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This dissertation addresses issues related to ethically based professional 

education in the school system in Nunavut. Nunavut is the new temtory to 

be created in the Eastern Arctic on April 1, 1999 conduding the negotiation of 

aboriginal self-government for the Inuit who comprise an 85% majoriiy in 

that part of Canada. 

Exploring the emergence of an educator-directed mode1 of teacher 

development, the dissertation argues that ethically based professional pradice 

within Nunavut requires that southem models are carefuily scmtinized and 

evaluated as potentialiy violent intrusions and contributors to the 

exponential and endemic cultural and linguistic erosion that is part of a 

colonial legacy. Professional leaming 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 systern. 

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 



world. This is supported within an huit  perspective by a cornmitment to 

comrnunity that is directly linked to sumival in a traditional culture. 

Foucauldian ethics warn us that political controls and prevailuig 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 cntically important concept within the 

stmggle to establish self-government and educator-directed professional 

education in Nunavut. 

Rather than learning within hegemonic models of staff development 

or teacher education that învolves a response to prevailing ideological trends, 

Foucault's theones 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 iç particularly 

important within the cross-cultural world of Nunavut where colonial history 

contributes to major social discord and identity sfniggles for both Inuit and 

non-aboriginal educators. 

iii 



For the Doc who saw the world big, 

and for Ganzie who sti l l  tells me to mind myself. 
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their communities with such generosity and care. 1 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 QalIunaaq living in Nunavut, I 
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This dissertation was completed only because the Northwest 

Territories Teachers Association (NWTTA) and the Goverrunent of the 

Northwest Temtories (GNWT) provided a leave with pay for the 1996/'97 

academic year. This leave changed my Me. It enabled me to stop for long 
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learning. We can never underestimate the need for time and space in our 
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members throughout the last four years. Their work continues to shape 
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principles and faithful to the needs and desires of educators. 1 appreciate the 

willingness of the Nunavut Boards of Education to give me permission to 

include the Pauqatigiit Statistical Report and the Questionnaires as 



appendices to this dissertation and their willingness to let me use aspects of 

the Pauqatigiit data as background information. 

My sincere thanks to the membea of my dissertation committee, Jim 

Cumrnins, 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 extemal examiner for this dissertation, 
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and enthusiasm into the defense and 1 am grateful to Jim Ryan for his honest 

comments. My th& to Paul Begley who acted as the chair of the doctoral 

defense committee. 

Finaiiy 1 must acknowledge the contribution of my family in Ireland. 
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difference in the very c h a h g i n g  world of Nunavut. AU assumptions, errors 

of judgement, or misinterpretation are my own. 1 ask that my mistakes be 
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not hurt any of the people who have offered me so much over the years. 
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Part One 

Professional Education and the Hunger for Leaming 



Chapter One 

Hopes and Dream for Professional Leamhg in Nunavut Schools 

"We rnust have dreams. We must have ideals. 
We rnust fight for thuigs we believe in. 

We rnust believe in ourselves." 
(Amagoaiik, 1977, p. 165) 

The Creation 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 Amenca. Nunavut signifies the end of 

colonial nile in a land whidi 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 hansfer 

payments, decreases in real income and benefits, and cutbacks across the 

government speak to a different and potentially fightening future for people 

who live in Nunavut. Anxiety deepens just as dreams are coming true. 

The possibility that the new, majority Inuit governrnent may simply 

replace one oppressive power with another, and that neo-colonialism will 

continue to perpetuate bureaucratie 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. 



Considerine Profesional Education in Nunavut 

This dissertation, which relates to the professional education of 

individuals working in Nunavut schoolç, 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 

thmty-eight schools in Nunavut, sdiools that are among the most remotely 

situated leaming environments in North Amenca. 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 k also about a hunger for professional 

freedom, autonomy, and integrity whkh can easily elude educators in 

Nunavut and in the rest of the world. 

Freedom has a special meaning in the post-colonial world of i\!unavut 

where Inuit stniggle 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 powerfd political 

forces that threaten the foundations of education in our society. Consemative 

govements  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 the5 own agendas. Recent years have 



seen teachers in mmy- jurïsdîctions losing the abiIity to rnake decisiors with 

respect to content, methodology, and teaching approaches in their dassrooms. 

This involves a loss of professional status and integrity, as weU as potential 

innuence 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 cornpetence 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 se& for freedom and 

integrity, educators engage in changes involved in educational r e f o m  that 

are manipulated by politicians and the educational research and staff 

development industry. The pursuit of manufactured truth in professional 

leaming 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 

leaming in a way that might lead to greater freedom. 

Educators sometimes engage in a pursuit of meaning that look 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 tirne provided to raise 

questions, reflect on our practice or discuçs questions with colleagues. 

Educators are separated from each other by classrooms. They are isolated from 

other adults and confined within schools. The conditions neceçsary for the 

development of professional and persona1 understanding and freedom are 

rarely available in schoois as they presently operate in this society. 

Professional education based on collectively established, ethicaily based 

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



rhetonc of educational refom to establish powerfd 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 divenity 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 O ther cross cultural contexts. 

The dissertation describes an initiative in professional education that 

we, in Nunavut, have cailed 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 

coileagues. Like huit  in the past who, while paddling together to hunt, 

encountered strangers who came from the south, so educators in Nunavut 

encounter and try southem theories, approaches, and ways of teadiing ai the 

same time as they try to bring a more Inuit way of thinking, leaming, and 

working into Nunavut schools. Sometimes these southem theories don't 

make a lot of sense to educators in Nunavut schools. Somethuig different 

often seems to be needed to address the challenges in our particular context. 

Pauqatigiit started developing within Nunavut in 1994 as a response to 

the articulated professional needs and desires of educators, both Inuit and 

southem Canadian (Qallunaatl), 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 leaming together in Nunavut 

schools and communities and suggests that, with increased educator 

Qaiiunaat are southem Canadians, The term, which means those with bushy eyebrows, 
derives from the t h e  of the whalers who hunted in the Arctic waters and estabüshed camps 
dong the shores of the eastern Arctic and eisewhere. 



owneship of professional education which includes al1 voices, there is a 

possibilim of making significant and positive differençes 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 assessrnent conducted in November 1994 

provide a background, are attached as appendices and desaibed in Part One of 

the dissertation, but they do not form the main body of the writing. h t e a d  

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. 

Reflectiow on my persona1 experience, as an educator working in Nunavut 

and Canada over the last twenty-two years, is shared as an example of a 

stniggle to make sense of my professional experience and Ieaniing. 

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 leaming, 

some of them reflecting great frustration with the superficial way that 

educators are manipulated in the staff developrnent business. Other voices 

speak of positive changes that are possible when educators work together and 

refuse to be manipulated by refonn. My own emerging academic voice 

attemptç 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 d u ~ g  the time 1 have spent working in the Eastern Arctic. 

My personal voice responds to painful issues that 1 face in my work as a 

long-term, Qallunaq educator living in Nunavut and seardung for 

professional freedorn in a very complex educational context 1 am not striving 

for an objective or dispassionate voice in my work. 1 believe that the "writer 

is aIways in the text" (Lather, 1991, p. 91), and that regardless of how 

objectively one might attempt to desaibe any process, one's attitudes and 

beliefs are reflected in the wtiting. There are m e s ,  however, such as in 

Chapter Twelve, when a more deeply personal voice is dearly identified and 

"strips the authority of ones own discourse" (Lather, 1991, p 91). The stov 

describes my effort to find meaning as 1 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 Me. 

The dissertation critically interrogates the field of professiond 

education, finding that it lacks coherence, theoretical grounding, and 

meaning for educators who face day to day realities in schoolç. 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 

persona1 framework for professional education in Nunavut. 



The Evolution of Pauaat i~i t  

Pauqatigiit was initiated in 1994, though its roots can be traced to the 

Spring of 1982 when education in the Northwest Temtories dianged 

siphcantly with the tabling in the legislature of le am in^ Tradition and 

Change (GNWT, 1982), the final report of a Speaal Committee on Education. 

The Special Committee was formed in response to a motion by Tagak Curley, 

MLA for Keewatin South who referred to the: 

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

Spring 1982 was also a tirne of signihcant change in my life as a Grade 

Three/Four teacher in Ontario for 1 was about to accept a position as a Special 

Education Consultant working in this northem school system that was so 

riddled with problems. 

In 1975, following t h e  years of teadiing 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). Teadung school, working in 

teacher federation activities, coordinathg outdoor educatlon programs for 

elementary studentç, and completing a Masters degree in Education at 

Queen's University left Little tirne to think very deeply about my career, but 

after seven years of working in Ontario schools as an elementary and s p e ~ a l  

education resource teacher it seemed that I was ready for a change and sorne 

new challenge. There is no doubt that 1 found plenty of challenge and change, 

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



in the years that have slipped by so quickly since 1 firçt went north. 

Traveling extensively for eight years to aII Baffin communities, and 

then to communities across the NWT, I worked as a Special Education 

Consultant and as a Special Education Coordinator at the temtorial level. 

Later on I became a Supervisor of Schools for the Baffin Divisional Board of 

Education (BDBE), a job I heid for seven years. I completed residency 

requirements for a degree at OISE, rehimuig to my position as a Supervisor 

for just over one year. Five years ago 1 started working as a teacher educator 

with the Nunavut Teadier Education Program (NTEP) in Iqaluit. 

During my first eight years in the Baffin 1 visited schools, classroorns, 

and homes listening to huit and Qaliunaat educators, parents, bureaucrats, 

and politicians, working to address the concems they raiçed. 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 northem educators exceed in many ways the challenges 

experienced by the southem educators 1 worked with in Ontario, but this 

dissertation is not about establishing hierarchies of challenge within teadllng. 

The needs in schools were then, and remain, ovenvhelming. They are 

overwhelming in virtually every educationd jurisdiction in the world. 

Educators in Nunavut are young, they stmggle with limited supports, and 

often feel insecure and lacking in expertise. Principals do their best to respond 

to the concems of their staff members, though some of them lack experience 

or are newcomers to the north themselves. It is a very d i f f id t  teaching 

context. 

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

sornetimes expressed feelings of being over burdened with the many roles 



they were açked 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 southem teachers was, and 

continues to be, very high; two years in a comuni ty  is often enough for 

most educators. The old timers, both huit  and Qallunaat, watch the white 

blur (Brody, 1975), provice advice and practical assistance to their colleagues, 

and çometimes 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 r e m a h  the dominant language spoken most frequently in 

schools, particularly those staffed primarily by Qdunaat educators. In the 

eighties and into the nineties, Nunavut struggles to leave behind its colonial 

history . Well-intentioned southem Canadians, like myself, whose 

understanding of Inuit, Inuit culture, and lnuktitut is very limited, still 

constitute a powerful and influential majority in the school system. 

Leamine. Tradition 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 b y the 

govemment and Dennis Patterson, the Minister of Education at that tirne, 

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 Ianguages, and teacher orientations 

and inservice. Implementation of many of the recommendations in Leaming 

Tradition and Change resulted in greater local control of education through 

the creation of tommunity Education Councils (now called District Education 



Author-ities), 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 irnproved special services for all students in 

sdiools. It is in very many ways a positive, though hectic and sornetimes 

confusing, story of educational change. 

Teacher development and educator support, though specifically 

mentioned in Leamine Tradition and Chan& received little organized 

attention as many other changes swept through the sdiools of the NWT. The 

yeaa went by, the gap was frequently identified and discuçsed but resources 

were always directed to other important priorities, including p r e s e ~ c e  

aboriginal teacher education, high school education, Inuktitut program 

development, student support, and technology. 

Teacher orientations for newly hired Inuit and southem 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 Speual Cornmittee's recomrnendation that the 

number of professional development days be increased, they still remain 

five, in a system filled with young teachers who, because of their limited 

experience, sometimes lack the knowledge and range of skiUs they need to 

address the challenges involved in teadiing in a Nunavut classroom. While 

Nunavut Arctic College offers both campus-based and community-based 

presewice education for Inuit teachers up to the bachelor's degree Ievel 

through McGill University, few relevant, credit-based oppominities for 

professional learning are widely available to qualified teachers working in the 

remote northern communities of Nunavut. 



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 schoois. The üme wasi ripe. The 

ratification of the Nunavut Land Claims Agreement in 1992 signaled the 

coming of Nunavut in 1999. The success of cornrnunity based teacher 

education programs had significantly increased the numbers of hu i t  teachers 

working in schools and the need to start planning specifically for education in 

Nunavut, as opposed to the Northwest Temtones, 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 Temtories 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, 1 had left my position as an adminiçtrator 

with the BDBE to work as an inçtructor at NTEP in Iqaluit. This move 

changed the focus of my work from administration, program development, 

and teacher support in schools to preseMce teacher education, and from 

system wide change to the professional leaming of srnail groups of student 

teachers. The oppominity to work on an initiative which promised to 

provide ongoing support and training to educators working in schools was 

attractive because it had the possibiliîy of addressing the implementation of 

changes 1 had been closely involved with and comrnitted to in the past: 

inclusive education, student support, program and resource development in 

Inuktitut and English, and educator support in schools. 1 believed that an 



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 leaming. Nunavut 

Arctic College supported the Boards' request and from August 1994 until June 

1996 one third of my time as an N E P  instructor was committed to this new 

responsibility. 

Pauqatigiit is guided by a smail committee of educators representing 

the Baffin, Keewatin, and Kitikmeot boards of education; NTEP, the 

Northwest Temtories Teachers' Association (NwTT"A), 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 tirne went by until by the 

Spring of 1996 the three association presidents for each of the Regions became 

hl-tirne members of the Committee. The Directors of the three Boards of 

Education are also very closely involved in and supportive of work with 

Pauqatigiit and try to attend al1 Cornmittee meetings. The involvement of key 

decision-makers in any educational change iç vitally important as we work to 

ensure that Pauqatigiit survives and remaiw mie to the values and 

principles outlined in 1994. 

Pauqatigiit started with a comprehensive needs assessrnent involving 

survey research which is both quantitative and qualitative. In providing 

feedback to educators based on the s w e y  results and asking for further 

clarification and direction in decision making, Pauqatigiit &O involves 

action research. Qualitative analysis was used in the initial and secondary 



analysis of open ended questions and interviews. Themes ernerging from the 

analysis of both qualitative and quantitative data, as well as insights gained 

through Pauqatigiit 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 centrai focus for educator learning throughout a career. 

Further consultation with educators wiii 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 

ai both the school, regional, and Nunavut levels. Further research wïll 

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 Pauqatigiit 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 chaptes explore these themes drawing prirnarily 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 rnight 

provide a theoretical grounding for professional education ui Nunavut. My 



story providrs an example of a search for meaningfd professional leaming. 

Conclusion 

Teadiing 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 aeativity by the barrowload. It is a profession 

riddIed with doub t, 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, politicianç, the media, and members 

of the business community ail make suggestions for changing, restnicturing, 

reforming, and improving teaching. It often seerns 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 uicreasing. In the final analysis, however, once the bands 

stop playing, the teacher is often left alone to make aiücally important 

decisions about educational practice (Little, 1990; Lortie, 1975; McLaughlin, 

1990; Rosenholtz, 1989). These decisions, made by classroom teachea as they 

teach, affect the lives and the future of dUldren and young people in ways 

that are formative and long lasting. When these deckions are knowledgeable, 

thoughtful, well-infomed, caring, and criticaily-based then they have a 

considerable impact on the min& of students. This impact can make a truly 

signihcant difference for the future of our world. 

Until very recently the voices of teachers have been relatively silent in 



the debate about their own professional learning. The indusion of the 

teachers' perspective, particularly as  researchers and aiticaily reflective 

professionals which started with Stenhouse (1975), and continues as a major 

thniçt in educational research today (Beattie, 1993; Connelly & Clandinui, 

1989,1995; Darling-Hammond, 1996; Fullan, 1997; Goodlad, 1995; Goodson, 

1993; Grimmett & Neufeld, 1994; Hargreaves, 1997; Huberman, 1993; 

Lieberman, 1995; Louden, 1990; McLaughlin, 1994; Schon, 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 ~aralleI the shiggles of educators working with aboriginal, inner- 

city, mral remote, and immigrant students across Canada and North 

America. 

Pauqatigiit development is a story of cultural difference, constant 

diange, and the difficulties involved in meeting the articulated needs of 

Nunavut educators without subjeding them to a reform agenda whidi 

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 deusion-making about their own 

growth. The aspirations are not unique or new. Many researchers suggest that 

this approach is aitically important if an educational change iç to be 



successhl (Fullan, 1991, Hargreaves, 1993, Lieberman, 1996, MacLaughlin, 

1990, Rosenholtz, 1989). Pauqatigiit is speual, 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 

( and change thùigs for the better. 

Educational practice is a fom 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. 

(Kernmis, 1995, p. 1) 



Chapter Two 

The Pauqatigiit Story: &tory 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 
thek basic needs addressed. We need to meet each other half way. It is 
very fnistrating. We have been saying that caring and sharing are 
needed in classrooms. As a teacher where do you get the support to 
keep gouig? The kids corne to sdiool 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." 

(Pauqatigiit Cornmittee Member, 
Meeting Notes, May 7,1995) 

Introduction 

This chapter, written primady for readers unfamiliar with Nunavut, 

provides the background necessary to understand the historical, social, and 

educational context surtounding Pauqatigiit. It briefly describes the 

geographical dimensions and the demographics of Nunavut and reviews the 

social and histoncal context as well as past practices in educator development. 

The final section, entitled Educators in Nunavut, supports the interpretation 

of the research finduigs. 

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 M e .  



Nunavut: A New Territorv 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 govemment. (Nunavut Implementation 

Commission (MC), 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 Kugiuktuk 

(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 Temtories, with the exception of the 

community of H o h a n  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 hui t  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 d e  has involved a very 

long, patiently negotiated process for the Inuit of Nunavut. "The northem 

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 



boardroom within a few generations (sometirnes only one)" (Crowe, 

The struggle for self-determination started in the early seventies when: 
[Yloung huit  leaders and the old people were beginning to 

realize that they had become aliens, that they were losing their unique 
place, in their Northem 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 
theïr future and isolated from the deckiow 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 southem 
anthropologists found so fascinating- 

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

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

When Nunavut is created, the stniggle for self-government will have 

taken almost uurty 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 Historical Context 

"In less than one hundred years we have gone from a totally 
nomadic, traditional society to one that is technological." 

(Nunavut School Board Chairperson, 
Pauqatigüt 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 

inhabithg most parts of what are now the Baffin, Keewatin, and Kitikmeot 



regions. The Denbeigh people used tiny blades of flint embedded in antler as 

the tools to fashion other tools made of bone. Living in ovai 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 animai migration and huntîng, 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 s u n k  into the ground and covered with skin roofs. Inuit cal1 the Dorset 

people, who eventually disappeared, the Tunüt and many stones are told of 

their ways. 

A new wave of whale-hunting people amved 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 Aat 

stones and lined with turf. They w d  whale-jaw bones, skulls, and bouiders 

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 

modem history of the Inuit who now live in Nunavut. 

Aspects of what Inuit cal1 "haditional ways" are still based on the 

cultures of the Denbeigh, Dorset, and Thule peoples. Stone lamps are 

primarily used for ceremonid purposes today; however, some W t  s t i l l  

prefer to use a qulliq to heat their qarmaq2 . Many traditional tools used for 

A tent resembling a traditional skin summer dwelling. Today a qarmaq is usually made of 
canvas and is sewn together by local women. The q m a q  frequently reçts on a plywood 
foundation and may be heated by an oilstove. A sleeping platform is usualiy built in a qarmaq. 



