353



Part Three

Emerging Frameworks for Professional Learning in Nunavut

Chapter Eleven The Dance of Life: Challenges Provided in

Ethically-Based Professional Practice
- Introduction
- Emerging Frameworks
- Care of Self in Foucauldian Ethics
- Clarifying Foucauldian Ethics
- Significant Points on Foucauldian Ethics
- Problems with Foucauldian Ethics
- Discussing Foucault with Educators
- Inuit Values and an Ethical World View
- Ethically Based Professional Education in Nunavut
- Culturally Relevant, Ethically Based Practice
- A Framework for Ethically Based Practice
- Conclusion

Chapter Twelve A Personal Search for Freedom and Integrity

References

Appendix A
Appendix B

- Introduction

- Clarifying Personal Perspectives

- Educational Experience and Evolving Beliefs
- Critical Awareness

- Orientation to the North

- Political Power

- Lost in Work

- Theoretical Understanding

- Critical Theory

- Back to Reality

- Deepening Awareness

- Hegemony and Beliefs

- Power and Hope

- Language, Discourse, Social Reproduction, and Strength
- Cultural Grief and Self

- Connection and Support

- Conclusion

Statistical Report
Paugatigiit Questionnaires

355

355
358
362
381

390
394
395
401
407
412
413

416
416
416
426

429
432

435
437
449
451

467

471

515



Part One

Professional Education and the Hunger for Learning



Chapter One

Hopes and Dreams for Professional Learning in Nunavut Schools

“We must have dreams. We must have ideals.
We must fight for things we believe in.
We must believe in ourselves.”
(Amagoalik, 1977, p. 165)

Th reation of Nunavut

On April 1, 1999, the Northwest Territories will change forever when
Nunavut is created, the map of Canada re-drawn and Inuit gain a victory for
Aboriginal self-government in North America. Nunavut signifies the end of
colonial rule in a land which belongs to Inuit. This is a change of such
complexity and depth that the residents of Nunavut are only beginning to
grasp some of the possibilities and dangers for the future. The hope for radical
change, new reality, and Inuit control is tangible.

This new reality has a double edge. Reductions in federal transfer
payments, decreases in real income and benefits, and cutbacks across the
government speak to a different and potentially frightening future for people
who live in Nunavut. Anxiety deepens just as dreams are coming true.

The possibility that the new, majority Inuit government may simply
replace one oppressive power with another, and that neo-colonialism will
continue to perpetuate bureaucratic hierarchies which alienate and suffocate
agency, is a shadow whispered about more frequently. An atmosphere of
tension, excitement, anticipation, suspicion, and hope affects everyone

working in the educational system in Nunavut at this time.




Considering Professional Education in Nunavut

This dissertation, which relates to the professional education of
individuals working in Nunavut schools, responds to and encourages
dreams and possibilities for the future. It also acknowledges spectres of a
painful past, the harsh realities lived today, and the unfulfilled hopes that
shape an educational system in an immensely challenging environment in
northern Canada.

The hunger for learning in Nunavut schools was identified as a
desperate cry for professional education which came from 699 educators who
completed a survey conducted in 1994. These educators live and work in the
thirty-eight schools in Nunavut, schools that are among the most remotely
situated learning environments in North America. They are located in a land
which belongs to Inuit and serves Inuit parents and students who constitute
an 85% majority population in Nunavut. The dissertation is about a hunger
for professional learning, but it is also about a hunger for professional
freedom, autonomy, and integrity which can easily elude educators in
Nunavut and in the rest of the world.

Freedom has a special meaning in the post-colonial world of Nunavut
where Inuit struggle for self-determination and control of their own society.
Freedom also has a special meaning for educators who are fighting for control
and ownership of their professional lives in the face of powerful political
forces that threaten the foundations of education in our society. Conservative
governments in the United Kingdom, the United States, and various parts of
Canada are exercising greater control of curriculum, educators, and the

classroom in the interest of promoting their own agendas. Recent years have



seen teachers in many jurisdictions losing the ability to make decisions with
respect to content, methodology, and teaching approaches in their classrooms.
This involves a loss of professional status and integrity, as well as potential
influence within the society as a whole. Educators are now subjected to
greater surveillance as our society demands higher accountability, the testing
of students’ basic skills, and higher levels of professional competence from
teachers before they are licensed to teach (Darling Hammond, 1997).

This dissertation addresses issues of freedom and ethical practice that
lie at the heart of education and argues that, as they search for freedom and
integrity, educators engage in changes involved in educational reforms that
are manipulated by politicians and the educational research and staff
development industry. The pursuit of manufactured truth in professional
learning draws educators away from self knowledge and a search for meaning
that is personally driven. The dissertation suggests that ethically based
practice can help educators to regain and maintain control of their own
learning in a way that might lead to greater freedom.

Educators sometimes engage in a pursuit of meaning that looks to the
academy and to theories about education for answers to their questions.
However, the answers can often be found within our own professional
communities though there is very little space or time provided to raise
questions, reflect on our practice or discuss questions with colleagues.
Educators are separated from each other by classrooms. They are isolated from
other adults and confined within schools. The conditions necessary for the
development of professional and personal understanding and freedom are
rarely available in schools as they presently operate in this society.

Professional education based on collectively established, ethically based

practices has the possibility to enable educators to move beyond the shallow



rhetoric of educational reform to establish powerful ways of addressing the
real and urgent everyday challenges in classrooms and schools. The research
and thinking conducted in Nunavut, and with Nunavut educators over the
last three years, may be applicable in many educational contexts, particularly
those prepared to address issues of diversity. Issues of diversity at the student
and educator level are increasingly important in most educational
jurisdictions in the world, and struggles relating to professional education in
Nunavut face educators in many other cross cultural contexts.

The dissertation describes an initiative in professional education that
we, in Nunavut, have called Pauqatigiit. Pauqatigiit is an Inuktitut word
which means paddling together. Pauqatigiit addresses the desire of Nunavut
educators to pursue their search for professional meaning with their
colleagues. Like Inuit in the past who, while paddling together to hunt,
encountered strangers who came from the south, so educators in Nunavut
encounter and try southern theories, approaches, and ways of teaching at the
same time as they try to bring a more Inuit way of thinking, learning, and
working into Nunavut schools. Sometimes these southern theories don’t
make a lot of sense to educators in Nunavut schools. Something different
often seems to be needed to address the challenges in our particular context.

Paugqatigiit started developing within Nunavut in 1994 as a response to
the articulated professional needs and desires of educators, both Inuit and
southern Canadian (Qallunaat!), who work together in a school system
which includes the Baffin, Keewatin, and Kitikmeot regions of the NWT. It
considers what is involved in teaching and learning together in Nunavut

schools and communities and suggests that, with increased educator

I Qallunaat are southern Canadians, The term, which means those with bushy eyebrows,
derives from the time of the whalers who hunted in the Arctic waters and established camps
along the shores of the eastern Arctic and elsewhere.



ownership of professional education which includes all voices, there is a
possibility of making significant and positive differences for education in a
remote, cross-cultural context in Canada.

The dissertation gathers together broadly relevant literature, themes,
and research to frame and inform professional education in Nunavut. The
analyses of quantitative and qualitative data gathered from 699 Nunavut
educators in the extensive needs assessment conducted in November 1994
provide a background, are attached as appendices and described in Part One of
the dissertation, but they do not form the main body of the writing. Instead
the dissertation critically reflects on the literature and major issues in
professional education as they impact on Pauqatigiit and on professional
education in general. A theoretical framework which addresses issues of
freedom and ethical practice is suggested in Part Three of the dissertation.
Reflections on my personal experience, as an educator working in Nunavut
and Canada over the last twenty-two years, is shared as an example of a
struggle to make sense of my professional experience and learning.

Many voices are represented in this text. The voices of Nunavut
educators cry out from their small communities asking for more
opportunities to think, plan, learn, and work with their colleagues. The
voices of academic researchers share their views about professional learning,
some of them reflecting great frustration with the superficial way that
educators are manipulated in the staff development business. Other voices
speak of positive changes that are possible when educators work together and
refuse to be manipulated by reform. My own emerging academic voice
attempts to reflect the reality experienced by Nunavut educators, share my
analysis of the field of professional education as it intersects with critical

theory, ethics, and cultural studies, and reflect on my own professional



growth during the time I have spent working in the Eastern Arctic.

My personal voice responds to painful issues that I face in my work as a
long-term, Qallunaq educator living in Nunavut and searching for
professional freedom im a very complex educational context. [ am not striving
for an objective or dispassionate voice in my work. [ believe that the “writer
is always in the text” (Lather, 1991, p. 91), and that regardless of how
objectively one might attempt to describe any process, one’s attitudes and
beliefs are reflected in the writing. There are times, however, such as in
Chapter Twelve, when a more deeply personal voice is clearly identified and
“strips the authority of ones own discourse” (Lather, 1991, p 91). The story
describes my effort to find meaning as I move through several different
positions within the educational system, gradually gaining understanding
and reaching towards the possibility of using ethically based professional
practice as a foundation within my life.

The dissertation critically interrogates the field of professional
education, finding that it lacks coherence, theoretical grounding, and
meaning for educators who face day to day realities in schools. It analyses
much of the professional education literature as a hegemonic discourse
which exerts control over the professional lives of educators. It argues that
unless educators are equipped to critically appraise and analyse this
hegemony they can become victims of its rhetoric, jumping on bandwagons
and pursuing research agendas that are not their own. My critique of the
literature, and the findings in Pauqatigiit, are used to build the theoretical and

personal framework for professional education in Nunavut.



The Evolution of Pauqatigiit

Paugqatigiit was initiated in 1994, though its roots can be traced to the
Spring of 1982 when education in the Northwest Territories changed
significantly with the tabling in the legislature of Learning Tradition and
Change (GNWT, 1982), the final report of a Special Committee on Education.
The Special Committee was formed in response to a motion by Tagak Curley,

MLA for Keewatin South who referred to the:

[M]any educational problems faced by people of the Northwest
Territories, and particularly with the Natives, including high drop-out
rate, poor comprehension poor parent/teacher relationship, low
recruitment of Native teachers and foreign curriculum for northern
lifestyle, lack of proper high school facilities, and lack of continuing
and special education facilities. (GNWT, 1982, p. 6)

Spring 1982 was also a time of significant change in my life as a Grade
Three/Four teacher in Ontario for I was about to accept a position as a Special
Education Consultant working in this northern school system that was so
riddled with problems.

In 1975, following three years of teaching experience, I moved from
Ireland to Canada. In Ontario I discovered an exciting world of public
education influenced by recent waves of educational reform resulting from
the Hall-Dennis report (Crittenden, 1970). Teaching school, working in
teacher federation activities, coordinating outdoor education programs for
elementary students, and completing a Masters degree in Education at
Queen’s University left little ime to think very deeply about my career, but
after seven years of working in Ontario schools as an elementary and special
education resource teacher it seemed that I was ready for a change and some
new challenge. There is no doubt that I found plenty of challenge and change,

as well as uncertainty, doubt, frustration, joy, and deep professional meaning



in the years that have slipped by so quickly since I first went north.

Traveling extensively for eight years to all Baffin communities, and
then to communities across the NWT, [ worked as a Special Education
Consultant and as a Special Education Coordinator at the territorial level.
Later on I became a Supervisor of Schools for the Baffin Divisional Board of
Education (BDBE), a job I held for seven years. I completed residency
requirements for a degree at OISE, returning to my position as a Supervisor
for just over one year. Five years ago I started working as a teacher educator
with the Nunavut Teacher Education Program (NTEP) in Iqaluit.

During my first eight years in the Baffin I visited schools, classrooms,
and homes listening to Inuit and Qallunaat educators, parents, bureaucrats,
and politicians, working to address the concerns they raised. Discussing
students’ needs, the complexities of bilingual learning, and the urgent need
for more support services in the communities convinced me that the lives of
educators in the north are incredibly demanding. I believe that the demands
placed on northern educators exceed in many ways the challenges
experienced by the southern educators I worked with in Ontario, but this
dissertation is not about establishing hierarchies of challenge within teaching.
The needs in schools were then, and remain, overwhelming. They are
overwhelming in virtually every educational jurisdiction in the world.
Educators in Nunavut are young, they struggle with limited supports, and
often feel insecure and lacking in expertise. Principals do their best to respond
to the concerns of their staff members, though some of them lack experience
or are newcomers to the north themselves. It is a very difficult teaching
context.

Inuit teachers were few and far between in the early eighties and

sometimes expressed feelings of being over burdened with the many roles
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they were asked to play in the schools. Though there are many more Inuit
teachers now working in Nunavut schools, they still lack the resources and
materials they need to teach in Inuktitut and many of them desperately want
more professional education. The turnover of southern teachers was, and
continues to be, very high; two years in a community is often enough for
most educators. The old timers, both Inuit and Qallunaat, watch the white
blur (Brody, 1975), provide advice and practical assistance to their colleagues,
and sometimes become jaded and disillusioned as the years go by. Inuktitut is
the language spoken in homes in many communities and though it is rapidly
changing, English remains the dominant language spoken most frequently in
schools, particularly those staffed primarily by Qallunaat educators. In the
eighties and into the nineties, Nunavut struggles to leave behind its colonial
history. Well-intentioned southern Canadians, like myself, whose
understanding of Inuit, Inuit culture, and Inuktitut is very limited, still
constitute a powerful and influential majority in the school system.
Learning, Tradjtion and Change (GNWT, 1992), the visionary report
which was the result of Tagak Curley’s call for improvements in the
educational system, became a beacon for extraordinary and very rapid change
in education, particularly in Nunavut. Based on the articulated, documented
desires of aboriginal people in the NWT and strongly supported by the
government and Dennis Patterson, the Minister of Education at that time,
this document called for the creation of school boards, an Arctic College,
supports for students with special needs, high schools in communities, the
development of programs in aboriginal languages, and teacher orientations
and inservice. Implementation of many of the recommendations in Learning
Tradition and Change resulted in greater local control of education through

the creation of Community Education Councils (now called District Education
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Authorities), Boards of Education (now called Divisional Education
Councils), higher rates of school attendance and high school graduation,
higher numbers of college graduates in a variety of fields, more program
development in Inuktitut and improved special services for all students in
schools. It is in very many ways a positive, though hectic and sometimes
confusing, story of educational change.

Teacher development and educator support, though specifically
mentioned in Learning, Tradition and Change, received little organized
attention as many other changes swept through the schools of the NWT. The
years went by, the gap was frequently identified and discussed but resources
were always directed to other important priorities, including preservice
aboriginal teacher education, high school education, Inuktitut program
development, student support, and technology.

Teacher orientations for newly hired Inuit and southern Canadian
staff, though they were common in the seventies and early eighties, are now
often left up to the communities and have become sporadic, in some years
non-existent, due to the turnover in leadership positions and financial
cutbacks. In spite of the Special Committee’s recommendation that the
number of professional development days be increased, they still remain at
five, in a system filled with young teachers who, because of their limited
experience, sometimes lack the knowledge and range of skills they need to
address the challenges involved in teaching in a Nunavut classroom. While
Nunavut Arctic College offers both campus-based and community-based
preservice education for Inuit teachers up to the bachelor’s degree level
through McGill University, few relevant, credit-based opportunities for
professional learning are widely available to qualified teachers working in the

remote northern communities of Nunavut.
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In early 1994 the three Nunavut Boards of Education, working
cooperatively together, identified staff development as a priority area and
agreed it was time to start organizing an approach to support the ongoing
professional growth of educators in schools. The time was ripe. The
ratification of the Nunavut Land Claims Agreement in 1992 signaled the
coming of Nunavut in 1999. The success of community based teacher
education programs had significantly increased the numbers of Inuit teachers
working in schools and the need to start planning specifically for education in
Nunavut, as opposed to the Northwest Territories, provided the impetus and
climate for this kind of development. The multitude of changes occurring at
the same time, and the history of simultaneous, constant change in the
system, did not deter the Boards and the Regional Presidents of the
Northwest Territories Teachers’ Association (NWTTA) in their
determination to explore the possibilities for providing a range of
professional education experiences to Nunavut educators.

The Nunavut Boards of Education invited me to work with them on
this initiative. In October, 1991, I had left my position as an administrator
with the BDBE to work as an instructor at NTEP in Iqaluit. This move
changed the focus of my work from administration, program development,
and teacher support in schools to preservice teacher education, and from
system wide change to the professional learning of small groups of student
teachers. The opportunity to work on an initiative which promised to
provide ongoing support and training to educators working in schools was
attractive because it had the possibility of addressing the implementation of
changes I had been closely involved with and committed to in the past:
inclusive education, student support, program and resource development in

Inuktitut and English, and educator support in schools. I believed that an
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initiative in staff development would enable the Boards to bring together
program development and professional development to create a more
integrated approach to the whole area of professional learning. Nunavut
Arctic College supported the Boards’ request and from August 1994 until June
1996 one third of my time as an NTEP instructor was committed to this new
responsibility.

Pauqatigiit is guided by a small committee of educators representing
the Baffin, Keewatin, and Kitikmeot boards of education; NTEP, the
Northwest Territories Teachers’ Association (NWTTA), and the Department
of Education, Culture and Employment. The majority of members of this
decision-making Committee are teachers.

The importance of teacher involvement in any decision-making
process which concerns itself with teachers’ professional education is a
fundamental principle for Pauqatigiit. The involvement of the teachers’
association, also critically important, increased as time went by until by the
Spring of 1996 the three association presidents for each of the Regions became
full-time members of the Committee. The Directors of the three Boards of
Education are also very closely involved in and supportive of work with
Paugqatigiit and try to attend all Committee meetings. The involvement of key
decision-makers in any educational change is vitally important as we work to
ensure that Pauqatigiit survives and remains true to the values and
principles outlined in 199%4.

Paugqatigiit started with a comprehensive needs assessment involving
survey research which is both quantitative and qualitative. In providing
feedback to educators based on the survey results and asking for further
clarification and direction in decision making, Paugatigiit also involves

action research. Qualitative analysis was used in the initial and secondary
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analysis of open ended questions and interviews. Themes emerging from the
analysis of both qualitative and quantitative data, as well as insights gained
through Paugqatigiit implementation and investigation of the literature
within teacher development, were used as the foundation to build a
theoretical framework for professional education which places ethically based
critical practice as the central focus for educator learning throughout a career.
Further consultation with educators will continue the ongoing process
of deliberation and involvement which is integral to the project. Educators
themselves will increasingly take control of their own professional education
at both the school, regional, and Nunavut levels. Further research will
document this process, providing information with respect to the possibilities

for implementing ethically based critical practice in other jurisdictions.

Structure of the Dissertation

The dissertation is divided into three parts. Part One introduces the
reader to issues that affect professional education in Nunavut. It tells the
story of the Paugqatigiit results and paints a picture of what life and teaching
are like for Nunavut educators. It uses the Pauqatigiit survey results to frame
the issues with are considered in Part Two.

Part Two considers the major themes which influence professional
education. Seven chapters explore these themes drawing primarily on
professional education literature, but also on the Pauqatigiit data and issues
which affect Nunavut educators. This section establishes the importance of
ethics and practices of freedom in professional education.

Part Three explores Foucauldian ethics and Inuit values as they might

provide a theoretical grounding for professional education in Nunavut. My
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story provides an example of a search for meaningful professional learning.

Conclusion

Teaching is a very difficult profession. One Nunavut educator says she
did not realise that “teaching is a terribly demanding career and that the
general public is never satisfied with what we do” (Pauqatigiit, 1994).
Teaching demands patience beyond what is normally thought of as human. It
requires buckets of energy and creativity by the barrowload. It is a profession
riddled with doubt, guilt, and feelings of inadequacy (Hargreaves, 1993, 1994a;
Lortie, 1975; Nias, 1985). Everyone has opinions about the best way to teach,
and parents have very high and often competing, expectations for the school
system. Theorists, scholars, researchers, politicians, the media, and members
of the business community all make suggestions for changing, restructuring,
reforming, and improving teaching. It often seems that those outside the
classroom exert far more influence on education than those who work
directly with students. The stress on teachers to become all things to all people
is ever present and increasing. In the final analysis, however, once the bands
stop playing, the teacher is often left alone to make critically important
decisions about educational practice (Little, 1990; Lortie, 1975; McLaughlin,
1990; Rosenholtz, 1989). These decisions, made by classroom teachers as they
teach, affect the lives and the future of children and young people in ways
that are formative and long lasting. When these decisions are knowledgeable,
thoughtful, well-informed, caring, and critically-based then they have a
considerable impact on the minds of students. This impact can make a truly
significant difference for the future of our world.

Until very recently the voices of teachers have been relatively silent in
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the debate about their own professional learning. The inclusion of the
teachers’ perspective, particularly as researchers and critically reflective
professionals which started with Stenhouse (1975), and continues as a major
thrust in educational research today (Beattie, 1993; Connelly & Clandinin,
1989, 1995; Darling-Hammond, 1996; Fullan, 1997; Goodlad, 1995; Goodson,
1993; Grimmett & Neufeld, 1994; Hargreaves, 1997; Huberman, 1993;
Lieberman, 1995; Louden, 1990; McLaughlin, 1994; Schén, 1983, 1987, 1991;
Zeichner, 1996 ), has helped to bring teachers’ voices into the mainstream.

The voices of minority groups of educators, including those of Inuit
and Qallunaat, have not yet been heard and need to be added to this debate,
particularly considering the history that is in the making in Nunavut at this
moment in history. Teachers working directly with students in Nunavut
schools and classrooms deserve to be heard and to receive the kind of support
that can help them to meet the challenges in their professional lives. Their
struggles parallel the struggles of educators working with aboriginal, inner-
city, rural remote, and immigrant students across Canada and North
America.

Paugqatigiit development is a story of cultural difference, constant
change, and the difficulties involved in meeting the articulated needs of
Nunavut educators without subjecting them to a reform agenda which
originates outside their classrooms. This means it is sometimes a painful
story full of disappointment, even cynicism, while at the same time it is filled
with joy, hope, and the possibility for creating very strong professional
communities. Pauqatigiit evolved as an approach to educator development
that attempts to involve educators in decision-making about their own
growth. The aspirations are not unique or new. Many researchers suggest that

this approach is critically important if an educational change is to be
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successful (Fullan, 1991, Hargreaves, 1993, Lieberman, 1996, MacLaughlin,
1990, Rosenholtz, 1989). Pauqatigiit is special, however, because it takes place
in one of the most educationally challenging locations in the world, in the
context of an emerging nation unique in Canada. The challenges, as with any
educational change, are daunting. Fortunately, human nature seems to be
capable of ignoring what appears to be impossible and insists on reaching out

to try and change things for the better.

Educational practice is a form of power - a dynamic force
both for social continuity and for social change
which, though shared with and constantly constrained by others,
rests largely in the hands of teachers.
Through the power of educational practice, teachers play a vital role
in changing the world we live in.

(Kemmis, 1995, p. 1)



Chapter Two

The Paugatigiit Story: History and Background

“We can’t tackle professional development in isolation. We are facing
huge problems in our schools and Inuit educators are desperate to have
their basic needs addressed. We need to meet each other half way. It is
very frustrating. We have been saying that caring and sharing are
needed in classrooms. As a teacher where do you get the support to
keep going? The kids come to school hungry. Our assistants have to
deal with some of the most difficult kids. We are facing very big issues
in our schools on our own. Let’s get even one small, specific thing
going to try and help.”

(Paugqatigiit Committee Member,

Meeting Notes, May 7, 1995)

Introduction

This chapter, written primarily for readers unfamiliar with Nunavut,
provides the background necessary to understand the historical, social, and
educational context surrounding Paugqatigiit. It briefly describes the
geographical dimensions and the demographics of Nunavut and reviews the
social and historical context as well as past practices in educator development.
The final section, entitled Educators in Nunavut, supports the interpretation
of the research findings.

Chapter Three describes the Pauqatigiit research and identifies major
themes emerging from the Pauqatigiit survey and from the interviews
conducted as part of the research. Some possibilities for professional
education in Nunavut are discussed at the end of the chapter. Part One
explores the background which informs and frames the exploration of
professional education in Part Two of the dissertation. In addition, it provides

a grounding for the theoretical framework suggested in Part Three.

18



19

Nunavut: A New Territ for Canada

In the national constitutional context, the creation of Nunavut is a
beacon marking the flexibility of confederation. The decision to proceed
with Nunavut, when taken in 1993, was an act of imagination that
caught the attention of the world. A bold step was being taken to
realign the political boundaries of Canada, to adjust our political
institutions to the reality of a distinct society, to accommodate the
political aspirations of an aboriginal people through institutions of
public government. (Nunavut Implementation

Commission (NIC), 1996, p. 1)

The Nunavut land claims agreement represents the largest settlement
of Aboriginal land title in Canada. Encompassing a land area of 1,916,602
square kilometers (740,000 square miles), Nunavut stretches from Kugluktuk
(Coppermine) in the west, to Broughton Island in the east, and from
Sanikiluaq in the Belcher Islands of Hudson Bay in the south, to Grise Fiord
on Ellesmere Island in the north. Nunavut includes the Baffin, Keewatin,
and Kitikmeot regions of the Northwest Territories, with the exception of the
community of Holman Island which is to remain part of the Western NWT
(TFN & DIAND, 1993). According to the Bureau of Statistics (GNWT, 1994)
the population of Nunavut is 21, 244, with a total of 18, 017 people
representing the 85% majority Inuit aboriginal group. The creation of
Nunavut on April 1, 1999, will see the map of Canada being re-drawn for the
first time in 50 years.

The struggle to free themselves from colonial rule has involved a very
long, patiently negotiated process for the Inuit of Nunavut. “The northern
revolution has been peaceful, and there is no precedent in the history of the

world for the movement of men and women from hunting camps to
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boardroom within a few generations (sometimes only one)” (Crowe,
1974/1991, p. 227).

The struggle for self-determination started in the early seventies when:

[Y]oung Inuit leaders and the old people were beginning to
realize that they had become aliens, that they were losing their unique
place, in their Northern homeland.

From a proud, adaptable, self-reliant people who would well
have occupied a special place in the Canadian mosaic, the Inuit were
rapidly becoming a colonized and dependent race unable to determine
their future and isolated from the decisions which were being made
thousands of miles from where they lived.

The Inuit faced extinction, their culture in danger of being
reduced to a museum piece, along with the artifacts that southern
anthropologists found so fascinating.

It was time to act, to fight back, to regain control over their own
lives, to demand from Canadian society the rights that all Canadians
take for granted: The democratic right to self-determination.

-(NWT Land Claims Commission, 1978, p. 7)

When Nunavut is created, the struggle for self-government will have
taken almost thirty years, though it has taken over four hundred years for
Inuit to fully understand that their land was gradually being invaded and to
find the strength to fight back against the successive waves of contact,

colonization, and domination they have been subjected to over many years.

Social and Historica ntex

“In less than one hundred years we have gone from a totally
nomadic, traditional society to one that is technological.”
(Nunavut School Board Chairperson,
Paugqatigiit Interview Notes, 1994)

The original peoples of Nunavut migrated from Alaska between 3000
and 500 BC as the Denbeigh people spread across the north in small nomadic
groups, settling initially along the shores of the Eastern Arctic and eventually
inhabiting most parts of what are now the Baffin, Keewatin, and Kitikmeot
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regions. The Denbeigh people used tiny blades of flint embedded in antler as
the tools to fashion other tools made of bone. Living in oval houses roofed
with skins, the Denbeigh people used stone lamps, made special fur clothing
to survive the arctic cold, and probably used dogs and skin covered boats for
transportation. The Denbeigh culture changed in approximately 1000 BC as
warmer weather affected animal migration and hunting, leading to the
development of the Dorset culture which continued until AD 1100.

Believed to have originated in the Foxe Basin area near Cape Dorset,
the Dorset culture spread rapidly across the Arctic. The Dorset people used
bone snow knives, built sleighs, and lived in houses with turf walls that were
partly sunk into the ground and covered with skin roofs. Inuit call the Dorset
people, who eventually disappeared, the Tuniit and many stories are told of
their ways.

A new wave of whale-hunting people arrived in the Eastern Arctic
from Alaska between 800 and 900 AD. “Known as the Thule culture, its
peoples were the direct ancestors of modern Canadian and other Inuit”
(Crowe, 1974/1991, p. 17). The Thule people built houses paved with flat
stones and lined with turf. They used whale-jaw bones, skulls, and boulders
for the walls and rafters. Crowe (1974/1991) says that the Thule culture
continued until 1700 with the way of life gradually evolving into the more
modern history of the Inuit who now live in Nunavut.

Aspects of what Inuit call “traditional ways” are still based on the
cultures of the Denbeigh, Dorset, and Thule peoples. Stone lamps are
primarily used for ceremonial purposes today; however, some Inuit still

prefer to use a qulliq to heat their qarmaqg? . Many traditional tools used for

2 A tent resembling a traditional skin summer dwelling. Today a garmagq is usually made of
canvas and is sewn together by local women. The qarmagq frequently rests on a plywood
foundation and may be heated by an oilstove. A sleeping platform is usually built in a qarmagq.



fishing, hunting, sewing, and cleaning skins still resemble the ancient
implements fashioned by the Dorset and Thule people.

The early contact period saw the exploration of Nunavut by sea. It is
believed that the Vikings were the first people to conduct some raiding and
trading along the Arctic coast, but the process started in earnest after 1400 as
fishing and whaling ships from Britain started to exploit the natural resources
of the Arctic waters.

The Arctic explorations which started in the Elizabethan period
continued from the late fifteen hundreds into the Victorian period with the
arrivals, deaths, and departures of Frobisher, Davis, Hudson, Bylot, Baffin,
Ross, Perry, Beechey, Franklin, and others who attempted to conquer the
Northwest Passage and bring stories of the north back to London. The Arctic
explorers, though they “set forth like Arthurian knights upon a gallant quest,
with firm faith in their ships, their science and their inherent superiority”
(Bruemmer, 1985, p. 126), had less impact on Nunavut than the whalers who

included the British, Dutch, Americans, and Scots. Fred Bruemmer states:

More plebeian, less comfortable and infinitely more deadly than the
wealthy dilettanti were the professional whalers, walrus hunters and
sealers....

Wherever the whalers touched, the native people perished.
Within one generation, 50 percent of Alaska’s coastal Inuit were dead.
In 1888, when the whalers came to the Beaufort Sea, more than 1000
McKenzie Inuit inhabited the region. Twenty years later, less than 100
were left. With the whales gone, the whalers went. They left a land and
a sea despoiled and a native people decimated and racked by disease.

(1985, p. 133)

The whalers also left Inuit with the accordion, bannock, guns, Scottish
dancing, shawls, the English language, and many tools and modern
implements, which helped to change the traditional way of life along the

The qarmaq may sometimes be built as part of the cultural program in a school.



Arctic coast and further inland. The Inuit were left alone again after the
whalers departed. As Bruemmar states, “the Arctic, having ceded its secrets
and bereft of much of its former wildlife, lost most of its appeal to both
explorers and exploiters” (1985, p. 133). This was not to last for very long.
The trinity of the Hudson’s Bay Company, the Royal Canadian
Mounted Police, and the Anglican and Catholic Missionaries established
small trading posts and missions across Nunavut in the period between the
mid eighteen and nineteen hundreds. The Hudson’s Bay Company went
north in 1830 and the first police arrived in 1903. By 1895 the Government of
Canada had divided the Northwest Territories into the MacKenzie, Keewatin,
and Franklin districts and the NWT Council was established by 1877. A new
era of colonialism had started in Nunavut and, in spite of the efforts of the

government to create Inuit autonomy, it continues to be felt to this day.

In legal terms the Federal government simply assumed legislative
jurisdiction over the Arctic and the people living there by way of
taking over from the British in the last century.

In practical terms, it could never be said that this government
was a reflection of Inuit perceptions in any way. There was no Inuit
involvement or consultation in any of the acts that gave Canada the
right to assume authority over the Inuit. It was simply unilaterally
decided that Inuit were to be the subjects of this new nation.

(NWT Inuit Land Claims Commission, 1978, p. 22)

The period from 1900 until the present day has seen the development
of communities all across Nunavut. Inuit gradually moved in from the land
as their children were first taken away to attend religious schools and later
government schools in far away communities. Once schools were established
by the government in the communities, children were required to attend.
Parents were not consulted or involved in decision-making related to the
education of their children.

Medical services were established and community health centres built.
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Municipal government was put into place, and the infrastructures that
generally support life in contemporary Canadian society were gradually
established. Nurses, teachers, settlement managers, social workers, police,
store managers, clerks, and construction workers from the south started
living in the communities. The Arctic landscape was changed forever with
the arrival of mining companies, the erection of Distance and Early Warning
sites (DEW line stations), and the ubiquitous presence of government in
almost every facet of northern life.

Inuit have started to take over government positions in many
communities over the last twenty years, and Inuit-run Hamlet Councils,
District Education Authorities, and Health and Social Services Committees
have been established. Many Inuit Members of the Legislative Assembly
represent their people in the Territorial Government which is located in
Yellowknife. The white presence; however, remains significant. Though they
represent a 15% minority of the population, some Qallunaat Members of the
Legislative Assembly continue to represent the Inuit of Nunavut in the
government. These are Qallunaat voted into power by Inuit.

Successful businesses, though they may be Inuit owned, are sometimes
dominated by Qallunaat managers or investors. The Qallunaat presence,
which can be covertly manipulative at the same time as it is overtly pro-Inuit,
continues to exert control over many aspects of life in the communities of
Nunavut. Community empowerment may be the buzz word of the nineties
in Nunavut, but Qallunaat managers, accountants, social workers, nurses,
teachers, and bureaucrats are still hired to staff many municipal and
territorial government agencies. Inuit continue to constitute a minority in
most management and professional positions, particularly within the

medical, legal, and financial fields.



While most Inuit, even those who speak up loudly for the
maintenance of traditional practices, would never want to return to living
the harsh life on the land, there is a very strong sense of cultural and
linguistic loss and dislocation expressed by Inuit of all ages. Cultural loss and
southern progress stand side by side in curious juxtaposition to one another,
creating a great deal of confusion, ambivalence, and emotional trauma.