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 dong 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 

amvals, deaths, and departures of Frobisher, Davis, Hudson, Bylot, Baffin, 

Ross, Perry, Beediey, Franklin, and others who attempted to conquer the 

Northwest Passage and brkg stories of the north back to London. The Arctic 

explorers, though they "set forth like Arthurian knights upon a gailant quest, 

with firm faith in their ships, their science and their inherent superiorïty" 

(Bruemmer, 1985, p. 126), had less impact on Nunavut than the whalers who 

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

More plebeian, less cornfortable 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 costal 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 deàmated and racked by disease. 

(1985, p. 133) 

The whalers also left huit  with the accordion, bannock, guns, Scottiçh 

dancing, shawls, the English language, and many tools and modem 

implements, which helped to change the traditional way of life dong the 

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



Arctic Coast and hrther inland. The Inuit were left alone again after the 

whalen departed. As Bruemmar states, "the Arctic, having ceded its secrets 

and bereft of much of its former wildlife, Iost most of its appeal to both 

explorers and exploiters" (1985, p. 133). This was not to Iast 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 Erst police amved in 1903. By 1895 the Governent  of 

Canada had divided the Northwest Temtories into the MacKenzie, Keewatin, 

and Franklin districts and the NWT Counal was established by 1877. A new 

era of colonialism had started in Nunavut and, in spite of the efforts of the 

government to create hui t  autonomy, it continues to be felt to th% 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 
involvernent 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 Clairns 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 

govemment schoois in far away communities. Once schools were established 

by the govemment in the communities, diildren were required to attend. 

Parents were not cowulted or involved in decision-making related to the 

education of their children. 

Medical services were established and community health centres built. 



Municipal government was put into place, and the infrastructures that 

generally support life in contemporary Canadian society were graduauy 

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 amval of rnining companies, the erection of Distance and Early Waming 

sites (DEW line stations), and the ubiquitous presence of govemment in 

alrnost every facet of northem Me. 

Inuit have started to take over govemment positions in many 

communities over the last twenty years, and Inuit-run Hamiet Councils, 

District Education Authorities, and Health and Social Services Committees 

have been established. Many Inuit Members of the Legiçlative Assembly 

represent their people in the Temtorial Govemment 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 

govemment. 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 QaIlunaat presence, 

which c m  be covertly manipulative at the same time as it is overtly pro-huit, 

continues to exert control over many aspects of Me 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 

temtorial govemment agencies. Inuit continue to constitute a rninonty in 

mos t 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 iife on the land, there is a very strong sense of cultural and 

linguistic loss and dislocation expressed by h u i t  of ail ages. Cultural loss and 

southem 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 Wt. huit  are taking more and 

more control of all aspects of life in Nunavut, though the process can often be 

painhl 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); 

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 immewely hardy 

but healthy outdoor lifestyle to one whidi involves living in 

overheated, overcrowded, smoky homes (GNWT, 1990); 

unemployment rates which exceed 30% in many Nunavut 

communities and also uivolve high levels of dependency on social 

assis tance/ income support (Bureau of Statistics, GNWT, 1994); 

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 



Claims Commission, 1978); 

abuse of drugs and alcohol athibuted to loss of identity and pride 

(GNWT, 1990); 

high levels of family violence and sexual a b w  related to cultural 

Iosses, substance abuse, and poverty ( G M ,  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 unemployrnent, cultural loss, 

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

uicluding 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 w i U  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 hom 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 rneans by which Inuit c m  become a self- 
determining society, the means by which colonization can end." 

(NWT hui t  Land Claims Commission, 1978, p. 14) 

Inuit have corne 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 the5 



own land" (NWT Land CIaims Commission, 1978, p. 21). Though it was 

written over twenty years ago, r g g k  

for Sumival was absolutely correct when it stated "Self-determination and 

the perpetuation of colonialism are rnutually exdusive" (p. 23). The process 

of decolonization is no simple matter. It is a political and emotional process 

which involves exorcism, recomection, and collective recovery for an entire 

society . 

Pauqatigiit, in its own small way, is part of this process and also 

hvolves a form of decolonization. In attempting to aeate 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, southem-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 systern, in spite of some valiant efforts to 

make change, continues to replicate a southem Canadian mode1 of schooling 

which differs radically from traditional Inuit Ieaming. It iç only over the last 

twenty years that education has attempted to reflect the philosophy and world 

view of Inuit. There are sigruhcant differences between Qallunaat ways and 

Inuit ways and the mores, structures, and practices that support the present 

school system are still largely southem. The schools must teach Engiish and 

survival skills for the 21st century at the same tune 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 t h e  as delivering a high quality 

maïnstream Canadian education in English is not an easy task. Inuit parents 

and community mernbers have stated over and over again that they want an 

education that can enable their duldren to become fluently literate in both 

Inuktitut and English, grounded in knowledge of their own h i s t o ~  and 

culture at the same time as acquiring the in-depth knowledge of southem 

culture that will enable hem to access both worlds successfully (BDBE, 1985). 

There are no easy answers to the rnany very diffidt 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 huit, as 

well as the fact that younger parents have gained an education within the 

southem 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 

hui t  teachers enable duldren to learn to speak, read, and write in Inuktitut 

and Inuuuiaqtun. 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 yens (GNWT, 1997). 

Communities in Nunavut can only be reached for commerual purposes by 

air or water and it is both expensive and time consuming for individuals or 

groups to travel extensively throughout the three regiow. Communication, 

supported through telecommunication, is still limited and c m  be unreliable, 

with the resdt that educators working in different schools rnay find it is 

difficult to reach their colleagues. Plans to implement a Digital 

Communication Network (DCN) should radically improve 



telecornmunication between comniunities and ùidividuals across Nunavut 

with subsequent improvementç in communication between educators. This 

is likely to facilitate efforts to offer professional leaming opportunitieç. 

Soon all comrnunities 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 huit  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 of fer b ilingual, bicultural programs to their s tudents. None of this 

progress takes place easily; however, and the la& of written resource 

materials in Inuktitut remainç a major impediment in the implernentation 

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 teadung of 

southem Canadian cumculum, to one which espouses Inuit-based leaming 

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 Develo~ment and Education 

A bnef 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 assessrnent conducted in November 1994. 



Professional Im~rovement Funding. The Collective Agreement 

between the Northwest Temtories Teachers Association (NWITA)  and the 

Govenunent of the Northwest Temtories (GNWT) establiçhes a Professional 

Improvement Fund of approximately $400,000 for the use of NVVTTA 

members in the three boards of education. The b d  is adminiçtered through 

Regional and school-based Professional Improvement Cornmittees. 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 aeative 

leaming experiences. A three-year cycle of profeçsional 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 sdiool to allow 

for more decision-making and control at the local level. 

The Collective Agreement also enables Nunavut teachers to access 

funding for bo th short- term and year-long educational leaves. Short-term 

funding is often utilized to attend credit-based courses offered during the 

surnmer months at a variety of locations across North America or in a variety 

of locations during the schooI year. Long-term funding is used to fund 

graduate or undergraduate education at both NTEP in Iqaluit and at southem 

universities. A cornmittee 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 



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 usudy focuses on a particular theme 

reflecting priorities or new initiatives in education. Short-term professional 

development h d i n g  may be utilized to attend these events. In the past, the 

Department of Education, Culture and Employment has offered a nurnber of 

credit-based courses related primarily to inclusive education or whole 

language. These courses were usually well attended. 

Inservice Education and Imolementation. A variety of i n s e ~ c e  and 

implementation activities are provided by the Boards of Education and to a 

ümited extent by the Department. These activities cover the implementation 

of new curricula, workshops related to initiatives in inclusive education, 

secondary programs, Inuktitut curridum, 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 uni& 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. 

hplementation workshops are usually h d e d  by the Boards of 

Education, though no speafic budget allocation from the Department of 

Education, Culture and Employment identified thk activity in the past. The 

lack of adequate assigned funding for curriculum inservice is a concem for all 

three Nunavut Boards and the NWiTA, and leads to ongoing debate and 

controversy. The Department of Education, Culture and Employment 



presently prepares and distributes curriculum documents but provides 

lirnited support for their implementation. HistoricaUy, 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 b d s  intemally to support these aaivities from within their 

existing operating budgets, which may mean cutting another activity in order 

to h d  implementation. In recent years, cutbacks of up to 2070 in the base 

funding to the Boards makes it increasingly dficult to provide any kind of 

implementation support to sdiools. Considering the rapid turnover of staff in 

communities, this means that new c u r r i d a  are not always well understood 

at the school level. 

Teacher Education Pro~rams. 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. 

Comrnunity-based teacher education programs started in the Keewatin 

Region in 1990, and have significantly increased the numbers of NTEP 

graduates working in schools. Thmty-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 Northem 

Teadùng 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 eam 30 university credits each year for a potentid 

total of 120 credits eamed over the four year period of tirne. Graduates of 



NTEP are usually bilingual huit though a few non-aboriginal educators have 

completed B Ed degrees. A variety of other aedit-based courses can be 

completed by non-aboriginal educators when they enroll as specid students at 

McGilI University. 

NTEP is presently funded for presemice 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 McGU courses at the Master's level and ten Inuit 

teachers are completkg 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 ColIege, and was recommended by 

David Wilman when he worked as a Strategic Planner of the Department of 

Education, Culture and EmpIoyment (Wilman, 1994), and by the Nunavut 

Boards of Education and NTEP in their five year joint planning process 

completed in 1996. 

Distance Leamine and Corres~ondence Co urses. Some Nunavut 

educators enroll in distance education or correspondence courses offered by a 

variety of coileges and universities in southem Canada. These include 

courses at both the undergraduate and graduate levels. A range of 

information relating to distance education options is not widely cirdated to 

Nunavut educators. Completion of correspondence and distance education 

courses also requires a great deal of time, persona1 motivation, and discipline. 

Little statistical information relating to distance education has ken 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. h reviewing the hiçtory of 



professional development activities in Nunavut, it is evident that while 

hinding is allocated to a number of initiatives, they are organized and 

coordinated in different ways. Educators need to be quite weU-infomed and 

resourceful in order to access a variety of opportunities for their personal 

benefit. It is unlikely that al1 educators are hIly aware of the wide variety of 

options or spend much time diçcuçsing 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 m e n t  educational 

jargon. ï h e  Pauqatigiit Cornmittee rnembers have sometimes found it is 

much easier to taIk about partnerships in the abstract than to create h e m  in 

concrete terms within professional education. While most agencies 

supporting professional education in Nunavut seem to be very interested in 

creating more oppominities for educators, they sometimes have diffidty 

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 ongoïng and reoccuITing, depending on the 

individuah 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 discussuig the nature of their coIlatu:-iti~n in order to 
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as they move forward together. Once strong 

partnerships are established, some kind of formal agreement or 

memorandum of understanding needs to acknowledge the cornmitment to 

common goals. Formal agreements are worthless; however, without genuine 

goodwill and a sincere cornmitment to working together. This can be one of 

the most fragile and elusive elemenb in any educational change. 

Educators in Nunavut 

"Overall there is a great deal of cornmitment amongst Nunavut teachers. 

These devoted and caring professionals are genuinely concemed 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 iives 

of educators, and facilitate an understanding of the theoretical framework 

which is gradually being established within the Pauqatigiit project and this 

dissertation. 

The Pauqatigiit survey shows that educators in Nunavut are 

committed to and enjoy their work. They want to keep on leaming in order 

to provide the very best educational opportunities to the duldren 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 



professional challenges. Nunavut educators want to share ideas with each 

other and believe that their best resources are colleagues. They express 

frustration with the t h e  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 schoof system are women. Gender related issues çuch as child a re ,  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 case 

to their own families once they get home from school. Leaving your family to 

take a course for up to three weeks in another cornmunity is very demanding. 

The cry to have professional education provided at the community levei is 

related to this reality. 

Another consideration which relates to gender centres around issues of 

voice, power and ownership. Like women eisewhere, hui t  women have 

experienced the negative influences of patriarchy through the church, the 

government and in their families. Tightly defined traditional roles ensured 

the sumival of people, and women were generally responsible for cooking, 

cleaning skiw, sewing dothing and tenû, gathering arctic cotton for the 

quillq, and bemes 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 

patnarchal attitudes permeated Inuit life the more traditional views started to 

give way to a Western perspective which viewed men as being the leaders in 



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 patnarchy 

and sexism in the soaety. Given the high numbers of women working 

within education, issues of voice are integrally Linked to gender issues and 

the histoncal and sociological location of women in any socïety which is 

strongly influenced by a Western, male perspective. 

Harsh economic realities related to inaeased rental for govemment 

units, the exorbitant cost of food, limitations imposed by single incornes, and 

the necessity of providing support for extended families in communities need 

to be M y  understood when considering the lives of educators in Nunavut. 

In May of 1995 huit teachers employed by the Baffin Divisional Board of 

Education eamed an average salary, not induding allowances, of $46,680 

while non-aboriginal teachers eamed $56,526. Paying the same rent, exclusive 

of heat and light and usuaily exceeding $1200 a month for a three bedroom 

govemment house, Inuit generally support more dependents, induding 

children, relatives and elderly parents. Purdiasirtg 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 



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 al1 the other expenses hvolved in maintainhg 

family life. Saving money is impossible for educators at the lower levels on 

the teachers' salary scale, and many families now experience serious fininancial 

hardship as a resdt of cutbacks in wages and benefits. Most Inuit educatoa 

workuig in Nunavut schools are placed at the bwer 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 Staüstics, 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 f o ~ r  living in Nunavut. During this 

period of t h e  salaries and benefits were cut by 6%. 

Recent investigations by the Department of Resources, Wildlife and 

Econornic 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 fiom a Govemment position (Tnunper, persona1 

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. h u i t  teachers are starting to 

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



accepting positions ai the management levels in federal or hu i t  agencies. 

Before community-based teacher education programs were established, 

Inuit had to leave their communities and support their faxdies 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 famiiy 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 problerns that affect both educators and students. Ii is not uncornmon 

to h d  that educators may be dealing with disruptions in their persona1 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 persona1 and economic issues that can seem overwhelming. 

In the Pauqatigiit 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 realiiy and the 



implications for professional development is vital. It means that the schools 

must not only nurture students and contribute to their weU-being, they m u t  

ako support and care for their staff members. The best way to provide this 

support needs to be discussed very carefdy 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 c m  be provided. The provision of formal counseling seMces or 

employee assistance may be less effective than creating supports within the 

school itself including time to tak, time to l e m ,  and time to share with 

CO lleagues. An alternative approach may be preferable to establishing another 

southem response to addressing problems related to coloniaIkm 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 colIeagues. Discussion usually takes place in 

brief exchanges during fifteen minute recess breaks, and most Nunavut 

educators go home to feed families at lunch tirne. 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 preparuig for the next day's teaching or involved in staff or 

cornmittee meetings. Few Nunavut educators leave the school before 430, 

except on Fridays. Many Nunavut educators, particularly new teachers, retum 

to the school after supper, especïally during the Fall, at report card tirnes, 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. 



Teadiers in many Nunavut schools have a great deai of freedom to 

establish a classroom environment which reflects their beliefs and values, 

design unique learning expenences 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 teachhg, but also leaves teachers with 

heavy responsibilities; responsibilities they can fïnd overwheirning and 

immensely time consurning. Young educators often have diff idty using this 

freedom to develop programs that address the wide range of student needs in 

the dassrooms. They need and appreaate the support of colleagues in 

addressing these challenges. 

The lack of materials in huktitut/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 Engliçh, where there are thousands of avdable texts, 

teachers feel there is an urgent need for more culhi~ally relevant materials. 

Materials development is a time consuming reality in Nunavut schools. 

Additional time is not alIocated in the Education Act to adcnowledge that it 

takes extra hours to prepare for classes in a bilingual, bicultural education 

systern. 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 materiais. 

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 huit  teadiers have completed a 

two-year program described by David Wilman, NTEP p ~ c i p a l  for several 

years and recently a strategic planner for teacher education, as "basic training, 

nothing more" (Wilman, 1994, p. 5). The Pauqatigiit research indicates that 

both hui t  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 Iess than ten 

years, and 43% for less than three, it is not surprishg that many educators 

need support. Teaching is a profession where high levels of SM 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 entq level positions as Language Specialiçts, Classroom Assistants, or 

Classroom Support Assistants are experienced mothers, natural teachers or 

respected elders with excep tional skills in Inuktitut /Inuinnaqtun, they ma y 

receive no formal training related to teaching before they wak into a 

classroom. Sometimes these educators accept virtually all the responsibility 

for planning and delivering programs. Many educators h d  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 



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 hadequate, and question their own 

expertise, then relationships with students may be affected. Academicauy 

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 d d y  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, trançmitted by elders in 

partidar,  c m  address concerns about self-esteem in very powerful ways, the 

majority of individuals with less than three years experience, be they hui t  or 

Qallunaat, elders or recent high-school graduates, are asking for more support 

and professional education in meeting the challenges of teadung. 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 northem 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, 

enabhg Inuit educators to enter the teaching profession and making it 



possible for Inuit children to leam 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 mder to meet the diverse needs of 

students and maintain a high quaiity 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 bamer for Inuit 

attempting to access positions withiri the Nunavut Govemment. 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 M e r  courses is o h  available only to those 

willing to move to Iqaluit. Unless individuals successfully obtain leave with 

ailowances 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-tune B Ed courses in several Nunavut 

cornmunities during the 1996/'97 school year marks a significant 

breakthrough with respect to accessing forma1 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 diffidt circumstances but are 



committed to their teaching. Relationships with students, the close life in the 

communities, and the very same complexities that can be overwhelming are 

aiso sustaining. A hunger for learning, the desire to improve professional 

practice, and a detemination to bring high standards and a cultural focus to 

the schools are strong motivators. Cornmitment and motivation of this 

nature are inspiring and bring hope for the hture. 



Chapter Three 

The Pauqatigiit Story: Research, Results and Possibilities 

"... when teachers develop their practice according 
to what is important and of value to leamers, 

the stmggle 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 Pauqatigiit initiative. It reviews some of the resdts of the needs 

assessment and outhes some of the possibilities that are being considered for 

the future. 

Establishine! a Research Agenda 

When the Nunavut Boards of Education first started t a h g  about 

establishing a staff development project they d e d i a t e l y  realized it was 

necessary to consult with educators in schools before o r g d i n g  any kind of 

initiative on their behalf. This led to the creation of the Pauqatigiit 

Cornmittee, at that t h e  a very srnaLi group of six Ïndividuals. 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 Comrnittee believed that the needs assessment and 



interviews could serve two purposes: they wodd help everyone to 

understand the needs of educators and at the same time aeate some 

discussion and thinking about professional leaming at the school and system 

level. 

In September, 1994, the Pauqatigiit Cornmittee 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 induded 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 adminiçter 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 "trainingf', 

revealing a limited understanding of the field of educator development at 



that time and reflecting a technicauy rational orientation to education. The 

way the research was initially designed reflects a positidt orientation. An in- 

depth investigation of the teacher's perspective, or a study of some individual 

schools that codd have involved a ethnographie approadi, was not pursued 

or seriously cowidered because of the limitations of t h e  and money. 

Formal hypotheses were not developed pnor to conduaing the needs 

assessment, but a number of assumptions were diçcussed at meetings with 

board directors and program staff. It was antiapated 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 antiapated and the concept of 

distance education was discussed several &es. It was predicted that educators 

would request university credit for the completion of leamuig experiences. 