As more and more Inuit complete education at the secondary and post-
secondary levels, and enroll in the numerous training programs established
to support the coming of Nunavut, the positions previously held by
Qallunaat are gradually being occupied by Inuit. Inuit are taking more and
more control of all aspects of life in Nunavut, though the process can often be
painful and difficult for the individuals who take on this challenge. Though
many Inuit proudly reclaim what is theirs and stand and speak out as role
models for their people, others have found the stresses and pressures to be
too much. The legacy of colonial occupation of Nunavut presently includes:

» the highest suicide rate in Canada (GNWT, 1990);

e poor health which is the direct result of changing from a highly
nutritious diet of fresh meat and fish to a diet that is largely comprised
of refined carbohydrates, as well as the change from a immensely hardy
but healthy outdoor lifestyle to one which involves living in
overheated, overcrowded, smoky homes (GNWT, 1990);
¢ unemployment rates which exceed 30% in many Nunavut
communities and also involve high levels of dependency on social
assistance/income support (Bureau of Statistics, GNWT, 1994);

e the erosion of language, culture, tradition, historical memory,

mythology, spirituality, hunting, camping and skills, values and

attitudes associated with the Inuit way of life (NWT Inuit Land
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Claims Commission, 1978);

® abuse of drugs and alcohol attributed to loss of identity and pride

(GNWT, 1990);

® high levels of family violence and sexual abuse related to cultural

losses, substance abuse, and poverty (GNWT, 1990);

® low levels of education attributed to the alienating and abusive

experiences often encountered in the assimilationist schools of the past

which contributes to high drop-out rates and further alienation of
youth (GNWT, 1982); and

® chronic depression which results from unemployment, cultural loss,

and the disintegration of self-respect within a colonial context,

including residential school experiences which contribute to

intergenerational social dysfunction (GNWT, 1990).

This is what the Canadian government, whalers, explorers, and
invaders have given to the Inuit of Nunavut. It is the legacy Inuit must deal
with as they start to re-create their own society. No amount of land, money,
or autonomy can compensate Inuit for the damage they have suffered. Inuit
are without any doubt survivors, but it will take all of their strength and
power to recover from the debilitating effects of colonization. The long, hard

road to Nunavut does not end on April 1, 1999.

In a land settlement, Inuit are looking for more than just an
economic leg-up into Canadian society and it is this that the white
negotiators from Ottawa must understand. It is a means by which Inuit
can regain control of the processes and institutions which make their
society unique. It is the means by which Inuit can become a self-
determining society, the means by which colonization can end.”

(NWT Inuit Land Claims Commission, 1978, p. 14)

Inuit have come a very long way since those words were written by the
leaders who fought so hard to create Nunavut. Colonization; however, is not

at an end. Inuit must continue to fight very hard to become “masters in their
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own land” (NWT Land Claims Commission, 1978, p. 21). Though it was
written over twenty years ago, Inuit Nunangat The People’s Land: A Struggle
for Survival was absolutely correct when it stated “Self-determination and
the perpetuation of colonialism are mutually exclusive” (p. 23). The process
of decolonization is no simple matter. It is a political and emotional process
which involves exorcism, reconnection, and collective recovery for an entire
society.

Paugqatigiit, in its own small way, is part of this process and also
involves a form of decolonization. In attempting to create self-determination
for educators, some of the same issues faced by Inuit in their struggles to
create Nunavut become critical. These issues have a great deal to do with

voice, autonomy, freedom, ownership, control and integrity.

Educational History

Formal, southern-based education in Nunavut is approximately forty-
five years old. This short educational history represents a dramatic change in
the lives of Inuit. The educational system, in spite of some valiant efforts to
make change, continues to replicate a southern Canadian model of schooling
which differs radically from traditional Inuit learning. It is only over the last
twenty years that education has attempted to reflect the philosophy and world
view of Inuit. There are significant differences between Qallunaat ways and
Inuit ways and the mores, structures, and practices that support the present
school system are still largely southern. The schools must teach English and
survival skills for the 21st century at the same time as they teach Inuktitut
and try to become more Inuit-based. The system struggles with goals that

sometimes appear incompatible. Providing culturally based education



delivered in Inuktitut at the same time as delivering a high quality
mainstream Canadian education in English is not an easy task. Inuit parents
and community members have stated over and over again that they want an
education that can enable their children to become fluently literate in both
Inuktitut and English, grounded in knowledge of their own history and
culture at the same time as acquiring the in-depth knowledge of southern
culture that will enable them to access both worlds successfully (BDBE, 1985).

There are no easy answers to the many very difficult problems and
decisions that must be made in the Nunavut educational system; however,
school attendance and graduation rates have risen dramatically over the last
ten years. This may be due to the growing sense of autonomy felt by Inuit, as
well as the fact that younger parents have gained an education within the
southern based school system. It may also be related to the fact that the system
is now more responsive to the needs of Inuit and that increasing numbers of
[nuit teachers enable children to learn to speak, read, and write in Inuktitut
and Inuinnaqtun. There is no doubt that very positive progress is taking
place.

There are presently thirty-nine schools in twenty-five communities in
Nunavut. The school population of 7, 752 is growing very rapidly and is
expected to continue rising over the next ten years (GNWT, 1997).
Communities in Nunavut can only be reached for commercial purposes by
air or water and it is both expensive and time consuming for individuals or
groups to travel extensively throughout the three regions. Communication,
supported through telecommunication, is still limited and can be unreliable,
with the result that educators working in different schools may find it is
difficult to reach their colleagues. Plans to implement a Digital
Communication Network (DCN) should radically improve



29

telecommunication between communities and individuals across Nunavut
with subsequent improvements in communication between educators. This
is likely to facilitate efforts to offer professional learning opportunities.

Soon all communities in Nunavut, even those with student
populations below 100, will offer an education up to the Grade Twelve level.
Most schools, depending on the number of Inuit teachers available, presently
offer an education in Inuktitut to the Grade Three or Four level. Increasingly,
schools can choose to start offering the majority of the day in Inuktitut up to
the Grade Six level, providing instruction in Inuktitut or Inuinnaqtun as a
subject past the Grade Four level and through high school. A few homeroom
classes at the junior high school level are now taught by Inuit teachers who
can offer bilingual, bicultural programs to their students. None of this
progress takes place easily; however, and the lack of written resource
materials in Inuktitut remains a major impediment in the implementation
of literacy, particularly at the junior and senior high school levels.

The first government operated school in Nunavut opened in Cape
Dorset in 1950. Since then the school system has changed from one which
focused primarily on assimilation, acquisition of English, and the teaching of
southern Canadian curriculum, to one which espouses Inuit-based learning
delivered in Inuktitut, at the same time as it aspires to offering high levels of
academic education in English. In less than fifty years a great deal of change

has taken place.

Past Practice in Professional Development and Educati
A brief history of the variety of professional education activities offered
in Nunavut schools is provided to set the context for the results of the

Pauqatigiit needs assessment conducted in November 1994.
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Professional Improvement Funding. The Collective Agreement
between the Northwest Territories Teachers Association (NWTTA) and the

Government of the Northwest Territories (GNWT) establishes a Professional
Improvement Fund of approximately $400,000 for the use of NWTTA
members in the three boards of education. The fund is administered through
Regional and school-based Professional Improvement Committees. The
professional improvement funds enable teachers to plan regional
conferences, organize mini-conferences at the school level, attend conferences
in southern Canada and elsewhere, as well as organize a variety of creative
learning experiences. A three-year cycle of professional development,
involving a regional conference in one year, school-based initiatives the next
year, and individually accessed professional development in the third year
has been used in all three boards in the past. A more recent change involves
the allocation of professional development funding to each school to allow
for more decision-making and control at the local level.

The Collective Agreement also enables Nunavut teachers to access
funding for both short-term and year-long educational leaves. Short-term
funding is often utilized to attend credit-based courses offered during the
summer months at a variety of locations across North America or in a variety
of locations during the school year. Long-term funding is used to fund
graduate or undergraduate education at both NTEP in Iqaluit and at southern
universities. A committee representing the NWTTA and the Department of
Education, Culture and Employment makes decisions relating to the
allocation of educational leaves.

Departmental Professional Education Opportunities. Each summer the
Department of Education, Culture and Employment offers a two-week

principal certification course. Completion of two, two-week courses (Part 1
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and Part 2) is required to earn principal certification in the NWT. These
courses are not offered for credit. A one week Summer Institute is also
organized by the Department and usually focuses on a particular theme
reflecting priorities or new initiatives in education. Short-term professional
development funding may be utilized to attend these events. In the past, the
Department of Education, Culture and Employment has offered a number of
credit-based courses related primarily to inclusive education or whole
language. These courses were usually well attended.

Inservice Education and Implementation. A variety of inservice and
implementation activities are provided by the Boards of Education and to a
limited extent by the Department. These activities cover the implementation
of new curricula, workshops related to initiatives in inclusive education,
secondary programs, Inuktitut curriculum, English as a Second Language, and
a wide variety of other areas in education.

Program development at the Board level has also involved some
educators in the preparation of units or support documents to promote
specific approaches recommended in Nunavut. Principals and Program
Support Teachers (PSTs) have benefited from regular meetings throughout
the school year which usually involve professional development workshops
on a wide variety of topics ranging from inclusive education to traditional
knowledge.

Implementation workshops are usually funded by the Boards of
Education, though no specific budget allocation from the Department of
Education, Culture and Employment identified this activity in the past. The
lack of adequate assigned funding for curriculum inservice is a concern for all
three Nunavut Boards and the NWTTA, and leads to ongoing debate and
controversy. The Department of Education, Culture and Employment
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presently prepares and distributes curriculum documents but provides
limited support for their implementation. Historically, the Department was
closely involved in promoting curriculum implementation at the Board
level but in recent years there has been an expectation that each Board will
assume this responsibility following inservice. This means that Boards must
usually find the funds internally to support these activities from within their
existing operating budgets, which may mean cutting another activity in order
to fund implementation. In recent years, cutbacks of up to 20% in the base
funding to the Boards makes it increasingly difficult to provide any kind of
implementation support to schools. Considering the rapid turmmover of staff in
communities, this means that new curricula are not always well understood
at the school level.

Teacher Education Programs. The Nunavut Teacher Education
Program started in 1979 and an affiliation with McGill University was
established in 1981. Originally designed as an institutionally-based teacher
education program, NTEP also offered field-based courses in communities.
Community-based teacher education programs started in the Keewatin
Region in 1990, and have significantly increased the numbers of NTEP
graduates working in schools. Thirty-three teachers graduated from the two
year Keewatin program and twenty-four teachers recently graduated from
programs in the Baffin and Kitikmeot regions.

Initially NTEP offered the two-year McGill Native and Northern
Teaching Certificate and in 1986 started to offer a third year B Ed program. In
1995 NTEP moved to a three-year certificate program which is usually
followed by a fourth year to complete the B Ed degree. This enables graduates
of the NTEP program to earn 30 university credits each year for a potential

total of 120 credits earned over the four year period of time. Graduates of
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NTEP are usually bilingual Inuit though a few non-aboriginal educators have
completed B Ed degrees. A variety of other credit-based courses can be
completed by non-aboriginal educators when they enroll as special students at
McGill University.

NTEP is presently funded for preservice education only; however, the
coordination and delivery of the principals’ certification program for
Nunavut is soon to become an NTEP/Nunavut Boards responsibility. NTEP
has recently started offering McGill courses at the Master’s level and ten Inuit
teachers are completing courses towards the M Ed degree. The possibility of
offering more graduate level courses across Nunavut is being discussed by
both the Department and Nunavut Arctic College, and was recommended by
David Wilman when he worked as a Strategic Planner of the Department of
Education, Culture and Employment (Wilman, 1994), and by the Nunavut
Boards of Education and NTEP in their five year joint planning process
completed in 1996.

Distance Learning and Correspondence Courses. Some Nunavut
educators enroll in distance education or correspondence courses offered by a
variety of colleges and universities in southern Canada. These include
courses at both the undergraduate and graduate levels. A range of
information relating to distance education options is not widely circulated to
Nunavut educators. Completion of correspondence and distance education
courses also requires a great deal of time, personal motivation, and discipline.
Little statistical information relating to distance education has been collected
in the Pauqatigiit project, though interest in this option was explored in the
needs assessment. Nunavut Arctic College now offers some of its courses to

communities through video conferencing.

Comments on Professional Education. In reviewing the history of



professional development activities in Nunavut, it is evident that while
funding is allocated to a number of initiatives, they are organized and
coordinated in different ways. Educators need to be quite well-informed and
resourceful in order to access a variety of opportunities for their personal
benefit. It is unlikely that all educators are fully aware of the wide variety of
options or spend much time discussing how these activities might be
coordinated to best serve their long- and short-term interests and needs.

When people talk about Pauqatigiit they often use the word
partnership, a favorite term in Nunavut and in the current educational
jargon. The Pauqatigiit Committee members have sometimes found it is
much easier to talk about partnerships in the abstract than to create them in
concrete terms within professional education. While most agencies
supporting professional education in Nunavut seem to be very interested in
creating more opportunities for educators, they sometimes have difficulty
sharing resources, trusting each other, and breaking down the structural
barriers created by legislation and policy. Pauqatigiit is very slowly evolving
into a partnership between the Nunavut Boards of Education, the Nunavut
Arctic College/NTEP, and the educators of Nunavut through the NWTTA
but it is not always a smooth process.

An examination of this process seems to indicate that though the
desire to create a partnership exists, issues of ownership, control, funding,
location, and possible loss of identity and power for the agencies involved
remain as barriers in creating partnerships that work on a daily basis. It is
likely that these problems will be ongoing and reoccurring, depending on the
individuals who hold positions of power and the nature of the legislation
which sets boundaries for each agency. Partners involved in Pauqatigiit need

to spend more time discussing the nature of their collaby -atien in order to
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build trust and understanding as they move forward together. Once strong
partnerships are established, some kind of formal agreement or
memorandum of understanding needs to acknowledge the commitment to
common goals. Formal agreements are worthless; however, without genuine
goodwill and a sincere commitment to working together. This can be one of

the most fragile and elusive elements in any educational change.

Educators in Nunavut

“Overall there is a great deal of commitment amongst Nunavut teachers.
These devoted and caring professionals are genuinely concerned about the
current and future state of education for the students of Nunavut.
Theirs is an emotional (yet positive) plea.”

(King, 1995, p. 1)

The following section draws on the results of the Pauqatigiit survey
and attempts to consider the realities and challenges that face educators in
Nunavut schools. It is intended to provide some insight into the daily lives
of educators, and facilitate an understanding of the theoretical framework
which is gradually being established within the Pauqatigiit project and this
dissertation.

The Paugqatigiit survey shows that educators in Nunavut are
committed to and enjoy their work. They want to keep on learning in order
to provide the very best educational opportunities to the children of
Nunavut. They are most interested in Inuit culture and
Inuktitut/Inuinnaqtun, student evaluation, technology, the social and

emotional needs of their students, and in practical strategies to address their
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professional challenges. Nunavut educators want to share ideas with each
other and believe that their best resources are colleagues. They express
frustration with the time it takes to prepare materials to support teaching and
with some of the political compromises around issues of qualifications and
standards. They want the students in Nunavut to have a high quality
education in both English and Inuktitut/Inuinnaqtun.

The survey results remind us that 68% of the individuals working in
the school system are women. Gender related issues such as child care, family
responsibilities, parental leaves and difficulties traveling away from home are
central and will be even more important in the future. Access to professional
education outside school hours is more difficult for women who provide care
to their own families once they get home from school. Leaving your family to
take a course for up to three weeks in another community is very demanding.
The cry to have professional education provided at the community level is
related to this reality.

Another consideration which relates to gender centres around issues of
voice, power and ownership. Like women elsewhere, Inuit women have
experienced the negative influences of patriarchy through the church, the
government and in their families. Tightly defined traditional roles ensured
the survival of people, and women were generally responsible for cooking,
cleaning skins, sewing clothing and tents, gathering arctic cotton for the
quillg, and berries and plants for food. Women cared for the children and
though there were exceptions, they did not hunt extensively with the men on
a daily basis. Traditionally these roles did not place women in an inferior
position. Roles differed but they were equal. Once the influences of
patriarchal attitudes permeated Inuit life the more traditional views started to

give way to a Western perspective which viewed men as being the leaders in
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a society and cast women into an inferior, supporting role.

The situation seems to be changing within the contemporary society in
Nunavut today. Inuit women are employed in higher numbers than are Inuit
men (Awa-Cousins, 1994), and carry many of the responsibilities within their
communities. In most cases; however, these women continue to carry the
double responsibilities for work and home. As the voices of Inuit women are
raised to speak out against inequality, the rate of spousal abuse and violence
does not diminish. Women often pay dearly for their independence.
Pauktuutiit, the powerful Inuit women'’s organization, speaks out for women
against family violence, sexual abuse, and the negative results of patriarchy
and sexism in the society. Given the high numbers of women working
within education, issues of voice are integrally linked to gender issues and
the historical and sociological location of women in any society which is
strongly influenced by a Western, male perspective.

Harsh economic realities related to increased rental for government
units, the exorbitant cost of food, limitations imposed by single incomes, and
the necessity of providing support for extended families in communities need
to be fully understood when considering the lives of educators in Nunavut.
In May of 1995 Inuit teachers employed by the Baffin Divisional Board of
Education earned an average salary, not including allowances, of $46,680
while non-aboriginal teachers earned $56,526. Paying the same rent, exclusive
of heat and light and usually exceeding $1200 a month for a three bedroom
government house, Inuit generally support more dependents, including
children, relatives and elderly parents. Purchasing food and other daily
necessities at northern prices in communities can rapidly deplete a net
income. In the 1991 Census the weekly food costs for a nutritious basket of

food to feed a family of four in Yellowknife was estimated to be $185. The
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same basket in Nunavut was estimated to cost $282. A family of four would
spend approximately $1128 each month just to feed themselves (NWT
Bureau of Statistics, November, 1994). The combined costs for food and rent
for a family of four would be approximately $2,328 a month. This leaves
virtually nothing to cover all the other expenses involved in maintaining
family life. Saving money is impossible for educators at the lower levels on
the teachers’ salary scale, and many families now experience serious financial
hardship as a result of cutbacks in wages and benefits. Most Inuit educators
working in Nunavut schools are placed at the lower levels on the salary scale.
Educators working as classroom assistants or student support assistants are
not members of the NWTTA and earn less than their colleagues who are paid
as teachers.

The Consumer Price Index for Canada increased by 9.1 points from 1991
to 1996 (NWT Bureau of Statistics, June 1997), which means the cost of food is
likely to be approximately 9% higher in 1997 than it was in 1991. Depending
on the choices made by a family, monthly food costs could have risen to
between $1,200 - $1,500 for a family of foar living in Nunavut. During this
period of time salaries and benefits were cut by 6%.

Recent investigations by the Department of Resources, Wildlife and
Economic Development for Nunavut indicate that a shortfall of up to $500
exists on a monthly basis for families with four or more children depending
on one income from a Government position (Trumper, personal
communication, September 22, 1997). These are families where one family
member holds what is considered to be one of the best government positions
in the community. These are positions such as economic development
officers, renewable resources officers, or teachers. Inuit teachers are starting to

leave the profession because they can receive far better salaries and benefits by



39

accepting positions at the management levels in federal or Inuit agencies.

Before community-based teacher education programs were established,
Inuit had to leave their communities and support their families on student
financial assistance for several years in Iqaluit. Students often choose to spend
a year in Iqaluit in order to complete the B Ed degree which is still not widely
available at the community level. This involves a considerable sacrifice,
particularly when a large family is involved. According to the 1991 census the
average number of children in a Nunavut family is 2.4 while in the Western
NWT it is 1.6 (NWT Bureau of Statistics, November, 1994). In Nunavut
communities many families are large and include relatives, grandparents and
the spouses of grown children. The average number of people living in
homes in one Nunavut community in the early nineties was 12 (Tompkins,
personal communication, 1990).

Overall unemployment levels in Nunavut are 22% (NWT Bureau of
Statistics, 1994), and run as high as 30% in many smaller communities.
Coupled with the emotional impact of cultural loss, poverty contributes to
social problems that affect both educators and students. It is not uncommon
to find that educators may be dealing with disruptions in their personal lives
at the same time as they struggle with the difficult behavior of students in the
school. Student behavior is often linked to stresses encountered in families,
and it adds extra pressure for inexperienced educators who may already be
facing personal and economic issues that can seem overwhelming.

In the Paugqatigiit survey 45% per cent of Inuit educators and 34% of
non-aboriginal educators request professional education to help them cope
with stress. This indicates that over one third of all the educators working in
Nunavut feel stressed enough to seek training, and a significantly higher

number of Inuit are adversely affected. Understanding this reality and the
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implications for professional development is vital. It means that the schools
must not only nurture students and contribute to their well-being, they must
also support and care for their staff members. The best way to provide this
support needs to be discussed very carefully before suggesting any specific
response. Acknowledging the impact of colonial attitudes and structures, and
respecting individuals as equal colleagues may be the most powerful kind of
help that can be provided. The provision of formal counseling services or
employee assistance may be less effective than creating supports within the
school itself including time to talk, time to learn, and time to share with
colleagues. An alternative approach may be preferable to establishing another
southern response to addressing problems related to colonialism and poverty
in the society.

In Nunavut, as elsewhere, the nature of teaching restricts educators to
interaction with students in classrooms for most of the day and limits their
opportunity for dialogue with colleagues. Discussion usually takes place in
brief exchanges during fifteen minute recess breaks, and most Nunavut
educators go home to feed families at lunch time. Though it is common
practice in some Nunavut schools, planning with colleagues may not be part
of the daily experience of educators. Time after school, from 3:45-5:00, is
usually spent preparing for the next day’s teaching or involved in staff or
committee meetings. Few Nunavut educators leave the school before 4:30,
except on Fridays. Many Nunavut educators, particularly new teachers, return
to the school after supper, especially during the Fall, at report card times, and
when preparing for a new theme or unit. Secondary teachers in many small
communities often offer study halls for students during the evenings. It is
very common to see educators working in Nunavut schools on the

weekends, particularly during the winter months.
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Teachers in many Nunavut schools have a great deal of freedom to
establish a classroom environment which reflects their beliefs and values,
design unique learning experiences for children, involve the community in
their programs, and make important decisions about evaluation and the
diverse needs of their students. This freedom is a two-edged sword. It offers
opportunities for creative, innovative teaching, but also leaves teachers with
heavy responsibilities; responsibilities they can find overwhelming and
immensely time consuming. Young educators often have difficulty using this
freedom to develop programs that address the wide range of student needs in
the classrooms. They need and appreciate the support of colleagues in
addressing these challenges.

The lack of materials in [nuktitut/Inuinnaqtun creates a great deal of
extra work for Nunavut educators. Providing first language instruction from
the kindergarten to the grade twelve level creates an urgent need for books
that provide information about science, social studies, and health, as well as
books to read for pleasure. The BDBE, for example, has now published over
200 books in Inuktitut. This is a real achievement but is totally insufficient in
addressing the urgent need for reading material at all grade and subject levels
in the system. Even in English, where there are thousands of available texts,
teachers feel there is an urgent need for more culturally relevant materials.
Materials development is a time consuming reality in Nunavut schools.
Additional time is not allocated in the Education Act to acknowledge that it
takes extra hours to prepare for classes in a bilingual, bicultural education
system. The quality of education can be adversely affected by a lack of adequate
materials, and professional stress is compounded when educators must
prepare so many resources for their classrooms. Time for reflection and self

care is consumed by the creative, though often frustrating and painstaking,



task of preparing materials.

At 34, the average Nunavut educator is approximately ten years
younger than her counterpart in the south. Nunavut educators tend to be less
experienced and may lack the variety of professional qualifications now
common among teachers in the south. Most Inuit teachers have completed a
two-year program described by David Wilman, NTEP principal for several
years and recently a strategic planner for teacher education, as “basic training,
nothing more” (Wilman, 1994, p. 5). The Paugqatigiit research indicates that
both Inuit and Qallunaat educators consider the two year program to be an
inadequate preparation for the challenges facing most educators in Nunavut
schools.

Given that 76% of educators have worked in the NWT for less than ten
years, and 43% for less than three, it is not surprising that many educators
need support. Teaching is a profession where high levels of skill usually
develop over many years. In Nunavut; however, it is likely that educators
with more than three years experience may be called upon to support their
less experienced colleagues. This is an added responsibility for which no extra
time or professional education is provided. While many individuals who
accept entry level positions as Language Specialists, Classroom Assistants, or
Classroom Support Assistants are experienced mothers, natural teachers or
respected elders with exceptional skills in Inuktitut/Inuinnaqtun, they may
receive no formal training related to teaching before they walk into a
classroom. Sometimes these educators accept virtually all the responsibility
for planning and delivering programs. Many educators find this challenge to
be overwhelming.

Interactions between educators and their students have the potential to

be sustaining and inherently valuable. Jim Cummins, when referring to
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issues of identity in culturally diverse settings, states, “human relationships
are at the heart of schooling. The interactions that take place between students
and teachers and among students are more central to student success than any
method for teaching literacy, or science or math” (Cummins, 1996, p. 1).

When educators are stressed, feel inadequate, and question their own
expertise, then relationships with students may be affected. Academically
challenging, culturally relevant education, supported by strong relationships
with educators, is seen as being vitally necessary for the achievement of
academic success in the school system (Cummins, 1996; Ladson-Billings, 1995,
1997; Nieto, 1996). When educators lack teacher education and daily support,
it may not be possible to ensure that students are provided with the kind of
academic challenge and process oriented education that promotes the
development of thinking and high levels of literacy.

While values and cultural knowledge, transmitted by elders in
particular, can address concerns about self-esteem in very powerful ways, the
majority of individuals with less than three years experience, be they Inuit or
Qallunaat, elders or recent high-school graduates, are asking for more support
and professional education in meeting the challenges of teaching. Providing
support during the school day is often difficult because teachers, program
support teachers, and principals are dealing with a range of issues within
their own professional lives and have little time to stop and offer the kind of
sustained, in-depth support or team teaching that might lead to improved
instruction.

As educational systems evolve and a northern society connects more
and more to the global world, the need for higher education increases. The
two-year teacher education program in Nunavut was remarkably successful,

enabling Inuit educators to enter the teaching profession and making it



possible for Inuit children to learn in their first language. The Pauqatigiit
survey results clearly indicate; however, that there is now a need to increase
the educational levels of educators in order to meet the diverse needs of
students and maintain a high quality of instruction in the schools. In stating
this need it is also necessary to note that the Nunavut Implementation
Commission cautions that educational standards can act as a barrier for Inuit
attempting to access positions within the Nunavut Government. In this case,
it is the Inuit educators themselves who are asking for more qualifications
because they find the challenges they face are excessive. While considering
the professional education of teachers as a potential obstacle to accessing
employment may not be legitimate, there is a possibility that standards and
expectations may be raised to such a level that graduate qualifications are seen
as necessary in order to adequately teach in a classroom or work as a principal
or program support teacher (Darling-Hammond, 1996). In this case,
qualifications are likely to become barriers for Inuit educators.

Once an individual starts teaching with the basic two year or three year
NWT certification, access to further courses is often available only to those
willing to move to Iqaluit. Unless individuals successfully obtain leave with
allowances for a full academic year, this involves considerable financial
sacrifice for families. Basic and more advanced teacher education is greatly
desired but access is never easy.

The provision of part-time B Ed courses in several Nunavut
communities during the 1996/°97 school year marks a significant
breakthrough with respect to accessing formal professional education. If these
opportunities continue, increased numbers of Inuit educators should be able
to complete the B Ed degree over the next ten years.

Nunavut educators work under difficult circumstances but are
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committed to their teaching. Relationships with students, the close life in the
communities, and the very same complexities that can be overwhelming are
also sustaining. A hunger for learning, the desire to improve professional
practice, and a determination to bring high standards and a cultural focus to
the schools are strong motivators. Commitment and motivation of this

nature are inspiring and bring hope for the future.



Chapter Three

The Paugqatigiit Story: Research, Results and Possibilities

"... when teachers develop their practice according
to what is important and of value to learners,
the struggle becomes one of how to act morally in
an uncertain and constantly changing educational context.”
(Grimmett & Neufeld, 1994, p. 229)

Introduction

This chapter describes the initial and ongoing research which is part of
the Paugqatigiit initiative. It reviews some of the results of the needs
assessment and outlines some of the possibilities that are being considered for

the future.

Establishing a Research Agenda

When the Nunavut Boards of Education first started talking about
establishing a staff development project they immediately realized it was
necessary to consult with educators in schools before organizing any kind of
initiative on their behalf. This led to the creation of the Pauqatigiit
Committee, at that time a very small group of six individuals. This group
decided that it would be best to conduct a needs assessment to find out
something about the professional needs in schools. The group also suggested
it might be beneficial to conduct some interviews with individuals holding
decision-making positions in the Boards, College, Department and at the

political level. The Committee believed that the needs assessment and

46
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interviews could serve two purposes: they would help everyone to
understand the needs of educators and at the same time create some
discussion and thinking about professional learning at the school and system

level.

Research tH d H th

In September, 1994, the Pauqatigiit Committee established eight
questions they wanted to address in the research to be conducted in the area of
educator development. The first and sixth questions were considered to be too
wide ranging and were not included in the needs assessment that was
developed and sent to schools:

1. What kind of skills, knowledge and attitudes do educators in

Nunavut schools need in order to teach or administer effectively?

2. How should training be delivered?

3. How do educators like to learn?

4. Where would educators like to receive training?

5. Who should deliver training to educators in Nunavut schools?

6. How do different educators perceive the roles and training needs of

different groups within the school system?

7. What kind of obstacles are Nunavut educators facing when accessing

and completing training?

8. How can training and professional development be delivered so it

strengthens and enhances the language and culture of Inuit?

It is evident from reading these questions now and considering the
choice of language, that professional education was referred to as “training”,

revealing a limited understanding of the field of educator development at



48

that time and reflecting a technically rational orientation to education. The
way the research was initially designed reflects a positivist orientation. An in-
depth investigation of the teacher's perspective, or a study of some individual
schools that could have involved a ethnographic approach, was not pursued
or seriously considered because of the limitations of time and money.

Formal hypotheses were not developed prior to conducting the needs
assessment, but a number of assumptions were discussed at meetings with
board directors and program staff. It was anticipated that educators would
want more organized professional development options and that education
in Inuktitut/Inuinnaqtun for both Qallunaat and Inuit would be requested. A
desire for more community-based options was anticipated and the concept of
distance education was discussed several times. It was predicted that educators
would request university credit for the completion of learning experiences.
These tentative expectations and assumptions could be termed emerging
hypotheses. No attempt to identify the specific biases of decision-makers took
place, though members of the Committee were conscious that they could not
assume their views represented the opinions of a majority of educators in the

school system.

Research Methods

Survey research combined with structured interviews and
supplemented at a later stage by informal interviews, feedback, and discussion
groups were selected as the most appropriate research methods. A
questionnaire was developed in English and revised eight times. The
questionnaire, reproduced in the appendix to this dissertation, was discussed

in person or over the telephone with all but one of the 34 principals in
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Nunavut. [t was reviewed by the committee members, board directors, NTEP
instructors, and several members of the program staff at the Baffin Divisional
Board of Education.

Baffin principals, BDBE program staff, and some NTEP students
completed a draft questionnaire as a pilot and provided feedback on possible
changes. Nunavut principals and NTEP instructors were particularly helpful
in making specific suggestions about changes in questions on the needs
assessment. The questionnaire was translated into Inuktitut, Inuinnaqtun,
and French, and proofread prior to design, duplication, and circulation.

Three errors occurred on the Inuktitut questionnaire: an age category is
missing, Board level administrator and consultant support were placed
together in question four, and ‘carving’ was added to the long checklist on the
final page. Fortunately, most of the 70 respondents who chose to respond in
Inuktitut had the good sense to write their ages on the form and the other
errors do not affect the results.

Copies of the survey were circulated to the schools and completed by
89% of educators across Nunavut during an early school closure on
November 10, 1994. Every school in Nunavut returned the completed forms,
though the mail delayed the arrival of some questionnaires until late
December, with the last set arriving in early February. In spite of delays;
however, the data from most questionnaires was entered by February, 1995
and the first tentative findings were available shortly thereafter. A
professional research analyst with northern experience, Barbara Guy, was
hired on contract to enter and analyze the data using the Statistical Package
for the Social Sciences (SPSS) Data Entry program. Final data was entered by
the end of February and a draft of the final statistical report was available by
mid-March. Appendix A of this dissertation includes Barbara Guy’s statistical
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and data quality reports. Guy's statistical report is presented using a format
and graphs which makes the information more accessible to educators in

Nunavut.

Major Research Findings: Needs Assessment

The following summary of the research findings focuses only on the
demographics and the major needs which emerged from the survey. A more
detailed analysis of each question in the survey is provided in the Pauqatigiit
report (Nunavut Boards of Education, 1995).

Themes emerging from the data analysis are discussed and supported
with statistical information. Quotations from Nunavut educators speak to
each theme and a brief analysis follows the quotations. Quotations are
transcribed verbatim including underlining, capitals, spelling, grammatical
errors, and punctuation. Each quotation stands as the only statement
transcribed from an individual educator’s survey. Once a quote was selected a
survey was no longer available to be used again by the researcher. Quotations
from individual survey questions were randomly selected from educators in

schools all across Nunavut and then organized thematically.

Demographics and Information Relating to Educator Profiles. On
November 10, 1994, there were 749 educators working in the Nunavut school

system. This included assistants, teachers, support teachers, counselors, NTEP
students and instructors, and school and board administrators. A total of 699
educators completed the survey which translates into 89% of the educators
working in the three Boards of Education in Nunavut. The response rate was

highest among assistants and language specialists, most of whom have not



51

yet completed teacher education programs. It was lowest among consultants
and NTEP instructors, a small group of 28 educators who may have been
traveling on that date.

Non-aboriginal educators constitute a 55.5% majority and Inuit
represent 44% of all the educators in the system. The remaining 0.5% are non-
[nuit aboriginal educators working in the school system. In the Nunavut
school system 51% of all educators are classroom teachers, 33% hold positions
as assistants, school community counselors, and NTEP students and most of
these individuals work directly with students in schools. A total of 16% of the
educators hold leadership or support positions as principals, support teachers,
consultants, or school board administrators.

When considered on their own as a group, 68% of Inuit educators hold
positions as assistants or students, 26% hold positions as classroom teachers
and 6% hold leadership positions in the system. This contrasts quite
dramatically with the group of Qallunaat educators where 5% hold positions
as assistants or students, 71% hold positions as classroom teachers and 24%
hold leadership positions. Significantly more Qallunaat hold positions of
power in the school system than is the case for Inuit. It also means that the
majority of Inuit educators working in the system are involved in completing
teacher education programs. This means that Inuit do not hold positions of
power within the educational system with the possible result that Inuit voices
may be less powerfully represented within the school system. Some educators
are completing their teacher education programs very slowly on a part-time
basis, and in November, 1994, a total of 79 individuals were enrolled in full-
time studies at NTEP locations across Nunavut.

Sixty-eight per cent of Nunavut educators are women and 32% are

men. When considering the Inuit population alone this figure rises to 82%
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and 18%, respectively. As more Inuit teachers graduate the number of women
teaching in the schools will increase and gender needs to become a major
consideration in professional education.