These tentative expectations and assumptions could be termed emerging 

hypotheses. No attempt to idenbfy the specific biases of decision-rnakers took 

place, though members of the Cornmittee were cowcious 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 i n t e ~ e w s ,  feedback, and discussion 

groups were selected as the most appropnate 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 



Nunavut. It was reviewed by the cornmittee 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 questio~aire as a pilot and provided feedback on possible 

changes. Nunavut principals and NTEP instnictors were particularly helpful 

in making specïfic 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 Ievel administrator and consultant support were placed 

together in question four, and 'carving' was added to the long cheddist 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 cirdated to the schools and completed by 

89% of educators aaoss Nunavut during an earIy school closure on 

November 10, 1994. Every school in Nunavut retumed the completed forms, 

though the mail delayed the amval of some questionnaires until late 

December, with the last set amving in eady Febmary. In spite of delays; 

however, the data from most questionnaires was entered by Februq,  1995 

and the first tentative findings were available shortly thealter.  A 

professional research analyst with northem experience, Barbara Guy, was 

hired on contract to enter and analyze the data using the Statisticd Package 

for the Social Sciences (SPSS) Data Entry program. Final data was entered by 

the end of Febmary and a draft of the final statistical report was available by 

mid-March. Appendix A of this dissertation indudes Barbara Guy's statistical 



and data quality reports. Guy's statisticd report is presented using a format 

and graphs which makes the information more accessible to educators in 

Nunavut. 

Maior Research Findines: Needs Assessrnent 

The following summary of the research fuidings 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 analysiç 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, s p e h g ,  grammatical 

errors, and punctuation. Each quotation stands as the only statement 

transcribed from an individual educator's survey. Once a quote was seleded 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. 

Demomavhics and Information Relatine 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 s w e y  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 



yet cornpleted teacher education programs. It was lowest among cowultants 

and NTEP instructors, a smali group of 28 educators who rnay have b e n  

traveling on that date. 

Non-aboriginal educators constitute a 55.5% majority and huit 

represent 44% of all the educators in the system. The remaining 0.5% are non- 

huit  aboriginal educators working in the school system. In the Nunavut 

school system 51% of all educators are dassroom teachea, 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 dassroom teachers 

and 6% hold leadership positions in the system. This contrasts quite 

drarnatically with the group of Qallunaat educators where 5% hold positions 

as assistants or students, 71% hold positions as dassroom teachers and 24% 

hold leadership positions. Significantly more Qallunaat hold positions of 

power in the school system than is the case for Inuit. It ako 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- 

t h e  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% 



and la%, respectively. As more Inuit teachers graduate the number of women 

teaching in the sdiools 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 southem 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 southem Canada. A 

very small number of Grade Twelve graduates eruoll at NTEP immediately 

following graduation from school. 

Inexperience is a major consideration in the educational systern 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 l e s  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 ta increase the number of young and inexperienced 

educators working in the school system, creating an even greater need for 

support and professional education. 

Virhrally au non-aboriginal educators hold B Ed degrees and 

approximaiely 16% have completed, or are working on graduate degrees- 

Thuty-three per cent of the Inuit teachers have completed a B Ed and a 

M e r  11% indicate that they are working towards completing this degree. 



Çixty per cent of huit would üke to complete a B Ed and 55% want to pursue 

graduate studies; however, no Inuit educators induded in the Pauqatigiit 

needs assessrnent had started work at the graduate level by November of 1994, 

though ten are now enrolled in the McGill Mastea of Education program. 

While 80.8% of huit  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 huktitut speakers, and 

a small group of hui t  educators, 4.1%, speak, read and write only in English. 

This means that a significant number of hu i t  educators require interpreters 

in order to communicate with Qallunaat educators or administraton 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 commu~ties 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 sorne young educators can be filled with 

energy, enthusiasm and a willingness to work very hard. Thk hope needs to 

be tempered; however, by an awareness that even though these educators are 

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



carry a great deal of respowibility within their communities. A careful 

consideration of these demographics is a sobering experience. Many hui t  stiil 

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 rnay leave them 

vulnerable to criticism as being inadequately educated as a group. 

Nunavut educators are spread out over a vast geographical area 

compriçing 20% of the land mass in Canada. They are separated hom one 

another by hours of aùmiles and the very high costs of travel. Living and 

teaching in small communities, these educators are vulnerable to isolation 

hom their p e r s  in Nunavut and the rest of Canada. Building a seme of 

community, common purpose, and direction within professional education 

involves a considerable challenge. The isolation, common cultural heritage, 

and sewe of shared challenge also unites these educators across vast 

distances, and creates a sense of soiidarity and unity when they gather 

together at conferences and meetings. Strengths brought to the systern by 

huit  and Qallunaat educators can balance each other. Inexperience, a la& of 

formal education, and isolation may appear to be iwurmountable challenges 

when compared with other school systems, such as the one in Prince Edward 

Island where al1 the teachers in the whole province can be brought together 

several times a year. While these challenges are sigruhcant, they are far from 

insurmountable. Pauqatigiit is one initiative which reaches right across 

Nunavut. and has the potential to build and strengthen the communication 

links between educators working in the thwty-nine Nunavut schools. 

The Hunger for Leaming. The hunger for learning in Nunavut schools 

is a theme that weaves through Pauqatigiit It is at its keenest with Inuit 

teachers, NTEP students, teadiing assistants, and language specialists who are 



the teaches of the future for Nunavut schools, but it is &O expreçsed by 

many Qallunaat. This hunger relates primarily to becoming a competent 

teacher capable of making a difference for students. It involves a cornmitment 

to education, a deep concem for Inuit culture and Inuktitut, a community 

spirit which expresses itself in a need to work dosely with colleagues, and a 

willingness to continue leaming throughout a lifetime- 

The hunger is also linked to some of the frustrations of living in smalI 

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 responçible 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 leamhg 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 

leaming. While this leamhg does not just involve credit-based professional 

education, with 82% of hui t  educators and 67% of Qallunaat wanting 

university credit, there is a very definite need for learning whidi 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 rnove on to access graduate level education. The percentage of 

QaIlunaat 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. 



Given that 77% of Nunavut 

beyond the B Ed level, it is evident 

educators request professional learning 

that they consider that degree as a first step 

in theîr careers. Unfomuiately, 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 

C a t i  fica te level. Obstacles related to location provide signuicant bamers 

when Nunavut educators try to accesç graduate level education. 

On a detailed checklist of 76 possible topics covering a wide range of 

professional leaming interests, the average number of items checked by h u i t  

educators was 27. Qallunaat educaton checked an average of 22 items. There 

were rnany hui t  educators who checked all items on the extensive list 

indicating their keen interest in learning as well as their need to leam more 

about a very wide vanety of areas in education. Considering that this cheddist 

was the last item on a six page survey which induded several open-ended 

questions, the response once again indicates very hîgh levels of interest in 

professional leaming. 

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 hu i t  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 M e r  education be offered at 

the community level, thus enabiing Lnuit to more easily access professional 

learning opportunities. Inuit teachers presently represent the largest group of 

University educated hui t  professionals in Nunavut. This means they have 

the potential to speak with some authority on professional matters, induding 

their own learning. It is likely that some of these qualified teachers will 

quiddy move into positions of leadership within Nunavut over the next five 



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, alI from different educators, indicate the 

hunger for leaming which is felt by Nunavut educators: 

"The more knowledgeable we are, the better equipped we WU 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." 

"1 would desperately Like to take courses or workshops and there 

doesn't seem to be much availability now." 

"1 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. 1 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? value education enough to 

ensure that our teaches are well qualified, how cari we exped results 

from Our students?" 

"We are a diverse group; but with one common goal - the quality 



education of our young people." 

In analyzing the hunger for learning that is expressed in the Pauqatigiït 

survey, the links between geographical location, the history of education, the 

emergence of Nunavut, and the creation of an intercultural sdiool system, 

corne together with issues of voice, freedom, collective self-determination, 

and community. Geography dictates some of the isolation which has made 

access to professional leaming an ongoing challenge for Nunavut educators. 

This in tum creates more desire to learn because educatoa 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-Ievel 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 hlk 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, 

paaicularly in Inuktitut but also in English, means that educators are 

constantly on an exhausting treadrnili of planning, developing, and 

photocopying materials whidi leaves very little tirne 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 frustratirtg 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 administators 



take different approaches. New educators step ont0 the same treadmill year 

after year and repeat the same process of planning as the colleagues who 

preceded them. Stopping this cyde needs to become a major goal for 

Pauqatigiit. 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, contuiuity, 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 

sathfieci 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 huit values and ways of leaming. It is 

also a hunger and a longing for close relationships between Inuit and 

Qallunaat colleagues working together in schools. Above ail it is a hunger 

and desire to provide a better education for students who face a very 

complicated, challenging, confusing, cross-cultural world. 

Cultureand ho the r  striking finding in the Pauqatigiit 

needs assessrnent relates to the desire to leam 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 higheçt priority in the checklist in Question 

22 of the Pauqatigiit 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 Qalhnaat 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 



long survey. She notes that this question "has a very high response rate of 

8576, 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: 

* "1 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. 

clirnate, 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, transportafion, food, toolç ...) 1 am not opposed to southem 

ways but 1 feel that today is the time to start to know how to ~urvive in 

Our own land." 

"1 need to leam Inuktitut- I work with teacher trainees and Inuktitut 

speaking students in an uni-lingual Inuktitut program - but 1 have n~ 

opportunity to learn the language." 

* "Traditional skilIs - legends, stories, ajaajas, beliefs etc. in order for us 

to carry on Our tradition. Who will take over when the elders are 

gone? m! So we need these kind of training urgently." 

"1 feel it is cmud that 1 be given the opportunity to leam the 

language (kiuuuiaqtun/Tnuktitut). The north is my home and I wilI be 

remaining here; therefore, I need to leam the local language to help me 

begin the process towards fluency so I c m  use the language in my 

class." 

"We have to make Inuktitut curriculum law," 



In attempting to analyze this cry for more culturally based 

learning we see that the hui t  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 Inuktitut 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 intelIectual challenge. Nunavut 

educators believe that culhually 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. 

Workine and Learnine Toeether in Coaununities. The desire to work, 

share, and leam 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 huit 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 l e m  with 

colleagues in the community. 

While pursuing learning at a southern university and by distance 

education were chosen by 42% of the QaIlunaat educators, slightly higher 

numbers, 43%, want to pursue leaming 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 leam in their 



The numbers of Inuit 

other questions with 

communities and 34% wanted to learn with colIeagues. 

who want community-based leaming is even higher in 

a total of 69% of Inuit and 65% of Qailunaat requesting this option in 

Question 11. 

Nunavut educators prefer the support of their colleagues above any 

other kind of support. A total of 30°/0 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 1&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: 

"Ideally I would like team teaching opporhmities so that I can receive 

feedback from others and learn from them also. 1 would also like to be 

on a team of teachers that is committed to helping one another do the 

best for students." 

"1 like brainstorming sessions where ideas on activities and teaciüng 

strategies are shared." 

"Sharing, available in a non-threatening manner." 

"1 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." 

"1 would like to work with another professional teacher to [ lead 

how to improve on different teaching techniques." 

" ... 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? cut i t"  

" Allow tirne for teaming." 

Nunavut educators realize they cannot face their challenges alone. 

They feel a çtrong bond with colleagues who face these challenges and want to 

reach past the structural bamers 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 dassroorns. 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 exarnple, Andy Hargreaves in 

discussing Hinders' 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 h d a m e n t d y  

important strategy for increasing their effectiveness and swiva l  as teachers. 

They see solutions, ideas, and expertise arising from dialogue with coileagues. 

This is an entirely different way of viewing schooling and education. It is 

relational, communal and reuprocal as opposed to individualistic, isolated, 

and closed. 

While the researchers cited the above point to individualkm as a 

pervasive characteristic in the lives of teachers, they vimially al l  point to 

couegiality, coUaboration, and cooperation with other educators as one of the 

most powerful factors promoting professional growth (Lieberman, 1995; 

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



educators are demonstrating tremendous potential for professional growth 

with benefits for student leaming 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 cheddist of 76 

items. In a bilingual school system where the curriculum supports in 

lnuktitut are only just emerging and the literature base is still somewhat 

h i t e d ,  concem about literacy levels and the evaluation of those levels are 

frequently heard. At present there are few policy and curriCUIum documents 

which relate to bilingual, culturally appropriate student assessment, and 

evaluation. The Department of Education, Culture and Employment has 

adopted baseline testing programs for al1 students in the Northwest 

Temtories using standardized instruments developed in English for the 

provinces across Canada. The relevance and morality of using tests designed 

for English first language leamers to evaluate students who are leaming 

English as a second Ianguage is questioned by many Nunavut educators, but 

the poiitical pressure to apply uniforrn standards across Canada has led to this 

decision. 

Alternative approaches have been insuffiàently 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 concem expressed about student evaluation also relates to the 

rnulti-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 



related to teachuig 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: 

* "Have a northem 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 s u s  for everything. Wouldn't that make it 

easier in evaluating." 

We need evaluation and assessrnent tools that will allow us to set 

bench marks for achievement. 

"We need to know how we are doin& 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 concem. In addition the confusion, frustration, and Lack of 

awareness of issues within student evaluation provide considerable bamers 

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. 

Addressine the Social and Emotional Needs of Students. The cal1 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 concem for the well-being of 



their students and for coileagues they worked with in schools. In the checklist 

at the end of the survey the followùig 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 hui t  educators. This 

may indicate that QaIlunaat 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 huit educaton noted 

that behavior management training was missing from their teacher training, 

compared to 24.9% of Qallunaat. 

The following comrnents reflect the needs expressed by Nunavut 

educators in this area: 

0 "As teachers we deal with a student's emotional side quite often and 

we have no counsehg training. 1 think all teachers need training in 

counseling because if we can't recognise problems with our studentç 

it's hard to meet their needs." 

"a. Dealing with the misery of chïldren due to neglect and abuse and 

resultant leaming and behavioural problems. b. Deahg with the 

teacher's own stress due to having above responsibility. 

Management of the very difficult students (many students have 

houbled home lives)." 

"the troubled populations of our schoolç requise specially trained 

teachers. Suicide, abuses of a l I  kinds, alcoholism - help us." 



"Knowing how to handle duldren with anger in them. There are lots 

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

parents that drink too much, unhappy famiïes. Some that are foster 

children and other problerns. If teachers knew how to cope with these 

problems it would be much better for teachers to teach these diildren." 

The challenge of disàplining students ui 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 

northem educators can often take months to establish the trust within a 

classroom which eventually leads to calrn and order. Educators ofien talk 

about the "band aids" that are appüed 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, farnily violence, or sexual a b w .  Unfomuiately; 

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 skillç and experience necessary to manage 

students who violently disrupt dasses. Helping educators to believe that they 

c m  make a sigruficant difference in the lives of students, as weU as 

supporting them so they can personally survive the challenges in a 



classroom, may be one valuable outcome of providing oppominities for 

professional leaming in schools. Educatoa 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 

professionalç and psychologists who cm diagnose problems and provide 

therapy based on southem 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 responçe 

to an articuiated need. NTEP responds diredly to requests which corne boom 

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 NEP, can offer 

particular kinds of learning experiences to address needs. 

Maintainine Standards in Teacher Education and School 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 reiating to future planning for 

education in Nunavut In the same question only 5.8% of Inuit express the 



this kind of concem. It appears that huit  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 ski&. 

Several comments from Qallunaat educators indicate that they are 

concemed about the weak Inuktitut skills of their Inuit colleagues; however, 

in general judgments about standards are based on the perceived necessity of 

cornplethg 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 southem educational system are 

prerequisites for delivering a high quality education in lnuktitut to students 

in Nunavut schools. This could be interpreted to mean that only those 

individuals educated in southem 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 iç 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. 



To assume; however, that a lack of academic background in English limits the 

ability to teach effectively in huktitut seems more Iike a bias than a 

reasonable hypothesis. It would also seem logcal to suggest that as more and 

more Grade Twelve graduates enroll in teacher education progtams these 

concems can be addressed, though students who complete a high school 

education in Nunavut schools often la& the cultural and linguistic 

knowledge that is required to provide rich, culturally based programs in 

Tnuktitut. They express concems related to this lack of knowledge and feel 

inadequate when trying to provide an education in Inuktitut. It appeaa that 

huit  educators lose on both accounû 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 

sorne 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 lnuktitut though they teach in a system which aspires to 

become biiingual. 

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 

diffidties encountered by some Inuit students who try to complete studies in 

southem universities, it seems reasonable to suggest that very few would 

have graduated from southem teacher education prog~ams offered in 

English. This approach could have practically denied many Inuit educators 



access to teacher education certificates over the last twenty years and very few 

Inuit would now be teadiing in Nunavut schools. 

Some of the first teachers to graduate from N'TEP were in their thirties 

and forties and had spent many yearç successfully teadung Inuktitut in the 

schools. Few of these individuals were in a position to give up their full-the 

incomes to take academic upgrading in English before complethg teacher 

education. Even one year away from their communities involves a 

considerable financial saaifice. Unfortunately, the negative comments 

directed at the lack of academic skills of Inuit educators is not balanced by 

references to their expertise in huktitut, their cultural knowledge, or 

awareness of the communities. 

Teacher education programs were not offered ai the universities in 

Canada until quite recently. Before then many Canadian teachers workuig 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. 1 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 QaUunaat teachers working in Nunavut have only recently completed 

their bachelor degrees following many successfd 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 



education provided in the north. The following comments are ~rpical of the 

concerns expressed about the academic limitations of huit  educators: 

"Quaiity of training for teachers m u t  be up to date and second to 

none. Classroom teachers must hlfill 'full degree' requirements 

before they can teach in a classroom." 

"They should have Grade 12 education (at the very least) before they 

do their B Ed. It is so ridiculous to have people t eadhg  who don't 

have a good education themselves! i-e. A person with Grade 8 teadllng 

children in Grade 6?!! This is absurd." 

"Proper, detailed training! Two years of KTEP do not cut it!!" 

"Better training so they are prepared to teach ai l  levels. The idea that 

the least prepared teachers are teaching the most critical years of a 

child 's life (K-4) scares me somewha t??? " 

"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 dUldren 

taught in Engkh are receiving an academicaily superior oppominity 

- Inuit educators need to be able to teach the curridum requirements 

effec tively ." 

"Get an education." 

Summaw of the Sunrev ResuIts 

The sunrey results show that the majority of Nunavut educators are 

anxious to leam a great deal more about the Inuit culture. Inuit educators are 

deeply concemed that elders are dying and valuable traditions and knowledge 



are dying with them. huit are also determined to complete Uieir k t  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 leam 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 

teaches in meeting the needs of the students in schools. They want to leam 

and take courses together with their colleagues in communities. Qallunaat 

educators also want the oppominity 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 concem for 

Nunavut educators, particularly Qallunaat. Many educators are asking for 

some kind of professional education in counseling. The link between 

meanuigful, relevant, student centered learning and issues of identity, school 

success and wehess 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 s w e y s  indicate that the 

issues involved in bilingual student evaluation are not understood which 

leaves some educators codused and insecure when making judgments about 

students' learning. Some of the commentç on surveys indicate that educators 

see student açsessment in terrns of standardized testing and are anxious to 

have ways of measuruig student performance in reading, wriüng, and 

mathernatics. 

In spite of the interest in huit  culture and Inuktitut, alrnost a quarter 



of Qdunaat educators express concems relating to the academic proficiency 

of hu i t  educators. The two year teacher education progam is uiticïzed for 

not providing adequate academic training to graduates and leaving them il1 

equipped to teach the curriculum in schools. hu i t  educators, while they are 

anwious to leam 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 huit  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 infenor. The 

debilitating effect of working in a school where your credentials and expertise 

are constantly doubted needs to be appreaated. Teadiing 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 huit  educator states, "Teachers from the north 

should not feel they have to take a badcseat to teachers from the south 

because of their educational background." Unfominately, a substantial 

number of Qallunaat educators in Nunavut shongly believe that Inuit 

teachers are not adequately trained. This is a serious problem that needs to be 



addressed as part of any professional education initiative. 