The average age of respondents is 34. This is ten years younger than the
average age of 42 for teachers in southern Canada (Guy, 1995, p. 2). 75.3% of
the educators in Nunavut are younger than 40. Student teachers are included
in the statistics for Nunavut though many of them are in their late twenties
and early thirties representing an older group than in southern Canada. A
very small number of Grade Twelve graduates enroll at NTEP immediately
following graduation from school.

Inexperience is a major consideration in the educational system in
Nunavut with 43% of the respondents having worked in NWT education for
less than three years. A total of 45.4% of Inuit educators and 30.5% of
Qallunaat educators have less than four years experience in education. It is
also important to note; however, that the majority of educators in the system,
56.5% have more than four years experience. The numbers of educators with
more than twenty years experience is low representing only 4.4% of the total
group. Recent changes to the Collective Agreement reducing salaries and
benefits for educators by 6% may result in more resignations, early
retirements, or in teachers changing careers to engage in more lucrative
professions. This is likely to increase the number of young and inexperienced
educators working in the school system, creating an even greater need for
support and professional education.

Virtually all non-aboriginal educators hold B Ed degrees and
approximately 16% have completed, or are working on graduate degrees.
Thirty-three per cent of the Inuit teachers have completed a B Ed and a
further 11% indicate that they are working towards completing this degree.
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Sixty per cent of Inuit would like to complete a B Ed and 55% want to pursue
graduate studies; however, no Inuit educators included in the Pauqatigiit
needs assessment had started work at the graduate level by November of 1994,
though ten are now enrolled in the McGill Masters of Education program.

While 80.8% of Inuit educators are bilingual and literate in both
Inuktitut and English, only 3.3% of Qallunaat educators can speak, read and
write in Inuktitut. It is also important to note that 15.1% of the Inuit
educators working in Nunavut schools are unilingual Inuktitut speakers, and
a small group of Inuit educators, 4.1%, speak, read and write only in English.
This means that a significant number of Inuit educators require interpreters
in order to communicate with Qallunaat educators or administrators working
in the schools. It also means that without adequate translation services the
ideas and thoughts of 15% of the educators in the schools are not necessarily
shared with their colleagues on a regular basis. Considering that many of
these educators are older Inuit with considerable cultural expertise and rich
linguistic ability, this is an issue that affects the entire educational system, and
has implications for the language of instruction in professional education.
Most Nunavut educators, 69%, live in communities larger than 700. Twenty
percent live in communities of 200-700 and 11% live in communities smaller
than 200.

These demographics provide a picture of a school system filled with
young educators who are only just starting their careers. While this may
present a considerable challenge in meeting a wide variety of professional
needs, it also brings hope because some young educators can be filled with
energy, enthusiasm and a willingness to work very hard. This hope needs to
be tempered; however, by an awareness that even though these educators are

younger than teachers in the south, most of them have young families and



carry a great deal of responsibility within their communities. A careful
consideration of these demographics is a sobering experience. Many Inuit still
lack basic teacher education certificates and others are desperate to complete
their bachelor of education degrees. A very limited number of Inuit educators
have started graduate degrees in teacher education which may leave them
vulnerable to criticism as being inadequately educated as a group.

Nunavut educators are spread out over a vast geographical area
comprising 20% of the land mass in Canada. They are separated from one
another by hours of airmiles and the very high costs of travel. Living and
teaching in small communities, these educators are vulnerable to isolation
from their peers in Nunavut and the rest of Canada. Building a sense of
community, common purpose, and direction within professional education
involves a considerable challenge. The isolation, common cultural heritage,
and sense of shared challenge also unites these educators across vast
distances, and creates a sense of solidarity and unity when they gather
together at conferences and meetings. Strengths brought to the system by
Inuit and Qallunaat educators can balance each other. Inexperience, a lack of
formal education, and isolation may appear to be insurmountable challenges
when compared with other school systems, such as the one in Prince Edward
Island where all the teachers in the whole province can be brought together
several times a year. While these challenges are significant, they are far from
insurmountable. Paugatigiit is one initiative which reaches right across
Nunavut. and has the potential to build and strengthen the communication
links between educators working in the thirty-nine Nunavut schools.

The Hunger for Learning. The hunger for learning in Nunavut schools
is a theme that weaves through Paugqatigiit. It is at its keenest with Inuit

teachers, NTEP students, teaching assistants, and language specialists who are
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the teachers of the future for Nunavut schools, but it is also expressed by
many Qallunaat. This hunger relates primarily to becoming a competent
teacher capable of making a difference for students. It involves a commitment
to education, a deep concern for Inuit culture and Inuktitut, a community
spirit which expresses itself in a need to work closely with colleagues, and a
willingness to continue learning throughout a lifetime.

The hunger is also linked to some of the frustrations of living in small
communities where a variety of professional learning experiences are not
readily accessible. For example, most Nunavut educators are practically
denied access to graduate level education because of their location. Distance
education and correspondence courses are not realistic options for many
Nunavut educators who are responsible for families. However, in spite of
family responsibilities and the challenges provided by a long Arctic winter,
71% of Nunavut educators are willing to continue their learning in their own
time or in the summers. This indicates the kind of interest in learning that is
present in Nunavut communities.

In considering some of the survey results we find that 85% of Nunavut
educators believe it is important to be involved in a continuous process of
learning. While this learning does not just involve credit-based professional
education, with 82% of Inuit educators and 67% of Qallunaat wanting
university credit, there is a very definite need for learning which is offered by
the academy. The percentage of Inuit interested in this option is higher than
for their Qallunaat colleagues, reflecting the desire to complete a first degree
and then move on to access graduate level education. The percentage of
Qallunaat requesting credit-based professional education is also very high but
their primary interest focuses on learning how to speak Inuktitut and

understand Inuit culture in a much deeper way.
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Given that 77% of Nunavut educators request professional learning
beyond the B Ed level, it is evident that they consider that degree as a first step
in their careers. Unfortunately, courses at the B Ed level are not yet readily
available within Nunavut communities which means that it may take many
years to complete the ten courses that most teachers require beyond the
Certificate level. Obstacles related to location provide significant barriers
when Nunavut educators try to access graduate level education.

On a detailed checklist of 76 possible topics covering a wide range of
professional learning interests, the average number of items checked by Inuit
educators was 27. Qallunaat educators checked an average of 22 items. There
were many Inuit educators who checked all items on the extensive list
indicating their keen interest in learning as well as their need to learn more
about a very wide variety of areas in education. Considering that this checklist
was the last item on a six page survey which included several open-ended
questions, the response once again indicates very high levels of interest in
professional learning.

The desire to complete the B Ed degree was expressed by 60% of the
Inuit educators in question 18 in the Pauqatigiit survey. In the same question,
50% of the Inuit educators express their desire to complete studies at the
graduate level. Given the desire of Inuit educators to learn and improve
themselves professionally, it is important that further education be offered at
the community level, thus enabling Inuit to more easily access professional
learning opportunities. Inuit teachers presently represent the largest group of
university educated Inuit professionals in Nunavut. This means they have
the potential to speak with some authority on professional matters, including
their own learning. It is likely that some of these qualified teachers will

quickly move into positions of leadership within Nunavut over the next five
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years, both within education and at the management level within other
agencies, creating a need for even more Inuit teachers within the schools.

The individuals who move into the leadership positions, while they
also require additional education and support, constitute a very important
group that may be able to speak persuasively to the needs that are felt in
schools. The issue of voice is crucial in any effort to bring more power into
the hands of educators. In the years preceding and following the creation of
Nunavut, it is more likely that Inuit voices will be heard by politicians and
others holding decision-making positions.

The following comments, all from different educators, indicate the
hunger for learning which is felt by Nunavut educators:

® “The more knowledgeable we are, the better equipped we will be to

help and teach our students.”

® “The prin.[ciple] goal must be to produce educated, dedicated teachers

who know what they are doing and why.”

® “I would desperately like to take courses or workshops and there

doesn’t seem to be much availability now.”

® “] feel that classroom teachers of Nunavut urgently need assistance,

training, support in meeting the needs of the multi-level class.”

® “There is a real need for upgrading and more training for people who

do not yet have the B Ed. I would like to see resources allocated to this

before my own needs.”

® “The needs of our students are constantly changing and we must be

trained to meet those needs. If we don’t value education enough to

ensure that our teachers are well qualified, how can we expect resuits

from our students?”

® “We are a diverse group; but with one common goal - the quality
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education of our young people.”

In analyzing the hunger for learning that is expressed in the Pauqatigiit
survey, the links between geographical location, the history of education, the
emergence of Nunavut, and the creation of an intercultural school system,
come together with issues of voice, freedom, collective self-determination,
and community. Geography dictates some of the isolation which has made
access to professional learning an ongoing challenge for Nunavut educators.
This in turn creates more desire to learn because educators are aware that they
are missing out on some of the possibilities available to educators who work
in southern locations where access is a little easier.

Difficulties experienced by educators teaching multi-level groups
where skills in Inuktitut and English vary a great deal can lead to a
sometimes desperate search for solutions. This search can be frustrating if it
proves to be difficult to meet and talk with other educators, to share
resources, and discuss ways to meet student needs. Present structures in the
schools do not foster communication among educators. The lack of resources,
particularly in Inuktitut but also in English, means that educators are
constantly on an exhausting treadmill of planning, developing, and
photocopying materials which leaves very little time for reflection, discussion
with colleagues, or the kind of long term planning that can lead to the
creation of shared resources at the school and regional level.

The constant turnover of staff means that even when reflective
planning is established in schools it is often temporary. Once key individuals
leave a school some of the established practices of sharing may not continue.
The important thing to realize about this frustrating cycle is that professional
learning is not cumulative. Constant turnover means that valuable learning

may not be built upon in any real sense over the years. New administrators
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take different approaches. New educators step onto the same treadmill year
after year and repeat the same process of planning as the colleagues who
preceded them. Stopping this cycle needs to become a major goal for
Paugqatigiit. The team planning and teaching requested by Nunavut educators
may address staff losses in a more coherent way. Long-term members of a
team can provide an orientation, continuity, and a support system to new
staff members.

The hunger for learning needs to be addressed through both informal
and formal professional education. This is not a simple hunger that is easily
satisfied by providing a few courses, or setting up some time for planning in
schools. It is a much deeper hunger for understanding and a hunger to create
a school system which is grounded in Inuit values and ways of learning. It is
also a hunger and a longing for close relationships between Inuit and
Qallunaat colleagues working together in schools. Above all it is a hunger
and desire to provide a better education for students who face a very
complicated, challenging, confusing, cross-cultural world.

Culture and Language. Another striking finding in the Pauqatigiit
needs assessment relates to the desire to learn more about the Inuit culture
and Inuktitut. Not only did 71% of Qallunaat and 65% of Inuit rate learning
more about Inuit culture as their highest priority in the checklist in Question
22 of the Paugqatigiit survey, it is a matter referred to constantly in the open-
ended questions. For example, in an open-ended question (15) which asks,
“What do you feel are the most urgent training needs of classroom teachers
in Nunavut?”, 58.5% of Inuit and 36.6% of Qallunaat wrote about the need to
maintain and strengthen the culture and language. Barbara Guy, an
experienced research analyst, was astonished that such high numbers of

individuals would take the time to respond to open-ended questions in a
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long survey. She notes that this question “has a very high response rate of
85%, the highest response rate for all the open ended questions” (Guy, 1995, p.
11). A total of 68% of Nunavut educators believe that Inuit culture and
traditions should be central in professional education. Typical responses
include:
» “I feel our elders are here today and gone tomorrow. They should be
involved in some ways possible. They’re the only ones who really
know how to survive in our land. No matter how much education we
have (in schools) we would never be able to change our land —e.g.
climate, seasons, animals, landscapes. We have to go to them to learn
how to survive even today. They’re the only people who can pass the
knowledge that has been passed on from one generation to the next
(clothing, transportation, food, tools ...) I am not opposed to southern
ways but I feel that today is the time to start to know how to survive in
our own land.”
* “I need to learn Inuktitut. [ work with teacher trainees and Inuktitut
speaking students in an uni-lingual Inuktitut program — but I have no
opportunity to learn the language.”
® “Traditional skills - legends, stories, ajaajas, beliefs etc. in order for us
to carry on our tradition. Who will take over when the elders are
gone? US! So we need these kind of training urgently.”
® “I feel it is crucial that I be given the opportunity to learn the
language (Inuinnaqtun/Inuktitut). The north is my home and I will be
remaining here; therefore, I need to learn the local language to help me
begin the process towards fluency so I can use the language in my
class.”

® “We have to make Inuktitut curricdlum law.”
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[n attempting to analyze this cry for more culturally based
learning we see that the Inuit desire to regain cultural identity merges with
the Qallunaat desire to support the creation of an Inuit educational system.
This is an immensely powerful and positive desire, capable of fueling the
drive to create a school system in which [nuktitut and Inuit culture are
central. As we shall see in other themes emerging in the survey, this desire
does not overwhelm the need for strong academic skills in English. It exists
alongside a desire for the highest level of intellectual challenge. Nunavut
educators believe that culturally based learning is compatible with an
academically challenging education. The challenge, yet again, becomes one of
enabling this cry to emerge from the schools and of building solidarity in a
system which separates people both geographically and educationally.

Working and Learning Together in Communities. The desire to work,

share, and learn with colleagues in their own communities stands out in the

quantitative as well as in the qualitative data that is voluntarily shared by
educators. The strength of this need is “demonstrated when the cumulative
effect is measured. 64% of respondents wanted to be supported by team
teaching or support from other teachers (70% of Inuit and 60% of Non
Aboriginals)” (Guy, 1995, p. 5). For example in Question 5, which addresses
interests in taking courses or workshops, there is a strong desire to learn with
colleagues in the community.

While pursuing learning at a southern university and by distance
education were chosen by 42% of the Qallunaat educators, slightly higher
numbers, 43%, want to pursue learning at the community level. A total of
44% of Qallunaat express desires to learn with their colleagues. Though only
13% of Inuit educators were interested in going south to study and only 7%

were keen on distance education, a total of 56% wanted to learn in their
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communities and 34% wanted to learn with colleagues. The numbers of Inuit
who want community-based learning is even higher in other questions with
a total of 69% of Inuit and 65% of Qallunaat requesting this option in
Question 11.

Nunavut educators prefer the support of their colleagues above any
other kind of support. A total of 30% also enjoy the support they receive from
Board level consultants. Those who provide support at the school level,
program support teachers and school principals, did not fare so well and were
only selected as preferred support by 18-19% of the educators in the system.
This raises some interesting questions which relate to the way principals and
program support teachers are perceived in the schools.

The following comments demonstrate the kind of interest that
educators in Nunavut have in sharing with colleagues:

e “Ideally I would like team teaching opportunities so that I can receive

feedback from others and learn from them also. I would also like to be

on a team of teachers that is committed to helping one another do the
best for students.”

e “I like brainstorming sessions where ideas on activities and teaching

strategies are shared.”

e “Sharing, available in a non-threatening manner.”

e “I am most interested in training that involves all school staff and

which is ongoing over the year with definite times set aside for
feedback and evaluation and refinement of learning goals.”

e “I would like to work with another professional teacher to [learn]

how to improve on different teaching techniques.”

e “... sharing between fellow teachers is invaluable and often of more

use than outside help - you need to learn on the job. You need to work



with a variety of teachers - textbooks just don’t cut it.”

e “Allow time for teaming.”

Nunavut educators realize they cannot face their challenges alone.
They feel a strong bond with colleagues who face these challenges and want to
reach past the structural barriers which confine them to their individual
classrooms. The unusual nature of this desire can only be fully appreciated by
understanding the plethora of research which describes teachers as
individualists interested in working alone in their classrooms. Philip Jackson
(1968), Dan Lortie (1975), Susan Rosenholtz (1989), Jennifer Nias (1989), Judith
Warren-Little (1986), Ann Lieberman and Lynn Miller (1992), Andy
Hargreaves (1994a), and others have all conducted research which points to a
pervasive individualism within schools. For example, Andy Hargreaves in
discussing Flinders’ perspectives on teacher isolation states, “Isolation here is
something that is self-imposed and actively worked for. If fends off the
digressions and diversions involved in working with colleagues, to give
focus to instruction with and for one’s students” (1994a, p. 170). This is not
what we hear from Nunavut educators. They see sharing as a fundamentally
important strategy for increasing their effectiveness and survival as teachers.
They see solutions, ideas, and expertise arising from dialogue with colleagues.
This is an entirely different way of viewing schooling and education. It is
relational, communal and reciprocal as opposed to individualistic, isolated,
and closed.

While the researchers cited the above point to individualism as a
pervasive characteristic in the lives of teachers, they virtually all point to
collegiality, collaboration, and cooperation with other educators as one of the
most powerful factors promoting professional growth (Lieberman, 1995;

Little, 1986; Rosenholtz, 1989; Hargreaves, 1994b). This means that Nunavut



64

educators are demonstrating tremendous potential for professional growth
with benefits for student learning in schools. This potential needs to be
addressed.

Evaluation of Students. Evaluating students was checked by 51% of the
educators in Nunavut, being the second highest need on the checklist of 76
items. In a bilingual school system where the curriculum supports in
[nuktitut are only just emerging and the literature base is still somewhat
limited, concerns about literacy levels and the evaluation of those levels are
frequently heard. At present there are few policy and curriculum documents
which relate to bilingual, culturally appropriate student assessment, and
evaluation. The Department of Education, Culture and Employment has
adopted baseline testing programs for all students in the Northwest
Territories using standardized instruments developed in English for the
provinces across Canada. The relevance and morality of using tests designed
for English first language learners to evaluate students who are learning
English as a second language is questioned by many Nunavut educators, but
the political pressure to apply uniform standards across Canada has led to this
decision.

Alternative approaches have been insufficiently explored. A project
which evaluated the writing skills of Baffin students was never completed
though informal results indicated improvements in writing ability following
several years of instruction in Inuktitut (Baffin Divisional Board of
Education, 1990).

The concern expressed about student evaluation also relates to the
multi-level classrooms found in most Nunavut schools. Not only are several
grades placed in one classroom in the smaller schools, the range of academic

skills in both Inuktitut and English is very broad. This adds many challenges
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related to teaching and evaluating students. It is clear that the whole area of
student evaluation requires some focused attention and that educators would
benefit from professional education in this area. Comments from teachers
include:

e “Have a northern based relevant standardized testing system so that

we know exactly what level of reading our students are.”

® “I'd love if the Dept., or Board, could lay out behavioural skill

expectations for each unit, for each year of instruction, for each subject.

A complete checklist of skills for everything. Wouldn’t that make it

easier in evaluating.”

® We need evaluation and assessment tools that will allow us to set

bench marks for achievement.

® “We need to know how we are doing, compared to other schools

(both in the north and in the south).”

® “The programs offered must ensure that certain standards are

maintained.”

® “Stick to the curriculum: set standards and evaluate!!”

The fear that Inuit students are getting shortchanged in the academic
area drives these concerns. In addition the confusion, frustration, and lack of
awareness of issues within student evaluation provide considerable barriers
to understanding achievement in a bilingual school system. Educators do not
know how to approach the evaluation of students. This points to the urgent
need to provide some professional education in this area as soon as possible.

Addressing the Social and Emotional Needs of Students. The call for
more professional education in the whole area of behavior management,
counseling and student wellness is supported in both the quantitative and

qualitative data. Many teachers expressed deep concern for the well-being of
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their students and for colleagues they worked with in schools. In the checklist
at the end of the survey the following areas were rated within the first ten
priorities: building self-esteem, preventive discipline, behavior management
and anger management.

Classroom management and areas relating to this topic were
mentioned as the second highest priority in the training of classroom teachers
in Nunavut by 28.3% of Qallunaat educators and 15% of Inuit educators. This
may indicate that Qallunaat experience more difficulties than Inuit in dealing
with student behavior which may be related to cultural differences. Qallunaat
educators chose counseling as their second highest priority for studies at the
graduate level and they noted that behavior management was an area
missing from their initial teacher training. Only 5.2% of Inuit educators noted
that behavior management training was missing from their teacher training,
compared to 24.9% of Qallunaat.

The following comments reflect the needs expressed by Nunavut
educators in this area:

® “As teachers we deal with a student’s emotional side quite often and

we have no counseling training. I think all teachers need training in

counseling because if we can’t recognise problems with our students
it’s hard to meet their needs.”

® “a. Dealing with the misery of children due to neglect and abuse and

resultant learning and behavioural problems. b. Dealing with the

teacher’s own stress due to having above responsibility.

® Management of the very difficult students (many students have

troubled home lives).”

® “the troubled populations of our schools require specially trained

teachers. Suicide, abuses of all kinds, alcoholism - help us.”
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® “Knowing how to handle children with anger in them. There are lots

of children who are angry inside them for different reasons. Some with

parents that drink too much, unhappy families. Some that are foster
children and other problems. If teachers knew how to cope with these
problems it would be much better for teachers to teach these children.”

The challenge of disciplining students in a cross-cultural context where
social problems provide added stress is evident in these comments. The
anger, sadness, and frustration experienced by educators who try to deal with
these issues in classrooms is more than they can manage. These stresses are
immensely debilitating over a period of years. Even very experienced
northern educators can often take months to establish the trust within a
classroom which eventually leads to calm and order. Educators often talk
about the “band aids” that are applied when students are counseled,
withdrawn from classes, or sent home from school.

The problems students bring to school are often deeply rooted in
poverty, cultural loss, family violence, or sexual abuse. Unfortunately;
however, it is often the students themselves who suffer because of their
inappropriate behavior. This results in a double victimization: the likelihood
that they manage to access very little education not only because their
attendance is poor, but because they are excluded from school when they
misbehave. Educators believe they are poorly prepared to deal with these
issues and yet providing a safe, stable, and caring classroom environment
which challenges students to learn may be the best possible solution to these
problems. Few educators have the skills and experience necessary to manage
students who violently disrupt classes. Helping educators to believe that they
can make a significant difference in the lives of students, as well as

supporting them so they can personally survive the challenges in a



classroom, may be one valuable outcome of providing opportunities for
professional learning in schools. Educators who turn to each other for
strength, ideas, and ways to address these issues can often overcome what
may seem like an impossible teaching challenge. Turning to a cadre of trained
professionals and psychologists who can diagnose problems and provide
therapy based on southern models has the potential to become an even more
expensive bandaid which may deny students access to an education with their
peers.

Credit Based Professional Education. The need for credit-based
professional education merits special attention. A total of 74% of the
educators in Nunavut indicate an interest in gaining credit when they
complete courses. At 82%, the numbers are even higher for Inuit educators.

During the 1996/°97 academic year NTEP organized 16 courses in 11
Nunavut communities. These courses were completed by 250 people. Further
courses are planned for the 1997/'98 academic year. This is a practical response
to an articulated need. NTEP responds directly to requests which come from
the communities and each course is tailored to meet the specific, identified
needs of educators. This promising start bodes well for the future because
Nunavut educators can start to use their professional development funding
to organize courses themselves and, with the support of NTEP, can offer
particular kinds of learning experiences to address needs.

Maintaining Standards in Teacher Education and 1 Programs. A
substantial number of comments in the open-ended questions express
concerns that Inuit teachers are not fully qualified to take on the challenges of
teaching in Nunavut classrooms. A total of 21.5% of Qallunaat educators
mention this kind of concern in a question relating to future planning for

education in Nunavut. In the same question only 5.8% of Inuit express the
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this kind of concern. It appears that Inuit do not have the same level of
anxiety with respect to the relationship between academic skills in English
and competency to teach in Inuktitut. On the other hand, 71% of Inuit
educators do believe they would benefit from more academic upgrading and
are willing to spend time working on their literacy skills.

Several comments from Qallunaat educators indicate that they are
concerned about the weak Inuktitut skills of their Inuit colleagues; however,
in general judgments about standards are based on the perceived necessity of
completing a secondary and university education in English before a person
should be allowed to teach in a Nunavut classroom. Unless Inuit teachers
achieve the same qualifications in English as Qallunaat teachers, then they
are perceived to be unqualified to teach. In order to be considered legitimate,
qualifications need to be gained in English at a southern university.
Qualifications gained at NTEP, though they are credited through McGill, are
not considered to be equivalent. Though most Inuit educators teach in
Inuktitut, not English, 21.5% of Qallunaat educators in Nunavut seem to
believe that achieving academic levels in a southern educational system are
prerequisites for delivering a high quality education in Inuktitut to students
in Nunavut schools. This could be interpreted to mean that only those
individuals educated in southern schools and universities are really capable
of delivering the curriculum and teaching properly. It is also possible to
suggest that almost 25% of Qallunaat educators consider that the teacher
education program offered in Nunavut is inadequate and second class.

There is no doubt that some Inuit educators did not complete a high
school education in English. Science and mathematics are areas of academic
weakness identified by Inuit teachers and they are requesting more academic

upgrading believing they need higher levels of education to teach effectively.
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To assume; however, that a lack of academic background in English limits the
ability to teach effectively in Inuktitut seems more like a bias than a
reasonable hypothesis. It would also seem logical to suggest that as more and
more Grade Twelve graduates enroll in teacher education programs these
concerns can be addressed, though students who complete a high school
education in Nunavut schools often lack the cultural and linguistic
knowledge that is required to provide rich, culturally based programs in
Inuktitut. They express concerns related to this lack of knowledge and feel
inadequate when trying to provide an education in Inuktitut. It appears that
Inuit educators lose on both accounts in what amounts to a perceived double
inadequacy in their roles. Further exploration of these findings is required
before any conclusions can be drawn; however, the results may indicate that
some Qallunaat educators hold biased views of the educational backgrounds
of their Inuit colleagues. They may not understand or support the vision of
an Inuit-based school system. It is worth noting that most Qallunaat educators
can speak very little [nuktitut though they teach in a system which aspires to
become bilingual.

The two year teacher education program, established in 1979, was
always seen as a basic, interim step in meeting the need to provide instruction
in Inuktitut to students from the kindergarten to grade three level. It is worth
thinking about the number of Inuit who might have graduated if they had
been required to complete their high school grades and then finish a degree at
a southern university before starting to teach in Nunavut schools. Given the
difficulties encountered by some Inuit students who try to complete studies in
southern universities, it seems reasonable to suggest that very few would
have graduated from southern teacher education programs offered in

English. This approach could have practically denied many Inuit educators
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access to teacher education certificates over the last twenty years and very few
Inuit would now be teaching in Nunavut schools.

Some of the first teachers to graduate from NTEP were in their thirties
and forties and had spent many years successfully teaching Inuktitut in the
schools. Few of these individuals were in a position to give up their full-time
incomes to take academic upgrading in English before completing teacher
education. Even one year away from their communities involves a
considerable financial sacrifice. Unfortunately, the negative comments
directed at the lack of academic skills of Inuit educators is not balanced by
references to their expertise in Inuktitut, their cultural knowledge, or
awareness of the communities.

Teacher education programs were not offered at the universities in
Canada until quite recently. Before then many Canadian teachers working at
the elementary level completed teacher education programs of less than one
year duration in teacher training colleges. These courses were often
completed right after high school graduation. I am unaware of any studies
which compare the quality of education provided to students by university
graduates as opposed to graduates of teacher training colleges. Several of the
best Qallunaat teachers working in Nunavut have only recently completed
their bachelor degrees following many successful years of teaching, and others
continue to provide excellent programs based on the completion of one year
in a teacher training college. A few individuals holding senior positions in
the educational bureaucracy started their teaching careers with only six weeks
of formal teacher training.

This is not to deny the benefits of providing high quality, academically
demanding, university accredited teacher education programs within

Nunavut; however, it is necessary to question the rejection of professional
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education provided in the north. The following comments are typical of the

concerns expressed about the academic limitations of Inuit educators:
¢ “Quality of training for teachers must be up to date and second to
none. Classroom teachers must fulfill 'full degree’ requirements
before they can teach in a classroom.”
e “They should have Grade 12 education (at the very least) before they
do their B Ed. It is so ridiculous to have people teaching who don’t
have a good education themselves! i.e. A person with Grade 8 teaching
children in Grade 6?!! This is absurd.”
e “Proper, detailed training! Two years of KTEP do not cut it!!”
e “Better training so they are prepared to teach all levels. The idea that
the least prepared teachers are teaching the most critical years of a
child’s life (K-4) scares me somewhat???”
e “The basic academic level of educators trained through EATEP and
now NTEP is too low. It is having a serious restricting impact on the
quality of school program. Much of the English vs Inuktitut debate
popping up in schools is actually based on the fact that the children
taught in English are receiving an academically superior opportunity
— Inuit educators need to be able to teach the curriculum requirements
effectively.”

e “Get an education.”

Summary of the Survey Results

The survey results show that the majority of Nunavut educators are
anxious to learn a great deal more about the Inuit culture. Inuit educators are

deeply concerned that elders are dying and valuable traditions and knowledge
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are dying with them. Inuit are also determined to complete their first degrees
and start working on their graduate qualifications. Inuit educators are willing
to upgrade their literacy skills in English. Both Inuit and Qallunaat are very
anxious to learn and improve their Inuktitut. There is a recognition and a
strong desire for the school system to reflect the culture of the Inuit majority
in the schools.

Educators want to team teach and work closely with other classroom
teachers in meeting the needs of the students in schools. They want to learn
and take courses together with their colleagues in communities. Qallunaat
educators also want the opportunity to study in the south and take courses by
distance education. Most educators want to have credit for professional
learning.

The social and emotional needs of students are a major concern for
Nunavut educators, particularly Qallunaat. Many educators are asking for
some kind of professional education in counseling. The link between
meaningful, relevant, student centered learning and issues of identity, school
success and wellness are mentioned by some Nunavut educators but seem to
be poorly grasped by many others.

Educators struggle with the issues involved in evaluating students,
particularly in a second language. Comments on surveys indicate that the
issues involved in bilingual student evaluation are not understood which
leaves some educators confused and insecure when making judgments about
students’ learning. Some of the comments on surveys indicate that educators
see student assessment in terms of standardized testing and are anxious to
have ways of measuring student performance in reading, writing, and
mathematics.

In spite of the interest in Inuit culture and Inuktitut, almost a quarter
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of Qallunaat educators express concerns relating to the academic proficiency
of Inuit educators. The two year teacher education program is criticized for
not providing adequate academic training to graduates and leaving them ill
equipped to teach the curriculum in schools. Inuit educators, while they are
anxious to learn and improve their academic skills, do not mention anxieties
related to their ability to deliver the curriculum. These findings merit further
exploration as they indicate that Inuit educators may not be accepted as equals
in Nunavut schools. They are perceived to be inadequately trained by almost
a quarter of their Qallunaat colleagues. This is bound to make it difficult for
those Inuit teachers who have not yet completed the B Ed degree, or are about
to complete a degree that is seen by some of their colleagues as inferior. The
debilitating effect of working in a school where your credentials and expertise
are constantly doubted needs to be appreciated. Teaching in Nunavut schools
is already very demanding and stressful. The added pressure of being
considered less than an adequate professional could undermine the
confidence of some Inuit educators. These are the same educators whose
voices already speak in a environment that is affected by a colonial and post-
colonial history and context. One Inuit educator stated that her greatest
challenge was, “To be prepared to work with ignorant individuals who
demand to be in control and in charge. To deal with co-workers who don’t
accept the Inuit culture and values.” It seems this educator has experienced
some of the domination which can result when colleagues are considered less
than adequate. Another Inuit educator states, “Teachers from the north
should not feel they have to take a backseat to teachers from the south
because of their educational background.” Unfortunately, a substantial
number of Qallunaat educators in Nunavut strongly believe that Inuit

teachers are not adequately trained. This is a serious problem that needs to be
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addressed as part of any professional education initiative.

Interviews

Twenty structured interviews were conducted to determine the views
of decision makers and educational leaders. The following questions were
used to guide these interviews:

1. What kind of training for Nunavut educators needs to be the highest

priority at this time? Who really needs training and for what purposes?

Why is training needed? How much training is needed?

2. How should training courses be offered in a place as geographically

challenging as Nunavut?

3. Who should be coordinating the training? Why?

4. Where will the resources for a new training initiative be found? Is

this the right time to start a new training initiative?

5. Who should be delivering training to Nunavut educators?

6. What are some of the obstacles facing the Boards/College and

individuals pursuing training? How can these obstacles be overcome?

7. What are your opinions about training and the enhancement and

strengthening of Inuit culture and language?

8. Which groups should be targeted as priorities in a training plan?

Each interview took approximately one hour to complete and all were
conducted in English as Inuit participants felt comfortable without
interpreters. Twelve of the individuals interviewed were non-aboriginal
educators, eight were Inuit. Fourteen interviews were conducted in person
and six were completed over the telephone. Thirty interviews were planned

but difficulties locating people as well as several cancellations made it
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impossible to complete these interviews within the available time.
Interviews were tape recorded and played back to identify themes. A second
play back confirmed emergent themes and provided the opportunity to

transcribe short sections relating to significant themes.

Interview Themes

The following brief summary of major themes emerged under the
conditions outlined. Detailed transcriptions of the interviews would further
refine these themes and provide confirmation of the initial analysis.

Development of Inuit Educators. Without exception, every individual
interviewed identified Inuit as the highest priority group for further
development. Seven individuals suggested that Inuit needed specific training
to assume leadership positions in Nunavut and one person stated, “The only
way to change things is to put Inuit into leadership positions.” Five
individuals mentioned the need to provide Inuit with more training at the
junior and senior high levels in the school system. Other priority groups
identified included support assistants, program support teachers, principals,
and senior administrators. One director stressed the need to graduate more
classroom teachers in order to reach the target of a 50% Inuit teaching force by
the year 2000.

Preparing for Nunavut was mentioned in every interview. Individuals
holding senior management positions suggested that the system needs to
reorganize resources to focus on teacher education for Inuit as the highest
priority. One person said, “Very little progress will take place until we have
more aboriginal teachers.” The need to continue providing basic teacher

education to the bachelor’s degree level emerged as a major theme in these



interviews. Other comments which support the need to direct professional
education efforts towards Inuit included:

® “We are barely meeting the need for [Inuit] teachers in the school.

We need to assist the grads in the schools.”

® “We lack a developmental philosophy which focuses on Inuit.”

® “ firmly believe that training must be directed towards Inuit first at

the Certificate and then at a higher level

® “Redirect resources to teacher training.”

¢ “The priority group should be the TEP grads plus special needs

assistants and language specialists.”

® “We need to create a greater sense of possibility for Inuit. Until we

have Inuit [teachers and leaders] things will not change.”

® “We need to focus on training more Inuit classroom teachers.”

® “We need to put Inuit in charge.”

® “There needs to be an Inuit leadership plan.”

® “We have so many potential leaders in Baffin schools.”

Inuit Culture and Inuktitut/Inuinnaqtun. Culturally based teaching
and learning were identified as a high priority and also as an area of great
weakness in the system. Almost everyone referred to the lip service paid to
culture. “Inuktitut is not equal. There is not a balance with Qallunaatitut,”
one person asserted. Some administrators expressed dismay at the levels of
Inuktitut utilized by Inuit educators, including graduates of NTEP. In
referring to the weakness of Inuktitut language skills among recent NTEP
graduates, an Inuit principal stated, “I don’t feel comfortable having these
folks in the classroom.” “Large numbers need their first language skills
upgraded,” said one of the directors of a school board.

When discussing the teacher education program another Inuit
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principal stated, “I don’t understand the training. They are learning in
English to teach in Inuktitut and no Inuit people are teaching them.” A
senior administrator said the lack of Inuit instructors at NTEP was
embarrassing. “Start from the premise that training is rooted in the language
and culture,” urged one administrator.

Cross-cultural training and orientation for teachers from the south was
mentioned several times and with some urgency by three Inuit educators.
These educators felt that the lack of adequate preparation of Qallunaat
teachers meant that students did not necessarily receive the best quality
education while newcomers struggled to adjust to cultural differences and the
challenges of teaching English as a second language.

The need to provide teacher education programs in Inuktitut with a
strong focus on culturally based learning emerged as a major theme in the
Paugqatigiit interviews. The emphasis on culturally based learning is
supported by the following statements:

® “There needs to be a cultural centre, like a TLC in each school where

we can record the culture, make books, videos, make our programs

better. Teachers in training could work there and get credits for
participating in this [program development].”

¢ “We have to look at where we want to go in Nunavut. Look at

Inuuqatigiit. We need aspects of culture integral to the school. Not

done in a ‘half-assed’ way. Put culture in and really make it [the school]

reflect culture.”

® We need more elders delivering culturally based teaching. Young

Inuit need that background. It can help southerners to be more

culturally aware. Elders should be involved.”

¢ “We have to do more in the area of cross-cultural training.”
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* “Inuit still see just snippets of culture in the schools. That’s not

effective.”

**“We need to turn our southern institutions into Inuit ones.”

**“Nunavut is focusing on we as Inuit.... We really should be

pushing culture. If we ignore it we will become reflections of a negative

culture.”

«*“We need to provide supports to let cultural values permeate the

school.”

**“We need a school system run by Inuit for Inuit and based on the

[nuit culture.”

Improving Academic Skills. Concerns about academic skills in
English, Inuktitut, and Inuinnaqtun were mentioned, particularly by
principals in schools with large numbers of recent NTEP graduates. Two years
at NTEP was described as inadequate, providing further support for the recent
move to a three-year teacher education program. The following comments,
made by both Qallunaat and Inuit, speak to some of the general concerns that
centre around academic skills:

**“In 1999 people say standards will be gone. It’s being voiced by senior

high teachers working in the school system.”

**“There are a lot of concerns about standards expressed in the

communities. There is a lack of academic and vocational programs.”

* “I have issues with the quality of education in Inuktitut and English.

There is not enough challenge for Inuit kids.”

«*“... the cultural programs are fine but there needs to be a standard.”

* “The quality of the Inuktitut language is an issue.”

e “Some [Inuit] teachers can’t even read to the children. We need

upgrading in the language [Inuktitut].”
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¢ “I am concerned that [Inuit] teachers are not prepared. They need to

upgrade their Inuktitut skills .... I can tell some of them about their

culture.”

e “I have heard the [NTEP] students mixing their languages [Inuktitut

and English] when they are teaching.... They need to use rich language

[Inuktitut] when they are teaching.”

The individuals expressing these concerns all have extensive
experience working within Nunavut and all but two of these comments
come from Inuit educational leaders. This is a concern that is linked to the
erosion of Inuktitut and Inuit culture as much as it is to academic standards.
The two things are closely related and indicate a need to raise the standards in
both languages and acquire a more in-depth knowledge of both cultures. The
majority of the comments about teachers target recent graduates of NTEP,
particularly these students who completed two year programs in the
communities. There appears to be a perception that the two year community
program did not provide the same quality of teacher education as the campus-
based program. The overall message, in the words of one educator is, “Let’s
not compromise too much.” Many people are afraid that quality is being
sacrificed for quantity in our anxiety to put Inuit teachers into classrooms. As
one Inuit principal stated emphatically, “Don’t look at quantity, look at
quality....Teach to a higher level. Get the best.”

Visualizing Possibilities and Coping with Leadershjp. Eight of the
individuals interviewed stressed the importance and difficulty of Inuit
realizing that they are capable and competent. Inuit themselves suggested that
self-doubt and lack of confidence deter many of their peers from seeking
leadership positions and further education. They said that Inuit do not easily

envision themselves as being in charge. Issues related to motivation were
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mentioned many times. The interviews suggest that Inuit may be motivated
in very different ways than non-aboriginals and, though this is insufficiently
substantiated within the Paugqatigiit data, there is a strong suggestion that
motivation is linked to a commitment to the community, to Inuit as a group,
and to the culture.

Inuit referred to the loneliness and isolation experienced by those who
move into leadership positions. They spoke about being the “lone Inuk”
holding leadership positions where the majority of one’s peers are Qallunaat.
They also described a debilitating jealousy that can be directed by Inuit
towards those who are successful. One leader stated, “When you have these
skills everything is dumped on you.” Another Inuit leader talked about
leaders being like crabs trying to escape from a bucket and being pulled back
down by their own species. Inuit also feel that once they accept leadership
positions they are watched very carefully and scrutinized as if failure were
anticipated. Other Inuit tend to question the authority held by Inuit leaders.
This creates additional stress. The following quotes highlight the difficulties
involved in visualizing possibilities and encouraging Inuit to take on
leadership positions:

¢ “Inuit need to bring out their own power.”

¢ “Inuit in leadership positions are burning out.”

e Anytime you try to succeed someone pulls you down”

¢ “Inuit doubt their own kind.”

e “The expectations are even higher when you are Inuit.”

* We don't allow our fellow Inuit to move up the ladder.”

® “We need an Inuk voice to speak in many of these areas.”

¢ “Confidence is needed.”

» “Leadership ability is not related to paper. It has to come from the
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person within.”

e “It hasn’t been easy to hold onto my position. I have to keep a light

on for these [Inuit] teachers. [ encourage them. Keep them going. Give

them the leadership.”

e “Inuit team leaders are reticent to take on roles but are very

competent.... We need to make more opportunities available.”

e “We need to create a sense of possibility. A spirit. A kind of tusu

[envy and desire] for leadership.”

e “We need more synergy. Inuit need to do this together.”

e “We can look at what's in the way, or we can look at what’s possible.”

Colonial Attitudes. Paternalism and colonial attitudes towards Inuit
were mentioned several times. “It’s real ugly out there. The racism and
discrimination are endemic,” stated one individual. People mentioned
learned helplessness and passivity of Inuit who seem to be willing to allow
Qallunaat to direct the educational system. We are still promoting a “cultural
invasion”, suggested a person with responsibilities at a very high level.
Another individual expressed similar frustration with the difficulty of
changing individuals working in the public service. He stated, “We can’t deal
with it [colonialism] until we have a majority Inuit public service. We must
get rid of the colonialism that permeates the system.” A Qallunaat consultant
said, “I get scoffed at a lot [by other Qallunaat] for saying that Inuit have a lot
to offer.”

The following comments, all from Inuit educators and leaders, also
speak to the colonial presence in Nunavut as it is felt in the lives of
individuals:

e “I don't think that until folks [Qallunaat] who have been in

Government let go or leave, that we can see much change. They hang
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on to the old ways. Getting people to let go of Qallunaat power is very
difficult.”

¢ “Everytime I thought [ was there he [Qallunaat boss] raised the ante
and eventually I left.”

@ “Qur schools tell kids they can’t. Then the same people say they are
unmotivated.”

¢ “[ believe the decision-making power was being taken away from the
Board by the Qallunaat bureaucrats.”

® “You [Qallunaat] don't listen. Until I raise my voice and start
swearing you don't listen to me.”

¢ “I'm a token Inuk and I hate it.”

® “Qallunaat can’t care the same way.”

¢ “[Qallunaat] Bureaucrats have a lot of power.”

¢ “T often wonder where we would be today if the Director, Supervisors
had been Inuit.”

® “T came out of Fort Smith [teacher training] as a brown colored
southern type teacher.”

¢ “We need to push Inuit to take leadership. It just won’t happen if we
wait for Qallunaat to do it.”

® “I never said anything at staff meetings then one day I realized, wow,
we are able to do it now.”

® “There is this kind of freeze up of, ‘Oh no, I don’t know anything
about this stuff.”

® “The College is too isolated — an alien place. It has its own Qallunaat
culture.”

® “Everyone expected more from me [because I was an Inuk].”

® “There needs to be an Inuit leadership plan. Inuit people should be
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® “Qallunaat say that more education will correct the social problems.

Inuit need to deal with the social problems themselves and educate in

their way.”

e “I'm a little skeptical about giving more training to teachers. It may be

part of the colonial learning ethic.”

Family Commitments and Economic Disparity. Individuals
interviewed mentioned that Inuit educators face more economic obstacles in
seeking further training including: supporting extended families, earning less
than their non-aboriginal colleagues, paying equivalent rents, and purchasing
more goods in the north at higher costs. This economic disparity led one
director to express fears about the possible “ghettoization” of Inuit educators.

Salary freezes and lack of opportunities to complete university level
courses at the community level were mentioned because Inuit teachers can
not readily access education that leads to increased salaries. This may create
more financial difficulties in the future. Quotes that refer to this concern
include:

e “Teachers have large families. Housing is a problem.... Teachers

bring their problems to school. Teachers tend to be not happy or

energetic.”

® “Many TEP grads are at the lower end of the pay scale. 40% are sole

wage earners for their families facing cultural expectations that

someone who is doing well is expected to support extended families.”

» “We need to get Inuit up the payscale or there will be hierarchies and

class differences created.”

Coordination. Most individuals suggested that professional
development should be coordinated by some kind of bridging committee



representing the Boards of Education and NTEP. Several individuals
expressed the view that NTEP needs to be more flexible and creative in
coordinating programs. Individuals from the Boards of Education felt that
NTEP did not consider their views and opinions sufficiently in designing
teacher education. Others suggested that the relationship between the Boards
and NTEP needs to be fostered. In referring to the importance of building
relationships, one person said, “We are going to have to build these
relationships. To ignore them is to die.” Other comments which support the
need and difficulty of bringing agencies together include:

¢ “The challenge will be getting people together.”

® “Reorganize the relationship between the College and the Boards.”

e “Establish collaborative structures and joint coordination.”

® “Boards are not very good at partnerships.”

e “Establish a special joint committee to bring things together.”

e “We need to teach people how to communicate so they can work

together.”

e “QOur jurisdictions and responsibilities criss-cross. This should be

more of an administrative concern. We could all agree about what is

needed. We need to work in conjunction with the schools.”

e “We need a different structure. Something that brings us all

together.”

» “ The past history is not positive and is coming back to haunt us. We

need a lot more PR with other agencies in a positive way.”

Time, Money, and Resources. Everyone interviewed declared that this
was the right time to become involved in this project. “It is precisely the right
time to start this initiative. It’s time to take a good hard look at what we are

doing.” Reorganization of resources and priorities was cited as a means of
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finding funding. The need to combine our resources across Boards and
between the Boards, Nunavut Arctic College, and the Department was
mentioned many times. Administrators seemed to believe that the resources
for this initiative could be located. “Use existing people,” suggested one
person. No one had any startling ideas about how we would find the time to
enable educators to access professional development opportunities, though a
few people mentioned the need to provide more paid leaves. Individuals

called for more time for educators to learn, reflect, and think.

Final mments on the Interview

The interviews demonstrated that there is agreement with respect to
the issues that need to be addressed. The need to bring agencies, people and
resources together in order to address those issues was stated many times. The
interviews appear to provide support for the creation of a joint structure or
committee. The need to have this committee become a majority Inuit group
is also evident. It is no longer acceptable to Inuit to have Qallunaat making
major decisions that relate to their lives, their careers, and their professional
learning. While 56% of the educators in the school system are Qallunaat, the
population in Nunavut is 85% Inuit. More Inuit educators are becoming
teachers which makes it more important that the decision-making become as
Inuit-based as possible. It is difficult, if not impossible, to address issues of
cultural relevance, traditional values in professional learning, and Inuit
ownership of professional education when a decision-making group is

predominantly Qallunaat.
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Action Research in the Paugatigiit Story

Paugqatigiit involves action research as educators examine their own
articulated needs and work together to develop a “self-critical community”
(Carr and Kemmis, 1986). There are 750 potential researchers who need to
work on Paugqatigiit — not a small team. Is it possible to involve so many
people in an action research project? In considering Pauqatigiit development;
however, it does reflect aspects of the critical action research suggested by Carr
and Kemmis which includes: a dialectical view of rationality, the systematic
development of teachers’ interpretive categories, ideology-critique,
collaborative participation in discourse, self reflection, the organization of
enlightenment, and the transformation of action.

A dialectical view of rationality rejects both the objectivist and
subjectivist positions inherent in the positivist and interpretivist traditions,
and calls for a critical, dialectical relationship between theory and practice as
well as individuals and society (Carr and Kemmis, 1986, p. 184). There is no
question that over and over again Paugqatigiit Committee members call for
the development of this self-critical community and discuss their beliefs that
theory and practice are dialectically linked. They are intensely aware;
however, that this is no small challenge within the community of Nunavut
educators and that it will take considerable commitment, energy, and time to
create the conditions necessary to enable such a community to develop and
work effectively.

In my opinion the model of action research proposed by Carr and
Kemmis stands within a rationalist orientation. I believe that the addition of
a more interpretivist perspective which starts with the personal stories and

feelings of educators is more likely to lead to the development of the
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interpretive categories described in the next paragraph and that this will lead
to greater critical insight.

The “systematic development of teachers’ interpretive categories”
involves educators in discussing their “own understandings of their
practices” and “explicitly sharing and examining these understandings”(Carr
and Kemmis, 1991, p. 188). Pauqatigiit is working very hard to create the space
and time necessary for educators to articulate understandings of their own
practice. The Pauqatigiit Committee frequently reiterates their determination
not to impose categories on educators but to create the space for educators to
develop their own categories. This will not happen overnight and requires
patience, persistence, and political support as well as skilled facilitation at the
school level. It is necessary to stress that within an action research framework
in Nunavut, a critically realist/interpretive orientation which involves a
holistic view of self is more appropriate than one based on the rationalist
orientation suggested by Carr and Kemmis. Stories are not shared in a linear,
rational manner. They pour out in what might appear to be confused,
muddled narratives. These narratives can be analyzed, interpreted and
discussed by the individuals themselves. The themes emerging from
narratives, which are often linked to educators’ frustrations, are more deeply
rooted in people’s lives than goals established for professional education in a
rational discussion that may not focus on the issues that are really
preoccupying people.

Ideology-critique involves educators in a process of critiquing their
own historical location, and discussing aspects of their belief system that may
be distorted by socialization, rhetoric, mythology or power. Contradictions
between beliefs and practices can be identified, explored, and named. The
delicacy of this work will be explored in more detail when considering a
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model for professional education in Nunavut; however, without ideology-
critique educators may not realize the way that dominant power relations
actually contribute to their powerlessness. The necessity of ideology-critique
within the Nunavut context cannot be overemphasized.

This does not mean implementing a strident, political agenda which
uses the vocabulary of leftist rhetoric. Pauqatigiit is interested in
acknowledging the influence of all kinds of ideology, including that which
derives from the left, as part of a growing awareness and interpretation of
personal stories and experience. Political labels alienate teachers who need
safe places to question and consider their own history and location. Educators
know they are not safe and it does not take very long for them to realize that
their fears and frustrations are politically based. No location in Nunavut, or
anywhere else for that matter is safe and everything is dangerous as Foucault
reminds us. We are all implicated in the colonial history of Nunavut and we
are all involved in the post-colonial struggle for new identities. Bringing
these issues to the surface is controversial and potentially threatening and
must therefore be considered very carefully and judiciously. Practices are not
necessarily ethical just because they involve ideology critique.

Collaborative participation in discourse is a particularly important
principle for the action research involved in creating Pauqatigiit. At present
Inuit educators are very poorly represented in discourse and decision-making,
and many voices remain relatively silent within professional dialogue as it is
presently conducted in Nunavut. Creating space and the climate which
fosters the development of collaborative discourse is a major goal and yet
another difficult undertaking for Paugqatigiit. Sending out survey results and
inviting feedback can not be viewed as a collaborative process that involves

dialogue among colleagues.



90

Carr and Kemmis refer to the “organization of enlightenment and the
transformation of action” as components of action research. These are
possible outcomes of ideology critique and collaborative participation within
a self-critical community but it is inappropriate to predict that they are likely
to occur with the next few years for Nunavut educators. Organizing
enlightenment presupposes someone who does the organizing. This seems
like a highly dubious position. Patti Lather (1991), addresses this issue in her
book Getting Smart: Feminist Research and Pedagogy with/in the
Postmodern. Her comments with respect to enlightening others are
insightful:

For those interested in the development of a praxis-oriented research

paradigm, a key issue revolves around this central challenge: how to

maximize self as mediator between people’s self-understanding and the

need for ideology critique and transformative social action without
becoming impositional. (p. 64, emphasis in text)

When Paugqatigiit started it was in danger of becoming the kind of
technical action research that Carr and Kemmis (1986, p. 202), describe as
“investigation of issues raised by the outsider”. The issues were initially
raised by Nunavut administrators, hardly outsiders, but certainly not
classroom teachers working in the schools. As it progressed and educators
were encouraged to become involved in planning Paugqatigiit, the action
research became more “practical” (p. 203) in that self-reflection was fostered by
providing everyone with the survey results and the time to discuss and think
about the implications for their professional lives. Feedback from this process
was then returned to the Committee creating a spiral of communication. This
is not some kind of clinical process; however, where educators unanimously
embrace self-reflection, overwhelmingly endorse the approach, and give
thanks that they are involved in a process of change. Suspicion and

accusations of manipulation are just as likely to be the legitimate, critical
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responses of some educators who wisely question any change, and wonder if
it is yet another administrative scheme which will actually limit their power
rather than extend it. A strong desire for autonomy and independence often

leads to the rejection of any agenda which does not originate from the school
level.

Paugatigiit involves a system-wide change. Does such a change actually
contradict some of the hopes for creating ownership of the project? Is it
possible to have locally-based, system-wide change? This is one of the most
pressing questions and ever present tensions in the Pauqatigiit debate.

Very recently Pauqatigiit has started to take on some of the
characteristics of “emancipatory” action research as it very slowly moves
towards collaborative ownership of all aspects of the project. More people are
beginning to take leadership roles within the project and as school-based
Paugqatigiit Committees develop and reflect on professional education in their
own communities the possibilities for both personal and collective
transformation increase.

It is premature to hint, or perhaps even suggest, that Pauqatigiit may
become emancipatory action research. Not enough educators are yet
involved. There are insufficient opportunities for educators to reflect and
examine their educational practices. Many voices remain silent and the
whole project takes place in a cultural context which still promotes
considerable disempowerment. It is emancipatory; however, in its intentions,
though also “prudent”, in that it moves at a rate which is “practically
achievable” (Carr and Kemmis, 1986, p. 205).

Action researchers must be “socially realistic as well as educationally
committed” (Carr and Kemmis, 1986, p. 207), realizing that “reflection and

action are held in dialectical tension” (Carr and Kemmis, 1986, p. 206). Social
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realism is insufficiently explored when planning most new projects,
including Paugqatigiit, which are very idealistic in their aims. Idealistic aims
untempered by political and social realities become empty rhetoric very
quickly. Social reality constantly intrudes as projects unfold in the world of
schools. This reality can be used as an excuse for taking no action and it can be
used to brand or label “pie in the sky” plans. Voices of reality sometimes
belong to conservative educators, or they may represent the cries of the weary
and cynical who need time to recover from the traumas of change. Social and
political realities must always be considered. Ignoring them amounts to a
kind of blindness that can be dangerous. Labeling and rejecting oppositional
voices limits understanding in any initiative. This does not mean that
relativism is suggested, rather, it calls for a close examination of any position,
particularly one which has implications for large numbers of educators. “If
innovation is imposed ... without the chance to assimilate it into their
experience, to argue it out, adapt it to their own interpretation of their
working lives, they will do their best to fend it off” (Marris, 1974, p. 157).
Educators in Nunavut need time to interpret, debate, argue about, disagree
with, and adapt Pauqatigiit. This is the process that is required in every
educational initiative for otherwise we are talking about prescriptions. We

must constantly ask, “Whose agenda is being served in this initiative?”

uiding Principles for Professional Education in Nunavut

The following statement was prepared by the Pauqatigiit Committee
members in April 1997 to try and describe and define the purpose of
Paugqatigiit and capture the spirit of the initiative. The original principles
developed in 1994 were based on the survey results and were discussed in all
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Nunavut schools during the feedback sessions in 1995. The statement of
purpose and the principles are seen as articulating the desires and dreams of

Nunavut educators:

The major purpose of the Paugqatigiit initiative is to facilitate the
development of a coordinated, school-based, educator-directed
approach to professional education within the school system in
Nunavut.

Paugqatigiit brings together all the agencies involved in
educator development, including those providing credit-based teacher
education, inservice education and professional growth, and
development at the school, regional, and Nunavut levels in a way that
fosters communication and cooperation and addresses issues of equity,
equal access, and educator ownership of professional education.

(Nunavut Boards of Education, 1997)

The fourteen principles outlined below are based on the needs of
Nunavut educators as articulated by themselves in 1994. They are intended to
guide the actions that will be taken between 1997 and 1999 to build a
collaborative initiative within professional education. The two sentences
which introduce the principles stress the fundamental purpose and right to
learn of all Nunavut educators:

The fundamental purpose of professional education is the

improvement of learning for all students and educators in Nunavut

schools. All Nunavut educators have the right of equal access to career
long professional education. Professional education in Nunavut:
1. Is determined, owned, organized, and directed by Nunavut
educators, for Nunavut educators, and with Nunavut educators.
2. Is based on the needs of all educators in the school system.
3. Improves teaching.
4. Builds and maintains collaborative, supportive relationships
among educators.

5. Enables the voices of all educators to be articulated and heard
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in the language of their choice.

6. Fosters the development of critical understanding of self,
students, culture, and community.

7. Provides time to question, think, reflect, observe, discuss,
learn, plan, and work individually and collectively on goals
established for their professional lives

8. Takes place in a respectful, affirming, caring educational
context which promotes acceptance, dialogue, collaboration,
recognition, and trust.

9. Collectively addresses fundamental questions, issues, and
problems raised by educators and relates them to the practical
challenges of teaching and learning in Nunavut schools.

10. Enables and promotes a deep understanding of curriculum,
teaching, and learning.

11. Provides educators with a variety of choices in accessing
learning opportunities, including informal and formal school
and community-based approaches, credit-based professional
education, educational research opportunities, and access to
other educators around the world to encourage and enable the
full participation of Nunavut educators in a variety of
educational communities.

12. Fosters public respect and understanding of the value of
education by involving parents and members of the public in
professional learning and discussion of important educational
issues.

13. Utilizes existing personnel and resources creatively,

cooperatively, and equitably to provide all Nunavut educators
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with access to the widest possible range of professional learning
experiences.

14. Enables educators to develop a long-term, clearly articulated,
critically aware vision for their own professional growth.

The implementation of these principles provides the basis for the
development of professional learning which is personal, critical,
collaborative, and controlled by an informed, aware self. As such it supports
the kind of ethically based professional practice that is suggested in this

dissertation.

Considerations and Possibilities

Once the statistical report was completed in March 1995 and provided
to the Pauqatigiit Committee, discussions about the results took place, and a
draft report was prepared which shared the major findings and made some
suggestions for possible directions for professional education in Nunavut.
The draft report and a six page bilingual summary report were revised,
published, and distributed to all schools across Nunavut in the Fall of 1995.
Each school was provided with workshop suggestions to try and encourage a
process-oriented approach to the discussion of the documents, and schools
were asked to provide feedback to the Paugqatigiit Coordinator following the
workshop.

The three boards of education authorized schools to take up to a half-
day to discuss the Paugqatigiit survey results. The dates for discussion were left
up to individual schools and most workshops took place in November or
December, 1995. Baffin schools were encouraged to take a half day on

November 10, exactly one year after the survey had been completed. Written
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feedback following discussion of the report was hard to obtain and usually
provided only after Committee members in each region repeatedly phoned
schools to request the information.

In considering the implications of the needs assessment and making
suggestions related to specific action, the Committee members were careful to
remember that the survey took place to determine and then respond
appropriately to professional needs. The ultimate goal, given the many
difficulties associated with objectivity, was to develop a deeper understanding
of educators’ needs in Nunavut. Understanding is multi-layered; however,
and emerges only after carefully and systematically reading and rereading the
statistical report and the qualitative data with the determination to discover
some aspects of what we used to call the truth. In other words, in skeptically
and thoroughly examining what was said and combining it with our
knowledge of the context, history, and evolution of Nunavut, the Committee
members attempted to make some considered judgments about the very best
way to proceed in efforts to address the needs expressed by educators.

The Committee realized that dashing off with poorly formed opinions
was sure to meet with dismal failure. They also knew that each person would
come to the data and results with biases and ideas about professional
education and might search for the information to bolster or support
particular positions. Depending on issues of power surrounding the entire
range of decision-making, one person’s views on a Committee, or in a school,
might dominate or sway the opinions of others. Going from research results
to analysis, to discussion, to feedback, and finally to action is far from being a
clear, linear process.

In reflecting on possible action and suggesting the following

possibilities, the data has been reviewed many times to determine underlying
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themes. These suggestions were first made in the Spring of 1994 and discussed
in some depth with the Pauqatigiit Committee members. They were then
shared with educators across Nunavut. The word possibilities, which was also
used in the Pauqatigiit report, indicates that they are merely suggestions for
action and were never intended to become hard and fast recommendations.
Though these suggestions were discussed in all Nunavut schools, it does not
ensure that each educator had a real opportunity to understand, consider,
discuss, and comment on them. In spite of our best efforts to establish a
process for discussion of the reports and suggest approaches that would foster
maximum participation and the expression of all voices, there is every
possibility that in some schools the documents were circulated, read quickly,
briefly discussed in English, and dismissed. In other schools educators may
not have even seen the documents. These are the some of the realities
involved in establishing ownership and are among the real obstacles we all
face with the implementation of any change.

Feedback received from the schools; however, indicated that many
educators read the reports carefully, spent time considering the possibilities,
engaged in a variety of activities to process the information, and took the
time to provide written comments to the Committee. Most feedback took
place in small groups and was bilingual. A few educators took the time to
write individual responses. Some schools seem to have used the document as
an opportunity to think about their own professional growth and the
direction for professional education in Nunavut. A very brief summary of
feedback is provided before sharing the range of possibilities. It is shared in
order to frame the possibilities with the comments from people working in

the schools.
Summary of Feedback from Educators. Feedback was provided from 16
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out of the 34 schools in Nunavut. Most comments about the Pauqatigiit
reports were positive. For example:

® “Many of my feelings as a Kallunaat are well reflected in this

document. Perhaps Inuit and non-Inuit professional development

needs are too divergent to be dealt with together.”

» “Six of the ten major findings directly relate to my thoughts and

attitudes with regards to areas where I need help.”

» “Worthwhile. More time should be allocated to put a document like

this into practice.”

» “A good review of important needs.”

e “Worthwhile if our comments/ideas are actually taken seriously.”

» “Need for a coordinated, clear cut, long-term plan for Nunavut p.d.

needs.”

@ “Much needed. Thanks!”

» “Political but informative. Many of the findings were things I

think/feel.”

o”[ like the kayak as a symbol for individual growth,”

Some educators doubted the validity of the results and one school
suggested that the survey should have been conducted by an outside pollster
to ensure that it was objective and statistically accurate. A few comments
related to the separation of the results into those for Inuit and non-Inuit
educators. Comments which raised questions about the reports and the
survey included:

» Reading the results gave me the impression that someone had some

preconceived notion as to what direction P.D. should take in the

future.... I [It] would appear that someone in the Baffin Region is

hoping to stamp their views of P.D. on the Nunavut Territory.”
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¢ “If we are trying to work together as educators with common goals,

why are all the questionnaire results given according to native and

non-native responses? I think the responses could have been presented
under the generic name educators.”

¢ “Not concrete enough.”

¢ “Waste of money on publication.”

# “Not worth half a day.”

Most of the other comments in the feedback related to practical
concerns including the need to provide more culturally based leaming,
address social emotional needs in schools, provide more funding for
professional education, work together on professional learning, and take
more control of professional development at the school level. In many ways
these comments repeated and confirmed the findings in the Pauqatigiit
survey. Other general comments included:

¢ “More remote communities should continue to get money.”

® Important for teachers to keep responsibility over P.D. funds.”

® “We need a 2-3 year strategic plan. Set priorities ... articulate a

vision.”

¢ “Aboriginal and non-aboriginal educators need training in

traditional skills.”

¢ “Need for flexibility and equity in timetable considerations when

planning for in-school P.D.”

¢ “Provide opportunities for teachers who want to work together.”
® “Innovation and risk taking is important.”

¢ “Need more sharing among teachers.”

® “ Provide teacher orientations at the beginning of the year.”

e “Take time to visit other teachers’ classrooms.”
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® “Funding is too limited to do anything really worthwhile.”

® “The greatest restriction is time.”

The feedback process was a worthwhile step in the discussions around
the Paugqatigiit findings. It provided an opportunity for all educators to read
the reports, comment on the results, and work with colleagues to establish
school-based approaches to professional education. The feedback also helped
the Paugqatigiit Committee to refine their interpretation of the data and

reports as well as consider practical responses to the findings.
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Suggested Possibilities
The possibilities suggested in the Pauqatigiit report included:

1. Inuit culture and Inuktitut/Inuinnagtun becomes a central focus in

professional education.

“Since our culture was not based on the written word [but on] story
tales and legends passed on by word of mouth, I feel that these
are very important to put fibre in our society. As they seemed to
be like laws or guides to remind us what to do in certain situations....”
(Nunavut Educator, 1994)

The call for more professional education related to Inuit culture is
identified by the majority of Nunavut educators and passionately, even
urgently expressed in open-ended questions. The statistics are clear and reflect
the shared desire of educators, both Inuit and Qallunaat, to create an
educational system grounded in Inuit culture. This request extends beyond
professional education needs to reflect major concerns which relate to the
entire educational system.

The survey results were published in the same year that Inuuqatigiit
was implemented. Inuuqatigiit, a NWT curriculum developed by Inuit
educators and focusing on Inuit-based learning, provides a foundation for the
education of Inuit students. Inuuqatigiit implementation and culturally-
focused initiatives within professional education could complement and
support each other in the future as the whole system becomes more Inuit-
based. It is suggested that Pauqatigiit implementation also include
Inuugqatigiit implementation as a central element in professional learning.
Inuugqatigiit is taken in the broadest sense to include Inuktitut as well as
learning related to traditional knowledge.

Interviews and the needs assessment results indicate that educators are

frustrated with the lip service and rhetoric surrounding the efforts to bring
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Inuit culture into the educational system. They feel it is time to act to ensure
that everyone working in the schools, whether they are Inuit or non-Inuit,
learns more about the culture. The following suggestions may help to address
frustrations expressed many times over many years.

Discuss the meaning of culturall d professional education.

“I am indeed interested in studying about
‘My Inuit History’
and putting it together into teaching materials
up to the high school level.”
(Nunavut Educator, 1994)

In developing professional education for Nunavut schools, it is
important to consider what it really means to become culturally based. It
involves far more than offering professional education in
Inuktitut/Inuinnaqtun with a focus on traditional knowledge. Equating
culturally based learning primarily with traditional skills may be quite
limiting. Culture includes history, sociology, politics, science, commerce,
archaeology, medicine, literature, the arts, and the language, viewed from an
historical and a contemporary perspective and from an Inuit as well as a
southern perspective. It includes the ‘here and now’ with everything that it
means to be Inuit and Qallunaat citizens in today’s evolving society. It also
includes the ‘times gone by’ with all the lived experiences of Inuit people
throughout the years.

As educators start to bring a more Inuit perspective to their teaching
and learning, they also need to discuss the purpose of stressing culturally
based learning in a society where language and culture are threatened. Issues
of identity, cultural loss, and survival are central in understanding the
meaning and importance of culturally relevant education.

It will not be a simple matter to offer Inuit-based professional
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education; however, providing as many opportunities as possible for learning
in Inuktitut/Inuinnaqtun would be a very good start. Workshops or courses
delivered in English using English resources can ensure that discussion,
reflection, and activities take place in Inuktitut and Inuinnaqtun. This
bilingual model enables Inuit educators to access information in English and

add their own experience and understanding to build knowledge.

Learning and improving Inuktitut/Inuinnaqgtun is a priority.

“The Inuktitut language is the language we speak
and we should always use it and pass it on from our ancestors.”
(Nunavut Educator, 1994)

While courses can introduce vocabulary and language structures or
refine skills, the need to learn or improve Inuktitut/Inuinnaqtun can also be
addressed by daily efforts at the school and community level. Introducing staff
meetings with a mini-lesson in Inuktitut/Inuinnaqtun, having a phrase a day
and spending time immersed in the language are effective ways for Qallunaat
to acquire a working vocabulary. Inuit and Qallunaat might also use their five
professional development days to spend time with elders working on specific
vocabulary and should consider contacting NTEP to ask if credit can be
provided for these experiences. Offering a variety of NTEP courses in
Inuktitut at the community level will also be very helpful, particularly for
Inuit educators interested in improving their knowledge of the language.
More advanced courses in Inuktitut/Inuinnaqtun for Inuit holding teaching
certificates need to be offered at the community level. Some of these ideas are
already being used in schools and will be discussed during this school year.

Focus on culture.
“Teach about the land and safety on the land.”
(Nunavut Educator, 1994)

Educators can learn a great deal about the culture through the
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programs they choose to organize for students in schools; however, they also
need to have opportunities to learn skills in much greater depth. The
development of modules related to traditional culture could be offered as
workshops, parts of courses, or as whole courses depending on time available
for professional education. These modules might include: iglu building, skin
preparation, ice fishing, caribou hunting, kamik making, and a wide variety
of others. In addition, modules on Inuit history, literature, mythology,
cosmology, archaeology, science and mathematics and others could also be
developed for delivery in communities across Nunavut. Many of these
modules can be offered on the land. Nunavut Arctic College has developed a
program in Inuit Studies that might be adapted to meet the needs of educators
in schools.