Interviews 

Twenty stnictured interviews were conducted to determine the views 

of decision makes and educationai 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 thk tirne? Who r edy  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 wili the resources for a new training initiative be found? Is 

this the right tune to start a new training initiative? 

5. Who should be delivering training to Nunavut educators? 

6. What are some of the obstacles fachg 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 huit  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 cornfortable without 

interpreters. Twelve of the individuals intenriewed were non-aboriginal 

educators, eight were Inuit. Fourteen interviews were conducted in person 

and six were completed over the telephone. Tlurty interviews were planned 

but difficulties locating people as welI as several cancellations made it 



impossible to comp lete these i n t e ~ e w s  within the available tirne. 

I n t e ~ e w s  were tape recorded and played badc 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. 

Develo~ment of Inuit Educators. Without exception, every individual 

interviewed identified Inuit as the highest pnority group for M e r  

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 ùito leadership positions." Five 

individuals mentioned the need to provide Inuit with more training at the 

junior and senior high levek in the school system. Other priority groups 

identified inchded 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% huit  teadiing force by 

the year 2000. 

Preparing for Nunavut was mentioned in every intenriew. hdividuals 

holding senior management positions suggested that the system needs to 

reorganize resources to focus on teacher education for Inuit as the highest 

priorîty. 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 cornmentç 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 developmentd philosophy which focuses on Inuit." 

"1 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." 

4 "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 / huinnaa tun. Culturaily based teaching 

and leaming 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 equd. There is not a balance with Qall~naatitut~" 

one person asserted. Some administrators expressed dismay at the levels of 

Inuktitut utilized by Inuit educators, induding graduates of NTEP. In 

referring to the weakness of Inuktitut Ianguage skills among recent NTEP 

graduates, an Inuit prinapal stated, "1 don? feel cornfortable having these 

folk in the c~assroom." "Large numbers need their first language skills 

upgraded," said one of the directors of a school board. 

When dkcussing the teacher education program another Inuit 



principal stated, "1 dodt understand the training. They are leaming in 

Engbh to teach in huktitut and no huit people are teadUng them." A 

senior administrator said the la& of hui t  instructors at NTEP was 

embanassing. "Start from the premise that training is rooted in the language 

and culture," urged one adminiçtrator. 

Cross-cultural training and orientation for teachers from the south was 

mentioned several times and with some urgency by three Inuit educators. 

These educaton felt that the lack of adequate preparation of Qallunaat 

teachers meant that shidents did not necessarily receive the best quality 

education while newcomers stniggled 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 cultutally based learning emerged as a major theme in the 

Pauqatigiit interviews. The emphasis on culturally based Ieaming 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 redy make it [the school] 

reflect cul tue." 

We need more elders delivering culturally based teadung. Young 

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

culturally aware. Elders should be involved." 

"We have to do more in the area of cross-cultural training." 



.."huit still see just snippets of culture in the schoolç. That's not 

effective." 

m0"We need to turn our southern institutions into Inuit ones." 

a' "Nunavut is focusing on we as huit.... We reaily should be 

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

culture." 

m0"We need to provide supports to let cultural values permeate the 

school." 

.."We need a school systern run by Inuit for huit and based on the 

Inuit culture." 

Im~rovine Academic Skills. Concerns about academic skills in 

English, Inuktitut, and Inuuinaqtun were mentioned, particularty by 

p ~ c i p a l s  in schools with large numbers of recent NTEP graduates. Two years 

at NTEP was desaibed as inadequate, providing further support for the recent 

move tu a three-year teacher education program. The following comments, 

made by both Qdunaat and Inuit, speak to some of the general concems that 

centre around academic skills: 

.."In 1999 people Say standards wili be gone. It's being voiced by senior 

high teachers working in the school system." 

m0"There are a lot of concems about standards expressed in the 

communities. There is a la& of academic and vocational programs." 

"1 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." 

"Some [Inuit] teachers can't even read to the children. We need 

upgrading in the language ~uktihit]." 



"1 am concemed that [Inuit] teachers are not prepared. They need to 

upgrade their uiuktitut skilIs .... I c m  tell some of them about their 

culture." 

"1 have heard the [NTEP] students mUcing their languages [Inuktitut 

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

[Inuktitut] when they are teaching." 

The individuals expressing these concerns aIl have extensive 

experience working within Nunavut and all but two of these comments 

corne from huit  educational leaders. This is a concem that is linked to the 

erosion of Inuktitut and Inuit culture as much as it is to academic standards, 

The two things are dosely related and indicate a need to raïse the standards in 

both languages and acquire a more in-depth knowledge of both cultures. The 

rnajority of the comments about teachers target recent graduates of NTEP, 

particularly those students who completed two year programç in the 

cornmunities. 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 huit  principal stated emphatically, "Don't look at quantity, look at 

quali ty.... Teach to a higher level. Get the best." 

Visualizine Possibilities and C o ~ i n e  with leaders hi^. 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 iack of confidence deter many of their peers from seeking 

leadership positions and further education. They said ihat Inuit do not easiiy 

envision themselves as being in charge. Issues related to motivation were 



mentioned many tirnes. The interviews suggest that huit rnay be motivated 

in very different ways than non-aboriginals and, though this is insufficiently 

substantiated within the Pauqatigiit data, there is a strong suggestion that 

motivation is linked to a cornmitment to the community, to Inuit as a group, 

and to the culture. 

Inuit referred to the loneliness and isolation expenenced by those who 

move into leadership positions. They spoke about being the "lone Inuk" 

holding leadership positions where the majority of one's p e r s  are Qdunaat. 

They also described a debilitating jealousy that can be directed by Inuit 

towards those who are successfd. One leader stated, "When you have these 

skills everything is dumped on you." Another Inuit leader taked about 

leaders being like a a b s  trying to escape from a budcet and being pulled badc 

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 huit tend to question the authority held by Inuit leaders. 

This creates additional stress. The foliowing 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 buming out." 

Anytime you try to succeed someone pulls you dom" 

"Inuit doubt their own kind." 

"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 corne frorn the 



person within." 

"It hasn't been easy to hold ont0 my position. 1 have to keep a light 

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

them the leadership." 

"Inuit team leaders are reticent to take on roles but are very 

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

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

[envy and desire] for leadership." 

"We need more synergy. huit need to do this together." 

"We can look at what's in the way, or we c m  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 

leamed helplessness and passivity of Inuit who seem to be willing to allow 

Qallunaat to direct the educational system. We are still promothg 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, "1 get scoffed at a lot (by other Qallunaat] for saying that Inuit have a lot 

to offer." 

The following comments, ail from Inuit educators and leaders, also 

speak to the colonial presence in Nunavut as it is felt in the lives of 

individuals: 

"1 don? think that until foIks [Qallunaat] who have been in 

Govemment let go or leave, that we can see much change. They hang 



on to the old ways. Getting people to let go of Qdunaat power is very 

difficuit." 

4 "Everytime 1 thought 1 was there he [Qallunaat boss] raised the ante 

and eventually 1 Ieft." 

4 "Our schools tell kids they can't. Then the same people Say they are 

unmo tiva ted." 

"1 believe the decision-making power was being taken away from the 

Board by the Qallunaat bureaucrats." 

"You [Qallunaat] don't Listen. Until L raise my voice and start 

swearïng you don? listen to me." 

4 "I'm a token Inuk and 1 hate it." 

"Qallunaat can't care the same way." 

"[Qallunaat] Bureaucrats have a lot of power." 

4 "1 often wonder where we would be today if the Director, Supervisors 

had been Inuit." 

? came out of Fort Smith [teacher training] as a brown colored 

southern type teacher." 

4 "We need to push Inuit to take leadership. It just won? happen if we 

wait for Qallunaat to do it." 

"1 never said anything ai 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 SM."' 

"The ColIege is too isolated - an alien place. It has its own Qallunaat 

culture." 

"Everyone expected more from me because 1 was an Inuk]." 

"There needs to be an Inuit leadership plan. Inuit people shodd be 



delivering the training." 

0 "Qallunaat say that more education will correct the social problems. 

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

theK way." 

0 "I'm a Iittle skeptical about giving more training to teachea. It may be 

part of the colonial learning ethic." 

Familv Commitments and Econornic Disparity. Individuals 

intenriewed mentioned that Inuit educators face more economic obstacles in 

seeking further training including: supporting extended families, earrüng less 

than their non-aboriginal colleagues, paying equivalent renis, and purdiasirtg 

more goods in the noah at higher costs. This economic disparity led one 

director to express fean about the possible "ghettoization" of hu i t  educators. 

Salary freezes and lack of opportunities to complete university level 

courses at the community level were rnentioned because huit  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: 

"Teachers have large f a d e s .  Housing is a problem .... Teachers 

b ~ g  their problems to school. Teachers tend to be not happy or 

energetic. f f  

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

wage eamers 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 crea ted. " 

Coordination. Most individuals suggested that professional 

development should be coordinated by some kind of bridging cornmittee 



representing the Boards of Education and NTEP. Severd individuals 

expressed the view that NTEP needs to be more flexible and aeative in 

coordinating programs. Individuah from the Boards of Education felt that 

NTEP did not consider their views and opinions sufficiently in desig-g 

teacher education. Others suggested that the relationçhip between the Boards 

and NTEP needs to be fostered. In refening 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 difficuity of bringing agenaes together indude: 

"The challenge wiU be getting people together." 

"Reorganize the relationship between the College and the Boards." 

"Establish collaborative structures and joint coordination." 

"Boards are not very good at partnenhips." 

"Establish a special joint cornmittee to bring things together." 

"We need to teadi people how to communicate so they can work 

together." 

"Our jurisdictions and responsibilities criss-cross. This should be 

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

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

"We need a different structure. Something that brings us all 

together." 

" The past history is not positive and is corning badc to haunt US. We 

need a lot more PR with other agemies in a positive way." 

Time. Monev. 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 ai what we are 

doing." Reorganization of resources and priorities was ~ t e d  as a means of 



finding h d i n g .  The need to combine our resources aaoss 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 tirne 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 W. 

Final Comments on the Interviews 

The intenriews demonstrated that there is agreement with respect to 

the issues that need to be addresçed. 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 rnajority Inuit group 

is also evident. It is no longer acceptable to huit to have Qallunaat rnaking 

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 becorne 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. 



Action Research in the Pauaatieiit Stow 

Pauqatigiit involves action researdi as educators examine their own 

artîculated needs and work together to develop a "self-cntical corxununity" 

(Carr and Kemmis, 1986). There are 750 potential researdiea who need to 

work on Pauqatigiit - not a small team. 1s 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 researdi suggested by Cam 

and Kemmiç which indudes: a dialectical view of rationality, the systematic 

development of teachers' interpretive categories, ideology-critique, 

collaborative participation in dixourse, 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 pradice as 

well as individuab and society ( C m  and Kemmiç, 1986, p. 184). There is no 

question that over and over again Pauqatigiit Cornmittee members cal1 for 

the development of this self-critical community and discuss their beliefs that 

theory and practice are dialectically Linked. They are intewely aware; 

however, that this is no small challenge within the community of Nunavut 

educators and that it will take considerable cornmitment, energy, and time to 

create the conditions necessary to enable such a community to develop and 

work effectively. 

In my opinion the mode1 of action research proposed by Carr and 

Kemmis stands within a rationalist orientation. 1 believe that the addition of 

a more interpretivist perspective which starts with the personal stories and 

feelings of educators is more Lkely to lead to the development of the 



interpretive categories desaibed in the next paragraph and that this WU lead 

to greater critical insight. 

The "systematic development of teachers' interpretive categories" 

involves educators in discussing their "own understandings of their 

practices" and "expliatly sharing and examining these understandings"(Cm 

and Kemmis, 1991, p. 188). Pauqatigiit is workuig vexy hard to create the space 

and tirne necessq for educators to articulate understandings of their own 

practice. The Pauqatigiit Cornmittee frequently reiterates their determination 

not ro impose categories on educators but to create the space for educatorç to 

develop their own categories. This will not happen overnight and requires 

patience, persistence, and political support as weU as skilled faalitation ai 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 confuçed, 

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 redy 

preoccupying people. 

Ideology-critique involves educators in a process of critiquing their 

own historical location, and diçcuçsing 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 



mode1 for professional education in Nunavut; however, without ideology- 

critique educators may not realize the way that dominant power relations 

actualiy 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 

acknow ledging the influence of al1 kinds of ideology, including that which 

denves from the left, as part of a growing awareness and interpretation of 

persona1 stories and expenence. 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 hem 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 al1 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 

necessanly ethical just because they involve ideology critique. 

Collaborative participation in discourse is a partidarly important 

principle for the action research involved in creating Pauqatigüt. 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 dimate which 

fosters the development of collaborative discourse is a major goal and yet 

another difficult undertaking for Pauqatigiit. Sending out survey results and 

invithg feedback can not be viewed as a collaborative process that involves 

dialogue among colleagues. 



Cam and Kemmis refer to the "organization of enlightenment and the 

transformation of action" as cornponents of action research. These are 

possible outcornes 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 educatos. Organizing 

enlightenment presupposes someone who does the organizing. This seems 

like a highiy dubious position. Patti Lather (1991), addresses this issue in her 

Poçmiodem. Her comments with respect to enlightening others are 

insigh tful: 
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 transfomative social action without 
becoming impositional. (p. 64, emphasis in text) 

When Pauqatigiit started it was in danger of becoming the kind of 

technical action research that Carr and Kemmis (1986, p. 202), desdbe as 

"investigation of issues raised by the outsider". The issues were initially 

raised by Nunavut administraton, hardly outsiders, but certauily not 

classroom teachers working in the schools. As it progressed and educators 

were encouraged to become involved in planning Pauqatigüt, the action 

research became more "practical" (p. 203) in that self-reflection was fostered by 

providing everyone with the survey results and the tirne to discuss and think 

about the implications for thek professional lives. Feedback from this proceçs 

was then returned to the Cornmittee creating a spiral of communication. This 

is not sorne kind of dinical process; however, where educators uns-ody 

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 like1y to be the legitimate, critical 



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 i t  A strong desire for autonomy and independence often 

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

level. 

Pauqatigiit involves a system-wide change. Does such a change actually 

contradict some of the hopes for creating ownerslup 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 Pauqatigüt debate. 

Very recentiy 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 projed and as school-based 

Pauqatigiit Cornmittees develop and refled 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 stiU promotes 

considerable disempowerment It is emancipatory; however, in its intentions, 

though also "prudent", in that it moves at a rate which is "practicaily 

achïevable" (Carr and Kemmis, 1986, p. 205). 

Action researchers must be "socially realistic as well as educationally 

committed" ( C m  and Kemmis, 1986, p. 207), realizing that "reflection and 

action are held in dialectical tension" ( C m  and Kemmis, 1986, p. 206). Soaal 



realism is insufficiently explored when planning most new projects, 

including Pauqatigiit, which are very idealistic in their a b .  Idealistic aims 

untempered by political and social realities become ernpty rhetoric very 

quickly. Social reality constantly inmides as projects unfold in the world of 

schools. Thiç 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 consemative educators, or they may represent the cries of the weary 

and cynical who need tune 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 rejeaing oppositional 

voices limits understanding in any initiative. This does noc 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?" 

Guidins Princi~les for Professional Education in Nunavut 

The following statement was prepared by the Pauqatigiit Cornmittee 

members in April 1997 to try and describe and dehe  the purpose of 

Pauqatigiit and capture the spirit of the initiative. The original principles 

developed in 1994 were based on the survey results and were discussed in all 



Nunavut schools during the feedback sessions in 1995. The statement of 

purpose and the principles are seen as articulatirtg the desires and dreams of 

Nunavut educators: 

The major purpose of the Pauqatigiit initiative is to faalitate the 
development of a coordinated, school-based, educator-directed 
approach to professional education w i t h  the school system in 
Nunavut. 

Pauqatigiit brings together aU 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 leveis 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 al1 Nunavut educators: 

The fundamental purpose of professional education is the 

improvement of leaming for all students and educators in Nunavut 

schools. AU Nunavut educators have the right of equal access to career 

long professional education. Professional education in Nunavut: 

1.1s detennined, owned, organized, and directed by Nunavut 

educators, for Nunavut educators, and with Nunavut educators. 

2.1s based on the needs of ail educators in the school system. 

3. Improves teadiing. 

4. Builds and maintains coilaborative, supportive relationships 

among educators. 

5. Enables the voices of alI educators to be articulated and heard 



in the language of their choice. 

6. Fosters the development of critical understanding of self, 

students, culture, and community. 

7. Provides time to question, thuik, reflect, obseme, discuss, 

leam, plan, and work individually and collectively on goals 

established for their professional lives 

8. Takes place in a respectful, affinning, 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 teadiing and leaming in Nunavut schools. 

10. Enables and promotes a deep understanding of curriculum, 

teaching, and leaming. 

11. Provides educators with a variety of choices in accessing 

leaming opportunities, hcluding informal and formal school 

and community-based approaches, credit-based professional 

education, educational research opportunities, and access to 

other educators around the wodd to encourage and enable the 

full participation of Nunavut educators in a vanety 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 



with access to 

experiences. 

the widest possible range of professional learning 

14. Enables educators to develop a long-tem, dearly articulated, 

critically aware vision for their own professional growth. 

The implementation of these principles provides the basis for the 

development of professional learning which iç personal, critical, 

collaborative, and controlled by an informed, aware self. As such it supports 

the kind of ethically based professiond practice that is suggested in this 

dissertation. 

Considerations and Possibilitie~ 

Once the statistical report was completed in Mardi 1995 and provided 

to the Pauqatigiit Cornmittee, 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 reviçed, 

published, and distributed to ail schoolç 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 Pauqatigiit Coordinator following the 

workshop. 

The three boards of education authorized schools to take up to a half- 

day to discuss the Pauqatigiit survey results. The dates for discussion were lefi 

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 afier the survey had been completed. Written 



feedback folIowing discussion of the report was hard to obtain and usudy 

provided only after Committee members in each region repeatedly phoned 

schools to request the information. 

in considering the implications of the needs assessrnent and making 

suggestions related to specific action, the Cornmittee 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 c d  the truth. In other words, in skeptically 

and thoroughly examirüng 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 Cornmittee realized that dashing off with poorly formed opinions 

was sure to meet with dismal failw. They also knew that each peson would 

corne to the data and results with biases and ideas about professional 

education and rnight search for the information to boister 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 othea. Going from research results 

to analysis, to discussion, to feedbadc, and finally to action is far from being a 

clear, linear process. 

In refiecting on possible adion and suggesting the following 

possibilities, the data has been reviewed many times to determine underlying 



themes. These suggestions were first made in the Spring of 1994 and discwed 

in some depth with the Pauqatigiit Cornmittee members They were then 

shared with educators aaoss Nunavut. The word possibilities, which was also 

used in the Pauqatigiit report, indicates that they are merely suggestiom for 

action and were never intended to become hard and fast recommendations. 

Though these suggestions were discussed in al1 Nunavut schools, it does not 

ençure that each educator had a real opportunity to understand, consider, 

discuss, and comment on them. In spite of our best efforts to estabkh a 

process for discussion of the reports and suggest approaches that would foster 

maximum participation and the expression of ali voices, there is every 

possibility that in some schools the documents were circulated, read quickly, 

briefly discussed in English, and diçmissed. In other schools educators may 

not have even seen the documents. These are the some of the realities 

involved in establishg ownership and are among the real obstacles we all 

face with the implementation of any change- 

Feedback received from the sdiools; however, indicated that many 

educators read the reports carefulIy, 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 Cornmittee. 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 s u m m q  of 

feedbadc 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. 