In the long-term, it may be possible to develop a degree in Inuit
Education for delivery in Nunavut. The degree might be offered at the
undergraduate or Master’s level. Theoretical and practical studies and
research focusing on Inuit education could be offered primarily by Inuit in the
future. While this goal may require a great deal of long-term planning and
organization it should also be possible to include more culturally related
courses within the Certificate in Native and Northern Education offered by
NTEP. Inuit teachers and elders could provide these courses in Nunavut

communities over the next few years.

Amalgamate the Teaching and Learning Centres with the Nunavut
Teacher Education Program.

“1 often think that Inuit teachers
should be taught in Inuktitut.”
(Nunavut Educator, 1994)

In Learning, Tradition and Change, the concept of a Teaching and
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Learning Centre (TLC) involved, “program development, support services,
and staff training.”

Each centre, representing its own regional and cultural interests will:

e prepare programs of study for K-12 and adult education;

* test new programs of study;

e train teaching staff in the methodology required for

implementation of new programs;

e supervise the initial phases of a new program’s

implementation;

e prepare programs for special education and provide support

services for them as required;

e evaluate programs of study;

¢ design and present teacher education;

e carry out specific tasks for the divisional boards of education;

¢ communicate useful information to the staff of the divisional

boards of education; and

e coordinate regional activities with the Arctic College.
(GNWT, 1982, p. 62)

This amalgamation, with a focus on program development and
support, as well as teacher education, was never implemented. The divisional
boards and the Arctic College have separated these functions for the last
twelve years. Recent trends within teacher education programs across North
America and elsewhere in the world are recommending that schools and
teacher education programs work more closely together. There are many
examples of successful, collaborative efforts which have taken place between
school systems and universities interested in building closer links with each

other. The recommendations made in 1982 were years ahead of their time.
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NTEP needs to ensure that Inuit cultural knowledge is central in its
program and this could be facilitated by a close working relationship with the
TLCs across Nunavut. Working together on professional education and
program development, consultants and instructors can support each other
with projects and teaching. The inclusion of elders in this process can enrich
the knowledge and language at the same time.

It is worth revisiting the original concept of Teaching and Learning
Centres with the purpose of sharing personnel, maximizing the ability to
develop materials, and involving larger numbers of Inuit educators in
teacher education. This suggestion involves program consultants from all
three Boards of Education working together with NTEP instructors in
addressing the need for professional education in Nunavut schools. Initial
discussions related to the amalgamation are taking place between Nunavut

Arctic College and the Divisional Boards.
Establish Teaching and Learning Centres in all Schools.

“T want to have more hours to work on Inuktitut materials.
There are not enough Inuktitut materials.”
(Nunavut Educator, 1994)

Each school needs an area where educators can gather to learn, discuss,
and reflect on teaching. There is also a need to provide a comfortable area
either inside or outside the school for elders to visit and interact with both
students and educators. A Teaching and Learning Centre in a school might
become such a gathering place. The area could provide access to professional
reading materials, distance education technology, and elders. Parents could
also spend time at the Centre which would build the relationship with the
community and help to develop a greater understanding of the school.

This idea is not new and has been discussed for many years. Shortage of
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space in schools and a lack of input into capital planning has made this
difficult to achieve in the past. As Nunavut becomes a reality this needs to be

considered.

Inuit educators offer community-based professional development.

“I am willing to support education in Nunavut if I'm given
a chance to speak my own native language to deliver a course.”
(Nunavut Educator, 1994)

The involvement of Inuit educators as instructors, co-instructors, and
facilitators of professional education will enable many more opportunities to
be available in Inuktitut/Inuinnaqtun. As new Inuit teachers move into the
system, the more experienced educators may become involved in offering
professional education. Many NTEP courses can be offered at the community
level and taken for credit if desired. In suggesting such an option, it can not
become yet another burden for Inuit teachers. Balancing teaching in a school
with offering professional education to colleagues could become
overwhelming. Sharing classrooms and establishing team teaching situations
may address the need to involve more Inuit in teacher education. This will

require support and organization from the Board and school level.
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2. Provide opportunities for Nunavut educators to work together in schools.

“In many respects, collaboration and collegiality bring teacher
development and curriculum development together.”
(Hargreaves, 1994a, p. 186)

Wishes for increased interaction with colleagues dominate the needs
assessment. The interaction that is desired centres on sharing of knowledge
and skills with other teachers more than on being supported by individuals
who do not share the same daily challenges. The wisdom developed in
interactions with students is valued and solutions that come from real
classroom experience are the most precious. Simply establishing team
planning and teaching as another structure within the school may not fully
address the complexity of the need expressed by educators. While educators
don’t want to be alone with challenges they find overwhelming, they may not
appreciate being told what to do. A ‘should” from someone who does not
share one’s experience can be patronizing and impractical. Facilitating more
collaboration with peers and accessing expertise without bureaucratizing the

process will be a real challenge.

Facilitate team teaching and jnteraction with colleagues.
“I want to work as part of a team in a community.”
(Nunavut Educator, 1994)

Fifty-six per cent of Inuit teachers and 44% of non-aboriginal teachers
express a desire to team teach. While team planning may be taking place,
team teaching may not be as common. Team teaching involves more than
just planning a theme for delivery in separate classrooms. It means educators
share a teaching load and are in a position to offer feedback and support to
each other on a daily basis. This means that classes might be grouped together

with teams of educators developing programs and teaching students.
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Oppeortunities to plan and work together with other educators could be
provided to groups of educators willing to take on the challenge. Simply
sharing frustrations, concerns, and program ideas may help educators to solve
problems and feel more supported.

In considering this option, educators need to be aware that working
together effectively does not always happen spontaneously. Open
communication, patience, trust, and expertise are all necessary ingredients in
creating a successful team. This means that the first stages of team teaching
can be very frustrating, particularly if common understanding is not
developed. Spending time visiting each other’s classrooms, team planning,
and openly discussing the possibilities and frustrations cf a team situation
prior to implementation may save a lot of energy. Providing some inservice
related to team building, group dynamics, and conflict resolution may be
useful in focusing attention on some of the elements which might be
important in helping educators to understand important aspects of
interpersonal interaction including empathy, reciprocity, feedback, and
listening.

Share expertise.

“The best training experiences I've taken were on the job.
I am much more comfortable dealing with problems
with my co-workers who are willing to share past experiences

with similar/same problems.”
(Nunavut Educator, 1994)

Balancing the knowledge and expertise of the experienced and less
experienced educators in schools has many benefits. More experienced
teachers can support less experienced educators, though this should not
involve additional responsibility for individuals already overworked in

schools. Mutual benefit needs to be present for sharing to take place. This
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probably means that educators need to be integrally involved in identifying
the kinds of teams they would like to be involved with. Creating larger teams
which involve two or three experienced teachers working with two or three
inexperienced teachers, and sharing responsibilities for planning and teaching
several classes of students has tremendous potential provided issues of
equality and power are articulated and ground rules ensure that domination
does not become an established element in the team. Most classes in
Nunavut require multi-level instruction and there may be real advantages in
having four people get to know a larger group of students quite well. Each
person on a team will bring some different skills, understandings, and talents
to the group. This kind of sharing takes a lot of work and commitment. Some
schools are already using this kind of teaming and sharing very successfully.
There may be advantages in contacting teachers working in these situations to
solicit their advice and suggestions when establishing bilingual teams of
educators. A final caution relates to mandating team approaches in schools.
Some educators will never be happy working as part of a team and individual
preferences must be considered to enable each person to find their own
direction with respect to professional growth. Tensions created between those
who “team” and those who refuse to team can be immensely destructive
within schools, sometimes creating hierarchies of preferred pedagogies that
are inherently dangerous to morale.

Sharing cultural expertise is also going to be essential if schools are to
become more Inuit-based. Knowledge of the language, culture, communities,
and students, often brought to schools by Inuit, needs to be maximized and
expanded. The knowledge of English and a southern way of life, usually
brought by Qallunaat, is also needed as a complementary aspect of an

educated person in Nunavut. These two knowledge bases must be respected
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equally; one as a foundation for learning and strong Inuit identity, the other
as vitally necessary for success in today’s world. Sensitivity to aspects of
southern domination are essential in balancing this learning and sharing.
Cultural expertise involves an awareness of the present imbalance between
the cultures within the school system and the wider society in Nunavut.
Educators in training would benefit from more support at the school
level. They should receive training on the job and whenever possible work in
team teaching situations. Facing classrooms alone, as sometimes happens in
Nunavut schools, provides many educators with an unfair challenge.
Educators who want to work with colleagues should not be left alone with
their professional challenges and certainly not with the entire responsibility

for planning, materials development, program delivery, and evaluation.

Support shadowing and mentoring.

“We need to take an apprenticeship approach,
create opportunities for new grads to shadow
experienced teachers who have a lot of skills.”
(Nunavut Educator, 1994).

Shadowing and mentoring provide opportunities for educators to
watch each other teaching. This would occur naturally if teachers worked in
teams but may also be desired by those educators who like to have their own
classroom but want to work more closely with a colleague. By watching
another professional deal with a similar problem teachers expand their
repertoire of skills. These kinds of opportunities have been made available to
educators in roles of leadership such as Program Support Teachers or
principals. Classroom teachers, classroom assistants, and language specialists
would also benefit greatly from these options. Unfortunately, a word like
‘mentoring’ may imply that one knowledgeable person guides a less

knowledgeable individual and there are possibilities of ‘telling’ rather than
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simply ‘sharing’ within such a relationship.

Cooperative learning research has indicated that partnerships work
best when gaps in knowledge, culture, background, and expertise are not
extreme. The wider the gaps the more potential there is for frustration. This
occurs in classrooms when students who finish first are always asked to help
students who experience the most difficulty. Awareness of this research may
be helpful when trying to establish mentoring relationships. It may also
explain why some teams do not work particularly well. Team building and

training in cooperation may be necessary before people start to work together.

Discuss the roles of school leaders.

“Positive reinforcement from

administration is paramount.”
(Nunavut Educator, 1994)

In order to provide opportunities for team teaching and planning,
sharing, and shadowing and mentoring individuals in positions of support
will need to take over more classrooms and free educators to dialogue and
plan together. Organizing such support in small schools when the principal
teaches, or in large schools where administrative duties are considerable, may
not be very easy. Combining classes for games, exercises, or activities in the
gym, library, or outdoors might make it possible for educators to find time for
exchanges with colleagues. Some Nunavut principals are already organizing
their schools to support various forms of collaboration. Sharing these ideas
with other school leaders might be very helpful. Recent financial cutbacks in
the schools are making these kind of arrangements very difficult to establish.

Individuals in support and leadership positions often feel their jobs are
overwhelming, and that it is just not possible to stretch themselves to cover

classes as well as cope with administrative demands. Covering classes for
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teachers cannot be successful unless individuals in positions of leadership
voluntarily make decisions to view their responsibilities in a way which
stresses program, rather than administrative, priorities. It also means that
administrative demands from the Boards of Education need to be carefully
examined and adjusted to enable school principals to reorganize their time

and priorities to focus on student and educator support.

3. Educators direct professional education.

“We should not be directed and led...thinking is allowed.”
(Nunavut Educator, 1994)

Making decisions for others fosters dependency and learned
helplessness. In the past, some of the decisions about professional education
have been made by the Department of Education, Culture and Employment,
NTEP, Boards of Education, the NWTTA or principals, or committees at the
school and Board level. Educators in Nunavut have been given relatively
little time to think about their own professional education. Sometimes
educators sit back and wait for others to organize their professional learning.
Providing time for reflection on professional needs is even more important
when colonial practices in decision-making may have already fostered
dependency.

Professional development funds have been used for conferences or
workshops that can be very valuable but may not result in any long-term
changes in professional practice. Changing educational practice proves, time
and time again, to be one of the most difficult things to achieve. To expect
that educators can start using complex professional skills effectively after
taking one workshop and without opportunities to try ideas and receive

feedback and support is naive. Educators themselves must be willing to
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change and need to be interested in exploring different way of teaching. This
requires considerable reflection, discussion, and understanding. Secondly, the
change itself needs to be fully understood and individuals who are
comfortable using a particular practice or way of thinking need to be available
to support the changes over an extended period of time. Finally, time,
resources, and support all need to be available in a way that is acceptable and
comfortable for the educators who are trying to change.

The funding spent on professional education in Nunavut might be
used more effectively to provide time and support at the school level to
educators working in the classroom. Imposing or prescribing support as part
of an evaluative process; however, is not likely to be effective. Most teachers
want to learn from someone they trust and respect professionally and from
someone they believe can offer them non-judgmental support. This is often
difficult to achieve within the context of evaluation. Educators want to grow
at their own pace and try out ideas where they can take risks without fear of
negative criticism. In considering how this might be achieved, ownership of
professional learning becomes a real issue. The following suggestions

consider ways of fostering educator ownership of professional education.

Educator design of professional development.

“To carry off the concept of self-directed professional development,
we, as teachers, must begin to think of ourselves as designers.”
(Clark, 1994, p. 77)

At present, professional development is a year by year process with
decision-making taking place more and more at the school level. This enables
educators to organize professional growth opportunities to meet their needs
and provides significant freedom in choosing to attend conferences and

workshops in other places or stay at home and have experts or knowledgeable
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colleagues provide workshops to the staff. These experiences are very rarely
credit-based, do not usually fit into a series of opportunities related to the
development or improvement of teaching, and rarely involve dialogue and
follow-up related to educators’ practice in classrooms.

Given that the expressed professional needs of Nunavut educators
reflect remarkable congruence, it may be possible to design credit-based
professional growth opportunities to address these needs in a more organized
way. A specific example may be helpful. A school in the Baffin organized a
four-day professional development workshop on cooperative learning during
the 1994/95 school year. In June 1995, a twelve-day credit-based course on
cooperative learning was offered at NTEP in Igaluit by the same resource
person. One experience awards credit, the other does not. The costs involved
are proportionally comparable. The course included most of the same
material offered in the workshop. The instructor could easily break the
content of the course into modules to be offered for credit in any location. In
the future, educators in a school might organize these modules of cooperative
learning over a two year period of time using professional development
funding but gaining credit at the same time. This would also b= a powerful
way to learn to apply cooperative techniques because educators could support
each other throughout a year and then bring that learning into the next
module of a course. This approach involves educators in the school making a
commitment to go beyond the one workshop, quick fix concept of
professional learning. It involves a determination to change and improve
practice over the long-term. Designing professional education in this way is
within the control of educators in a school and can be achieved by using
professional development funding in a different and possibly more

rewarding way.
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It may also be possible for groups of Nunavut educators to meet and
design a range of credit-based professional development opportunities to
address the specific needs expressed in the questionnaire. These opportunities
could be organized into modules for courses and be made available for credit
through NTEP. To avoid the danger that this may lead to a future based on a
lock-step, course-bound approach to professional development, these kinds of
options would be available as choices controlled by the educators themselves.
Courses would not be mandated. They are simply available as one of many
choices. Educators could still access professional development funding as they
have in the past, but when they want credit they could consider organizing a
series of credit-based modules. Accessing these courses would involve
organization by educators at the local level through their professional
development committees just as occurs at the present time in schools. In
essence, individual schools could set up a range of professional development
experiences over a period of time and eventually meet the needs of staff
members.

mbine fundin ur

“It takes years ... to reach the point of concerted action,
and that point seems almost invariably to coincide

with a period of fiscal recession.”
(Goodlad, 1994, p. 45)

At present the funding for professional education comes from a variety
of sources provided by different agencies. Improved communication and
coordination between these agencies might facilitate more professional
learning opportunities for educators. For example, when a school or Board
organizes professional development they can contact NTEP to discuss the
possibility of accessing credit. Professional development funding, both
regional and central, as well as all funding presently allocated by the Boards of



117

Education for educator training and inservice could be amalgamated into an
Educator Development Fund administered by educators themselves. At this
time, such a concept would be controversial and problematic, but as more and
more cooperation takes place it may be possible.

The Fund is suggested to demonstrate that there could be real benefits
in using limited financial resources in a different way. Such an arrangement
can not affect the ability of members of the NWTTA to exercise control of the
existing professional development funds. It could, however, with Board and
NTEP support, increase the funding presently available for professional
development and enable educators to access a much wider variety of
professional growth opportunities designed specifically to address their needs.
Elements of trust are critical when considering such an option. The NWTTA
has resisted efforts to discuss such an option because they believe other
agencies may attempt to use the professional development funding to
achieve their own goals. However, once professional education is truly
educator owned and directed, what is at present a necessarily cautious
position may change.

Educators make decisi and i for themselves.

“...because each teacher is unique in important ways,
it is impossible to create a single, centrally administered
and planned programme of professional development
that will meet everyone’s needs and desires.
Why not let the individual be in charge of asking
and answering the timeless questions:
‘Who am I? What do I need? How can I get help?””
(Clark, 1992, p. 77)

Christopher Clark raises what may be the most important question in
the life of any educator, “Who am I?” Further fundamental questions which

relate in important ways to professional education and the professional
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growth of educators include:

e What are my beliefs, values, attitudes?

e What kind of a teacher am I?

e What kind of a teacher am I becoming?

e What kind of a teacher do I want to be?

e How does my personal vision for education fit with the collective

vision for education articulated in the school, the region and within

Nunavut?

* How can my professional learning help me to become the teacher I

want to be?

Once educators raise these questions and develop educational
philosophies and principles based on these questions, then they are in a
position to start organizing their own professional education. Educators
themselves can make informed choices related to career planning but they
need time to talk about themselves as educators and think about their needs.
Providing more information about the range of choices within professional
development is essential. Professional growth plans can only have meaning
when they contribute in a real way to learning for educators. Simply
completing some administrative forms with little possibility of having needs
addressed in any realistic way is an exercise in frustration. Mandating
professional growth can never succeed. Providing interesting, practical
choices and inviting educators to get involved in their own growth is much
more likely to create active involvement. As Christopher Clark (1992, p. 77)
comments in his article on self-directed professional learning:

Why should teachers, individually and collectively, take charge of

their own professional development? Why is this a good idea? First,

we need to recognize that adult development is voluntary—no one can
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force a person to learn, change or grow. When adults feel they are in

control of a process of change that they have voluntarily chosen, they
are much more likely to realize full value from it than when coerced
into training situations in which they have little to say about the

timing, the process or the goals.

4. Provide additional time for professional education.

“School boards have to creatively find time for people to
do training instead of just ‘adding’ it on to a teacher’s load.
Most [nuit teachers are very hard working mothers.”
(Nunavut Educator, 1994)

Teachers who complete their professional education and are then fully
prepared for all aspects of teaching in a school are rare. Even the most
talented and competent new graduates require support, ongoing discussion
related to their work, and a variety of opportunities to learn and improve
skills. New teachers benefit from close relationships with experienced
colleagues they respect and trust.

Teaching involves a lifetime of constructing new knowledge,
improving skills, changing attitudes, and modifying understanding. New
insights constantly occur throughout a career in education. The range of
social and emotional needs of students, the explosion of information, and the
complexity of today’s society make teaching one of the most challenging
professions in today’s world. Changes in curricula, new methodologies, and
initiatives such as inclusive schooling mean that teachers are expected to
acquire new skills and teach in ways that may differ from approaches they
learned during their teacher education programs. No magic wands are
provided. It takes time to understand new theories, time to read new

curricula, time to try new techniques, and time to accommodate the needs of



120

all learners in a classroom.

Nunavut educators have clearly indicated that they want to learn a
great deal about a wide range of educational topics. They cannot learn all
these things in the five days allocated for professional development. Many of
these approaches require extended practice and communication with peers in
order to reach levels of comfort in the classroom. Completing a course may
only be the first step in a process of learning that will take several years.

Time is also required to complete courses and implement different
approaches reflectively. Time is required to plan learning experiences in a
different way and is needed to enable colleagues to support each other or
discuss new strategies as learning takes place. This is one of the most obvious
facts about teaching anywhere, especially in Nunavut; however, it is not
reflected in teacher workloads and schedules. In fact, the public seems to feel
that teachers already have too much time for professional growth and that
schools should never close to allow teachers to learn new skills. Given public
misunderstanding of teachers’ lives, which translates into pressures to
lengthen the school year, cut back on planning time, and account for every
moment in a school day, what are some of the possibilities for the future?
Shortage of time is one of the greatest obstacles Nunavut educators face in

pursuing professional growth.

Provide more planning and reflection time for educators.
“I want to plan with another teacher that teaches the same grade.”
(Nunavut Educator, 1994)
The demands on Nunavut educators, particularly with respect to the
preparation of materials and resources, exceed those in the south and yet this
is not acknowledged in the allocation of planning time in schools. Planning

time has been an ongoing agenda item during NWTTA negotiations in the
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past. Perhaps there needs to be an even more concerted effort to have time for
planning, reflecting, and learning enshrined in the Collective Agreement.
The Paugqatigiit Committee is preparing a document which argues for
increasing the time available to educators for professional education and
planning. While creative scheduling allows educators time for planning in
many schools, the system must acknowledge the needs of teachers in more
concrete ways. This document focuses on the realities of teaching and the
considerable challenges teachers face in their careers. It stresses the
importance of adequate time for reflection, planning, and learning in

maintaining well-being and increasing professional expertise

Increase the numbers of professional development days.

“Time must be allocated for professional development, reading
and interaction with other teachers.”
(Nunavut Educator, 1994)

The possibility of increasing professional development time has been
discussed many times. A recommendation in Learning, Tradition and
Change (GNWT, 1982) suggested increasing the time available for
professional development but this was never implemented. In jurisdictions
in the south, teachers can access up to twelve days in an academic year for
professional development. In Nunavut, where educators are in great need,
only five days are available. One possibility that would require a great deal of
discussion involves requesting five additional days of inservice from the
Minister of Education while agreeing to commit five days of personal time for
professional development. This gains an additional ten days for professional
education during the year. A choice such as this could not be imposed on
teachers; however, it is worth considering. Those educators willing to be

involved would find themselves with fifteen days each school year allocated
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to their own professional growth. The five extra inservice days would only be
granted to those educators willing to give up five days of their own time to
take courses or pursue professional growth opportunities. It is unlikely that
educators would have unlimited freedom to choose when they could use this
time as operational requirements in school also need to be addressed.

Allocating days at the beginning and the end of each term would
probably be the only realistic options available. The exorbitant costs involved
in hiring supply teachers to cover the classes of educators taking fifteen days
of professional learning would immediately preclude the possibility of
keeping schools open. It may be that courses across Nunavut would be offered
at a prearranged time each year in a three-week block. It is also possible that
these three weeks could be broken up and offered in the fall, winter, and
spring, or that all educators in a school could agree to take one day each week
for fifteen weeks in order to address a specific need. For example, if a school
decides that they want to work on their Inuktitut/Inuinnaqtun skills over a
three month period then this option might be appropriate. Unless some
creative ways of addressing the issue of time are discussed in Nunavut
schools it is unlikely that this matter will be easily resolved. Communicating
the real challenges faced by educators is essential in helping members of the
public understand the needs in schools and be ready to support increased
professional learning time. As one Nunavut Educator stated in her needs
assessment, “There is a false misapprehension that teachers must be busy
‘teaching’ all the time. Unless time is given within the regular working
hours for professional development there will be no improvement”
(Nunavut Educator, 1994).

I a ities for leaves with and without allowances.
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“[Please provide] Training for renewal...
I have been teaching for a long time.”
(Nunavut Educator, 1994)

The importance of providing leave with and without pay cannot be
underestimated. Options such as deferred salary leaves can also provide
educators with much appreciated professional renewal and time to reflect on
their careers. It is critical that the number of leaves be protected and possibly
even increased over the next few years. Providing more leaves without pay
might be an option desired by more experienced educators who may be able to
raise funds through scholarships or contract work. Educator exchanges are not
commonly available in Nunavut schools and could also provide
opportunities to work in another jurisdiction and expand professional skills.
As funding becomes harder to locate it will be important to explore

alternative sources of professional space for educators.

5. Implement more opportunities for professional education within Nunavut

communities.
“Get more Inuit teachers.”
(Nunavut Educator, 1994)

A failure to implement the community-based teacher education
programs suggested by David Wilman in his work as a strategic planner for
the Department of Education, Culture and Employment may have dramatic
consequences for Nunavut schools in the future. In his draft report, Beyond
Basic Training, Wilman (1994, p. 4), argues that forced growth will raise the
numbers of teachers in NWT schools 27% by the year 2000. He suggests that
without a concerted effort to maintain community-based teacher education
programs the percentage of aboriginal teachers working in schools will
actually decline after the year 2001.

The community-based initiatives, ongoing since 1991, will have
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increased the numbers of Inuit educators working in Nunavut schools;
however, the numbers are insufficient to meet the projections required to
achieve and sustain the 50% Inuit employment figures recommended by the
Nunavut Implementation Commission for the year 1999. They are also far
from the 85% Inuit employment required to match the demographics in
Nunavut, as is recommended by NIC for the year 2021. Population growth in
Nunavut remains high, higher than it is in the rest of the NWT.
Consequently, it is unlikely that the 50% aboriginal teaching force called for by
the Minister of Education in 1991 can be achieved in Nunavut without
ongoing, successful teacher education initiatives at the community level.
This need is clearly documented in the new strategic plan for teacher
education in Nunavut (Department of Education, Culture and Employment,
1997), which states that 273 Inuit teachers will be required to reach the 85%
goal by 2010.

Given the vision for the future outlined by the Nunavut Boards in
documents such as Qur Future is Now (BDBE, 1996), the consequences of
failing to continue community-based teacher education programs need to be
fully realized. The Boards of Education need to continue to demand teacher
education programs at the community level and keep politicians informed
about their importance. The Paugqatigiit initiative provides further evidence
that educators desire community-based options. This combination of an
urgent need for Inuit teachers and the desire of all Nunavut educators to
continue their professional learning at the community level, is more than
sufficient to warrant a concerted effort to maintain and strengthen the
community-based initiatives.

The reorganization of resources to address this call for more

community-based resources is not a simple matter; however, and the
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following suggestions require a willingness to look at teacher education and

professional development in a different way.

Provide more community-based options.

“The best training experience I've had is in my own community
because I don’t worry about my family and still have quality
time with them. If [ were out of town, I'd be worried and be

stressed by family because of leaving them behind.”
(Nunavut Educator, 1994)

Given family commitments, the cost of living, and the expenses
associated with taking leave to pursue studies at NTEP or in the south, it
makes sense to implement as many community-based options as possible.
There are many excellent educators working in Nunavut communities
whose professional responsibilities might be reorganized to include an
instructional component within teacher education programs at the
undergraduate and graduate level. Not only is this the most economically
feasible response, it also addresses the need to incorporate more classroom
practice into professional education. School-based professional education has
the unique advantage that concepts, approaches, and ideas can be tried
immediately with students in classrooms, discussed, critiqued, and reapplied.
There are also possibilities for coaching and peer support that are not as easy
to establish in an institutionally-based program. The disadvantages include
increased and more complex workloads for experienced educators as well as
the fact that it is very hard to find extended time for reflection and discussion
when the needs and whirl of a school seem to inevitably consume educator
time.

It is possible that by providing student financial assistance to part-time
students as well as establishing job-sharing situations, more individuals

could participate in professional education in schools. Experience with the
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community-based teacher education programs has provided some insight
into the realities of balancing life as an educator with life as a student. The
separation of the two functions into manageable time segments is essential or
the burdens of planning and preparing to teach will severely encroach on the
efforts to read, understand, and reflect on what is being learned. It is a matter

that requires considerable discussion but can be resolved.

Use Nunavut educators to offer professional education.

“There is a lot of expertise across the north
which could be shared...”
(Nunavut Educator, 1994)

Nunavut teachers living in communities may be the best people to
facilitate, coordinate, and deliver professional development to their
colleagues. These duties would need to become part of their professional
responsibilities. Time to prepare for and offer courses, modules, or workshops
must be provided. This affects teaching time and will be difficult and costly to
organize unless groups of staff take professional development time together.

The issue of credit for instructors also needs to be addressed.
Individuals who offer courses might be able to earn credit at a graduate level
while offering courses at the undergraduate level. Monetary compensation
would be costly and options that do not involve expensive honoraria need to
be explored. The matter of compensation and recognition for work must also
be considered carefully.

A ific expertise to support professional education in Nunavu
communities.

“I need to meet new people, new ideas—after ten months of teaching

I need to have input from people outside my ‘environment”.”
(Nunavut Educator, 1994)
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Not all professional education can be offered by teachers in
communities. Fresh ideas and new faces can help to bring a different
perspective and more knowledge into the system. Expertise available
throughout the school system, in the NWT, and elsewhere needs to be
accessed. At present, Board level consultants, TLC staff, NTEP instructors, and
personnel at the Department of Education, Culture and Employment have
some specific skills that could be utilized in offering courses or supporting
individuals in the communities. In fact there is every possibility that
spending time specifically addressing the growth of professional learning of
educators may be a much better utilization of the limited consultant and
departmental staff available to support schools. Given that 30% of the
educators wanted support from Board level consultants there is also evidence
that this expertise has been appreciated by many individuals.

The ability to send Nunavut educators to acquire specific skills in the
south is another option that should be explored, particularly when it provides
long-term educators with expertise they can share with their colleagues at the
community level for many years into the future. When deciding if expertise
is required it will be important that the sharing of practical skills based on
theoretical knowledge remain a major consideration. The costs involved in
bringing expertise to the north, or sending northerners to the south, will
always be high and the long-term benefits need to be clearly demonstrated
when making decisions about accessing or using individuals with specific

expertise.
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distan ducation 1 unicati wi rofessional

learning.

“We need an extensive distance education network
for student and staff training.”
(Nunavut Educator, 1994)

Qallunaat educators are particularly interested in distance education
options. The possibility of expansion and improved access to
telecommunications through existing bulletin boards and the Internet means
that communication between educators can be fostered. Inservice in using
technology needs to be built into the plan for professional development. The
use of Computer Mediated Communication and electronic media to access
southern expertise and link northerners together is being explored by the
Boards of Education, the Nunavut Arctic College, and the Department of
Education, Culture and Employment. In addition, a committee is
investigating the possibilities for training educators in the schools to use
computers and technology more effectively.

Initiatives in telecommunication may have a significantly positive
impact on our ability to offer courses across Nunavut. This technology,
particularly video conferencing, is expensive and difficult to maintain.
Resources such as North of 60, the bulletin board of the Department of
Education, Culture and Employment, have already proven their value as
powerful ways of sharing ideas throughout the system and they provide a
relatively inexpensive, if somewhat unreliable, way of communicating
between schools. The implementation of a Digital Communications System
across the NWT will address many of the concerns with respect to reliability.

Several northern educators have already completed courses by distance

education from McGill University, the University of Victoria, and the
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Ontario Institute for Studies in Education at the University of Toronto.
Expanding the options presently available and involving Nunavut educators
as instructors and facilitators for distance learning courses seems eminently
possible and desirable. Some individuals express concerns that the medium
lacks the interactive element that would enable modeling of approaches in
classrooms. This can be addressed through the use of videotapes and journals.
Video exchanges by educators trying different strategies and the sharing of
videos of the classrooms of outstanding Nunavut educators could be used as
a focus of discussion. Journals relating to professional practice can be used on
line to enable educators’ professional experiences to be part of the course

content.

6. Professional education leads to university credit.

“I strongly believe the teachers should have their
B Ed before they start teaching.”
(Nunavut Educator, 1994)

Educational systems are staffed by individuals with qualifications from
universities. This is a reality. While southern-based education must be
adapted to Nunavut and the expertise of elders and unilingual Inuit used in
professional education, Nunavut educators have the right to access
university level education to the graduate level. The Certificate in Northern
and Native Education and the McGill B Ed presently enable Inuit to access
university level education in Nunavut. As more NTEP graduates start
teaching they continue to desire credit-based education throughout their
teaching careers. Educators from the south are staying in the north and will be
needed in the educational system for many more years. Many of these

educators are committed to northern education and want their studies to be
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relevant to the north. The provision of a wider variety of credit-based options
is now necessary.

The NWT principal certification program, presently offered each
summer by the Department of Education, Culture and Employment, will
soon be offered within Nunavut. It is essential that such initiatives involve
joint coordination between the Boards of Education and Nunavut Arctic
College. In addition, the lack of credit for the Principal Certification needs to
be addressed. Tying School Community Counselor training to credit-based
teacher education also needs to be considered. SCCs are requesting more
inservice education and are interested in pursuing teacher education in order
to increase their professional competence. This may help to address the need
for credit-based opportunities at the community level.

Provide universi redit for pu £ ari

“We need training to earn more money.”
(Nunavut Educator, 1994)

Nunavut educators, particularly those who are Inuit, face severe
obstacles in accessing the kind of professional growth opportunities available
to southern Canadians. Inuit express concerns about their ability to continue
credit-based learning once they graduate from NTEP. Though we may object
to the way academic knowledge is privileged over traditional knowledge,
years of university education are rewarded on a salary scale that extends to
seven years of academic, university education.

Access to credit-based courses, and consequently professional equality
with their peers in the south, is important to Nunavut educators. They can
also benefit from participation in various communities of learners around a
variety of disciplines. Failure to provide credit-based educational

opportunities means that some Nunavut educators may not be able to access
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the financial rewards associated with scholarity as well as access to knowledge
which can enable them to participate in a wider society. This has
consequences for professional growth, financial status and class differences in
schools. A system committed to educating Inuit must continue to provide
access to professional opportunities at both the undergraduate and graduate
levels.

To believe that the provision of educational leave is sufficient in
enabling Inuit to complete their B Ed degrees is to fail to recognize the
obstacles that face educators, many of whom are women. Professional
education must be available at the community level if it is to be accessible;
time must be available to complete coursework and educators must be able to
take courses without losing their salaries. This is the only realistic way to
address the needs of educators, particularly for the many Inuit educators
teaching in Nunavut schools.

Continue_the relationship with McGill.

A relationship between McGill University and NTEP has developed
over the last eighteen years through the implementation of the two-year
Certificate in Native and Northern Education, the B Ed program, and the new
M Ed program. Relationships with universities take time to develop,
provided ongoing support is available and flexibility is evident, it is probably
expedient to continue negotiating with McGill for other options at the
undergraduate and graduate levels.

This is not a popular recommendation in the Department of
Education, Culture and Employment where McGill is seen as collecting fees
but offering very little in return. Indeed, that view is being shared by more
and more Nunavut educators, including members of the Pauqatigiit

Committee. The Department would like to see other universities approached
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in order to make some comparisons related to costs and the kind of support
and programs that might be available. McGill University may not be the best
available source at this time; however, it takes time and a great deal of
negotiation to investigate some of these possibilities. The issue requires
extended discussion and thorough investigation because students presently
pay double fees for all courses. Fees are paid to both Nunavut Arctic College
and to McGill with neither institution being willing to consider transfer
credits or other options that might end this practice. In the future, when the
Nunavut Arctic College becomes a degree granting institution, this issue will
be resolved.

Explore a variety of university level options in professional education.

The expansion of the range and variety of university level
opportunities available in Nunavut needs to be a primary consideration. At
present most courses are offered at the B Ed level or lower, and do not
necessarily lead to any post-graduate certificates, diplomas, or degrees. Most
people acquire individual courses that do not relate to each other in any
coherent way. There is a need to develop some postgraduate options which
relate primarily to education in Nunavut. The courses in such options need
to be broadly based, linked to Inuit philosophy, and world-view and be
developed primarily by Inuit educators. Suggestions for credit-based options
to be explored over the next five years include:

e More courses in Inuit Culture and Inuktitut/Inuinnaqtun—Possibly

using existing courses at NTEP and the Inuit Studies Certificate

developed by Nunavut Arctic College;

¢ Courses related to Inclusive Education—Providing more skills in

meeting the needs of all children in school and including courses in

multi-level instruction, student evaluation, and social and emotional
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development. Some of these courses are available at the B Ed level and

could be brought together with other courses to become a Certificate in

Nunavut Education;

@ Courses in Educational Leadership—Designed for all educators but

particularly those individuals interested in leadership and

administration within the school system;

@ Masters Program in Inuit Education—A long-term goal designed

specifically to look at issues in Inuit education from the perspective of

practicing educators.

Working within the framework of existing programs as much as
possible will make it easier to access a variety of credit-based options through
McGill and adapt them to the needs in Nunavut. Existing courses can be
rewritten to reflect educator priorities as well as current practice. Starting new
initiatives in a time of fiscal restraint will be difficult. The necessity of using
courses already available through NTEP must be fully explored before other
opportunities can be made available in the system.

The value of involving groups of highly skilled Nunavut educators in
revising and developing NTEP courses to ensure they meet educator needs
has not been fully explored. Establishing a core of courses at the B Ed level to
be developed by Nunavut educators and then offered in communities has
tremendous potential. Options such as this foster communication between
NTEP and the schools and help to combine expertise at the school level with
expertise at NTEP and southern institutions. These courses might include
options such as:

® Cultural Knowledge in Nunavut Schools—Providing opportunities

to learn a range of cultural skills in more detail than is usually possible

in a workshop.
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® Educational Issues in Nunavut Schools—Exploring issues of

bilingualism, Inuit-based learning, student evaluation, and multi-level

instruction.

e Working Together in Nunavut Schools—Considering initiatives in

team planning and teaching, problem solving, cross-cultural

communication, and conflict resolution.

e Meeting the Needs of All Students in Nunavut Classrooms—A

course which provides practical skills in using multi-level instruction,

adapted instruction, concepts of multiple intelligence, centres,
cooperative learning, and small group work.

These options, while very general, may prove to be practical vehicles
for the first steps in a Paugqatigiit initiative. It is better to start with simple
options that can actually be implemented with existing resources, than to
design elaborate plans that require the infusion of money, time, and expertise

that is not readily available.

7. Professional education is practically focused.

“...ideas about the nature of educational theory
are always ideas about the nature of educational practice...”
(Carr, 1995, p. 41)

The practice versus theory debate may be based on false premises and
false dichotomies that have plagued teacher education for years. That
educational practice is informed by theory, even when it is assumed and not
clearly articulated, has been suggested by many educators such as Joseph
Schawb (1971, 1973, 1983), Ann Lieberman (1979, 1991), Max Van Mannen
(1990, 1991), and Donald Schén (1983, 1987). The writing of these researchers

and theoreticians has provided the impetus for a whole movement in school
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and classroom-based research and reflective practice. The benefits of
examining practice to uncover theory, as well as the advantages of critically
reflecting on practice, are well-supported in literature relating to professional
education. This means that courses should use the experience of participants
as well as their current practice as key elements in considering and examining
particular approaches and strategies that might be used in classrooms. In
meeting needs, it is important that a focus on practical learning is not
dismissed because of concerns that it amounts to nothing more that a set of
activities or superficial experiences. In discussing practice in Paugqatigiit, the
intention is not to provide tricks of the trade but to focus on informed,
critically examined practice that has as its roots powerful theories of
education, formulated by educational philosophers such as John Dewey
(1938). This orientation is critically pragmatic in that it values practice while
at the same time subjecting it to scrutiny (Cherryholmes, 1988). Rather than a
bandwagon approach it suggests that innovation be examined carefully to
determine its merits and applicability within the professional life of each
educator.

Practicing educators facing the daily challenge of the classroom want to
learn skills, approaches, and ideas that make a difference for students. This is
not a simple request for a “bag of tricks”. A bag of tricks when looked at
carefully is the accumulation of years of trial and error in a classroom and
usually involves a great deal of thought at some stage in its development. To
devalue practical knowledge is to deny that teaching is a practical art based on
deeply held theoretical understanding. Practice is inextricably linked to
theory. Educators constantly reflect on their practice though it may not be in a
focused, deliberate, and clearly articulated way. The process of reflecting and

refining ideas polishes practice. A very skilled teacher may not be conscious of
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her decisions and actions. Providing time for reflection, feedback, and
brainstorming are important in bringing a critical focus to classroom practice.
Professional dialogue can have a very significant impact on teachers and their
practice.

E n_the world of 1 and the realiti ncountered b

educators.

“I need more practical courses.”
(Nunavut Educator, 1994)

The improvement of skills related to professional practice needs to be
the specific focus of any initiative in professional development. This means
that excellent practitioners should be involved in developing, offering, and
supporting the process of professional growth. Many of these teachers have
been identified by name in one of the questions on the survey. Using these
talented northern teachers, who work with students on a daily basis, will help
to bring a practical, relevant focus to professional education. Linking
professional development to classroom practice is essential if confidence and
teaching skills are to improve significantly. The concept of team teaching or
shared teaching, as long as it involves high levels of trust, would enable

colleagues to provide feedback to each other as they teach.

Provide regular reflection time for educators.

“Where teachers were encouraged to reflect-in-action,

the meaning of ‘good teaching’ and ‘a good classroom’

would become topics of urgent institutional concern.”
(Schén, 1983, p. 335)

Reflection is essential in any process of change. Professional educators
need time to engage in a process of critical reflection and informed practice,

and require opportunities to both experiment with and reflect on their
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teaching in order for changes in professional practice to take place. As one
educator stated: “I feel I need training less than I need time — time to read, to
plan, to see the big picture” (Nunavut Educator, 1994). Changes in
professional practice occur slowly over years of teaching and dialogue with
colleagues. Maintaining professional journals, building reflection time into
staff meetings, and sharing professional reading can facilitate thinking which
contributes to professional growth. School leaders who are conscious of this

need can help to provide this time to educators as part of the school day.

8. Long-term career development needs to be a focus for Nunavut educators.

“The teachers should continue taking courses
and wanting to learn.”
(Nunavut Educator, 1994)

Provide opportunities for dialogue and reflection related to educators’
careers.

At its best, career planning involves a clear articulation of personal
and professional values and beliefs followed by decision-making related to
teaching and professional learning. Career planning has the potential to help
an individual identify a variety of professional possibilities they might not
otherwise consider. At its worst, career planning can be an artificial,
superficial, and unrealistic process utilizing southern based measurement
tools that have little relevance in the lives of educators, particularly those
who teach in Nunavut communities. It may be unrealistic to expect
community-based career development to be available to Nunavut educators
within the next few years; however, there is a great need to focus on more
long-term professional learning in order to help educators identify specific

needs as well as provide information related to the development of relevant



138

educational opportunities in the future.

While individual growth plans might help Nunavut educators
appreciate their skills and articulate their career aspirations more clearly, they
can easily become intrusive, mechanistic, and potentially manipulative,
reducing the professional practice of an educator to a checklist and the
discussion of professional learning to the technically rational level. In many
cases individual growth plans that are tied into a process of supervision and
evaluation have the potential to become either professionally rewarding or
coercive and demeaning, depending on the sensitivity, awareness, and skills
of the individuals holding positions in the educational hierarchy. These are
important considerations when any growth planning is used with staff.

At present, some educators, particularly those working in entry level
positions in the schools, are not fully aware of the opportunities they can
access or the choices that may be available in their professional lives. Time
limitations may prevent discussions of professional education needs with
new staff. As with all aspects of professional growth, there is a significant
difference between self-directed learning and learning which is directed for us
by others. Provided career development remains a self-directed process it has
potential within Pauqatigiit.

A more coordinated approach to professional education might enable
educators in training to pursue opportunities for further development on
their own. Ownership of professional development is essential but not a
simple matter to organize. Starting a process of reflection in the schools and at
NTEP may help to gradually address this need over a period of several years.
In the past, educators have enrolled in courses at NTEP without an awareness
of teacher education as a whole. Government programs have sometimes

taken away decision-making and control from Inuit educators and required
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them to participate in training that was not fully understood. Pauqatigiit,
while providing access to more opportunities, needs to (a) promote educator
awareness of involvement in an educational process, (b) provide

information, (c) leave the decision-making to individuals themselves.

Anticipated Results of Implementation

“There is substantial evidence that professional development programs can
make a difference—that teachers can and often do, experience significant
changes in their professional knowledge base and instructional practices.”

(Borko and Putnam, 1995, p. 60)

What are the results to be expected from a more coordinated approach
in professional development? Will these opportunities make a difference in
the quality of education provided to the students in Nunavut schools? The
following changes can potentially take place if Pauqatigiit actually addresses
educator needs, provides opportunities for the development of practical
skills, and fully engages educators in a process of critical reflection about their

own work.

Growth of knowledge, understanding and skills.

“Education is an ongoing process. By selecting this profession
I should hope that teachers see the need to
continually improve, upgrade and educate themselves.”
(Nunavut Educator, 1994)

Adult learners need more opportunities to understand knowledge and
interpret it based on their own experiences. Enabling individuals to access
practically focused, credit-based education at the community level throughout
their careers creates the possibility for knowledge and skills to develop over

many years. These opportunities need to be tied to classroom practice with



140

colleagues to create dialogue and reflection related to professional growth.
The very process of being involved in long-term learning experiences will
increase knowledge related to the complex, virtually unlimited world of
teaching.

As more Inuit educators become involved in this process, they will be
able to constantly renew their professional skills and knowledge. The value of
such an initiative can hardly be measured when it involves providing
educational opportunities to individuals who in turn provide learning
experiences directly to students in classrooms. Parents want teachers to be
informed, thinking, caring human beings who help students acquire
academic skills, discover themselves, and find their way in the world. Critical
literacy is an essential skill in a society that is inundated with competing
values and choices. Only those who are educated to weave their way through
this web of learning can in turn help students. Pauqatigiit is based on
fundamental concepts of education including the ability to ask questions,
interrogate educational rhetoric and ideology, and construct meaning in
negotiated processes with colleagues, students, parents and the public.
Denying educators access to knowledge and reflection may render them
incapable of educating the children who are the future of Nunavut.

Improved teaching.

“Some are still teaching in the way they used to teach.
And teaching the same thing over and over again.
e.g. record player playing over and over again.”

(Nunavut Educator, 1994)

Commitment to improving teaching practice is a basic principle for
Paugqatigiit. The major purpose of professional growth is improved
professional practice which in turn leads to improvements in students’

learning. It is anticipated that if Pauqatigiit is implemented in keeping with
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the desires and aspirations of educators, and opportunities for ongoing
interaction with colleagues are made available, then improvements in

teaching will result.

Improved morale.

“Teachers are exhausted. They are not social workers
and behaviour specialists.”
— Nunavut Educator, 1994

The Paugatigiit needs assessment clearly indicates that educators
experience almost overwhelming challenges in their daily work. We have
seen that Nunavut educators want to learn more about dealing with the
stress in their lives. Many educators referred to problems related to morale.
For example:

® “_.the demands on teachers are much greater here as is the resultant

stress and fatigue.”

® “] tend to overwork because I find a teacher’s work is never done.

This is burning me out....This is the first time in my teaching career

where I feel really empty.”

® “Teachers need affirmation...We spend a lot of time giving

affirmation to students. I think the Boards needs to be attentive to

providing this kind of affirmation to teachers and administrators.”

Pauqatigiit advocates the creation of teacher-centered schools where
trust, respect, and acceptance create the conditions for professional growth.
This kind of caring school climate can make a real difference in the lives of
educators. Pauqatigiit provides educators with new understanding and skills
to manage the challenges in the classroom, but it can also provide time to talk

about frustrations, take care of themselves, and develop strategies to solve
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problems in a proactive rather than reactive manner. This will improve
morale as well as teaching. Professional competence increases professional
and personal confidence and with it the self-esteem and sense of control that

educators need in their lives. Ann Lieberman (1994, p. 17) states,

In more collaborative settings teachers reported that teaching is a
complex craft with professional learning as an unending process. In
isolated settings with little principal support, barriers to collaboration
and limited collective goals, teachers reported that their professional
learning was limited to the first two years of teaching.

Maintaining high morale may be one of the first and most worthwhile
results if Pauqatigiit is implemented as it was conceived, that is with goodwill

and a desire to help Nunavut educators improve their professional practice.

Increased resources at the community level.

“There would be many more trained teachers
if training is done in the communities.”
(Nunavut Educator, 1994)

The implementation of these suggestions may see the development of
Teaching and Learning Centres in each school, increased expertise at the
community level and the development of improved technology and
resources related to the professional development of teachers. This supports
the Department of Education, Culture and Employment’s strategic plan,
People: rF for the Future (1994), and enables communities to function
more independently in the future. It builds expertise and confidence at the
local level and enables educators to take control of their schools and their
professional learning.

The amalgamation of NTEP and the three TLCs to create a new

structure closely reflects Administrative Structure Recommendation 11 in

Learning Tradition and Change (GNWT, 1982, pp. 62-63). This
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Recommendation, now fifteen years old, has never been implemented. It
suggests the creation of two Centres for Teaching and Learning: one in the
Western Arctic and another in the east, which is soon to be Nunavut. The
Recommendation states, “We believe that program development, support
services and staff training will be most effective if the persons responsible for
them have a voice in the establishment of priorities and policies” (p. 62). This
is not elaborated very much and while it states, “Each centre will serve all the
schools and residents within its region”, the details remain quite vague. The
Centres are to be run by a board of directors which includes, “The Deputy
Minister of Education, the superintendents of education from each divisional
board of education within its region and the principals of the Arctic College”
(p- 62). Among other responsibilities, the Centres were expected to:

® prepare programs of study for K-10 and adult education;

* test new programs of study;

e train teaching staff in the methodology required for the

implementation of new programs;

» supervise the initial phases of a new program’s

implementation;

® conduct educational research.

No in-depth discussions relating to these Centres has ever taken place
within Nunavut. When reminded of Recommendation 11, virtually
everyone who worked in the Eastern Arctic at that time declares it is a shame
that it was not implemented. Considerable support for the concept exists
within NTEP and the TLCs themselves, as well as at the administrative levels
in the Divisional Boards, the Nunavut Arctic College, and the Department of
Education, Culture and Employment. The building of trust, communication,

and dialogue around the concept of expanding the mandate of Centres for
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Teaching and Learning needs to become a focus for Pauqatigiit development
over the next year. As this dialogue takes place it will be essential that
educators are truly represented. All too often energies are focused on creating
the structures that create bureaucracy, policies, and the other trappings of
government, rather than on creating ownership and involvement within the

system.

Conclusion

The Paugqatigiit story is taking place in the real world of Nunavut. It is
an active, complex, living, evolving educational change influenced by
political realities, changing power structures, and the individuals who take
part in the range of discourses which surround the initiative. At times the
story is confusing, even disheartening. This is usually related to the departure
of an important voice from the Committee or to one of the many
misunderstandings which can take place when communicating across regions
and between agencies and schools that are so far apart.

The story is also uplifting and inspiring. These moments are usually
related to the synergy which inevitably results when the Committee members
get together to renew their commitment and make plans for each period of
time. It is inspiring to see agencies with different mandates, different views
about professional education and many reservations about the possibilities
for partnerships, coming together to create new possibilities for the future. It
is always easier to accept the bureaucratic boundaries, to stay within the
conventions and limitations prescribed by policy and legislation, and to
maintain the status quo. The change process involved in Pauqatigiit is very

slow but it is gradually breaking down the boundaries that exist between
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agencies. As I write the conclusion to this section of the dissertation it is June,
1997. Spring has arrived in the Eastern Arctic and the long days of sunshine
bring new hope. The Pauqatigiit Committee is reorganized, the partners have
renewed their financial and ideological commitment to the principles
established for Paugqatigiit, and we are gathering strength for the Fall. Change
is not easy but it is certainly possible. In the words of Nunavut educators,

“Sivumut”, let us move forward and onward together.



Part Two

Exploring Major Themes in Professional Education in Nunavut
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Prologue

Themes in Part Two

In examining several themes that constitute dominant influences on
professional education in Nunavut today, the second part of this dissertation
considers aspects of professional education that influence educators’ thinking
and behavior. These themes include the hegemony of staff development, the
culture of schools, the post-colonial world of Nunavut, critical reflection,
ownership of professional education, ethical practices in professional
education, and conceptions of freedom which consider space, voice, and
community.

In many of the approaches inherent in these themes, it is evident that
educators can become the objects of reform efforts located outside the schools.
Approaches, even those disguised as empowering, frequently maintain the
existing power structures. Other approaches, including ethically based,
culturally relevant professional education, have relevance for Nunavut and
form important elements in a theoretical framework for professional
education.

Part Two of the dissertation is not limited to a discussion of
professional education. Pauqatigiit involves work in schools that are located
in a significantly different cultural and historical context. The school system
in Nunavut is struggling to actualize a vision of Inuit education which
means that what happens in the south is often questioned, or simply ignored
because there are more important local issues to address. Nunavut schools

are immersed in huge challenges and northern realities which differ in many
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ways from those encountered in other school systems. Exploring the teacher
education literature, as it relates to and is affected by this different cultural
context, usually means that even when ideas are very valuable and
interesting, they need to be examined, adapted, and explored from a northern
and an Inuit perspective. This necessity is stated frequently throughout this
section and adds a further dimension to my critique.

Professional education can no longer be viewed as a fix-it kit designed
for educators by others, but neither can it become a bogus collaborative
venture which sees reformers or academic researchers gaining personal
credibility from their empowering work with educators in schools.

Educator control of professional education remains the central theme
in Paugqatigiit. As such it needs to disrupt the hegemony of staff development,
to question the control of politicians, policy-makers, and some academic
researchers, and to question the entire organization of the professional
knowledge industry that presently holds teachers in its grip. It also requires
that educators establish ethical professional education practices. This
dissertation outlines an approach to professional learning which calls for
changes in the organization of education so that all educators will have more
time to think, read, write, plan, discuss, dialogue, critique, and experiment
with a wide variety of theories and approaches in education. It suggests a
leveling of the knowledge hierarchy to enable teachers to more readily access
the privileges of the academy and help them become the generators of their
own versions of the truth. These changes are seen as contributing to the

development of a more ethically based school system.

Based on my belief in the strength and insight of some of the
individuals who presently hold positions of power in Nunavut, I nurture a
hope that this dream might actually become a reality. As one Inuit teacher
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who works in a Nunavut classroom states,

“We must teach our northern educators to become independent
thinkers and learners - in turn they will teach the children to become
independent thinkers” (Nunavut Educator, 1994).



Chapter Four
The Hegemony of Staff Development

“The same economic ideology that is driving the global economy
is pushing the goal of universal education to the
bottom of the political agenda.”
(Barlow & Robertson, 1994, p. 165)

The Business of Staff Development

In the United States staff development in education is a huge business.
All kinds of packages are available on video or in binders, and inspirational
speakers guarantee magical workshops to transform the practices of the
nation’s teachers. Staff development is marketed as a product to teachers,
teacher educators, and administrators. Professional learning is a valuable
commodity to be sold in a market economy. The knowledge ‘industry’ is not a
misnomer in the case of staff development and analyzing the market can tell
us a great deal about the world of educational reform.

The Twenty Fifth Anniversary edition of the Journal of Staff
Development was published in the Fall of 1994, just as Pauqatigiit started. The
topic boldly displayed on the front cover was Results-Oriented Staff
Development. The Executive Director of the National Staff Development
Council, Dennis Sparks, had written an article called, A Paradigm Shift in
Staff Development, subtitled, “Results-driven education, systems thinking
and constructivism are producing profound changes in how staff
development is conceived and implemented”. It seemed to me that he had
managed to put all the latest trends in bed with each other in one sentence,
thereby supporting, endorsing, and influencing the staff development market

and reflecting the latest bandwagons in education.
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Looking through the journal almost three years ago, I idly wondered if
I needed to become a more effective presenter by purchasing the boldly
advertised Facilitator’s Fun Kit. The entertainment of teachers appeared to be
more important than promoting thinking. I paused to ponder the words
“results-driven”, seeing its link to the back to the basics movement which
influences school reform efforts in the United States. Results are very
important in a time of educational cutbacks when everyone is fighting to save
their programs. Results are very important for people like Dennis Sparks who
must walk a fine line with respect to the political will of advertisers and
readers. The journal must reflect just enough of the prevailing neo-
conservative agenda so it won't lose those who find its messages appealing.
At the same time, it must reflect the liberal agenda of progressivism which
uses words like student-centered, democracy, equality, and diversity. The
Journal certainly can’t afford to become too politically radical for fear of losing
more conservative readers but it does need to maintain a tiny hint of
activism to appeal to educators who support social justice agendas. This is the
balancing act that is involved in marketing education in North America. One
needs to read the politiciars, the funding agencies, the researchers, and the
readers and reflect views in such a way as to stay in business. As a result, the
Staff Development Journal and many texts that are aimed at the mainstream
educational market uncritically reflect and maintain popular trends in North
American educational thinking. They are like the mirrors of the system. New
research findings and ideas are usually written up with utter conviction, as if
they were absolutely right, not as if they were just opinions to be considered
among other evolving perspectives.

This is not the evil empire, of course, and Sparks is not just a puppet
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responding to the winds which blow from Washington, Harvard, or
California. He is; however, influenced by those winds and his job is to reflect
current trends back to the readers of the Staff Development Journal. This
rather simplistic analysis of one mainstream journal does not mean that the
individuals involved in researching, writing, and marketing are deliberately
manipulating our minds. Most individuals sharing their ideas and insights
with other educators are providing valuable information to teachers working
in classrooms. Aspects of student-centered learning, whole language,
cooperative learning, authentic assessment, and professional education itself
are inherently valuable. However, something seems to happen to these good
ideas in a market economy. They turn into bandwagons very quickly and
otherwise intelligent educators seem to become zealots and consumers in an
endless parade of well-intentioned reforms.

Researchers and writers whose ideas are successfully turned into
products are unlikely to turn around and critique the marketing of their own
work, even as it is over simplified, misunderstood, and carelessly
implemented. Academics and researchers are susceptible to market forces and
can be swept up by new changes, advocating them with conviction and zeal,
particularly when they believe they are critically important for teachers.
Educators working at the system level are always anxious to provide the best
possible information and programs to teachers. If constructivism is hot, then
it is important that teachers are aware of this. Failing to reflect current trends
means teachers in your system are denied access to important information. It
becomes critically important to not hop only on bandwagons at just the right
time, but also be ready to hop off them very quickly so you are not caught
holding a behaviorist banner when everyone who knows better has started

waving cognitive banners and then quickly moved on to take up
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constructivist banners as fast as they can.

The hegemonic nature of the marketing of reform movements
guarantees that these changes of opinion are seen as natural progress and
inherently good, not simply as part of an endless consumption of educational
goods and services which reflect global consumerism in general. Research
and academic writing are just as vulnerable to consumerism as any other
endeavor (Lather 1991; Barlow & Robertson, 1994), particularly as public
funding of institutions shrinks in response to neo-conservative, market
driven ideology.

The combination of big names, educational rhetoric, and bold
advertising in the Journal of Staff Development made me feel that I had
stumbled into a kind of Disneyland of professional education. Staff
development was portrayed as the missing link in the reform efforts of the
last twenty years. “Never before in the history of education has there been
greater recognition of the importance of professional development. Every
proposal to reform, restructure, or transform schools emphasizes professional
development as a primary vehicle in efforts to bring about needed changes”
(Guskey, 1994, p. 42). It seemed that after several years of stressing educational
leadership as the key to change in schools, teachers’ work with students was
now viewed as the real answer to changing schools.

These articles made me wonder very seriously if I had entered a
business which actually focused on teacher manipulation. The rhetoric and
hype in the Journal of Staff Development left me with a sinking feeling that
this whole staff development movement was the cleverly constructed,
psychologically well-informed machine of the reformers, providing the
ultimate answers to bringing recalcitrant, stuck-in-the-mud educators in line

with current thinking. This was powerful stuff, bold and appealing. It had a



154

dangerous quality and I approached it warily, skeptically, and suspiciously
with a conviction that underneath the rhetoric lay issues of power-knowledge

and the inevitable pursuit of the almighty dollar.
Ken Zeichner (1996, p. 200) says,

The selling of educational solutions and gimmicks, what Canadians
Massey and Chamberlain have referred to as ‘snake oil” staff
development, is still big business today in many parts of the world
despite all that reform literature has told us over the last 30 years about
the futility of attempting to reform schools when teachers are treated
merely as passive implementors of ideas conceived elsewhere (e.g.
Fullan 1991; McLaughlin, 1987).

Journals are one of the major vehicles for disseminating change in the
educational field. Like all industries they thrive on changing trends because
they must keep the readership entertained and knowledgeable. Journals and
the publishing industry are constantly hungry for the next big idea.
Researchers, anxious to build their reputations and further their own
agendas, are usually ready to supply articles and books promoting new ideas
in education. Academics and researchers, by definition, are required to
generate ideas and publish them if they are to survive in their own business.
Sometimes unwittingly academics become a vital part of the snake oil staff
development industry. Once this occurs they are unlikely to raise serious
doubts about the way their ideas may be disseminated, understood, and
implemented in classrooms and schools.

Cooperative learning, particularly the Johnson and Johnson variety,
provides a good example. The Johnsons tried to retain control of their
product, but nevertheless, what started as a valuable approach in education is
now marketed to such an extent that it is becoming limiting and rigid,
actually turning students’ intrinsic desires to work together into an artificial,

carefully controlled manipulation which means that cooperative learning is
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in danger of becoming another technically rational change in classrooms.

Those who critique snake oil staff development, and Ken Zeichner is a
good example, may sound too radical for the mainstream and as a result their
critical work is not as widely read as those who are prepared to step into the
mainstream business. Critical educators often play the role of party poopers,
blowing whistles just when everyone is having fun, reminding us that there
are issues of much greater importance than the latest trend or personal
academic reputations at stake in the education business.

Michael Apple calls the preface to his new book “cranky” (Apple, 1996,
xviii). Tom Popkewitz also sounds quite cranky when he argues for
autonomy and humility as necessary conditions for the engagement of
intellectuals in public debates. He states, “A predominant battle of
intellectuals is to maintain (or create) autonomy to challenge the regimes of
truth and world-making images, including those of the intellectual”
(Popkewitz, 1991, p. 242). It seems that a certain crankiness is an inevitable
outcome of many years of battling to encourage people to develop a more

critical perspective and think before they are swept away by reform.

Educators and Snak il Staff Development

Educators working in schools are frequently the recipients - some
might say victims - of snake oil staff development. They are rarely the
generators of educational knowledge and new ideas, though it seems
reasonable to assume that they are just as intellectually capable,
discriminating, and probably more practically skilled than those who write
about education as their main business. Teachers just don’t have access to the

same kind of academic capital or the freedom to research, write, and publish
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as do academics. Though more individuals working in schools with students
are now publishing in journals, they do not have the same credibility in an
industry which places knowledge from the academy at the top of the pyramid.
Teachers who manage to publish in journals are often furthering the agenda
of a researcher who has kindly taken them under the paternal or maternal
protection offered by a particular bandwagon. Teachers continue to represent
the silenced and silent majority in many educational reforms. Their
confinement in schools guarantees that they are unlikely to gain the
knowledge required to ensure that their voices are heard in the academic
discourse communities where many trends and movements start.
Individuals who complete their apprenticeships in university contexts, with
academics who promote their students” work, can sometimes have their
voices heard but by then these individuals often join the ranks of those who
work in the academy and may no longer represent teachers’ voices. This is a
very serious problem and one that needs to be addressed with any efforts to
enable teachers to gain more power within the larger educational sphere.
Teachers are perceived as apolitical and Maud Barlow and Heather-Jane
Robertson address that perception when they speak directly to teachers in
Class Warfare:

You need to push the edges of your competency and test your political
power in the interests of your students....Take some risks on behalf of
your students and in the name of your profession....If you believe, as
we do, that public education is at risk, you must take a stand, however
and wherever you can. This will be hard for you because you are a
professional who has not regarded politics as germane to your work.
(1994, pp. 237-238)

Given the changes in public education in Canada, documented and
predicted by Barlow and Robertson, recognizing and refusing snake oil staff

development seems like a relatively tame agenda for teachers. The way staff
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development operates; however, is part and parcel of the same political
process which legitimates the free market economy in education. Ensuring
that teachers remain apolitical, passive recipients of reforms and educational
ideas is essential in ensuring that they remain powerless in resisting the
sweeping educational changes that are taking place across the country. Using
everything from guilt to professionalism as a rationale, the individuals who
market reform are skilled at appealing to the individuals who represent the
purchasing power in the school system: administrators, consultants, and staff
developers. In turn these individuals put pressure on teachers to adopt the
latest reform. Innovation addiction (Aldeman & Walking Eagle, 1997, p. 100),
is established. Teachers have very little time to think, organize their defenses,
or actively resist. Cutting salaries and benefits puts teachers in a defensive
position and draws attention away from ideology. In the end many educators
just give up and feel helpless.

Researchers and academics who share their access to academic capital
with teachers can promote a more critical understanding of hegemony which
enables educators to understand their context in a different way. Until
educators working in schools wake up and realize that they can easily become
pawns in the educational business, the hegemony of staff development will

continue to sustain the big business of professional education.

Skepticism_as Survival in Professional Education

In the Fall of 1994 I wondered where I would find the serious literature.
The kind of writing that asked important questions about teachers’ struggles
to understand their very difficult and demanding professional lives and

reflected teachers’ concerns rather than the agenda of restructuring and
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educational reform. As I read through the articles in the Staff Development
Journal I began to realize that underneath the jargon there were some very
serious messages. [ was pleased to read that Elmore and McLaughlin (1988),
had discovered that, “reforms based on assumptions of uniformity in the
educational system repeatedly failed” (Guskey, 1994, p. 43).

McLaughlin (1991), Sparks & Loucks-Horsely (1989), Hall & Loucks
(1978), and Weatherly & Lipsky (1977), all seemed to agree that.“professional
development processes, regardless of their form ... must be not only relevant
to teachers, but must directly address their needs and concerns” (Guskey, 1994,
p. 44).

Michael Fullan, in an oblique critique of staff development, stated “It is
still too divorced from the life of organizations, not yet ‘organically
connected’ to everyday work. The relationship between staff development
and the development of collaborative work cultures is still weak”. He then
goes on to ironically warn, “As long as we maintain our self-critical stance —
and it would be ironic if staff developers fail to do so — we should be able to
redefine our future” (1994, p. 6). Is he suggesting that staff developers are not
sufficiently critical? Does he believe that the future is sometimes defined for
staff developers and for teachers? Is Fullan one of the biggest names in the
staff development business, defining our future for us as we gobble up his
words? Are we all just waiting like sheep for the next hot topic to fall from
his pen, or the pens of other big names? Are Fullan and his colleagues
reflecting trends or suggesting trends? Fullan is now featured as one of those
magical speakers, marketed as a guru in the educational knowledge industry.
Having read Fullan’s work for almost twenty years I wonder if he worries
about this big business in which he is now a leading figure. Where does he, or

any of the other big names in the staff development business, stand with
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respect to the neo-conservative agenda of reform which espouses the
privatization of education and justifies the marketing of professional
education? Do the big names in the staff development business ever feel that
they are sacrificing their academic integrity, or do they believe they are
actually helping educators to become more critical and powerful in their
resistance to the hegemony of staff development?

Cleo Cherryholmes (1995, p. 162), in discussing the paradoxes present in
some of Fullan’s writing about educational change states, “It is not clear
where he stands on these matters”. He also wonders if Fullan’s “discussion of
professionalism ignores the operation of power through professional
structures and subjectivities” (1995, p. 161). Regardless of the answers to my
questions, or to Cherryholmes’ well founded concerns, I was glad to see
Fullan demonstrating healthy, though guarded, skepticism towards the staff
development industry. I am hopeful that he and other big names in the
business can stand back from their own success to ensure that teachers in
schools and classrooms are actually supported by their research and writing.

The most important support that an academic can offer educators
involves raising questions and fostering skepticism. That is a specifically
political process. I feel that until major figures in the teacher development
field, individuals like Michael Fullan, Andy Hargreaves, Linda Darling-
Hammond, and Ann Lieberman publicly declare that teacher development
involves thinking and is a political process, then, in spite of their valuable
work, they may be contributing to the dumbing down of teachers that
maintains their role as consumers rather than as thoughtful critics in the staff
development business.

Tom Guskey has cautioned that staff development approaches need to
be “carefully, sensibly and thoughtfully applied in a particular setting” (1994,
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p. 48). It is evident that many of the writers themselves have very serious
reservations about the field and see the dangers inherent in trigger-happy
solutions to the complex work of professional education.

In working my way through many of the texts in the staff
development field I have slowly started to gain some insight into some of the
major issues and themes in the literature as they impact on Pauqatigiit and
our work in Nunavut. I have also started to realize more and more that this
huge volume of writing represents a powerful hegemony within the world of
professional education. It controls a multi-million dollar business, advocates
certain approaches over others, and acts as the sponsor for particular
researchers and their viewpoints. It helps to build, create, and sustain regimes
of truth about how educators learn, change and understand their world.

The Journal of Staff Development is only one of many publications
that supports thousands of individuals who hold positions as staff developers
in school systems across North America.

In accepting an invitation to help the Nunavut Boards of Education to
look at an initiative in staff development, I was stepping into a field I did not
understand. As a school board administrator I had supported a variety of
educational changes. The Baffin Divisional Board of Education had done and
dropped Madeline Hunter. It led the field in inclusive education and
integrated curriculum development. It adopted whole language and
published Inuktitut books. The Board had ridden the educational leadership
wave, promoted cooperative learning, started to use authentic assessment,
and continues to pursue the implementation of culturally based learning and
bilingual education. It is only in the last two years; however, since becoming
involved in Paugqatigiit and finding time to read carefully, that I actually

started to critically analyze the process of reform for myself. In trying to
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identify and understand that part of the educational field labeled ‘staff
development’ I discovered just how much rthetoric and superficiality is
involved in promoting trends in education. I became more critically literate
as I struggled to understand the research. My own learning and growing
understanding made me wonder how other educators might be able to find
the time to read and become critics rather than consumers of their own
professional learning.