5 5 .  Feedback was provided from 16 



out of the 34 schools in Nunavut. Most comments about the Pauqatigüt 

reports were positive. For example: 

"Many of my feelings as a Kallunaat are weil reflected in this 

document. Perhaps Inuit and non-Inuit professional development 

needs are too divergent to be dealt with together." 

c''Six of the ten major findings directly relate to rny thoughts and 

attitudes with regards to areas where 1 need help." 

* "Worthwhile. More time shouid be allocated to put a document like 

this into practice." 

"A good review of important needs." 

* "Worthwhüe if our comments/ideas are actually taken seriouçiy." 

* "Need for a coordinated, dear cut, long-tenn plan for Nunavut p.d. 

needs." 

a "Much needed. Thanks!" 

0 "Political but informative. Many of the findings were things 1 

think/ feel." 

f l I  like the kayak as a symbol for individual growth," 

Some educators doubted the validity of the results and one school 

suggested that the s w e y  should have been conducted by an outside pollster 

to ewure 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 induded: 

9 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 starnp their views of P.D. on the Nunavut Temtory." 



4 "If we are trying to work together as educatoa with common goals, 

why are all the questionnaire results given according to native and 

non-native responses? 1 think the responses could have been presented 

under the generic name educators." 

4 "Not concrete enough." 

4 "Waste of money on publication." 

4 "Not worth half a day." 

Most of the other comments in the feedback related to practical 

concems including the need to provide more culturally based leaming, 

address social emotional needs in xhools, provide more funding for 

professional education, work together on professional leaming, and take 

more control of professional development at the school level. In many ways 

these comments repeated and confirrned the fhdings in the Pauqatigiit 

survey. Other general cornments included: 

4 "More remote communities should continue to get money." 

Important for teachers to keep respowibility over P.D. funds." 

4 "We need a 2-3 year strategic plan. Set priorities ... articulate a 

vision." 

4 "Aboriginal and non-aboriginal educators need training in 

traditional skills." 

4 "Need for flexibility and equity in tirnetable considerations when 

planning for in-school P.D." 

4 "Provide opportunities for teachers who want to work together." 

"Innovation and risk taking is important." 

4 "Need more sharing among teachers." 

Provide teacher orientations at the beginning of the year." 

"Take time to visit other teachers' dassrooms." 



the 

the 

"Funding is too limited to do anything really worthwhile." 

"The greatest restriction is tirne." 

The feedback process was a worthwhile step in the discussions around 

Pauqatigiit findings. It provided an opportunity for au educators to read 

reports, comment on the results, and work with coileagues to establish 

school-based approaches to professional education. The feedback also helped 

the Pauqatigiit Cornmittee to refine their interpretation of the data and 

reports as well as consider practical responses to the findings. 



The possibilities suggested in the Pauqatigiit report included: 

1. Inuit culture and Lnuktitut/Inuinnaqtun 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, 1 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 situatio m...." 

(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 dear 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 educa tional 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 leaming, provides a foundation for the 

education of hui t  students. Inuuqatigiit implementation and culhually- 

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 irtclude 

Inuuqatigiit implementation as a central element in professional learning. 

Inuuqatigiit is taken in the broadest sençe to include W t i t u t  as well as 

leaming related to traditional knowledge. 

Lntenriews and the needs assessrnent results indicate that educators are 

hstrated with the lip service and rhetoric surrounding the efforts to bring 



Inuit culture into the educational system. They feel it is time to act to ensure 

that everyone workuig in the schools, whether they are huit or non-Inuit, 

l e a m  more about the culture. ï he  following suggestions may help to address 

frustrations expressed many tirnes over many years. 

Discuss the me an in^ of culturallv based ~rofessional education. 

"1 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 cowider what it really means to becorne culturally based. It 

involves far more than offering professional education in 

Inuktitut/Inuïnnaqtun with a focus on traditional knowledge. Equating 

culturally based leaming 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 weU as a 

southem perspective. It indudes the 'here and now' with everythuig that it 

meam to be Inuit and Qallunaat citizens in today's evolving society. It also 

includes the 'times gone by' with all the Iived experiences of Inuit people 

throughout the years. 

As educators start to bring a more hui t  perspective to their teaching 

and leaming, they also need to discuss the purpose of stressing culturally 

based leaming in a society where Ianguage and culture are threatened. Içsues 

of identity, CuItural loss, and sunrival are central in understanding the 

meaning and importance of culturally relevant education. 

It will not be a simple matter to offer Inuit-based professional 



education; however, providing as many opportunities as possible for leaming 

in Inuktitut/Inuinnaqtun would be a very good start. Workshops or courses 

delivered in EngIish using English resources can ensure that discussion, 

reflection, and activities take place in Inuktitut and Inuinnaqtun. This 

bilingual mode1 enables Inuit educators to access information in English and 

add their own experience and understanding to budd knowledge. 

Learnine and i rn~rov in~  Inuktitut/Inuinnaatun is a ~noritv.  

"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 Ieam 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. Lnuit and Qallunaat might also use their five 

professional development days to spend time with elders working on specific 

vocabulq and should consider contacthg NTEP to ask if credit can be 

provided for these experiences. Offering a variety of NTEP courses in 

Inuktitut at the community level wili also be very helpful, particularly for 

Inuit educators interested in ïmproving their knowiedge of the language. 

More advanced courses in Inuktitut/Inuinnaqtun for huit holding teadùng 

certificates need to be offered at the community level. Some of these ideas are 

already being used in schools and will be discuçsed during this school year. 

Focus on culture. 
"Teach about the land and safety on the land." 

(Nunavut Educator, 1994) 

Educators can leam a great deal about the culture through the 



programs they choose to organize for students in schook; however, they aiso 

need to have opportunities to leam skills in much greater depth. The 

development of modules related to traditional culture codd be offered as 

workshops, parts of courses, or as whole courses depending on time available 

for professional education. These modules might inchde: iglu building, skin 

of others. In addition, modules on Inuit hiçtory, literature, mythology, 

cosmology, archaeology, science and mathematics and others could also be 

developed for delivery in communities across Nunavut. Mmy 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-tem planning and 

organization it should alço be possible to include more culturally related 

courses within the Certificate in Native and Northem Education offered by 

NTEP. Inuit teachers and elders could provide these courses in Nunavut 

communities over the next few years. 

Amaleamate the Teaching and Leaminrr Centres with the Nunavut 

Teacher Education Promam. 

"1 often think that Inuit teachers 
should be taught in huktitut." 

(Nunavut Educator, 1994) 

In Leamim. Tradition and Change the concept of a Teadiing and 



Leaming Centre (TLC) involved, "program development, support services, 

and staff training." 

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

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

test new programs of study; 

train teaching staff in the methodology required for 

implementation of new programs; 

supewise the initial phases of a new program's 

implementation; 

prepare programs for special education and provide support 

services for them as required; 

evaluate programs of study; 

design and present teadier education; 

carry out specific tasks for the divisional boards of education; 

communicate useful information to the staff of the divisional 

boards of education; and 

coordinate regional activities with the Arctic College. 

(GNWT, 1982, p. 62) 

This arnalgamation, 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 successfd, collaborative efforts which have taken place between 

çchool systems and universities interested in building closer linkç with each 

other. The recommendations made in 1982 were years ahead of their tirne. 



NTEP needs to mure 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 deveiopment, consuItants and instructors can support each other 

with projects and teaching. The indusion of elders in this process can eruich 

the knowledge and language at the çame 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 al1 

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. 

Estabfish Teachin~ and Learnin~ Centres in al1 Schools. 

"1 want to have more hours to work on Inuktitut materials. 
There are not enough huktitut matenals." 

(Nunavut Educator, 1994) 

Each school needs an area where educators can gather to learn, discuss, 

and reflect on teaching. There is &O a need to provide a cornfortable area 

either inside or outside the school for elders to visit and interact with both 

students and educators. A Teadiing and Learning Centre in a school might 

become such a gathering place. The area could provide access to professional 

reading materials, distance education teduiology, 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 discuçsed for many years. Shortage of 



space in schools and a lack of input into capital planning has made this 

difficult to achieve in the past. As Nunavut becornes a reality this needs to be 

considered. 

Inuit educators offer communitv-based ~rofessional develo~ment. 

"1 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 instnictors, CO-instmctors, and 

facilitators of professional education will enable many more oppominities to 

be available in Inuktitut/Inuinnaqtun. As new huit teachers move into the 

system, the more expenenced 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 suggestîng such an option, it can not 

become yet another burden for huit teachers. BalanQng teadUng in a school 

with offering professional education to colleagues could become 

overwhelming. Sharing classrooms and establishg team teadiing situations 

may address the need to involve more Inuit in teacher education. This will 

require support and organization from the Board and school level. 



2. Provide opportmities for Nunavut educators to work together in schook. 

"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 corne from real 

classroom experience are the rnost preaous. Simply establishg team 

planning and teaching as another structure within the school may not M y  

address the complexity of the need expressed by educators. While educators 

don't want to be alone with challenges they find overwhelming, they rnay not 

appreciate being told what to do. A 'should' from someone who does not 

share one's expenence c m  be patronizing and impractical. Facilitahg more 

collaboration with peers and accessing expertise without bureaucratizing the 

process will be a real challenge. 

Facilitate team teachine and interaction with colleagues. 

"1 want to work as part of a team in a community." 
(Nunavut Educator, 1994) 

FifSr-six per cent of Inuit teachers and 44% of non-aboriginal teachers 

express a desire to team teach. While team planning may be takîng place, 

team teaching may not be as common. Tearn teadllng involves more than 

just planning a theme for delivery in separate dassroorns. It meaw educators 

share a teaching load and are in a position to offer feedbadc and support to 

each other on a daily basis. This means that classes might be grouped together 

with teams of educators developing programs and teadiing students. 



Oppcmuiities 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 educatos 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 al1 necessary ingredients in 

creating a successful team. This means that the first stages of team teadung 

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 em~athy, reciprocity, feedback, and 

iistening. 

Share ex~ertise. 

"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 s h a ~ g  to take place. This 



probably means that educators need to be integrally involved in i d e n m g  

the kinds of teams they wodd like to be involved with. Creating larger teams 

which involve two or three expenenced 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 mles 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 

peson 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 success~Iy.  

There rnay 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 southem way of life, usually 

brought by Qallunaat, is also needed as a complementq aspect of an 

educated person in Nunavut. These two knowledge bases must be respected 



I l l  

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 

southem domination are essential in balancing this leaming and sharing. 

Cultural expertise involves an awareness of the 2resent 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 

tean-1 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 certaidy not with the entire responsibility 

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

S u ~ ~ o r t  shadowine 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 colIeague. By watdiing 

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 speciakts 

would also benefit greatly from these options. Unfortunately, a word lüce 

'mentoring' may imply that one knowledgeable person guides a less 

knowledgeable individual and there are possibilities of ' telling' ra ther than 



simply 'sharing' within such a relationship. 

Cooperative leaming research has indicated that partnerships work 

best when gaps in knowledge, cultue, background, and expertise are not 

extreme. The wider the gaps the more potential there is for frustration. This 

occurs in classrooms when students who f i s h  first are always asked to help 

students who experience the most diffidty. Awareness of this research may 

be helpful when trying to establish mentoring relationships. It may alço 

explain why some teams do not work particularly well. Team building and 

training in cooperation rnay 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 

gyrn, Iibrary, 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 

ovenvhelming, and that it is just not possible to stretch themselves to cover 

classes as well as cope with administrative demands. Covering classes for 



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 admulistrative, priorities. It also means that 

administrative demands from the Boards of Education need to be carefdly 

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 decisiors 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, 

N E P ,  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. Sometirnes 

educators sit back and wait for others to organize their professional leaming. 

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 s W  effectively after 

taking one workshop and without opportunities to try ideas and receive 

feedback and support is naïve. Educators themselves m u t  be willing to 



change and need to be interested in exploring different way of teadung. This 

requires considerable reflection, discussion, and understanding. Secondly, the 

change itself needs to be fidly understood and individuak who are 

comfortable using a particular pradice or way of thinking need to be available 

to support the changes over an extended period of tirne. Finally, time, 

resources, and support all need to be available in a way that is acceptable and 

comfortable for the educators who are t+ng to change. 

The fundîng 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 leam from someone they trust and respect professionally and from 

someone they believe can offer hem 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 leaming becomes a real issue. The following suggestions 

consider ways of fostering educator ownership of professional education. 

Educator desim of ~rofessional develo~ment. 

"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 

educa tors 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 



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 educa tors' p ractice 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 helpfd. A school in the Baffin organized a 

four-day professional development workshop on cooperative leaming during 

the 1994/95 school year. In June 1995, a twelve-day credit-based course on 

cooperative leaming was offered at NTEP in Iqaluit by the same resource 

person. One experience awards credit, the other does not. The cos& involved 

are proportionally comparable. The course included most of the same 

material offered in the workshop. The instnictor 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 penod of tirne using professional development 

funding but gaining credit at the same tirne. This would also bo a powerful 

way to leam to apply cooperative techniques because educators could support 

each other throughout a year and then bring that leaming into the next 

module of a course. This approach involves educators in the school making a 

cornmitment to go beyond the one workshop, qui& fDc 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 sdiool and can be adUeved by using 

professional development h d i n g  in a different and possibly more 

rewarding way. 



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 opporhinities 

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 cornmittees just as occurs at the present time in schools. In 

essence, individual schools codd set up a range of professional development 

experiences over a period of time and eventually meet the needs of staff 

members. 

m. 

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

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

At present the funding for professional education cornes from a variety 

of sources provided by different agenaes. Improved communication and 

coordination between these agencies xnight facüitate more professional 

leaming opporhuùties 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 presedy allocated by the Boards of 



Education for educator training and i n s e ~ c e  could be amalgamated into an 

Educator Development Fund administered by educators themselves. At this 

tirne, such a concept wodd be controversial and problematic, but as more and 

more cooperation takes place it may be possible. 

î h e  Fund is suggested to demonstrate that there could be real benefits 

in using limited financial resources in a different way. Such an arrangement 

c m  not affect the ability of memben of the NWITA to exercise control of the 

existing professional developrnent h d s .  It could, however, with Board and 

NTEP support, increase the hinding 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 mist are critical when considering such an option. The NWTTA 

haç resisted efforts to diçcuss s u d i  an option becaw 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 decisions and choices for themselves. 

". . .because each teacher is unique in important ways, 
it is impossible to create a single, centrauy administered 
and pl&tned programme of professional development 

that will meet everyonefs needs and desires. 
Why not let the individual be in charge of asking 

and ançwering the timeless questions: 
'Who am I? What do 1 need? How can 1 get help?'" 

(Clark, 1992, p. 77) 

Chwtopher Clark raises what may be the most important question in 

the life of any educator, "Who am 11" Further fundamental questions which 

relate in important ways to professional education and the professional 



growth of educators include: 

What are my beliefs, values, attitudes? 

What kind of a teacher am I? 

What kind of a teacher am 1 becoming? 

What kind of a teacher do 1 want to be? 

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 leaming help me to become the teadier 1 

want to be? 

Once educators raise these questions and develop educa tional 

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 meanhg 

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 hstration. Mandating 

professional growth c m  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 leaming: 

Why should teachers, individually and collectively, take charge of 

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

we need to recognize that adult development is voluntary-no one cm 



force a person to leam, 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 realùe 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 tirne for professional education. 

"School boards have to creatively find time f ~ r  people to 
do training inçtead of just 'adding' it on to a teacher's load. 

Most Inuit teachers are very hard working mothers." 
(Nunavut Educator, 1994) 

Teachers who complete their professional education and are then hilly 

prepared for all aspects of teaching in a school are rare. Even the most 

talented and competent new graduates requKe support, ongoing discussion 

related to their work, and a variety of opportunities to leam and improve 

skills. New teachers benefit from close relatiowhips with experienced 

colleagues they respect and trust. 

Teaching involves a lifetime of constnicting new knowledge, 

irnproving skills, changing attitudes, and modifymg 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 diallenging 

professions in today's world. Changes in curricula, new methodologies, and 

initiatives such as inclusive schooling mean that teachers are expeded to 

acquire new SUS and teach in ways that may differ from approaches they 

learned durhg their teacher education programs. No magic wands are 

provided. It takes time to understand new theories, time to read new 

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



all leamers in a classroom~ 

Nunavut educators have dearly indicated that they want to learn a 

great deal about a wide range of educational topics. They cannot learn ail 

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 leaming that will take several years. 

Tirne 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 colIeagues to support each other or 

discuss new strategies as leaming 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 scheddes. Ln fact, the public seems to feel 

that teachers already have too much time for professional growth and that 

schools should never close to allow teachen to leam new skills. Given public 

misunderstanding of teachers' lives, which translates ïnto 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 obstades Nunavut educators face in 

pursiiing professional growth. 

Provide more ~ l a n n i n ~ .  and reflection time for educators. 

"1 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 



past. Perhaps there needs to be an even more concerted effort to have time for 

planning, reflecting, and leaming enshrined in the Collective Agreement. 

The Pauqatigiit Cornmittee 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 muçt 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 leaming in 

maintaining well-being and increasing professional expertise 

Increase the numbers of ~rofessional development davs. 

"Tirne must be allocated for professional development, reading 
and interaction with other teachers." 

(Nunavut Educator, 1994) 

The possibility of increasing professional development t h e  has been 

discussed many times. A recomrnendation in Learnine, Tradition and 

C h a n s  (GAMA', 1982) suggested increasing the t h e  available for 

professional development but thiç was never implemented. In jurisdictions 

in the south, teachers can access up to twelve days in an academic year for 

professional development. h 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 persona1 time for 

professional developrnent. 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 



to their own professional growth. The five extra inservice days would o d y  be 

granted to those educators willing to give up five days of their own time to 

take courses or pursue professional growth opporhurities. 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 reaiislic 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 speafic need. For example, if a sdiool 

decides tha-t they want to work on their Inuktitut/Inuinnaqtun skills over a 

Mree rnonth 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 educaton is essential in helping members of the 

public understand the needs in schools and be ready to support increased 

professional leaming tune. As one Nunavut Educator stated in her needs 

assessment, "There is a false miçapprehension that teachers must be busy 

'teaching' all the tirne. Unless time is given within the regular working 

hours for professional development there will be no improvement" 

(Nunavut Educator, 1994). 

Increase opportunities for leaves with and without allowances. 



"[Please provide] Training for renewal.. . 
1 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 tirne to reflect on 

their careers. It is cnticai that the number of leaves be protected and p~ssibly 

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 h d s  through scholarships or contract work. Educator exchanges are not 

commody available in Nunavut schools and could also provide 

opportunities to work in another jurisdiction and expand professionai 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 

communi ties. 
"Get more Inuit teachers." 

(Nunavut Educator, 1994) 

A M u r e  to irnplement the cornmunity-based teacher educa tion 

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 sdiools will 

actually decline after the year 2001. 

The community-based initiatives, ongoing since 1991, will have 



increased the numbers of Inuit educatoa working in Nunavut S ~ ~ O O ~ S ;  

however, the numbers are insufficient to meet the projections required to 

achieve and sustain the 50% huit  employment figures recommended by the 

Nunavut hpiementation Commission for the year 1999. They are ako far 

from the 85% Inuit employment required to match the demographics in 

Nunavut, as iç recommended by MC for the year 2021. Population growth in 

Nunavut remainç high, higher than it is in the rest of the M. 