Staff developers, administrators, curriculum coordinators, and
consultants play a very important role in this particular area of the
educational knowledge industry. They are the people who often bridge the
gap between the academy and the schools. They staff professional
development schools, teacher centres, departments of education, and board
offices. They are often the people who use their budgets to buy the products
and hire the speakers that carry trends into the school systems. They attend
conferences, conduct workshops, prepare newsletters, bring committees of
educators together, and support teachers in schools. Many of these
individuals are fine teachers, chosen to lead other teachers because they are
excellent teachers themselves. I suspect that staff developers, for example, are
often enthusiastic, intelligent people who are quite capable of successfully
riding bandwagons. They are probably smart enough to realize that
denouncing the very bandwagons that provide them with privileged
positions within the system might involve cutting their own throats, doing
themselves out of jobs, and taking away the very power they have carefully
accumulated through many years in the knowledge industry. My cynicism is
showing and I need to state that I am a staff developer myself and have been
for years. I have supported and helped many, many teachers to face huge

challenges in the classroom. I have helped them to understand whole
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language, bilingual education, integrated curriculum, inclusive education,
cooperative learning, and a host of other approaches. I have acted as a kind of
broker between the world of the academy and the world of the school. I have
accessed and accumulated academic knowledge as a doctoral student and used
it to promote the things that [ believe about education, but I have only
recently realised the kind of privilege and power that this involves. I can now
choose to use my knowledge to maintain and strengthen my position in the
industry, or I can do something different. I can choose to carefully examine
and critique the very industry that I am a part of. I can unmask some of its
hegemony and discuss some of the themes in the professional education
business from a more critical and skeptical perspective. This is the choice
open to all the individuals who hold positions outside the classroom,
particularly those granted the time to read, research, and publish.

Paugqatigiit has paved the way for the development of a healthy
skepticism by declaring its commitment to upholding the teacher's
perspective and its determination to ensure that professional education in
Nunavut is actually managed and directed by educators. If the Pauqatigiit
principles have any real meaning for me, as a coordinator and researcher, [
am ethically obliged to try and look at the hegemony of staff development
from a teacher’s perspective. Ethical practice requires a skeptical, critical

approach.



Chapter Five

Change and the Culture of Schools

“As an outsider you are pretty much on thin ice.
One should immerse themselves into the community
and familiarize themselves with the people,
and in return it will help them understand
why students behave the way they do.”
(Nunavut Educator, 1994)

The Culture of Schools

This chapter considers the culture of schools both from a mainstream
perspective and from the perspective of culture as it is viewed in Inuugatigiit
(GNWT, 1996). It adds another dimension to the argument that ethically
based professional education must not only consider and critique mainstream
conceptions of school culture but requires a critical understanding of a
culturally unique and fragile society.

[nuugqatigiit is a curriculum developed by Inuit educators to facilitate
more Inuit-based learning in schools. [nuugatigiit suggests that both Inuit and
Qallunaat educators have an important role to play in developing a more
culturally relevant way of teaching and learning. Implementing Inuuqatigiit,
Piniaqtavut (BDBE, 1987), and Qur Future is Now (BDBE, 1985/1996), all
documents which support Inuit education, require a thorough understanding
of the challenges involved in developing professional education to support a
system that is committed to maintaining Inuit culture and Inuktitut.

The persistent failure of educational change raises huge challenges for
Paugqatigiit and Inuugatigiit, alerting educators working in Nunavut schools
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to the immense difficulties involved in implementing such broad
educational innovations. Contemplating the daunting nature of these
challenges can easily paralyze any individual who understands what is
actually involved in the work. Considering the research on the culture of
schools, there is a temptation to simply throw up one’s hands and suggest
that doing nothing may be a more intelligent response than going forward to
failure. Having ventured to start work on Paugqatigiit; however, it is
untenable to suggest giving up before really trying.

Many educators in Nunavut are holding onto Inuugatigiit as if were
the last hope for change. Inuit educators, in particular, see Inuugatigiit as
uniquely theirs, the proof that an Inuit education is possible. We must and
will go forward. This chapter tries to consider how an understanding of the
culture of schools, combined with an understanding of Inuit culture and
Inuugatigiit, can be used to prevent us making serious mistakes as we move
forward and implement a change such as Paugqatigiit, which aspires to remain
firmly under the direction of educators.

Andy Hargreaves (1994), in his book entitled, Changing Teachers
Changing Times, describes the confrontation between the forces of
modernism and postmodernism taking place in schools as this millennium
closes. He suggests that postmodernism is “characterized by accelerating
change, intense compression of time and space, cultural diversity,
technological complexity, national insecurity and scientific uncertainty.”
Hargreaves suggests that modernism is associated with a “monolithic school
system that continues to pursue deeply anachronistic purposes within opaque
and inflexible structures” (p. 3). While Hargreaves falls into the trap of
creating an exaggerated opposition between modernism and postmodernism,

his depiction does help us to understand some of the competing agendas that
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are present in our schools today. The forces of modernism and
postmodernism tend to represent opposing ideologies that struggle for
representation in our schools.

Educators, while bombarded on the one hand by the pressures of
seemingly relentless change and subjected to the competing agendas of
bureaucrats, politicians, reformers, and parents, are to some extent insulated
and protected from change by the modernist structures, history, rituals, and
cultures of their schools. Schools, even in places like Nunavut, prove time
and time again that they can resist change while marching inexorably forward
carrying segregated grades, hierarchies of power, compartmentalization of
subjects, isolation of teachers, and traditional, transmission-based pedagogy
securely on their backs. A consideration of the culture of teaching can help us
to understand this strange, invincible world of the school.

Throughout its history teaching involves “social patterns which
prevail over a long period of time and encourage vested interests and
resistance to change” (Lortie, 1975, p. 17). To be a teacher “is to work in a
historically determined context that encourages individualism, isolation, a
belief in one’s own autonomy and the investment of personal resources”
(Nias, 1985, p. 13). Resistance to change is deeply embedded in school life and

does not need to express itself politically,

Teachers will not and cannot be merely told what to do. Subject
specialists have tried it. Their attempts and failures I know at first
hand. Administrators have tried it. Legislators have tried it. Teachers
are not; however, assembly line operators and will not so behave.
Further, they have no need, except in rare instances, to fall back on
defiance as a way of not heeding. There are thousands of ingenious
ways in which commands on how and what to teach can, will and
must be modified, or circumvented in the actual moments of teaching.
(Schwab, 1983, p. 245)

Sarason writes about the “intractability of our schools with respect to
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reform efforts” (1990, p. 2), and In A Place Called School, John Goodlad notes
that, “Principals and teachers who do not want what others seek to impose

upon them are often extraordinarily adept at nullifying, or defusing practices
perceived to be in conflict with prevailing ways of doing things” (1984, p. 16).

In an interview for the Harvard Education Letter (July/August, 1996),
later quoted in The Developer (December, 1996, p. 6), Ted Sizer, after devoting
twelve years to school reform, expresses his frustration and disappointment
with how few schools have been able to break through and make real change.
He says, “I was aware that it would be hard, but I was not aware of how hard it
would be, how weak the incentives would be, how fierce the opposition
would be, often in the form of neglect”.

Schools tend to encourage a “behavioural conformity”(Nias, 1985, p.
57), to the existing school culture in very subtle ways that can serve to
effectively reject unwanted influences and socialize new educators very
quickly and imperceptibly to acceptance of the status quo. Few reformers,
curriculum experts, or staff developers have the time or commitment to
work directly in classrooms with teachers to implement the kind of changes
they recommend, which in essence reduces most of their efforts to “empty
rhetoric” (Sarason, 1990, p. 3).

This is a world that manages to sidestep change in spite of the very best
efforts of so many government edicts and thoughtful research reports from
educational scholars. Some of the reasons for this intractability relate to the
past, to a history linked with rationalism, religion, and morality; others relate
to the nature of institutions and bureaucracies with their tendency to
conservatism, inertia, and apathy; while others relate to the socialization of
teachers and the kind of people they are, or are becoming.

The institutional aspects of schooling are well covered in the literature.
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Consider the titles of the chapters and sections in Peter McLaren’s (1989), book
Life in Schools: Broken Dreams, False Promises and the Decline of Public
Schooling; The Frontiers of Despair; The Invisible Epidemic. All raise very
bleak pictures of our school system. The message carried by Postman and
Weingartner (1969, xiii), who say that the institution of school is “inflicted on
everybody” is also very depressing. Althusser, (1971, p. 156, quoted in May,
1994, p. 17), said that school is “an apprenticeship in a variety of know-how
wrapped up in the massive inculcation of the ideology of the ruling class”.
Bowles and Gintis (1976), demonstrated that the schools reflect and maintain
the rigid class structures in our society. This perpetuates the inequalities and
desperate conditions of some schools in the United States that are
documented by Jonathan Kozol (1991). Even John Goodlad (1984, p. 112), calls
the classroom “a relatively constrained, confining environment”, and in his
conclusion to A Place Called School he states, “If a predominance of rote
learning, memorization and paper-and-pencil activity is what people have in
mind in getting schools back to basics, they should probably rest assured that
this is where most classrooms are and always will be” (p. 358).

The influence of school rituals: rules; routines; bells; the monotony of
schedules; the roll calls; the lining up of students; the taking turns — all exert
a pervasive, controlling influence. Perhaps we can all recall “the denial of
desire” (Jackson, 1968/1990, p. 15), involved in the waiting that takes place in
classrooms. We can think about the rewards, the punishments, and the “old
grind” (Jackson, 1968/1990, p. 4), which may establish a calm, orderly school
but also dehumanizes and conditions both teachers and students, stripping
them of spontaneity, enthusiasm, connection, and laughter.

Peter McLaren (1986, p. 4), says that a ritual is a “political event” and

demonstrated that rituals can become “seedbeds for social change” (p. 12).
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McLaren and others have documented the ability of students to resist and
successfully undermine some of the oppressive aspects of school as an
institution, unfortunately sometimes to their own detriment (Deyhle, 1995;
McLaren, 1989; Willis, 1977). However, in spite of resistance theories, a
rejection of determinism, and the politics of hope and possibility suggested by
Henry Giroux (1986; 1997), the very way that an institution functions, the way
school days tend to monotonously replicate themselves, provides security for
children and prepares them for accepting the responsibilities of work as it also
kills the spirit. Human beings need challenge, variety, excitement, and
involvement, or they start to behave automatically and atomistically.

Teachers enter this dangerous institution of school, often filled with
idealism and enthusiasm, to face the dilemma of using routines to maintain
order and calm at the same time as they try to create rich and challenging days
for themselves and the students. These are two sides to the schooling coin:
one shiny and promising, the other dull and boring. Unfortunately and all
too often, it is the dull and boring side that seems to turn up whenever the
coin is tossed, if it is tossed at all. If a teacher’s own experiences in school were
boring and alienating, then, regardless of their best intentions and dreams, it
is much easier to replicate the same patterns of teacher behavior experienced
as a child. This is even more likely to happen when teachers must deal with
large classes, poorly equipped schools, low salaries, and close surveillance
from administration.

There are reasonable grounds for suggesting that school, in
combination with what McLaren (1995), calls a predatory modern culture,
starts to somatasize us, and damages our creativity and our ability to question,
even as we walk into kindergarten. It is possible that school, more than any

other institution, teaches compliance and a willingness to respond to the
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rules of society and the routines of work. The following description of the

strength of the status-quo to resist change reinforces this possibility:

To accomplish renewal, we need to understand what prevents it.
When we talk about revitalizing a society, we tend to put exclusive
emphasis on finding new ideas. But there is usually no shortage of new
ideas; the problem is to get a hearing for them and that means
breaking through the crusty rigidity and stubborn complacency of the
status quo. The aging society develops elaborate defenses against new
ideas - “mind-forged manacles,” in William Blake’s vivid phrase

... As a society becomes more concerned with precedent and custom, it
comes to care more about how things are done and less about whether
they are done. The man who wins acclaim is not the one who “gets
things done” but the one who has an ingrained knowledge of the rules
and accepted practices. Whether he accomplishes anything is less
important than whether he conducts himself in an “appropriate”
manner. The body of custom, convention and “reputable” standards
exercises such an oppressive effect on creative minds that new
developments in the field often originate outside the area of
respectable practice. (John Gardner, quoted in Postman and
Weingartner, 1969, p. 12, emphasis in text)

Reading such a quotation in a time of neo-conservative reform is chilling for
it sometimes seems that custom, convention, and standards rather than

values, ethics, and creativity are actually driving our school systems.

Individualism

The roots of North American education continue to be closely linked
to classical teaching whose aim was to “inculcate ... a commitment to the
religious, moral and social tenets of Christianity” (Popkewitz, 1991, p. 33). The
Enlightenment “tied progress to reason” (Popkewitz, 1991, p. 32), in a vision
of modernity that produced mass schooling. “American republicanism,
bourgeois ideologies, Protestantism and a meritocracy that combined
ascription with achievement” (Popkewitz, 1991, p. 55), deeply affects the

consciousness of the individuals who choose the profession of teaching.
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It is the “ideology of individualism” (Popkewitz, 1991, p. 60), above all
other influences, linked to the Protestant work ethic within the Western
dominating ruling class, which permeates the school culture today and
contributes to the “reliance upon self rather than others” (Lortie, 1997, p. 75).
Nias claims that half the teachers she interviewed “saw themselves as
individualists” (1985, p. 37). The search for “autonomy with minimal control
from others” (Lortie, 1975, p. 201), and the “sense of autonomy in matters of
curriculum and pedagogy ... closely related to ideological freedom” (Nias,
1985, p. 16), are themes which reoccur over and over again in the literature.
Philip Jackson (1968/1990, pp. 129-143), identified autonomy and individuality
as two of the four major themes emerging from his interviews of 50
exemplary teachers. Andy Hargreaves (1992, p. 232), calls individualism “the
seedbed of pedagogical conservatism” and informs us that David Hargreaves
feels that teaching is characterized by a “pervasive culture of individualism”
(A. Hargreaves, 1992, p. 218). Though there are significant differences between
autonomy and individualism that are addressed in later chapters of this
dissertation, the “look-out-for-yourself” mentality of individualism does tend
to maintain the egg carton structures in our schools. Educators themselves,
responding to the culture of individualism, are often reluctant to make
changes in this structure.

Referencing Lortie, 1975; Lacey, 1977; Woods 1981, 1984; Connell 1985
and others, Nias notes that these writers “all highlighted the continuing
existence within the profession of individuals with strong dedication to
religious, political, or humanitarian ideals” (1985, p. 16 and 17). While there
are significant aspects of this kind of commitment that contribute to caring,
responsibility, and altruism; the roots of Protestantism, liberalism, and

humanism are all buried in the soil of individual liberty and freedom. The
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literature indicates that teachers have readily absorbed the “universally
reigning ideology” (May, 1994, p. 17), referred to by Althusser which shows
itself in their desire to be self-reliant individuals who make decisions for
themselves. This individualism enables educators to resist changes of all
kinds including those suggested in departmental and board documents.

Rosenholtz (1989), feels that changing this culture of self-reliance is far
from easy. While Giddens (1979), Giroux (1988), Corson (1993), and many
others question the paralyzing effects of cultural reproduction and
determinism, they also acknowledge their pervasive influence, which means
that Rosenholtz’s fears, based on real experience in many schools, carry
considerable weight.

There appear to be tensions inherent in individualism in the
literature. Hargreaves (1994, pp. 163-183), speaks of the difference between
individualism and individuality, cautions us against autocratic cultures that
sustain collaboratively developed visions which may exclude minority
perspectives, and reminds us that respect for divergence of opinion means we
must leave room for people to express differing views and find their own way
in schools. While individualism suggests that teachers like to “go it alone”
and protect their self interests, individuality may actually express the kind of
freedom that is required for teachers to reach beyond themselves, exercise
their autonomy, and gain the confidence to work with others in relationships
of equality.

There is a considerable difference between teachers’ idealistic desires to
work with colleagues, create schools where meaning is constructed with
students, make education exciting and special, and the persistent pull of
western based rationality which warns all of us to distrust our feelings, rely

only on ourselves, not to risk, to play it safe and keep our heads down in our
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own classrooms. This may explain the struggles teachers encounter within
themselves (Britzman, 1991), as they deal with the power of normalization
(Foucault, 1980), which they find in schools. Berlak and Berlak (1981, 1983),
outline sixteen dilemmas they feel represent “contradictions and
commonalities in teachers’ consciousness” (1983, p. 272). Such dilemmas,
contradictions, tensions and dichotomies represent the dialectical struggles
which bring hope to our schools. Exposing these unconscious struggles may
enable educators to understand themselves and their colleagues and may
justify spending time clarifying personal philosophy, beliefs and values as
part of a teacher development process. None of these matters involve a
simple resolution of binary oppositions. Collaboration can turn into
contrived collegiality (Hargreaves, 1994). Empowerment can be used to limit
freedom (Ceroni & Gaman, 1994). Professional education based on aspirations
to liberate others can be coercive (Ellsworth, 1989; Lather, 1992). No road
provides a straight path to enlightenment. Roads meander, curve, criss-cross
and wander in the wrong direction. It is easy to get lost in going down
attractive lanes that promise something unique in the name of freedom.
Surprisingly the Pauqatigiit survey results do not support the focus on
individualism which is so striking in the literature. A total of 56% of Inuit
teachers and 44% of Qallunaat teachers express wishes to team teach and work
closely with their colleagues and when the “cumulative effect is measured ...
64% of respondents want to be supported by team teaching, or support from
other teachers (70% of Inuit and 60% for Non Aboriginals)” (Guy, 1995, p. 5).
The desire to share is a major theme in Pauqatigiit, contrasting significantly
with the culture of teaching and social reproduction literature just discussed.
In their responses to open-ended questions, educators in Nunavut actually

substituted the word “share” for the word “support”. One person states, “I am
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much more comfortable dealing with problems with my co-workers who are
willing to share past experiences with similar/same problems” (Nunavut
Educator, 1994). Another educator commented that “Teachers should help
each other to become stronger teachers” (Nunavut Educator, 1994). An Inuit
teacher working at the high school level states, “It is so important for teachers
to start working together. It would be great to have a sharing time not for
competition” (Nunavut Educator, 1994).

These comments were repeated over and over again by educators and
indicates that individualism may not be a prevailing orientation among
Nunavut educators. This may not be surprising given the collective nature of
I[nuit society; however, this startling difference challenges Pauqatigiit to
explore the meaning of these comments. In the mainstream literature
sharing is usually called collaboration, but this does not seem to adequately
reflect the desire for mutuality and equality which is called for in the

Paugqatigiit surveys.

Cultural Reproduction

Before assuming.that Nunavut educators may not fit into models that
can seem so depressing, it is important to stay a little longer in the cage of
cultural reproduction and explore its influences. Pierre Bourdieu introduces
us to the concept of habitus, or “history turned into nature” (1977, p. 78).
Bourdieu says that the “present amounts to little compared with the long past
in the course of which we were formed and from which we result” (p. 79). He
tells us that habitus within individuals and class habitus within certain
groups in society unconsciously “produces individual and collective

practices.”
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Few of us stop to wonder how we know our place and know how to
act appropriately in most circumstances, but Bourdieu suggests it is the result
of deeply engrained socialization. These behaviors do not need to be
questioned when we remain within our own cultural group, or work as
members of a dominant group, or culture with people who are considered
not as well educated, primitive, different, or strange. Stressing the impact of
history and habitus on the schools is important, not only because it shapes
our consciousness in ways that we are only dimly aware of but because for
educators in the north the religious and colonial influences, linked to
individualism and rationalism, constitute very recent history in Nunavut, a
history lived by many of us working within the school system today.

Until the early fifties, education in the Northwest Territories was
provided by the missionary schools, both Catholic and Anglican, and it was
not until 1956 that “all Mission school teachers became federal employees”
(MacPherson 1991, p. 18). This means that until the late fifties explicitly
religious and moral schooling was imposed on young Inuit, sometimes for a
considerable period of time and often when they were vulnerable and
removed from their families to attend residential schools. Many children in
the Kitikmeot Region, for example, were taken away from their homes for up
to six years with no summer holidays. Some of these children did not see
their families until they had grown up, forgotten their Inuktitut or
[nuinnaqtun, and experienced not only a thorough socialization but
sometimes abuse in the hands of their religious guardians. These barbaric
practices affected many of our colleagues who now work as teachers,
consultants, administrators, or Board members in the Nunavut school
system.

Though the Federal and Territorial Governments did not espouse a
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specifically religious agenda, the vast majority of individuals hired to teach or
administer in the north since the fifties have been southern Canadians,
socialized within families, schools, and communities which tend to stress the
importance of the work ethic, belief in the individual attainment of success
through one’s own efforts, and the “importance of personal inner control and
motivation” (Popkewitz, 1991, p. 60). This legacy of modernity is engrained
and may then be unconsciously replicated by educators working in the school
system today. Bourdieu (1997, p. 82), quotes Durkheim (1938, p. 70), who says
it is “yesterday’s man [sic] who inevitably predominates in us” and goes on to
say that the “habitus acquired in the family underlies the structuring of
school experience (in particular the reception and assimilation of the
specifically pedagogic message)” (1977, p. 87).

While I strongly agree with David Corson’s reservations about the
“bleak determinism” (1993, p. 16). which accompanies theories of social
reproduction, the arguments presented by Bourdieu provide a powerful
rationale for the “intractability” referred to by Sarason. These arguments may
explain the predictable failure of educational reform efforts by supporting the
ties to Christian values which cause educators to value individualism,
control, and the work ethic, and consequently resist changes such as those
involving collaboration, which challenge these fundamental values. It may
also explain the difficulties sometimes encountered when Inuit and
Qallunaat educators try to work closely together and find that differing work
habits can become irritating. A very simple example relates to punctuality.
Qallunaat educators are generally much more worried about being on time
than their Inuit colleagues. They are more likely to work to deadlines. Inuit
seem more concerned with reaching a common understanding than getting

things done within a limited time frame. Different kinds of socialization
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patterns may account for behaviors we sometimes label “cultural difference”,
as if they were genetically determined characteristics.

It is possible that some Inuit graduates of the northern school system
are so well socialized from their years of exposure to missionaries and
southern educators that they have internalized and now unconsciously
replicate aspects of a southern habitus in just the same way as their southern
colleagues. This could provide one account for the insistence on providing an
education in English that used to be particularly strong in the Kitikmeot
Region where Inuit were more directly affected by long term socialization
with Qallunaat educators and a southern way of life.

It is also quite possible that the habitus of traditional Inuit life provides
such a powerful socializing influence that the value system and cultural
capital of Inuit educators radically differs from that of their Qallunaat
colleagues. Some of the differences we see between Inuit and Qallunaat
educators in the Pauqatigiit data may relate to very deep differences in
cultural socialization and to values that are rooted in the pre-missionary
consciousness of Inuit.

Answers to these possibilities are well beyond the scope of this
dissertation, but Stairs and Wenzel (1992), allude to such possibilities when
they speak of “a life that unifies the land, the animals and the community
past and present” (p. 7). They suggest that Inuit identity is based on a world-
image which involves a “person-community-environment construct” (p. 9).
This concept of identity differs substantially from the more individualistic
self-image of Western society, and suggests that the loss of this world-image
within the school system may result in considerable dislocation of identity for
Inuit students. The social consequences of such dislocation may impact

directly on the schools, causing Qallunaat and Inuit educators to experience
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stress, frustration, and confusion as they unconsciously continue to disrupt
the traditional habitus of Inuit society at the same time as they try to retrieve
the culture. The irony of having Qallunaat educators attempting to give back
Inuit culture to Inuit students who have lost touch with their own society has
a sadness and poignancy that eludes academic language.

Attempting to describe the complicated experience of reconnecting to a
threatened culture is heartbreaking. Inuit students struggle with identity
issues and Qallunaat educators suffer as they try to provide support. Having
painfully lived this reality myself for several years I can say that the borders
are very muddled, and it is only by reaching out to each other and working
very hard to maintain reciprocity that is it possible to survive the experience
with any dignity for the participants. I have heard Inuit students speak with
great respect about Qallunaat who are more Inuit than they are themselves.

Inuit educators in the school system may be unconsciously reproducing
southern values and ways of relating to people, the land, and animals. Simply
being Inuit does not mean that you are carrying the deep values and
traditions of your culture. Inuit educators frequently express desires to
reconnect to more traditional ways and recover their cultural connections.
An Inuit educator states, “I feel our elders are here today and gone
tomorrow... They are the only ones who really know how to survive in our
land... We have to go to them to learn and to know how to survive - even
today... I am not opposed to southern ways but I feel that today is the time to
start to know how to survive in our own land” (Nunavut Educator, 1994,
underlining in original). Another educator suggests “We are losing our
dialects, our culture, we only know very little about our own language, or
dialect. I think teachers in Nunavut should be taught by elders so they can

pass it on to the students before we lose it all” (Nunavut Educator, 1994).
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Understanding the culture of schools in Nunavut means more than
acknowledging cultural reproduction and socialization, concepts arising from
a Eurocentric perspective. As [ have already mentioned, concepts of self and
individualism that are suggested as foundations for a southern society may
differ in fundamental ways within traditional Inuit society. Rupert Ross’
writing about aboriginal cultures supports this possibility (1992, 1996). David
Corson discusses these issues in his work (1993, 1995a, 1995b, 1996a, 1996b).
Geertz’s (1983), work in different cultures reveals a very different, more
interactional, relational view of the self and indeed, over the last twenty years
the concept of the individual self in Qallunaat society has been rigorously
critiqued and alternative conceptions of a more interactive, communal,
relational, socially linked self are suggested (Bruner, 1986, 1996; Harding, 1986;
Mead, 1934; Noddings, 1984; Stairs & Wenzel, 1992). In the south, cultural
values and mores are changing rapidly and socialization in the more flexible
family structures of today may mean we need to carefully examine some of
the so called “truths” we have come to accept in explaining the way school
culture works.

It is absolutely essential, when acknowledging the influence of cultural
reproduction or habitus, and discussing its possible impact on change in
schools, that we realize, as David Corson says, the “dominant groups
themselves are rarely homogenous; their values are in constant tensions of
conflict and contradiction” (1993, p. 16). Schools in Nunavut include
individuals from all across Canada and the world. Increasing numbers of
Inuit educators, whose habitus may differ in significant ways from that of the
Qallunaat, now work in the system. However, while educators from both
groups express an urgent need to maintain Inuit culture, tradition, and

language, they may not fully realize that the school, and their own behaviors,
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support a western, eurocentric habitus which powerfully undermines their

articulated dreams and desire to work together to achieve those dreams.

ontinuitv and mfort

Paugqatigiit is situated in a contradictory, complex world which is
greatly influenced by the established and changing values and attitudes of its
educators. A willingness to change schools depends on how schools, culture,
values and the self are understood by educators. The degree of openness to
different possibilities, differing interpretations, and evolving truths appears
to be a major factor in exploring the range of possible options within
Nunavut schools.

Teachers who consciously decide to make changes together can defy the
limitations imposed by cultural reproduction, socialization and the daily
grind (Cummins, 1996; Ladson-Billings, 1994; Lipka & McCarty, 1994; May,
1994; Tompkins, 1993). Rosenholtz (1989, p. 33), remind us; however, that
teachers “tend to be wary of collective thinking and resolute about their
individual preferences. Ironically it is these norms of self-reliance which tend
to impede the struggle for teaching success”. This wariness, based on
individualism, appears to be one of the things that needs to be articulated,
discussed, and addressed as educators are pushed more and more by
competing agendas and find themselves under attack in the educational

system. We need not forget that:

[H]aving so often been hung out to dry and left to defend reforms
without the means to make them workable, teachers are increasingly
reluctant to support changes of any kind. They are also frustrated
because of the inability — or unwillingness — of policy makers to
understand that the complexities of educational change go far beyond
ordering new textbooks. (Barlow and Robertson, 1994, p. 115)
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Lieberman and Miller, in referring to the literature on school change,
state, “One gets the view that teachers can be infinitely manipulated like
puppets on a string (1992, p. 81). We can continue to hope that teachers will
refuse to be led around by the nose and that their stubbornness can become a
source of positive change, a form of active resistance as much as it is a
reflection of social reproduction, or conservatism.

Andy Hargreaves and Michael Fullan have written extensively about
the importance of school culture, warning those of us with reform agendas to
ignore culture at our own peril. “The culture of teaching and the culture of
schools loom increasingly as keys to teacher development” (Fullan &
Hargreaves, 1992, p. 6). “Cultures of teaching help give meaning, support and
identity to teachers and their work .... They provide a vital context for teacher
development and for the ways teachers teach” (Hargreaves, 1994a, p. 165).

Hargreaves (1994a), suggests that the culture of teaching involves four
major patterns of relationships and associations which he identifies as
individualism, collaboration, contrived collegiality, and balkanization (p. 166-
240). He provides a complex analysis of these forms of culture, suggesting that
the wealth of literature about individualism has actually helped to foster
stereotypical and negative views of teachers which imply that they are
somehow at fault for the problems in the school system. His work helps us to
understand that the issues around autonomy and individualism are far from
simple.

It seems reasonable to suggest that teachers are, to some extent,
influenced by cultural reproduction, and that changing deeply engrained
patterns of behavior require teachers to critically examine their beliefs and
their willingness to maintain and accept the status quo. This kind of critical

reflection can shake educators to the core. This is as true for Qallunaat
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educators working in a system which is struggling towards Inuit ownership as
it is for Inuit educators committed to making culturally based changes in
Nunavut schools. Issues of socialization, values, bias, paternalism, and
cultural difference cut close to the bone. Few people, regardless of their
awareness and desire for social justice, are willing to scrutinize and strip
down the professional workplace and their identities to expose their own
prejudice and stereotypes, especially when the daily and overwhelming
challenges facing educators in Nunavut schools already threaten their
equilibrium, humanity and peace of mind. Marris (1975, p. 9), tells us that
people are “profoundly conservative”. Adding to the violence and dislocation
already experienced by educators in Nunavut is not acceptable when
addressing issues of school culture, important as they are.

The very structures which produce the so called rigid cultures of
teaching also provide continuity and meaning. They comfort and create
warm nests for us to settle into. There are distinctly physical and
psychological needs which are satisfied when educators sit together in their
staffrooms, waiting for the bell they have heard for many years, sipping coffee
and listening to the banter of their colleagues. We all need to belong, to be
affirmed, and to feel supported and comfortable. Hargreaves, as he does so
often, cautions us that to ignore aspects of desire in teacher development is to
ignore human needs (1995, pp. 25-26). He writes of desire as a “creativity and
spontaneity that connects teachers emotionally and sensually ... to their
children, their colleagues and their work” (1995, p. 21). This desire is linked to
the pleasure of belonging. It is also linked to comfort and peace of mind.
Rocking the boat and calling for fundamental change in schools can threaten
fragile aspects of comfort and belonging and endanger some of the fragile

bonds of humanity that do exist in schools.
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When we say that schools must change and that educators must
confront injustice, inequality, southern dominance, their own prejudices, and
deeply held cultural mores, we must realize that this involves considerable
pain. Pain is always resisted, particularly when a person may not understand
why it is necessary. Running over resistance and labeling it as dinosaur-like
behavior or ignorance will merely create more resistance and reinforce
existing barriers to change. Complicated ethics surround these issues and the
process of negotiation needs to consider issues of power, knowledge and

authority in some detail.

Reculturing Schools

The potential invasiveness of change from the outside, and the
effectiveness of educator resistance to such change, is insufficiently
recognized by those who propose reforms for schools. However, change
which reflects the collectively identified agenda of teachers, as is suggested in
Paugqatigiit, has the potential to become a story that works from within the
existing culture (Barth, 1991), and carries with it the possibility for establishing
an ethical foundation for the school system. As educators themselves work
consciously, carefully, and slowly to establish their own professional learning
as “organically part and parcel of the culture of school” (Fullan, 1995, p. 258,
emphasis in text), there is the potential to bring about long-term change that
ultimately benefits educators. As Fullan (1995, p. 260) reminds us,
professional development involves “reculturing” not “restructuring” our
schools. Reculturing is the process which is presently occurring in Nunavut
schools as more Inuit educators are hired and culturally based learning,

thinking, and ways of functioning are gradually incorporated into daily
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activities. Inuugatigiit (GNWT, 1996), is much more than a new Inuit-based
curriculum. It involves reculturing schools as they struggle to become Inuit.
Understanding what reculturing might mean for Paugqatigiit, as part of
Inuugatigiit, requires that we not only support educators in Nunavut to
implement their own agendas, their own way, without appropriation, we
must also support ongoing culturally based changes in curriculum and
program through Inuugqatigiit. In doing so we are challenging the system to
reconsider the way business is conducted within the framework of a
hierarchical, southern model. This process raises some serious ethical
questions about who is making, or will make, decisions for whom in the
Nunavut school system. It requires that we ask even more questions about
how those decisions are being impleinented in our schools. If Pauqatigiit
becomes a different kind of change that stays true to its collectively established
ethical principles, insists on educator ownership regardless of the time it
takes, acknowledges the real challenges involved in change, and provides
opportunities for critical reflection for all educators, then it has the potential
to support the ongoing creation of an Inuit school system. In so doing it is
also creating a school system in which ethically based practice becomes an

accepted way to conduct daily business.



Chapter Six

Teaching and Learning in the Post-Colonial World of Nunavut

“the forces against which one is speaking
are at their worst when they are most benevolent”
(Spivak, 1990, p. 160)

Considering a Post-Colonial World

A consideration of the post-colonial context is important in this
dissertation because it raises and discusses issues of inequality and relations of
power as they impact on professional learning and therefore on teaching and
learning in Nunavut schools. Cummins (1996), argues that unless
collaborative, rather than coercive, relations of power characterize
interactions in bilingual schools, minority students and by extension
minority teachers, will encounter difficulties in achieving academic and
professional success. Coercion, when it is exercised individually, collectively,
consciously, or unconsciously, involves some form of unwanted and
unethical control over other people. A post-colonial context, such as
Nunavut, where one group holds more power than the other, contributes to
coercive rather than collaborative relations of power which can limit and
restrict communication and understanding between Inuit and Qallunaat
educators. People living and working in colonial and post-colonial societies
are often subtly drawn into the coercion of others, or the acceptance of
coercion as a way of life. This occurs in the school system and in professional
education just as it does in society in general.