Consequently, it is unlikely that the 50% aboriginal teadiing force called for by 

the Minister of Education in 1991 cm 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 teachea 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 Our Future is Now (BDBE, 1996), the cowequences 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 commurüty level and keep politicians informed 

about their importance. The Pauqatigiit 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 leaming 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 



following suggestions require a w f i g n e s s  to look at teacher education and 

professional development in a different way. 

Provide more communitv-based options. 

"The best hainhg experience l've had is in my own community 
because 1 don? worry about my family and still have quality 
time with them. If 1 were out of town, I'd be womed and be 

stressed by family because of Ieaving 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 th& the most econornically 

feasible response, it also addresses the need to incorporate more dassroom 

practice into professional education. School-based professional education has 

the unique advantage that concepts, approaches, and ideas cm be tried 

immediately with students in classrooms, discwed, critiqued, and reapplied. 

There are also possibilities for coachhg and peer support that are not as easy 

to establish in an institutionally-based program. The disadvantages indude 

increased and more complex workloads for experienced educators as weU as 

the fact that it is very hard to fuid extended tirne 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-thne 

students as well as establishing job-sharing situations, more individu& 

could participate in professional education in schoois. Experience with the 



community-based teacher education programs has provided some insight 

into the realities of balanhg üfe as an educator with life as a student. The 

separation of the two hc t ions  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 refled on what is being leamed. It is a matter 

that requires considerable discussion but cm be resolved. 

m o n .  

"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 

respowibilities. 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 t h e  together. 

The issue of credit for instructors also needs to be addressed. 

Individuals who offer courses might be able to eam 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 ~ S O  

be considered carefully. 

Access s~ecific ex~ertise to su~vor t  ~rofessional education in Nunavut 

communities. 

"1 need to meet new people, new ideas-after ten months of teadiing 
1 need to have input from people outside my 'environment'." 

(Nunavut Educator, 1994) 



Not all professional education can be offered by teachers in 

cornmunities. 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 instnictors, 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 leamhg of 

educators may be a much better utilization of the ümited 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 ski& in the 

south is another option that should be explored, partidarly when it provides 

long-term educators with expertise they can share with their colleagues at the 

cornmunity 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 northemers to the south, wil1 

always be high and the long-term benefits need to be clearly demonstrated 

when making decisions about accessing or using individuals with spe&c 

expertise. 



Use distance education and teiecornmunicationc with ~rofessional 

learning. 

"We need an extensive distance education network 
for s tudent and staff training." 

(Nunavut Educator, 1994) 

Qallunaat educators are particularly interested in distance education 

options. The possibility of expansion and improved access to 

telecornmunications 

that communication 

technology needs to 

through existing bulletin boards and the Intemet means 

between educatoa can be fostered. I n s e ~ c e  in using 

be built into the plan for professional development. The 

use of Cornputer Mediated Communication and electronic media to access 

southem expertise and Link northemers together iç being explored by the 

Boards of Education, the Nunavut Arctic College, and the Deparhnent of 

Education, Culture and Employment. In addition, a cornmittee is 

investigating the possibilities for training educators in the sdio~ls to use 

cornputers and technology more effectively. 

Initiatives in telecommunication may have a sigruficantly positive 

impact on our ability to offer courses across Nunavut. This tedinology, 

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 

powerfd 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 northem educators have already completed courses by distance 

education from McGill University, the University of Victoria, and the 



Ontario uistitute for Studies in Education at the University of Toronto. 

Expanding the options presently available and involving Nunavut educators 

as instructors and faditators for distance learning courses seems eminently 

possible and desirable. Some individuals express concems that the medium 

lacks the interactive element that wodd enable modehg  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 dassrooms of outstanding Nunavut educators could be used as 

a focus of discussion. Joumals 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. 

"1 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 southem-based education must be 

adapted to Nunavut and the expertise of elders and unilingual Inuit w d  in 

professional education, Nunavut educators have the right to access 

university level education to the graduate level. The Certificate in Northem 

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 wfl 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 



relevant to the north. The provision of a wider variety of aedit-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 universitv credit for Durnoses of scholaritv. 

"We need training to eam more money." 
(Nunavut Educator, 1994) 

Nunavut educators, partkularly those who are Inuit, face severe 

obstacles in accessing the kind of professional growth opportunities availabh 

to southern Canadians. Inuit express concem about their ability to continue 

credit-based Iearning 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 professiond equality 

with their peers in the south, ïs important to Nunavut educators. They c m  

also benefit from participation in various communities of leamers around a 

variety of disciplines. Failure to provide credit-based educational 

opportunities means that some Nunavut educators may not be able to access 



the financial rewards associated with scholarity as weiI as access to knowledge 

which can enable them to participate in a wider soaety. This has 

consequences for professional grow th, financial status and dass differences in 

schools. A system committed to educating Inuit m u t  continue to provide 

access to professional oppomuiities 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, particdarly for the many Inuit educators 

teadùng in Nunavut schools. 

Continue the relationshi~ with McGill. 

A relationship between McGiIl University and NTEP has developed 

over the last eighteen years through the implementation of the two-year 

Certificate in Native and Northem Education, the B Ed program, and the new 

M Ed program. Relationships with universities take thne 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 levelç. 

This is not a popdar recommendation in the Department of 

Education, Culture and Employment where McGill is seen as couecting fees 

but offering very Little in retum. Indeed, that view is being shared by more 

and more Nunavut educators, including members of the Pauqatigiit 

Cornmittee. The Department would like to see other universities approached 



in order to make some cornparisons 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 the ;  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 w i k g  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, thiç issue will 

be resolved. 

Ex~lore a varietv of universitv level obtiens in professional education. 

The expansion of the range and variety of University level 

oppominities available in Nunavut needs to be a prirnary 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 indude: 

More courses in huit Culture and kiuktitut/Inuinnaqtun-Possibly 

using existing courses at NTEP and the Inuit Studies Certificate 

developed by Nunavut Arctic College; 

Courses related to Inciusive Education-Providing more skills in 

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

multi-level instruction, student evaluation, and social and emotional 



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; 

0 Courses in Educational Leadership-Designed for al1 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 exiçting programs as much as 

possible will make it easier to access a vanety 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 m e n t  practice. Starting new 

initiatives in a time of fiscal restraint will be difficult. The necessity of using 

courses already available through NTEP musi be M y  explored before other 

opporhinities 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 U y  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 southem institutions. These courses might indude 

options such as: 

Cultural Knowledge in Nunavut Schoolç-Providing oppomuiities 

to leam a range of cultural ski& in more detail than is usually possible 

in a workshop. 



0 Educational Issues in Nunavut Schools-Exploring issues of 

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

instruction. 

0 Working Together in Nunavut Schools-Considering initiatives in 

team planning and teadiing, problem solving, cross-cultural 

communication, and conflict resolution. 

Meeting the Needs of Ail 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 srnaîl group work. 

These options, whiie very general, rnay prove to be practical vehides 

for the first steps in a Pauqatigiit initiative. It is better to start with simple 

options that can actually be irnplemented 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 focuçed. 

". . .ideas about the nature of educational theory 
are always ideas about the nature of educational practice.. . " 

(Cm,  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 

Sdiawb (1971,1973,1983), Ann Lieberman (1979,1991), Max Van Mannen 

(1990,1991), and Donald Schon (1983,1987). The writing of these researchers 

and theoreticians has provided the impetus for a whole movement in school 



and classroom-based research and reflective praaice- The benefits of 

examining practice to uncover theory, as well as the advantages of critically 

reflecting on praaice, 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 leaming is not 

dismissed because of concerns that it amounts to nothhg more that a set of 

activities or superficial experiences. In discussing practice in Pauqatigiit, the 

intention is not to provide tri& of the hade but to focus on informed, 

critically examined practice that has as its roots powerfd theories of 

education, forrnulated by educational philosophers such as John Dewey 

(1938). This orientation is criticdy pragmatic in that it values practice whüe 

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 

leam skills, approaches, and ideas that make a difference for students. This is 

not a simple request for a "bag of tri&". A bag of tri& 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 teadUng 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 

focuçed, deliberate, and clearly articulated way. The process of reflecting and 

refining ideas polishes practice. A very skilled teacher may not be comcious of 



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 simcant impact on teachers and their 

practice. 

Focus on the world of the dassroorn and the realities encountered bv 

educa tors. 

"1 need more practicd 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 northem teachers, who work with students on a daily basis, will help 

to bring a practical, relevant focus to professional education. Linking 

professional development to dassroom practice is essential if confidence and 

teaching skills are to improve signihcantly. The concept of team teadùng or 

shared teaching, as long as it involves high levels of trust, would enable 

colleagues to provide feedback to each other as they teah. 

Provide reeular refiection tirne for educators. 
"Where teachers were encouraged to reflect-in-action, 
the meaning of 'good teaching' and 'a good classroorn' 
would become topics of urgent institutional concem." 

(Sdion, 1983, p. 335) 

Reflection is essential in any process of change. Professional educators 

need time to engage in a process of critical reflection and infonned practice, 

and require opportunities to both experiment with and reflect on their 



teachhg in order for changes in professional practice to take place. As one 

educator stated: "1 feel 1 need training less than 1 need time - tirne to read, to 

plan, to see the big pictue" (Nunavut Educator, 1994). Changes in 

professional practice occur slowly over years of teadung and dialogue with 

colleagues. M a i n t a k g  professional journalç, building reflection time into 

staff meetings, and sharing professional reading c m  facilitate thinking which 

contributes to professional growth. School leaders who are conscious of thiç 

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 leam." 

(Nunavut Educatur, 1994) 

Provide o~~ortuni t ies  for dialorne and reflection related to educators' 

careers. 

At its best, career planning involves a dear articulation of personal 

and professional values and beliefs followed by decision-making related to 

teaching and professional learning. Career planning has fhe potential to help 

an individual identify a variety of professional possibilities they might not 

othenvise consider. At its worst, career planning can be an artificial, 

superficial, and unrealistic process utilizing southem 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 iden* speQfic 

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



educational opportunïties in the future. 

While individual gowth plans rnight help Nunavut educators 

appreciate their skills and articulate their career aspirations more clearly, they 

can easily become intrusive, mechanistic, and potentialIy manipulative, 

reducing the professional practice of an educator to a checklist and the 

discussion of professionai 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 rewardïng or 

coercive anci demeaning, depending on the sensitivity, awareness, and skillç 

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 sdiools, are not M y  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 ail aspects of professional growth, there is a significant 

difference between self-directed leaming and learning which is directed for us 

by othes. 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 organùe. 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. Govemment programs have sometimes 

taken away decision-making and control from Inuit educators and required 



them to participate in training that was not fully undeatood. Pauqatigiit, 

while providing access to more opportunities, needs to (a) promote educator 

awareness of involvement in an educational process, @) provide 

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

Antici~ated Results of Imdementation 

"There is substantial evidence that professional development programs can 
make a differencethat teachers c m  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 actuaily addresses 

educator needs, provides opportunities for the development of practical 

skillç, and hUy engages educators in a process of critical reflection about their 

own work. 

Growth of knowled~e, understandine and skills. 

"Education is an ongoing process. By selecting this profession 
1 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 thei. own experiences. Enabling individuals to access 

pradiczlly focuçed, 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 dassroorn practice with 



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 cornplex, virtually unlimited world of 

teaching. 

As more Inuit educators become involved in this process, they will be 

able to constantly renew their professional SU and knowledge. The value of 

s u c h  an initiative can hardly be measured when it involves providing 

educational opportunities to individuals who in tum 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 h d  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 c m  in turn help studentç. Pauqatigiit is based on 

fundamental concepts of education including the ability to ask questions, 

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. 

Imnroved teaching. 

"Some are sti l l  teadiing in the way they used to teach. 
And teadung the sarne thing over and over again. 

e.g. record player playing over and over again." 
(Nunavut Educator, 1994) 

Cornmitment to improving teaching practice iç a basic principle for 

Pauqatigiit. The major purpose of professional growth is improved 

professional practice which in tum leads to irnprovements in students' 

learning. It is anticipated that if Pauqatigiit is implemented in keeping with 



the desires and aspirations of educators, and oppomuiities for ongoing 

interaction with colleagues are made available, then improvemenh in 

teaching will result. 

Im~roved morale. 

"Teachers are exhausted. They are not social workea 
and behaviour specialis ts. " 
- Nunavut Educator, 1994 

The Pauqatigiit needs assessment clearly indicates that educators 

experience alrnost overwhehhg challenges in their daily work. We have 

seen that Nunavut educators want to leam 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." 

"1 tend to overwork because 1 find a teacher's work is never done. 

This is buming me out .... This is the fkst time in my teadUng career 

where 1 feel r e d y  empty." 

"Teachers need affirmation .... We spend a lot of time giving 

affirmation to students. 1: 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 dimate can make a real difference in the h e s  of 

educators. Pauqatigüt provides educators with new understanding and skills 

to manage the challenges in the classroom, but it c m  also provide time to t ak  

about frustrations, take care of thernselves, and develop strategies to solve 



problems in a proactive rather than reactive manner. This will improve 

morale as well as teaching. Professional cornpetence increases professional 

and persona1 confidence and with it the self-esteem and sense of control that 

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

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

Maintainhg high morale rnay 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 educatoa improve their professional practice. 

Increased resources at the community level. 

"There would be many more trained teacheb 
if training is done in the communities." 

(Nunavut Educator, 1994) 

The implementation of these suggestions may see the development of 

Teadiing and Leamhg 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 Ernployment's stcategic plan, 

Peo~le: Our Focus for the Future (1994), and enables communities to b c t i o n  

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 leaming. 

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

structure closely reflects Administrative Structure Recommendation 11 in 

Leamine Tradition and Change (GNWT, 1982, pp. 62-63). This 



Recommendation, now fifteen years old, has never been implemented. It 

suggests the creation of two Centres for Teaching and Leaming: 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 

semices 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). T h k  

is not elaborated very much and while it states, "Each centre will serve al1 the 

schools and residents within its region", the details remain quite vague. The 

Centres are to be run by a board of directors which indudes, "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; 

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 ewists 

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 



Teaching and Leaming 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. Al1 too often energies are focused on creating 

the structures that create bureaucracy, policies, and the other trappings of 

govemment, rather than on creating ownership and involvernent within the 

sy stem. 

Conclusion 

The Pauqatigiit story is taking place in the real world of Nunavut. It is 

an active, complex, living, evolving educational change iduenced 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 depamire 

of an important voice from the Committee or to one of the many 

misunderstandings which c m  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 cornmitment 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, cornhg together to create new possibilities for the future. It 

is always easier to accept the bureaucratic boundaries, to stay within the 

conventions and limitations presaibed 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 



agencies. As 1 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 Pauqatigüt Cornmittee is reorganized, the partners have 

renewed their financial and ideological cornmitment to the prinaples 

established for Pauqatigiit, and we are gathering strength for the Fa. 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 



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 sdiools, 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 approadies inherent in these themes, it is evident that 

educators c m  become the objects of reform efforts located outside the schools. 

Approaches, even those disguised as empowering, frequently maintain the 

existing power structures. Other approaches, induding ethically based, 

culturally relevant professional education, have relevance for Nunavut and 

form important elements in a theoretical framework for professional 

educa tion. 

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 struggluig to actualize a vision of Inuit education which 

means that what h a p p a  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 northem realities which differ in many 



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 Pauqatigiit. As such it needs to disrupt the hegemony of staff development, 

to question the control of politicians, poiicy-makers, and some academic 

researchers, and to question the entire organùation of the professional 

knowledge industry that presently holds teachers in its @p. It &O requires 

that educators establish ethical professional education practices. This 

dissertation outlines an approach to professional learning whidi c a k  for 

changes in the organization of education so that all educators will have more 

time to think, read, wrïte, 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 teadiers to more readily access 

the privileges of the academy and help thern 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 
individuaIs who presently hold positions of power in Nunavut, 1 nurture a 
hope that this dream might actually become a reality. As one Inuit teacher 



who works in a Nunavut classroom states, 

"We must teach our northern educators to become independent 
thinkers and leamers - in tum they wilI 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 Develo~ment 

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 leaming iç a valuable 

comrnodity to be sold in a market economy. The knowledge 'industry' is not a 

misnomer in the case of staff deveiopment and analyzing the market can tell 

us a great deal about the world of educationai 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 Developrnent 

Council, Demis Sparks, had written an article called, A Paradim Shift in 

Staff Development, subtitled, "Results-driven education, systems thinking 

and const~ctivism are producing profound changes in how staff 

development is conceived and implemented". It seemed to me that he had 

managed to put al1 the latest trends in bed with ead i  other in one sentence, 

thereby supporting, endorsing, and uifluencing the staff development market 

and reflecting the latest bandwagons in education. 



Looking through the joumal almost three years ago, I idly wondered if 

1 needed to become a more effective presenter by purchasing the boldly 

advertised Facilitaior's Fun Kit. The entertainment of teachers appeared to be 

more important than promoting thinking. 1 paused to ponder the words 

"results-drivent', seeing its link to the badc 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 

m u t  walk a fine line with respect to the political wiU of advertisers and 

readers. The joumal must reflect just enough of the prevailing neo- 

consemative agenda so it won? 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 

Joumal 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 

needs to read the politicians, the 

readers and reflect views in such 

marketing education in North Amerka. One 

funding agencies, the researchers, and the 

a way as to ssty 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 usuaily 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 



responding to 

California, He 

m e n t  trends 

the winds which blow from Washington, Harvard, or 

is; however, influenced by those winds and his job is to r d e d  

badc to the readers of the Staff Development Journal. This 

rather simpiiçtic 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 s e e m  to happen to these good 

ideas in a market economy. They tum into bandwagons very quickly and 

otherwise intelligent educators seem to becorne zealots and consumers in an 

endless parade of well-intentioned reforms. 

Researchers and writers whose ideas are ~ ~ ~ i e ~ ~ f ~ l l y  tumed into 

products are unlikely to tum 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 prograrns to teachers. If const~ctivism is hot, then 

it is important that teachers are aware of this. Failing to refiect current trends 

rneans teachen 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 bamer when everyone who knows better has started 

waving cognitive b a ~ e r s  and then quickly moved on to take up 



constmctivist banners as fast as they cm. 

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 senrices which reflect global consumerisrn in general. Research 

and academic writing are juçt as vulnerable to conçumerism as any other 

endeavor (Lather 1991; Barlow & Robertson, 1994), partidarly as public 

funding of institutions shrinks in response to rteo-cornervative, market 

driven ideology. 

The combination of big names, educational rhetoric, and bold 

advertising in the Joumal of Staff Development made me feel that 1 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 

proposa1 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 artides made me wonder very seriously if 1 had entered a 

business which actually focused on teacher manipulation. The rhetoric and 

hype in the Journal of Staff Develo~ment left me with a sinking feeling that 

this whole staff development movement was the cleverly constrcicted, 

psychologically welI-informed machine of the reformers, providing the 

ultimate answers to bringing recalcitrant, studc-in-the-mud educators in line 

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



dangerous qualiiy and 1 approached it warily, skepticaily, 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 stil1 big business today in many parts of the world 
despite al1 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 (eg. 
Fullan 1991; McLaughh, 1987). 

Joumals are one of the major vehicles for disseminaihg change in the 

educational field. Like all industries they thrive on changing trends because 

they must keep the readeahip entertained and knowledgeable. Joumalç and 

the publ i shg  industry are constantly hungry for the next big idea. 

Researches, 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 hem if they are to survive in their own business. 

Sometimes unwittingly academics becorne 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 dassrooms and schools. 

Cooperative leaming, particularly the Johnson and Johnson vanety, 

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 rnarketed to such an extent that it is becorning limiting and rigid, 

actually tuming students' inthsic desires to work together into an artificial, 

carefully controlled manipulation which means that cooperative leaming is 



in danger of becoming another technically rational change in dassrooms. 