This chapter discusses some of the factors that contribute to inequality

184
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and coercive relations of power in the colonial and postcolonial world of
Nunavut. It examines the complex interpersonal space occupied by Inuit and
Qallunaat educators who are striving to communicate with each other against
factors which are hegemonically embedded in themselves and in the society.
The chapter argues that acknowledging differences, sharing pain and
communicating honestly across racial boundaries requires courage but is one
of the only ways to break down barriers that seem to inextricably lead us into
relationships where inequality contributes to misunderstanding. This process
is seen as part and parcel of ethically based communication.

Cummins’ work has significant implications for professional
education in Nunavut, both within formal professional learning contexts
such as courses and workshops, as well as in school-based professional growth
activities including team planning, team teaching, and curriculum and
program development. These are the very kind of activities that are requested
by 70% of the Inuit and 60% of the Qallunaat educators in Nunavut.
Interactions between Inuit and Qallunaat in schools, both informal chatting
and formal discussions of educational issues, are affected by relations of
power and can result in shared decision-making, equality of voice, educator
ownership of program and policy, or alienation, disillusionment,
disempowerment, marginalization, and various forms of resistance. Given
the expressed desire of Nunavut educators to work more closely together, an
understanding of the nature of power relations as they are constructed within
a colonial and post-colonial society may be important.

Cummins (1996, p. 164), states “When educators define their roles in
terms of promoting social justice and equality of opportunity, then their
interactions with culturally diverse students are more likely to embody a

transformative potential that challenges coercive relations of power as they
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are manifested in the school context”. He goes on to say, “Teaching for
empowerment, by definition, constitutes a challenge to the societal power
structure. Interventions that fail to challenge the power structure simply erect
a cosmetic facade that obscures the continuing reality of disempowerment” (p.
164). Cummins suggests that micro-interactions in schools tend to mirror the
macro-interactions in society. In other words, if racism and discrimination are
integral to a post-colonial society, then racism and discrimination will be
present in micro-interactions in schools. If educators do not understand that
issues of social justice and equality are vitally important in teaching Inuit
students, or educating Inuit teachers, then they may continue to
unconsciously replicate coercive relations of power in their relationships and

contribute to ongoing failure as they teach.

Collaborative and Coercive Relations of Power

In the context of Nunavut, Inuit, though they are the majority, still do
not hold the power in the society. The power structures, in government and
private business, though they are changing, still reflect those of a colonial era.
Most government bureaucracies and successful businesses are led by
Qallunaat. Qallunaat are economically advantaged, holding most of the
wealth in Nunavut communities (NIC, 1996). The economic disparity
between Inuit, who are often unemployed, and Qallunaat who almost all
work, is visibly evident within most communities, supported by obvious
differences in the quality of homes, vehicles, and other signs of the economic
prosperity. This is true for Qallunaat and the rapidly growing group of middle
class Inuit.

Though Inuit hold more positions of authority within education than
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in most other government agencies, Qallunaat still hold the majority of
positions of leadership and power in the school system. Regardless of the fact
that I[nuit are on the threshold of self-government and are involved in
negotiating their own future, powerful federal and territorial bureaucrats
actually conduct a great deal of the business, do most of the writing, and are in
positions of significant influence as Nunavut is created. The structures that
are being created, though decentralized, still tend to reflect the bureaucratic
hierarchies that are common in all governments across Canada. These are
structures that can very easily become self-replicating, self-serving, and
dehumanizing.

Though the numbers change each year, only three Inuit principals
worked in thirty-eight Nunavut schools during the 1996/'97 school year, and
few Inuit hold positions as assistant principals, or program support (resource)
teachers. In spite of the great success of the community-based Nunavut
Teacher Education Program in raising the number of Inuit teachers working
in the school system, some graduates lack the experience and confidence they
need to take on challenging positions of responsibility in what can be
perceived as a climate of disempowerment. A lack of Inuit role models may
delay this process even more. Recent research on Inuit women educational
leaders in Nunavut (Lee, 1996), suggests that Inuit leaders face obstacles
including institutionalized racism and sexism in their daily work. These
barriers are often unconsciously maintained by both Qallunaat and Inuit.

As long as the school principal, the program support teacher, and
senior teachers in a school are Qallunaat, Inuit educators, even when they are
a majority, do not usually hold significant power. Decision-making rests
largely with Qallunaat and, regardless of efforts to include Inuit, power

relations do tend to reflect the structures in the dominant society. Qallunaat
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school administrators trying to change these structures need to challenge
their own sometimes unconscious tendencies to replicate dominant relations
of power in their daily interactions. This can be a very complex challenge, one
that is not often discussed as part of professional development workshops for
school principals, program support teachers, or educators in the system.
There are many examples of Qallunaat principals or administrators,
who establish collaborative relations of power with Inuit educators.
Examining these successful cases may provide some important insight for the
future. It is also important to discuss ways that Inuit leaders can establish and
maintain collaborative relations of power as they move into positions as
principals. The southern hierarchy contributes to power-over others rather
than power-with others and Inuit may find themselves replicating coercive
power structures, even as they resent their own complicity in the process. The
Baffin Divisional Board of Education, in an Inuit-led initiative in educational
leadership, is raising a variety of questions about the hierarchical nature of
the southern models. Lee (1996, p. 94), discusses the concept of
Sivumuagqatigiinniq (leading together), a kind of shared leadership, which
emerged as a major theme in her research with three women who hold

positions of leadership in the school system. One of these leaders stated:

Rather than, let’s say, having a principal, one person leading the
school, supposedly, have three, or four people leading the school as a
team, as a committee, or however and someone to chair the group ....
And so if we are going to run our schools in a more democratic, a more
holistic, together way, then we have to have more than one person to
lead the school. And we talked about traditionally, the way when Inuit
lived in camps, that’s how they operated. There was not really an
identified leader in certain camps, but in some camps there were
leaders identified, or people who were looked towards for direction,
and certain people in the community dealt with certain issues.

Given Cummins’ work and the results of Lee’s research, it appears that
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if Inuit educators are to experience success and professional growth in
Nunavut schools, it is vitally important to identify, in practical ways, how
collaborative relations of power can be established and maintained. This
involves understanding and recognizing that hegemony and racism,
inherited from a colonial history and permeating the contemporary society,
can negatively affect the relationships between the two groups, erecting
barriers, creating boundaries, and limiting the possibilities for working
towards Inuit ownership and involvement in schools. If educators are to
understand the factors that presently limit their success, then naming barriers
and reaching out across borders is part of the process that is required within
Paugqatigiit implementation.

The matter is quite complicated, however. Nunavut signifies the
politically correct agenda of Inuit control and while many Qallunaat and Inuit
publicly espouse and support this direction, their behavior, language, patterns
of interactions and discourse, or private conversations may tell a different
story. Racist attitudes are so hegemonically engrained that educators are
sometimes unaware that their behavior and way of speaking to each other
can be ethnicist, condescending, or even insulting. Working on the
recognition of racist behavior, language, and non-verbal messages, involves a
willingness to be embarrassed by your own racism. Realizing that you are
capable of making serious cultural blunders involves an admission of failure
for many Qallunaat who pride themselves on their ability to acculturate and
relate positively to Inuit colleagues. It almost spoils what may seem like a
perfect relationship to suggest that traces of racism are actually marring
communication. Denial rises immediately when such possibilities are
suggested. It may also embarrass Inuit to realize that some of their attitudes

towards their Qallunaat colleagues are stereotypical and racist, contributing to
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the creation of significant misunderstanding in schools.

The mission statements of the Nunavut Boards of Education and
NTEP express commitment to Inuit-based education. The documents paint a
vision of Inuit ownership of the school system, of schools and teacher
education programs where Inuit culture and Inuktitut hold the central place,
with English as a vitally important second language. Implementing these
goals; however, requires that educators understand the implications for their
relationships with each other and can see the difference between what
Cummins (1996), describes as progressive and transformative pedagogy, or
liberal and radical ideology. This is far from being a simple process.

Progressive pedagogy, based on a “liberal-democratic theory of
schooling” (May, 1994, p. 11), is the prevailing philosophy which supports
curricula and the directions established for Nunavut schools. Inuit culture is
often celebrated by educators, and many schools are starting to reflect the
world of the community and the rich history, mythology, and connection to
the land that is a critical part of Inuit life. Teachers may foster interactive,
collaborative inquiry and be intensely aware of the many obstacles students
need to overcome if they are to succeed academically. Teachers working
within a liberal democratic tradition can be very effective but they must
challenge their students to succeed academically. Ladson-Billings (1992, p.

112), provides some insight into this when she says:

[T]eachers' effective involvement with students, involving students
in educational decision-making and making strategic decisions about
what to eliminate and what to include in the curriculum are essential
to successful teaching of minority students.... [W]hen comparing
effective teachers of minority students with ineffective teachers they
found that ineffective teachers, while compassionate, often see their
students as victims and in inescapable situations. They treat their
students as incapable of handling academically rigorous material.
Effective teachers, on the other hand, acknowledge the state of
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oppression in which their students exist but insist that the students
must overcome these negative situations and present them with
academically challenging tasks on a regular basis.

This finding is supported in the work of Cummins, 1996; Kleinfeld,
1972; Lipka & McCarty, 1994; May, 1992; Tompkins, 1993 and many others. A
teacher working within a liberal democratic framework may understand the
social context reasonably well, but may not spend much time analyzing the
way democracy actually works against its own goals to further inequality in
Nunavut. Teachers are sometimes overwhelmed by the challenges facing
them in the classroom and believe that providing a safe and nurturing place
for the students is the most important priority. Unfortunately this may also
mean that the teacher unconsciously fails to offer a cognitively demanding
academic program because of fears that it may provide more stress in the lives
of the students, or simply because establishing such a program, given the
wide range of academic levels, is beyond their ability at that time in their
career.

Nieto (1992, p. 203), says that “school achievement can be understood
and explained only as a multiplicity of sometimes competing and always
changing factors: the school’s tendency to replicate society and its inequities,
cultural and language incompatibilities, the limiting and bureaucratic
structures of schools and the political relationships of ethnic groups to society
and the schools”. There are many reasons one might suggest for the failure to
challenge students; however, there is enough concern expressed around
issues of academic standards in Nunavut schools to justify speculations
relating to political ideology and wonder if raising questions about these
issues may help educators to consider how their own ideology operates
unconsciously within their classrooms. Sonia Nieto provides a clear,

practically supported discussion of these issues in her book Affirming
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Diversity: The Sociopolitical Context of Multicultural Education and Stephen
May (1994), describes Richmond Road School which successfully implements

collaborative, anti-racist pedagogy. Joanne Tompkins (in press) discusses
positive changes which took place in a Baffin school, providing an example
which is drawn from our own context.

Educators in Nunavut do not generally focus, in a critical sense, on the
societal context as it influences students’ lives, opportunities and worldview,
and they do not often include critical, anti-racist literacy in their daily
planning. The importance of critical literacy needs to be recognized,
understood, and discussed before it can be included in a program. Cummins
(1996, p. 156), refers to the work of Maria de la Luz Reyes which claims that
without “explicit attention to the social realities of diversity, many whole-
language classrooms will be just as monocultural and blind to students’
cultural realities as more traditional classrooms.”

The same thing applies within professional education. Until we can
acknowledge and discuss the impact of the social context on our lives and can
understand how the colonial history contributes to our attitudes, beliefs and
interactions, then many of us, both Inuit and Qallunaat, continue wandering
happily, or not so happily, through schools and community learning centres
wondering why communication is sometimes strained between us, puzzling
about why one group doesn’t, or won't, participate fully in discussions and
decision-making, or why the other group never seems to stop talking. In
other words, stereotypes, prejudice, and bias blinker our judgment, build up

barriers, and limit our ability to communicate and collaborate.
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riti P ives in Educator Development

David Corson (1993, p. 113), suggests that “in-service education of
practitioners in the sociolinguistics of schooling would certainly be helpful in
identifying undesirable prejudices and eliminating the practices that result
from them”. Inservice education can also bring people together to share
successes, or learn together. Watahomigie and McCarty (1994), identify staff
development as one of the key components in the successful implementation
of bicultural/bilingual schooling in Peach Springs, Arizona and believe that
the participation of both Hualapai and non-Hualapai in state wide institutes,
“enhanced their professional knowledge base and encouraged them to use
more appropriate pedagogies” (p. 37). Stephen May (1994, pp. 79-83), describes
the intensive, ongoing staff development process instituted by Jim Laughton
at the internationally acclaimed, multicultural Richmond Road School in
Aukland, New Zealand. He tells us that, “Laughton made his teachers learn
theory as the basis for their practice” (p. 80, emphasis in text). Wally Penetito,
a Maori educationalist and close colleague of Laughton, quoted in May (p. 80,
emphasis in text), informs us that Laughton believed teachers should not
only be good practitioners but that the “whole definition of a good
practitioner meant someone who knew what they were doing — understood
their practice. And in order to understand your practice you have to be able to
theorize about it”.

The implication is that educators working successfully in a
multicultural context need to theorize and to become critically reflective in
order to be effective. It seems that a major purpose for professional education
in a post-colonial context is to foster this kind of theorizing and pedagogical

thoughtfulness. Unless educators start to think very deeply about the social
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context and their roles in Nunavut schools it is unlikely that the taken-for-
granted world will be seriously questioned. The next chapter entitled: Critical
Reflection and Professional Learning discusses this topic in more detail.

The findings of Heimbecker (1994), and Ryan (1988), who both wrote
about the difficulties involved in providing an education for Innu who lived
in a community in Labrador provide further insight with respect to the post-
colonial context. Connie Heimbecker (p. 17), discusses the clash between the
“culture of the home” and the “culture of the school”. She argues that the
differences between these cultures can cause, “Severe cultural conflict, school
failure and damage to self concept” (p. 18). She and Jim Ryan both refer to
white, middle class educators who work in the school but seem to be
unconscious of the ways that power, discipline, and the school culture work
through them to alienate students, parents and Innu educators. The lack of
Inuu control of education, the deep alienation of parents and students from
the school, and the use of southern, traditional curriculum created little hope
for short-term change. The situation was actively oppressive and the school
and the teachers were placed in positions of domination. It was, at least
several years ago when Ryan and Heimbecker worked in the school, a deeply
colonial context in desperate need of radical change.

The situation in Nunavut where the Boards of Education rather than
the territorial government control the schools, where Inuktitut is the
language of instruction to Grade Three and beyond, and where Inuit teachers
already constitute the majority in some elementary schools, seems almost
like Nirvana when compared with the situation Heimbecker and Ryan
describe in Labrador. Though remarkable progress is taking place; hegemony
still operates to limit educator development (Lee, 1996; Tompkins, 1993).

Outward appearances and the rhetoric of guiding documents may mask the
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fact that the situation is still heavily influenced by colonial ideology. The
ongoing struggles to increase the numbers of Inuit high school graduates, the
debates around language of instruction, the challenges facing new NTEP
graduates, the lack of Inuit leadership, all speak to the fact that many
educators still do not understand that attitudes and patterns of interaction,
albeit hegemonically influenced, actually contribute to the disempowerment
experienced by Inuit students and educators.

Lipka and McCarty (1994, p. 279), in sharing successes experienced in
aboriginal education in Red Rock, Arizona, and in Alaska, state that
“educators and community members have experienced the debilitating effects
of a post-colonial education system and yet have continued to struggle and
persevere against the loss of language, culture and control over the
educational system”. The struggles are indeed debilitating (Ball, 1995;
Tompkins, 1993; O'Donoghue, 1997). Many educators in Nunavut struggle to
the point of exhaustion to address Inuktitut language loss, meet student
needs and change the structures that impede progress. They usually struggle;
however, without bringing issues of inequality, racism, or hegemony to the
surface. Unconsciously conducted, the battle leaves people wondering why
they are so tired. Their exhaustion in turn becomes a limiting factor in efforts
to make change. Marris (1974), in discussing the tensions involved in
interracial relationships, states, "Black rage and white guilt together project an
image of conflict which expresses a mutual sense of betrayal” (p. 96). The
longing for mutuality which is inherent in our efforts to create
understanding between Inuit and Qallunaat is constantly undermined by our
unacknowledged feelings. Feelings like anger, rage, guilt, betrayal, and
sadness have no defined space for their expression. They are too

overwhelming, too potentially hurtful to be expressed openly. We bottle
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them up and betray ourselves because our sense of bewilderment and loss
does not go away. When confusion and different perspectives are rarely
articulated and there is no forum within which to debate these issues, these
feelings lie under the surface, like tumors, creating more feelings of
resentment, confusion, mental stress, disillusionment, and frustration.

This discussion of the effects of the colonial heritage in Nunavut does
not suggest that we are failing in our mission, or that colonial attitudes will
defeat our efforts; however, it reminds all of us that the colonial shadow we
live under provides complicated and debilitating challenges for educators —
challenges we sometimes fail to acknowledge in our daily work.

Cummins, Ogbu, Corson, Giroux, McLaren, Spivak, Skutnabb-Kangas,
Nieto, May, Phillipson, Mullard and countless other internationally
renowned scholars in the field of cultural studies and multicultural
education inform us that racism, hegemony, and abuse of power must be
explicitly acknowledged and addressed if we are to achieve the kind of goals
outlined in documents such as Qur Students Qur Future (GNWT, 1991), Qur
Future is Now (1985, 1996), and Piniagtavut (1989). Pauqatigiit, as an initiative
in professional education, must come to terms with this challenge and decide

how best to raise the issues with educators.

Resistance to Anti-Racist Education

Teacher educators, in various locations, working to build awareness of
racism, injustice, and inequality in the system, frequently encounter
resistance when they raise these issues with student teachers and find that
challenging attitudes can cause controversy and stress, particularly for
individuals from a white, middle class background (Alquist, 1992; Berlak,
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1989; Ellsworth, 1989; Lather, 1992; Sleeter & Grant, 1988; Nieto, 1992).
Ironically, it appears that this resistance may be linked to conceptions of
liberal democracy which affirm individual rights and freedom. Alquist (1992),
found that student teachers in her class believed that teachers should be
neutral and objective and avoid taking sides in discussions of racism. The
students found Alquist’s efforts to raise their consciousness of inequality and
injustice to be invasive and actively resisted her attempts to enlighten them.
Can this hidden enemy be unmasked and discussed without causing a great
deal of pain and struggle? Spivak (1990, p. 160), says that the classroom is the
“real battleground.” She is referring to the difficulties involved in helping
students to recognize the enemy within and their own complicity in
domination, while at the same time being able to help them move beyond
guilt and blaming, or what she calls “breast beating.” She acknowledges that
violence is involved in this process, that students can be truly shaken, even
dislocated, when they realize the true nature of the social context and the
strength of their own hidden racism.

The same kind of reactions were noted by Lather (1992), who suggests
that “an intendedly liberatory pedagogy might function as part of the
technology of surveillance and normalization” (p. 139). Quoting Foucault,
Lather chooses to warn us of the “violence of a position that sides against
those who are happy in their ignorance, against the effective illusions by
which humanity protects itself” (p. 141). Lather goes on to raise concerns
about the way the “power-saturated discourses”(p. 142), of critical theory can
serve to construct our consciousness and she suggests that we need classroom
relations which “engender fresh confrontation with value and meaning” (p.
144).

Alquist concludes that she needed to use an approach that was “non-



198

impositional anti-racist teaching” (p. 103). She believes that, "most of us
haven't had an education that was empowering, anti-racist, problem-posing,
or liberatory” (p. 98). In other words, teaching in schools is limited to a
transmission-based study of government and democracy which fails to invite
students to share their own experiences, or become involved in issues of
inequality or justice. As a result their views are apolitical, or as Alquist
suggests, they, "reflected passivity, fatalism, denial and resistance” (p. 100).
The anger and resistance that Alquist and others encounter need to be
discussed when considering the implementation of Cummins’
transformative pedagogy as part of Pauqatigiit.

The following personal story is shared as a fairly innocuous example of
what can happen when you try to bring a mildly critical perspective to a
discussion of financial inequality. In the Spring of 1996, I was discussing with
a large group of Inuit NTEP students the issue of financial inequality between
Inuit and Qallunaat teachers working in the school system, and pointing out
that each credit course completed would eventually lead to a significant
increase in salaries and therefore greater financial equality with Qallunaat
teachers. The students seemed unconcerned with the fact that Qallunaat
earned more than they did. Comments ranged from: “Why are Qallunaat
always so interested in money?” to, “ Why is this important? We earn less
because we have less education — that'’s fair.” I suggested they were in danger
of being in la la land. This raised a laugh and many responded that they liked
la la land and would stay there while they were students and face the
financial realities when they started teaching. I laughed too, at my own rather
ineffectual, naive efforts to raise political consciousness in the face of different
cultural values, but also at how much attitudes are uncritically accepted even

by those affected the most. Student and teacher resistance to a more critical
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perspective needs to be carefully considered in Pauqatigiit.

Naive, clumsy, and insensitive implementation of anti-racist,
professional education is certain to encounter considerable opposition and
may not achieve its purpose. The use of the academic vocabulary of critical
pedagogy such as oppression, racism, hegemony and dominance can rapidly
alienate educators because it is sounds so radical, frightening, theoretical, and
ideological. Elizabeth Fortes, a colleague who works from a Freirian
perspective, calls such terms “big words” and uses them carefully (personal
communication, January 28, 1997). The language of academic discourse may
enable critical theorists to reflect on issues but it is not the language used by
educators in schools.

Difficulties with adapting the language and concepts within critical
pedagogy to meet the needs of educators in schools may indicate that a
facilitator has not dealt with some of the issues in her own life, is
overwhelmed, or seduced by critical theory, or may not understand it well
enough to make decisions about how to use it effectively. These comments in
no way reflect on those educators, including myself, who openly share their
own experiences with student resistance. Our honesty and analysis help all of
us to consider the issues more deeply and identify the violence and arrogance
inherent in some of the grand discourses in the critical tradition (Ellsworth,

1989).
The Colonial Context of Nunavut
It is sometimes hard to imagine that Nunavut can still be called

colonial in the nineties. Identity politics permeate the mainstream press.

Issues of difference are popular topics for talk shows beamed into living
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rooms all over Nunavut. What makes Nunavut colonial and helps to
maintain difference as a barrier in the lives of so many people? Memmi (1967,
p- 5), in describing white people who live in the colonies, tells us that, “in
organizing their daily habits in the colonial community, they imported and
imposed the way of life of their own country, where they regularly spend
their vacations, from which they draw their administrative, political and
cultural inspiration and on which their eyes are constantly fixed”. Surely
Nunavut in the nineties is a far cry from Africa in the fifties? This is modern
Canada after all.

Taking a close look at the social activities of Qallunaat in many
Nunavut communities will provide evidence that many of us tend to
socialize with each other, rather than with Inuit. Conversation sometimes
tends to explore vacation possibilities, or life in the south. Does this not
reflect the fact that our families are in the south, we are lonely and find it
comforting to discuss vacations at home with our families? It may; however,
also indicate a sense of displacement, a discomfort with being in a place you
would rather not be. Even the dichotomy of “going out” as opposed to
“staying in” for the holidays denotes a feeling of confinement. To presume
that this is evidence of colonialism; however, seems a bit far-fetched.

Only twenty years ago; however, Hugh Brody (1975/1991, p. 96),
suggested that, “White presence in the north falls into the category of
colonialism”, a category which he tells us, “regards the native as being
without a society, savage, wild and heathen”. Inuit could be considered
savages by southerners for they “live on raw meat, always live with great
simplicity and are highly mobile.... an embodiment of nature, as a part of the
land, beyond the reach of culture”. While there are few Qallunaat who

believe that Inuit are savage, the vestiges and residue of these images live on
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as stereotypes in our minds.

Brody also speaks of the romantic preoccupation of Qallunaat with the
“more exotic aspects of Inuit life” (p. 92). He mentions notions of Inuit as
“tough, smiling, naive, ultimately irrational” (p. 92). It seems that while our
eyes are cast south, we also feel drawn to these exotic aboriginals, viewing
them as attractively different. This romantic view extends to Qallunaat
themselves who sometimes like to think that they live on the margins at the
edge of the world, in a harsh climate, in a very unique and special
environment. Indeed they do, but when a Qallunaq pictures herself as
courageous and adventurous, engaged in a kind of heroic enterprise, there is
a decidedly colonial flavor involved. This is the kind of benevolent, romantic
colonialism which is sometimes referred to in the north as a “tourist
mentality.” Underneath the romantic veneer and obsessive interest lies a
colonial attitude that regards Inuit as noble, positively primitive, spiritually
enlightened, and ultimately better than Qallunaat. They are not regarded as
equal in their difference, but are elevated to a superior position and treated
with a careful reverence that is objectifying and disrespectful.

Teachers filled with benevolence and committed helping Inuit gain an
education, can often be tinged with a form of maternalism or paternalism
which conveys pity for a people who are the victims of our colonizing. In its
extreme form this position can easily become guilty handwringing, an almost
groveling position of abject apology for the sins committed by Qallunaat in
the past. Sometimes it involves a rejection of Qallunaat culture as tainted.
Guilt does not set the stage for collaborative relationships in schools and it
often fosters more guilt, depression, and paralysis.

Is it possible to get away from a colonial attitude? Are we Qallunaat

damned if we care and damned if we don’t? Surely we are not all
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missionaries, adventurers, or romantics? Indeed for many southern
educators the reality is far more prosaic. We “go to the colony because jobs are
guaranteed, wages high, careers more rapid and business more profitable”
(Memmi, 1967, p. 20). We are there to save our money, to do a good job
within the confines of the status quo, and eventually go south to our
southern lives. So, are we missionaries, romantics, or money grabbers? Of
course not. As John Amogoalik writes, when referring to the Qallunaat who

represent 15% of the population within Nunavut,

There are other reasons why this minority is important. Most of them
are long term and committed citizens of Nunavut. Many of them were
born here and a large number have spent most of their lives here.
Many will live out their lives in what they consider to be their home.
Unlike many parts of Canada, the non-Inuit population of Nunavut
get along relatively well with the aboriginal population. They have
always supported Inuit land claims and supported the final agreement.
They have a significant force in the efforts to create Nunavut. Like all
of us, they want Nunavut to be a success. They are our friends and
partners. Many of them are our Ningnauks and Okuaks. Their
children are our Ingutuks. If Nunavut is to reflect the Inuit character,
this minority should always feel welcome and needed. (Nunatsiaq
News, February, 14, 1997)

Amagoalik breaks down barriers in his writing and reaches past
colonial stereotypes to walk across borders to the Qallunaat in Nunavut. He
acknowledges the bridges built by Qallunaat. Though his position may be
politically motivated, it has the ring of a genuine invitation which comes
from his own experience of positive relationships with Qallunaat.

The stereotypical images of both Inuit and Qallunaat that I have raised
in this section of the dissertation are not pleasant and can in fact further the
sense of difference and alienation that is part of colonial history. It is far too
easy; however, to pretend that everything is wonderful and rosy, that Inuit

and Qallunaat are good friends, and adopt a critically unconscious perspective
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which will continue to reflect dominant attitudes within the society. As
Phillipson (1988), reminds us, “colonialism has been superseded by more
sophisticated forms of exploitation .... the ‘higher and better’ view of the West
is now less represented by the gun and the Bible than by technology and the
textbook” (p. 341). “Colonization has gone transnational and corporist”
(McLaren, 1996). The kind of colonialism we see in Nunavut is now layered
with an imperialist market take over of our consciousness which is even
more insidious. Qallunaat are colonizers but are actively colonized
themselves. Inuit are multiply colonized.

The Southern Canadian educators who work in Nunavut
unconsciously carry negative stereotypes shaped from an early age by parents,
the media, southern culture, education, and the lack of exposure to difference.
They also carry the domination of consumerism into the north and while
they may bring some reality to the soap opera images of Qallunaat, they also
further the kind of global colonization referred to by Phillipson and McLaren.

Most Qallunaat are quite unconscious that their presence in the north
involves a “cultural invasion” (Freire, 1970, pp. 150-167), which succeeds
when “those invaded become convinced of their intrinsic inferiority” (p. 151).
Few Qallunaat understand that their very hard work might be considered a
“double illegitimacy” (Memmi, 1967, p. 9), which takes away the place of Inuit
and substitutes a Western European way of life and consciousness. When
such matters are discussed Qallunaat usually feel attacked, become defensive
and respond by stating that we are promoting Inuit education, helping Inuit
take over their own society, helping them to create Nunavut and build a
strong, modern, northern society. We Qallunaat declare that the society is
ours as well as theirs, that we are raising our children in Nunavut, we own

houses in Nunavut, pay our taxes and in fact “belong.” Frequently we declare
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that Inuit are just Canadians like the rest of us and that Nunavut is just
another part of Canada. In these “truths” lie the seeds of colonial domination
and our refusal to “strip white supremacy of its legitimacy and authority”
(Mercer, 1992, quoted in Giroux, 1997, p. 235).

Unfortunately, what is not recognized in these rationalizations is that
all too often it is the children of Qallunaat in Nunavut who acquire middle
class, cultural, and academic capital from their parents, who then go on to
succeed in university in larger numbers than their Inuit friends and who in
turn are more likely to assume positions of power in the system when they
return with their credentials in hand, wearing their northern upbringing as a
badge of belonging. Though these young people may marry or live with Inuit
and have Inuit children, the status-quo remains intact and unexamined for at
least another generation. A generation later neo-colonialism has successfully
replicated the same structures of domination that presently perpetuate class
and economic differences in the south and those with privilege, though they
are now Inuit, unconsciously perpetuate inequality and attribute their success
to Western European values: hard work and progressivism related to
individual achievement. “The story has shifted under neo-colonialism ... to
an encounter with the indigenous elite, who are in fact caught up in the
suppression of the subaltern” states Gayatri Spivak (1990, p. 157).

The heritage of southern privilege, which is unconsciously passed on
from Qallunaat parents to their children, provides some Nunavut students
with clear advantages within the society. The advantages include access to
cultural and linguistic capital which enables them to succeed. This is an
unacknowledged, secret heritage, one that is not spoken about openly. This
inexorable application of cultural reproduction describes a reality we do not

want to accept. It is a reality we want to change and therein lies hope.
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“Disutopias are as useful as Utopias - they are useful to think with” states
Robert Young (1995, p. 274). They may also be useful in helping people
recognize and perhaps fight against the kind of neo-colonial dominance
alluded to by Spivak.

Inuit themselves argue vehemently and correctly that Nunavut is
public government, that everyone deserves equal representation. They say
this means Qallunaat as much as Inuit. What is not stated or understood is
that equality is not so easily created, and that the same inequality that causes
huge failure for minority students in the United States (Cummins, 1996; Fine,
1989; Oakes, 1985), is also present in Nunavut. Within Nunavut, [nuit voices,
representing the 85% majority are not the ones most frequently raised in
protest, or the ones most loudly demanding their rights. In a public
government, without the kind of affirmative action recommended by NIC
(1996) and the GNWT, positions of power in the Nunavut government
would continue to be given to Qallunaat because until Inuit are fully
colonized they can never be “ready” for a society which is based on southern,
Eurocentric norms.

Amagoalik’s nightmare, not articulated in his article in the Nunatsiaq
News, is likely to involve a large influx of Qallunaat managers to run the
Nunavut government, because, unfortunately, even with a huge effort to
train Inuit, “they” are just not ready to assume the leadership roles, — at least
not yet. My irony may be misplaced cynicism. Time will tell.

My purpose in revisiting colonialism is to use it to look at the post-
colonial world of teaching and learning where we sometimes pretend that it
is a relic of the past and neatly sweep it under the carpet to make the “bad
days” go away. Edward Said (1993, p. 5), reminds us that “European

imperialism still casts a considerable shadow over our own time.”
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Colonialism casts its long shadow over Nunavut. A shadow filled with
“spiritual subjugation” (Ngugi, 1981/1989, p. 4), depriving both Inuit and
Qallunaat of “coherence and all tranquillity” (Memmi, 1967, p. 20).

It is the spiritual and mental aspects of colonialism that have the most
relevance in an initiative like Pauqatigiit. Colonialism is the “control,
through culture, of how people perceived themselves and their relationship
to the world” (Ngugi, 1981/1989, p. 16). “Economic and political control can
never be complete, or effective without mental control. To control a people’s
culture is to control their tools of self-definition in relationship to others”
(Ngugi, 1981/1989, p. 16). Ngugi believes that this is accomplished largely
through a European educational system delivered in English and centered
around texts which associate civilization with an Anglo, upper middle class
world. This does not differ in any radical way from providing an education in
English to Inuit students using southern Canadian texts and the Alberta or
Western Canadian Protocol curriculum. They are all developed from a
Western-European perspective.

It is only in the last twenty years that the educational system in
Nunavut has started the complicated struggle to free itself from these bonds
and consider alternatives to this monocultural curriculum. The consequences
of a Eurocentric, colonial education are very well documented and Ngugi’s

words remind us that it can

annihilate a people’s belief in their names, in their languages, in

their environment, in their heritage of struggle, in their unity, in their
capacities and ultimately in themselves. It makes them see their past
as one wasteland of non-achievement and it makes them want to
distance themselves from that wasteland. (1981/1989, p. 3)

Inuit start to view their language and traditions as limitations that

prevent them from achieving success in the Qallunaq world, and Qallunaat
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unconsciously judge Inuit negatively, as uneducated or unenlightened, from
their perspective. The problem is well expressed by Mohanty (1984, p. 352),
when she refers to the “underlying anthropomorphism and ethnocentrism
which constitutes a hegemonic humanistic problematic that repeatedly
confirms and legitimates (Western) Man'’s centrality”. This centrality is fully
internalized when “the dominated start singing its virtues” (Ngugi,
1981/1989, p. 20), and the colonized starts to deny their own identity. As the
Inuit writer Minnie Aodla Freeman says, “I began to think there was
something wrong with my language” (1988, p. 239). When this happens there
is a great danger that both Inuit and Qallunaat will endorse and actively
support the status quo which is based on southern norms. In order to change
this situation, awaken critical consciousness and break down barriers, real
issues of inequality, dehumanization, discontinuity, cultural grief, and
violence in the lives of those who suffer colonization need to be raised and
discussed as part of any professional education experience. They need to be
built into learning experiences and into discussions at the school level in
ways that do not alienate and raise defenses, but rather build empathy,
mutual understanding, communication, and collective commitment to social

justice.

Difference and Identity

Before closing this chapter, issues relating to the use of categories,
hierarchies, and binary oppositions require some attention. All categories leak

(Minh-ha, 1987, p. 94), and oppositions and hierarchies create barriers. There
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are no people who are pure Inummariit 3, or totally racist, oppressive
Qallunaat, yet such stereotypes and the hierarchy from the purest Inuk to the
person who is considered virtually a Qallunagq, or “city Inuk” seem to be
constantly raised in conversati