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. 

Midiael Apple calls the preface to his new book "cranky" (Apple, 1996, 

xviü). Tom Popkewitz also sounds quite cradcy when he argues for 

autonomy and humility as necessary conditions for the engagement of 

inteilectuals 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 inteilectual" 

(Popkewitz, 1991, p. 242). It seems that a certain aankiness 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 Snake Oil Staff Develo~ment 

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 



as do academics. Though more individuals working in schools with students 

are now publishing in joumals, 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 joumals are often M e r i n g  the agenda 

of a researcher who has kindly taken them under the patemal or matemal 

protection offered by a partidar 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 acaderny 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 Iarger educational sphere. 

Teachers are perceived as apolitical and Maud Barlow and Heather-Jane 

Robertson address that perception when they speak di redy 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 nsk, you must take a stand, however 
and wherever you cm. 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, documenteci and 

predicted by Barlow and Robertson, recognizing and refusing snake oil staff 

development seems like a relatively tame agenda for teadiers. The way staff 



development operates; however, is part and parce1 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 powerleçs in resiçting the 

sweeping educational changes that are taking place across the country. Usùig 

everything from guilt to professionalism as a rationale, the individuals who 

market refonn are skilled at appealing to the individuals who represent the 

purchasing power in the school systern: administrators, consultants, and staff 

developers. Ln 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 iittle 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 c m  easily become 

pawns in the educational business, the hegemony of staff development will 

continue to sustain the big business of professional education. 

Stevticism as Survival in Professional Education 

In the Fa11 of 1994 1 wondered where 1 would find the senous literature. 

The kind of writing that asked important questions about teachers' stniggles 

to understand theY very diff idt  and demanding professional lives and 

reflected teachers' concerns rather than the agenda of restructuring and 



educational reform. As 1 read through the articles in the Staff Development 

Journal 1 began to realize that underneath the jargon there were some very 

serious messages. 1 was pleased to read that Elmore and McLaughlrn (1988), 

had discovered that, "reforms based on assumptions of uniforrnity 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, regardles of their form ... must be not only relevant 

to teachers, but must directly address their needs and concems" (Guskey, 1994, 

p. 44). 

Michael F d a n ,  in an oblique critique of staff development, stated 'Tt is 

sti l l  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 wam, "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? 1s 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 fa11 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 thoçe 

magical speakers, rnarketed as a guru in the educational knowledge industry. 

Having read Fullan's work for almost twenty y e n  1 wonder if he womes 

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 



respect to the neo-consemative 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 educatoa to become more aitical 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 dear 

where he stands on these matters". He also wonderç if Fullan's "discussion of 

professionalism ignores the operation of power through professional 

stnictures and subjectivities" (1995, p. 161). Regardless of the ançwers to my 

questions, or to Cherryholmes' well founded concems, I was glad to see 

Fullan demowtrating healthy, though guarded, skepticism towards the staff 

developrnent industry. 1 am hopefd that he and other big names in the 

business c m  stand back from their own success to ensure that teachers in 

schoob and classrooms are actually supported by their research and writing. 

The most important support that an academic c m  offer educatoa 

involves raising questions and fostering skepticism. That is a specifically 

political process. 1 feel that until major figures in the teacher developrnent 

field, individuals like Midiael FuiIan, Andy Hargreaves, Linda Darling- 

Hammond, and Ann Lieberman publicly dedare 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 consumes rather than as thoughtful critics in the staff 

development business. 

Tom Guskey has cautioned that staff development approaches need to 

be "carehilly, sensibly and thoughtfully applied in a particular setting" (1994, 



p. 48). I t  is evident that many of the writers themselves have very serious 

resewations 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 1 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 powerfd hegemony within the world of 

professional education. It controls a multi-million dollar business, advocates 

certain approaches over others, and a& as the sponsor for particdar 

researchers and their viewpoints. It helps to build, create, and sustain regimes 

of truth about how educators leam, change and understand their world. 

The Journal of Staff Develovment is only one of many publicatiow 

that supports thousands of individu& who hold positions as staff developers 

in school systems across North America. 

Ln accepting an invitation to help the Nunavut Boards of Education to 

look at an initiative in staff development, 1 was stepping into a field 1 did not 

understand. As a school board administrator 1 had supported a variety of 

educational changes. The Baffin Divisional Board of Edücation 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 leaming, started to use authentic assessment, 

and continues to pursue the irnplementation of culturally basçd learning and 

bilingual education. It is only in the last two years; however, since becoming 

involved in Pauqatigiit and finding tirne to read carefully, that 1 actually 

started to criticaliy analyze the process of reform for myself. In trying to 



identify and understand that part of the educational field labeled 'staff 

development' 1 discovered just how much rhetoric and superfiaality iç 

involved in promoting trends in education. 1 became more criticauy literate 

as 1 stniggled to understand the research. My own learning and growing 

understanding made me wonder how other educators might be able to find 

the t ime to read and become critics rather than consumers of their own 

professional learning. 

Staff developers, administrators, cun idum coordinators, and 

consultants play a very important role in this particular area of the 

educationd knowledge industry. They are the people who often bndge 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 cornmittees of 

educators together, and support teachers in schools. Many of these 

individuals are fine teachers, &en to lead other teachers because they are 

excellent teachers themselves. 1 suspect that staff developers, for example, are 

often enthusiastic, intelligent people who are quite capable of successfully 

nding bandwagons. They are probably srnart 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 carefdly 

accumulated through many years in the knowledge industry. My cynicism is 

showing and 1 need to state that 1 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 



Ianguage, bilingual education, integrated curriculum, 

cooperative leaming, and a host of other approaches. 1 

inclusive education, 

have acted as a kind of 

broker between the world of the academy and the world of the school. 1 have 

accessed and accumulated academic knowledge as a doctoral student and used 

it to promote the things that 1 believe about education, but I have only 

recently realised the kind of privilege and power that this involves. 1 can now 

choose to use my knowledge to maintain and strengthen my position in the 

industry, or 1 can do something different. 1 can choose to carefdy examine 

and critique the very industry that 1 am a part of. 1 can unmask sorne of ib 

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 al1 the individuals who hold positions outside the dassroom, 

particularly those granted the tirne to read, research, and publish. 

Pauqatigiit has paved the way for the development of a healthy 

skepticism by declaring its cornmitment 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 researchei, 1 

am ethically obliged to try and look at the hegemony of staff development 

from a teacher's perspective. Ethical practice requires a skepticd, 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 comrnunity 

and familiarize themselves with the people, 
and in retum 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 uiuuqatieiit 

(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 criticai understanding of a 

culturdy unique and fragile soaety. 

it is a curriculum developed by Inuit educators to faalitate 

more Inuit-based learning in 

Qallunaat educators have an 

schools. Inuuaatieiit suggests that both Inuit and 

important role to play in developing a more 
. . culturally relevant way of teaching and leaming. hplemeniing Inuuaatia, 

Piniaotavut (BDBE, 1987), and Our- (BDBE, 1985/1996), al1 

documents which support Inuit education, require a thorough understanding 

of the cha1Ienges involved in developing professional education to support a 

system that is committed to maintaining Inuit culture and Lnuktitut. 

The persistent failure of educational change raises huge challenges for 

Pauqatigiit and 1-n c alerting educators working in Nunavut schools 



to the immense difficulties involved in implementing such broad 

educational innovations. Contemplating the daunting nature of these 

challenges can easily pardyze 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 foward to 

failure. Having ventured to start work on Pauqatigiit; however, it is 

untenable to suggest giving up before really m g .  

Many educators in Nunavut are holding ont0 Inuuqatigiit as if were 

the last hope for change. Inuit educators, in particular, s e  huu-tieit as 

uniquely theirç, the proof that an huit 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 

Inuuciatieiit, can be used to prevent us making serious mistakes as we move 

forward and implement a change such as Pauqatigiit, which aspires to remain 

firmly under the direction of educators. 

Andy Hargreaves (1994), in hiç book entitled, Chanpe- 

chan gin^ Times. describes the confrontation between the forces of 

modernism and postmodemism 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 

aeating an exaggerated opposition between modernism and postmodemism, 

his depiction does help us to understand some of the competing agendas that 



are present in our schools today. The forces of modernism and 

postmodemism tend to represent opposing ideologies that stniggle for 

representation in our schools. 

Educatorç, while bombarded on the one hand by the pressures of 

seemingly relentless change and subjected to the competing agendas of 

bureaucrats, politicianç, reformers, and parents, are to some extent insulated 

and protected from diange by the modemist structures, history, rituab, and 

cultures of their schools. Schools, even in places like Nunavut, prove tirne 

and time again that they can resist change while marching inexorably forward 

carrying segregated grades, hierarchies of power, compartmentalization of 

subjects, isoIation of teachers, and traditional, transmission-based pedagogy 

semely on their b a h .  A consideration of the culture of teadiing 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 thne and encourage vested interests and 

resistance to change" (Lortie, 1975, p. 17). To be a teacher 'lis to work in a 

histoncally determined context that encourages individualism, isolation, a 

belief in one's own autonomy and the investment of persona1 resources" 

(Nias, 1985, p. 13). Resistance to change is deeply embedded in school life and 

does not need to express itself politically, 

Teachers wiIl not and cannot be merely told what to do. Subject 
specialists have tned it. Theïr attempts and failures 1 know at first 
hand. Administrators have tried i t  Legislators have tned it. Teachers 
are noc however, assembly line operators and will not so behave. 
Further, they have no need, except in rare instances, to fall badc 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 



reform efforts" (1990, p. 2), and In A Place Called SdiooL John Goodlad notes 

that, "Principals and teachers who do not want what others seek to impose 

upon h e m  are often extraordinarily adept at nullifymg, or defushg 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 Develo~er (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, "1 was aware that it would be hard, but 1 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 encounge a "behavioural confonnity8'(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 thne or cornmitment 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 W e d  with rationalism, religion, and morality; others relate 

to the nature of institutions and bureauaacies with their tendency to 

conservatism, inertia, and apathy; while others relate to the soaalization of 

teachers and the kind of people they are, or are becoming. 

The institutional aspects of schooling are well covered in the Literature. 



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. Al1 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. Althus~r, (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 r u h g  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 conshained, confining environment", and in his 

conclusion to A Place Called School he states, "If a predominance of rote 

learning, memorization and paper-and-pend activity is what people have in 

mind in getting schools badc to basics, they should probably rest assured that 

this is where most classrooms are and always wilI be" (p. 358). 

The influence of school rituals: des; routines; bells; the monotony of 

schedules; the roll calls; the lining up of students; the taking turns - al1 exert 

a pewasive, 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 establiçh a c a h ,  orderly school 

but also dehumanizes and conditions both teachers and students, stripping 

them of spontaneity, enthusiasrn, comection, and laughter. 

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

demonstrated that rituals can become "seedbeds for soaal change" (p. 12). 



McLaren and others have documented the ability of students to resist and 

successfdy 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 resiçtance 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 repücate themselves, provides security for 

children and prepares them for accepting the respowibilities 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 sdiooling coin: 

one shiny and promising, the other dull and boring. Unfominately and all 

too often, it is the du11 and boring side that seems to tum up whenever the 

coin iç tossed, if it is tossed at all. If a teacher's own experiences in sdiool 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 modem culture, 

starts to somatasize us, and damages our creativity and our ability to question, 

even as we wak into kindergarten. It is  possible that school, more than any 

other institution, teaches cornpliance and a wiuingness to respond to the 



niles of society and the routines of work. The foffowing 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 exdusive 
emphasis on finding new ideas. But there is usually no shortage of new 
ideas; the problem is to get a h e a ~ g  for them and that means 
breakhg 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 concemed with precedent and custom, it 
cornes to care more about how things are done and less about whether 
they are done. The man who wins acdaim is not the one who "gets 
things done" but the one who has an ingrained knowledge of the d e s  
and accepted practices. Whether he accomplishes anything is les  
important than whether he conducts himself in an "appropriate" 
manner. The body of cuçtom, convention and "reputable" standards 
exercises su& 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 diilling for 

it sometirnes seems that custom, convention, and standards rather than 

values, ethics. and creativity are actually driving o u  school systems. 

Individualism 

The roots of North American education continue to be closely linked 

to classical teadùng whose aim was to "incuicate ... a commitrnent 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 modemity that produced mass schooling. "American republicanism, 

bourgeois ideologieç, Protestantkm 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. 



It is the "ideology of individualism" (Popkewitz, 1991, p- 601, above all 

other influences, Iinked to the Protestant work ethic within the Western 

dominating ruling class, which pemeates the sdiool culture today and 

contributes to the "reliance upon self rather than others" (Lortie, 1997, p. 75). 

Nias clairns that half the teachers she interviewed "saw themselves as 

individuaiists" (1985, p. 37). ïhe 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 üterature. 

Philip Jackson (1968/1990, pp. 129-143), identified autonomy and individuality 

as two of the four major thernes emerging from his interviews of 50 

exemplary teachers. Andy Hargreaves (1992, p. 232), c a b  individualism "the 

seedbed of pedagogical conservatisrn" and i n f o m  us that David Hargreaves 

feels that teadung is characterized by a "pemasive culture of individualism" 

(A. Hargreaves, 1992, p. 218). Though there are sigruhcant 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; Connell1985 

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 ide&" (1985, p. 16 and 17). WhiIe there 

are significant aspects of this kind of cormnitment that contribute to caring, 

responsibility, and altnusm; the roots of Protestantism, liberalism, and 

humanism are all buried in the soi1 of individual liberty and freedom. The 



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 d 

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 

determinisrn, 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. 163-1233), speaks of the difference between 

individualisrn and individuality, cautions us against autocratie cultures that 

sustain collaboratively developed visions which rnay exclude minority 

perspectives, and reminds us that respect for divergence of opinion means we 

must leave room for people to express differing views and k d  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' idedistic 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 

unly on ourselves, not to risk, to play it safe and keep our heads down in our 



own dassrooms. 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 dilemrnas they feel represent "contradictions and 

commonalities in teachea' cowciousness" (1983, p. 272). Such dilemmas, 

contradictions, tensions and dichotomies represent the dialeaical struggles 

which bring hope to our schools. Exposing these uncowcious struggles may 

enable educators to understand themselves and their colleagues and may 

justify spending time clanfying 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 tum into 

contrived collegiality (Hargreaves, 1994). Ernpowennent can be used to lirnit 

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, aiss-cross 

and wander in the wrong direction. It is easy to get lost in going down 

attractive lanes that promise sornething unique in the name of freedom. 

Surprisingly the Pauqatigiit survey results do not support the focus on 

individualism which is so strücing in the Literature. A total of 56% of Inuit 

teachers and 44% of Qdunaat 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 teadiing, or support from 

other teachers (70% of huit and 60% for Non Abonginals)" (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 discuçsed. 

In their responses to open-ended questions, educators in Nunavut actually 

substituted the word "share" for the word "supportf'. One person states, "1 am 



much more cornfortable dealing wîth 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 t h e  not for 

cornpetition" (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 rnay not be surprising given the collective nature of 

Inuit 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 mutuaiity and equality whidi is called for in the 

Pauqatigiit surveys. 

Cultural Re~roduction 

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 amountç to little compared with the long past 

in the course of which we were forrned and from which we result" (p. 79). He 

tells us that habitus within individuals and class habitus within certain 

groups in society unconsdously "produces individual and collective 

practices." 



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 soaalization. These behavios do not need to be 

questioned when we remaui 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 shange. Stressing the impact of 

history and habitus on the schools îs 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 rationalisrn, 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 Temtories was 

provided by the rnissionary schools, both Catholic and Anglican, and it was 

not until 1956 that "all Mission school teachers becarne federal employees" 

(Macpherson 1991, p. 18). This rneans that until the laie fifties explicitly 

religious and moral schoohg was imposed on young Inuit, sornetimes for a 

cowiderable period of time and often when they were vulnerable and 

rernoved 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 sumrner hoiidays. Some of these children did not see 

their families until they had grown up, forgotten their Tnuktitut or 

Inuinnaqtun, and experienced not only a thorough socialization but 

sometimes abuse in the hands of their religious guardians. These barbaric 

pracüces affected many of our colleagues who now work as teachers, 

consultants, administrators, or Board members in the Nunavut school 

system. 

Though the Federal and TemtoBal Governments did not espouse a 



specifically religious agenda, the vast majority of individu& hired to teach or 

administer in the north since the fifties have been southern Canadians, 

socialized within families, schools, and comrnunities 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 pesonal 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 sfructuring of 

school experience (in particular the reception and assimilation of the 

specificaIly pedagogic message)" (1977, p. 87). 

While I strongly agree with David Corson's reservations about the 

"bleak deterrninism" (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 failwe 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 diffidties sometirnes encountered when Inuit and 

Qallunaat educators try to work closely together and find that differïng work 

habits can become irritating. A very simpte example relates to punctuality. 

Qallunaat educators are generally much more womed about being on time 

than their hu i t  colleagues. They are more likely to work to deadlines. Inuit 

seem more concemed with readiing a cornmon understanding than getting 

things done within a limited üme frame. Different kinds of socialization 



patterns may account for behaviors we sometimes label "cultural difference", 

as if they were geneticalIy detennined characteristics 

It is possible that some Inuit graduates of the northem school system 

are so well socialized from their years of exposure to miççionaries and 

southem educators that they have intemalized and now unconsciously 

replicate aspects of a southem habitus in just the same way as their southem 

colIeagues. 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 soaalization 

with Qallunaat educators and a southem way of life. 

It is also quite possible that the habitus of traditional Inuit Iife provides 

such a powerfd 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 QaIlunaat 

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 WenteI (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 çuggest that Inuit identity is based on a worId- 

image which involves a "person-community-mvironmat consmict" (p. 9). 

This concept of identity differs substantially from the more individudistic 

self-image of Western soaety, and suggests that the loss of this world-image 

within the school system may result in considerable dislocation of identity for 

huit  students. The social consequemes of such dislocation may impact 

directly on the schools, causing Qallunaat and Inuit educators to experience 



stress, frustration, and confusion as they unconsciousiy continue to dismpt 

the traditional habitus of Inuit sotiety at the same time as they try to retrieve 

the culture. The irony of having Qallunaat educators attempting to give back 

Inuit culture to huit  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 recomecting to a 

threatened culture is heartbreaking. Inuit students stniggle with identity 

issues and Qallunaat educators suffer as they try to provide support. Having 

painfully lived this reality myself for several years 1 can say that the borders 

are very muddled, and it is only by readung out to each other and working 

very hard to maintain reâprocity that is it possible to survive the experience 

with any dignity for the partiapants. 1 have heard hui t  students speak with 

great respect about QaLlunaat who are more Inuit than they are themselves. 

hui t  educators in the school system may be unconsciously reproducing 

southem values and ways of relating to people, the land, and animals. Simply 

being Inuit does not rnean 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, "1 feel our elders are here today and gone 

tomormw ... They are the only ones who really know how to survive in our 

land ... We have to go to them to leam and to know how to survive - even 

today ... 1 am not opposed to southern ways but 1 feel that today is the time to 

start to know how to ~ u n r i v ~  in our own land" (Nunavut Educator, 1994, 

underhing in original). Another educator suggests "We are losing our 

dialects, our culture, we only know very little about our own language, or 

dialect. 1 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). 



Understanding the culture of sdiools in Nunavut means more than 

acknowledging cultural reproduction and socialization, concepts arising from 

a Eurocenhic perspective. As 1 have already mentioned, concepts of self and 

individualism that are suggested as foundations for a southern soaety may 

differ in fundamental ways within traditional Inuit society. Rupert Ross' 

writing about aboriginal cultures supports thk possibility (1992, 1996). David 

Corson discwes these issues in his work (1993,1995a, 2995b, 1996a, 1996b). 

Geertz's (1983), work in different cultures reveals a very different, more 

interactional, relational view of the self and indeed, over the Iast 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 soaalization in the more flexible 

family structures of today may mean we need to carefully examine some of 

the so called "truths" we have corne to accept in explaining the way school 

culture works. 

It is absolutely essential, when acknowledging the influence of cultural 

reproduction or habitus, and discuçsing its possible impact on diange in 

schools, that we realize, as David Corson says, the "dominant groups 

themselves are rarely homogenou; their values are in constant tensions of 

conflict and contradiction" (1993, p. 16). Schoolç in Nunavut indude 

individuals from all aaoss Canada and the world. kicreasing 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, 



support a western, eurocentric habitus which powerfully undermines their 

articulated dreams and desire to work together to achieve those dreams. 

Continuitv and Comfort 

Pauqatigiit is situated in a contradictory, complex world which is 

greatly influenced by the estabüshed and dianging values and attitudes of its 

educators. A willingness to change sdiools depends on how schools, culture, 

values and the self are underçtood by educators. The degree of openness to 

different possibilities, differing interpretations, and evolving truths appears 

to be a major factor in e x p l o ~ g  the range of possible options within 

Nunavut schools. 

Teachers who consciously decide to make changes together c m  defy the 

limitations irnposed by cultural reproduction, socialization and the daily 

grind (Cummins, 1996; Ladson-Billings, 1994; Lipka & McCarty, 1994; May, 

1994; Tompkuiç, 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 noms 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, 

discuçsed, and addressed as educatoa are pushed more and more by 

competing agendas and find ehernselves under attack in the educational 

system. We need not forget that: 

[Hlaving so often been hung out to dry and left to defend reforms 
without the means to make them workable, teachers are inaeasingly 
reluctant to support changes of any kind. They are also frustrated 
because of the inability - or unwillingrtess - of policy makers to 
understand that the complexities of educational change go far beyond 
ordering new textbooks. (Barlow and Robertson, 1994, p. 115) 



Lieberman and Miller, in referring to the literature on school change, 

state, "One gets the view that teachers can be innnitely 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 th& stubbornness can become a 

source of positive change, a f o m  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, waming those of us with refom 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, contnved collegialîty, and balkanization (p. 166- 

240). He provides a complex analysis of these forms of culture, suggestuig that 

the wealth of literature about individualism has actudy 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 seerns reasonable to suggest that teachers are, to some extent, 

influenced by cultural reproduction, and that changing deepiy 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 



educators working in a system which is struggling towards Wt ownership as 

it is for Inuit educators committed to making culturally based changes in 

Nunavut schools. Issues of socialization, values, bias, patemalism, and 

cultural difference cut close to the bone. Few people, regardless of their 

awareness and desire for social justice, are willuig to scnitinize and strip 

down the professional workplace and their identities to expose their own 

prejudice and stereotypes, especiaily when the daily and overwhehing 

challenges facing educators in Nunavut schools already threaten their 

equilibrium, humanity and peace of mind. Marris (1975, p. 9), t e k  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 c d e d  rigid cultures of 

teaching also provide continuity and meaning. They comfort and create 

warm nests for us to settle into. There are distinctly physicd and 

psychological needs which are satisfied when educators sit together in their 

staffiooms, waiting for the belI 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 cornfortable. 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 e t e s  of desire as a "creativity and 

spontaneity that conne& teachers emotionaily and sensually ... to their 

children, their colleagues and their work" (1995, p. 21). This desire is linked to 

the pleasure of belonging. It is ako 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 fragde 

bonds of humanity that do exist in schools. 



When we çay that schools muçt change and that educators must 

confront injustice, inequality, southem dominance, their own prejudices, and 

deeply held cultural mores, we must realize that this involves considerable 

pain. Pain is always resisted, partidarly when a person may not understand 

why it is necessary. Running over resistance and labehg it as dinosaur-like 

behavior or ignorance wdi merely create more resistance and reinforce 

existing bamers 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 insuffiaently 

recognized by those who propose refonns for schools. However, change 

which reflects the collectively identified agenda of teachers, as is suggested in 

Pauqatigiit, 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 leaming 

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. R e c u l t u ~ g  is the process which is presently occurring in Nunavut 

schools as more Inuit educators are hired and culturally based leaming, 

thinking, and ways of functioning are gradually incorporated into daily 



activities. Inuuqatigiit (GNWT, 19961, is much more than a new Inuit-based 

curriculum. It involves reculturing schools as they struggle to become Inuit. 

Understanding what reculhiring might mean for Pauqatigiit, as part of 

Inuuaatieiit, requVes 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 Inuuaatigiit. In doing so we are challenging the system to 

reconsider the way business iç conducted within the framework of a 

hierarchical, southem model. This process raises some serious ethicd 

questions about who iç 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, insisis 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 condud daily business. 



Chapter Six 

Teaching and Learning in the Post-Colonial World of Nunavut 

"the forces against which one is speaking 
are at theK worst when they are most benevolent" 

(Spivak, 1990, p. 160) 

onsiderinn 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 1e-g and therefore on teaching and 

leaming in Nunavut schools. Cummins (1996), argues that unless 

collaborative, rather than coercive, relations of power characterize 

interactions in bihgual  schools, minority students and by extension 

minority teachers, will encounter difficulties in adueving academic and 

professional success. Coercion, when it is exercised individually, collectively, 

consciously, or unconsci~usly~ involves some form of unw anted 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 cm 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 Me. This occurs in the sdiool system and in professional 

education just as it does in society in general. 

This chapter discusses sorne of the factors that contribute to inequality 



and coercive relations of power in the colonial and postcolonial world of 

Nunavut. It examines the complex interpersonal space occupied by huit 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 

comrnunicating 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°h of the Inuit and 60% of the Qallunaat educatoa in Nunavut. 

Lnteractions between Inuit and Qallunaat in schools, both informal chatting 

and forma1 discussions of educational issues, are affected by relations of 

power and c m  result in shared decision-making, equaiity of voice, educator 

ownership of program and policy, or alienation, disillusionment, 

disempowerment, marginalization, and various fonns of resistance. Given 

the expressed desire of Nunavut educators to work more dosely together, an 

understanding of the nature of power relations as they are constnicted within 

a colonial and post-colonial soaety may be important. 

Cummins (1996, p. 164), states "When educators define their roles in 

terms of promoting social justice and equaüty of opportunity, then their 

interactions with culturally diverse students are more likely to embody a 

transfomative potential that challenges coercive relations of power as they 



are marufested in the school context". He goes on to Say, "Teaching for 

empowerment, by definition, constitutes a challenge to the souetal power 

structure. htewentions that fail to challenge the power structure simply ered 

a cosmetic hcade that obscures the continuing reality of disempowerment" (p. 

164). Cummins suggests that micro-interactions in schools tend to mirror the 

macro-interactions in society. Ln other words, if r a d m  and discrimination are 

integral to a post-colonial society, then racism and discrimination will be 

present in micro-interactions in schools. If educatoa do not understand that 

issues of social justice and equality are vitally important in teaching Inuit 

students, or educating huit teachers, then they may continue to 

unconsciousIy replicate coercive relations of power in their relationships and 

contribute to ongoing failure as they teach. 

CoIlaborative 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 govemment and 

private business, though they are changing, still reflect those of a colonial era. 

Most govemment bwaucracies and successful businesses are led by 

Qallunaat. Qallunaat are economically advantaged, holding most of the 

wealth in Nunavut cornmunities (MC, 1996). The economic disparity 

between Inuit, who are often unemployed, and Qallunaat who almost ail 

work, is visibly evident within most communities, supported by obvious 

differences in the quality of homes, vehicles, and other signs of the econornic 

prosperity. This is true for Qallunaat and the rapidly growing group of middle 

class Inuit. 

Though huit  hold more positions of authority within education than 



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 Inuit are on the threshold of self-government and are involved in 

negotiating their own future, powerful federal and territorial bureauuats 

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 bureaucratie 

hierarchies that are common in al l  governments across Canada. These are 

structures that can very easily become self-replicating, self-sefving, and 

dehumanizing. 

Though the numbers change each year, only three Inuit principals 

worked in thiay-eight Nunavut schools during the 1996/'97 school year, and 

few Inuit hoid positions as assistant principals, or program Suppoa (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 la& the expenence and confidence they 

need to take on challenging positions of responsibility in what c m  be 

perceived as a climate of disempowerment. A la& of Inuit role models rnay 

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 sexisrn in their daily work. These 

bamers 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 rnajority, do not usually hold significant power. Decision-making rests 

largely with Qdunaat and, regardless of efforts to indude Inuit, power 

relations do tend to reflect the structures in the dominant soaety. Qallunaat 



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 cornplex 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 coilaborative relations of power with lnuit 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 uito positions as 

principals. The southem hierarchy conhibutes to power-over others rather 

than power-with others and Inuit may find themselves replicating coercive 

power structures, even as they resent their own cornpliaty 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 southem models. Lee (1996, p. 94), discuçses the concept of 

Sivurnuaqa tigiinniq (leading together), a kind of shared leadership, which 

ernerged 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 
sdiool, supposedly, have three, or four people leading the school as a 
team, as a cornmittee, or however and someone to chah the group .... 
And so if we are going to run our schoolç in a more demoaatic, 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 r e d y  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 Cumrnins' work and the results of Lee's research, it appears that 



if Inuit educators are to experience success and professional growth in 

Nunavut schools, it is vitally important to identïfy, in practicd ways, how 

collaborative relations of power can be established and rnaintained. This 

involves undestanding and recognizing that hegemony and racism, 

mherited from a colonial history and permeating the contemporary society, 

can negatively affect the relationships between the two groups, erecting 

bamers, creating boundaries, and limiting the possibilities for working 

towards Inuit ownership and involvement in schoolç. If educators are to 

understand the factors that presently M t  their success, then narning bamers 

and reaching out across borders is part of the process that is required within 

Pauqatigiit implementation. 

The matter is quite complicated, however. Nunavut signifies the 

politically correct agenda of Inuit control and while many Qdunaat 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 irtsulting. Working on the 

recognition of racist behavior, language, and non-verbal messages, involves a 

willingness to be embarrassed by your own rackm. 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 embarras Inuit to realize that some of their attitudes 

towarda their Qallunaat colleagues are stereotypical and racist, contributing to 



the creation of significant misunderstanding in schools. 

The mission statements of the Nunavut Boards of Education and 

NTEP express cornmitment to Inuit-based education. The documents paint a 

vision of Inuit ownership of the school system, of sdiools 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 

relatiowhips with each other and can see the difference between what 

Cummins (1996), describes as progressive and transfomative pedagogy, or 

liberal and radical ideology. This is far hom being a simple process. 

Progressive pedagogy, based on a "liberal-demoaatic theory of 

schooling" (May, 1994, p. Il), is the prevailing philosophy which supports 

curricula and the directions established for Nunavut schools. huit culture is 

often celebrated by educatoa, and many schools are starting to reflect the 

world of the community and the rich history, mythology, and comection to 

the land that is a critical part of Inuit life. Teachers may foster interactive, 

collaborative inquj. and be intensely aware of the many obstacles students 

need to overcome if they are to succeed academically. Teachers workuig 

within a liberal democratic tradition can be very effective but they must 

challenge their students to succeed academically. Ladson-Bilhgs (1992, p. 

112)) provides some insight into this when she says: 

[Tl 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 minorisr students .... [Wlhen comparing 
effective teachers of minority students with ineffective teachers they 
found that ineffective teachers, while compassionate, o h  see their 
students as victims and in inescapable situations. They treat their 
students as incapable of handhg  academically rigorous material. 
Effective teachers, on the other hand, acknowledge the state of 



oppression in which their students exist but insist that the students 
must overcome these negative situations and present them with 
academicaily didenging 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 othea. A 

teacher working within a liberal democratic tramework 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 nurhiring place 

for the students is the most important priority. Unfortunately this may also 

mean that the teacher unconsciously fails to offer a cognitively demanding 

acadernic 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 adiievement can be understood 

and explained only as a multiplicity of sometimes competing and always 

changing factors: the school's tend- to replicate society and its inequities, 

cultural and language incompatibilities, the limiting and bureaucratic 

structures of sdiools and the politicd relationships of ethnic groups to soaety 

and the schools". There are many reasons one might suggest for the failure to 

challenge students; however, there is enough concern exp ressed around 

issues of academic standards in Nunavut schools to justify speculations 

relating to political ideology and wonder if raising questions about these 

issues rnay help educators to consider how their own ideology operates 

unconsciously within their dassrooms. Sonia Nieto provides a dear, 

practicaliy supported discussion of these issues in her book Affirming 



Diversitvr The Socio~olitical Context of Multicultural Education and Çtephen 

May (1994), describes Richmond Road School which successfully implernents 

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 focuç, 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 induded in a program. Cummins 

(1996, p. 156), refers to the work of Maria de la Luz Reyes which daims that 

without "explicit attention to the social reaüties of diversity, many whole- 

language classroorns will be just as monocultural and blind to students' 

cultural realities as more traditional classrooms." 

The same thing applies within professional education. Until we c m  

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 communiv learning centres 

wondering why communication is sometimes strained between us, puzzhg  

about why one group doesn't, or won't, partiapate fuüy in discussions and 

decision-making, or why the other group never seems to stop talking. In 

other words, stereotypes, prejudice, and b i s  blinker our judgment, b d d  up 

bamers, and limit OUI ability to cornrnunicate and collaborate. 



Critical Pers~ectives in Educator Develo~ment 

David Corson (1993, p. 113), suggests that "in-service education of 

practitioners in the soaolinguiçtics of schooling would certainly be helpfd in 

identifying undesirable prejudices and ehinating the practices that result 

from them". LNeMce education c m  also bring people together to share 

successes, or leam together. Watahomigie and McCarty (1994), identïfy staff 

development as one of the key components in the successful implementation 

of biculhiral/bilinguaI schooling in Peach Springs, Arizona and believe fhat 

the participation of both Hualapai and non-Hualapai in state wide institutes, 

"enhanced their professional knowledge base and encouraged hem 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 acdaimed, multicultural Richmond Road School in 

Aukland, New Zealand. He tells us that, "Laughton made his teachea leam 

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 criticdl y 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 



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 

Refiection and Professional Learning discusses this topic in more detail. 

The findings of Heimbecker (1994), and Ryan (1988), who both wote  

about the difficulties involved in providing an education for Innu who lived 

in a community in Labrador provide M e r  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 southem, traditional cumculum created little hope 

for short-term diange. 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 govemment control the schoolsf 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 Nimana 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 



fact that the situation is still heavily influenced by colonial ideology. The 

ongoing struggles to inaease the numbers of huit high school graduates, the 

debates around language of instruction, the challenges facuig 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, a c t u d y  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 stniggle and 

persevere against the Ioss of language, culture and control over the 

educational system". The stniggles are indeed debilitating (Ba& 1995; 

Tompkins, 1993; O'Donoghue, 1997). Many educators in Nunavut stniggle to 

the point of exhaustion to address h k t i t u t  language loss, meet student 

needs and change the structures that impede progress. They usudy  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 tum 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 huit and Qallunaat is constantly undennined by Our 

unacknowledged feelings. Feelings like anger, rage, guilt, betrayal, and 

sadness have no defined space for their expression. They are iuo 

overwhelming, too potentially hurtful to be expressed openly. We bottle 



Uiem 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 

feeiings 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, Girow, McLaren, Spivak, Skutnabb-Kangas, 

Nieto, May, Phillipson, Mullard and countless other intemationally 

renowned schoIars 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 Our Students Our Future (GNWT, 1991), Our 

Future is Now (1985,1996), and Piniacltavut (1989). Pauqatigiit, as an initiative 

in professional education, must corne to terms with this challenge and decide 

how best to raise the issues with educators. 

Resis tance to An ti-Racist Educa tion 

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 teaches and h d  that 

challenging attitudes can cause controversy and stress, particularly for 

individu& from a white, middle class background (Alquist, 1992; Berlak, 



1989; Ellsworth, 1989; Lather, 1992; Sleeter t Grant, 1988; Nieto, 1992). 

Ironically, it appears that this resistance may be linked to conceptions of 

liberal democracy which affinn 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 Nquist's efforts to raise their consciousness of uiequality and 

injustice to be invasive and actively resisted her attempts to enlighten them. 

Can this hidden enemy be unmasked and diswsed without causing a great 

deal of pain and struggle? Spivak (1990, p. 160), says that the dassroom is the 

"real battleground." She is referring to the diffidties involved in helping 

students to recognize the enemy within and their own compliuty 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 tnùy shaken, even 

dislocated, when they realize the hue nature of the social context and the 

strength of their own hidden raciçm. 

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 normalizationf' (p. 139). Quoting Foucault, 

Lather chooses to wam us of the "violence of a position that sides againçt 

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 discoursesff(p. 142), of critical theory c m  

serve to construct our consciousness and she suggests that we need dassroom 

relations which "engender fresh confrontation with value and rneaning" (p. 

244). 

Alquist condudes that she needed to use an approach that was "non- 



impositional anti-racist teaching" (p. 103). She believes that, "most of us 

haven't had an education that was empowering, anti-racist, problern-posing, 

or Liberatory" (p- 98). In other words, t eadhg  in schools is limited to a 

transmission-based study of govemment and democracy which fails to invite 

students to share their own experiences, or become involved in issues of 

inequality or justice. As a resuk their views are apolitical, or as Alquist 

suggests, they, "refleded passivity, fatalism, denial and resistance" (p. 100). 

The anger and resistance that Alquist and others encounter need to be 

discussed when considering the irnplementation of Cummins' 

tramformative pedagogy as part of Pauqatigiit. 

The following personal story is shared as a fairly innomous example of 

what can happen when you try to bring a mildly critical perspective to a 

discussion of hancial inequality. In the Spring of 1996,I was discussing with 

a large group of Inuit NTEP students the issue of hancial inequality between 

Inuit and Qallunaat teachers working in the school system, and pointkg out 

that each credit course completed would eventually lead to a sigruficant 

increase in salaries and therefore greater financial equality with Qalhaa t  

teachers. The students seemed unconcerned with the fact that Qallunaat 

eamed more than they did. Comments ranged kom: "Why are Qdunaat 

always so interested in money?" to, " Why is thk important? We earn less 

because we have less education - that's fair." 1 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 teadiing. 1 Laughed too, at my own rather 

ineffectual, naïve 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 



perspective needs to be carefully considered in Pauqatigiit. 

Naïve, clums y, and insensitive irnplementation of anti-racist, 

professional education is certain to encounter considerable opposition and 

may not adueve 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, theoreticaI, and 

ideological. Elizabeth Fortes, a colleague who works froxn a Freirian 

perspective, calls such t e m  "big words" and uses them carefully (personal 

communication, January 28,1997). The language of academic discourse rnay 

enable critical theorists to reflect on issues but it is not the language used by 

educators in schools. 

Difficdties 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 Me, is 

overwhelrned, or seduced by critical theory, or may not understand it well 

enough to make decisiow about how to use it effectively. These comments in 

no way reflect on those educators, induding 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 stül be calIed 

colonial in the nineties. Identity politics pemeate the mainsiream press. 

Issues of difference are popular topics for tall< shows beamed into living 



rooms all over Nunavut. What makes Nunavut colonial and helps to 

maintain difference as a bamer in the Iives of so many people? Mernrni (1967, 

p. 5), in deçcribing white people who live in the colonies, t e k  us that, "in 

organizïng their daily habits in the colonial comrnunity, they imported and 

imposed the way of Iife 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 M e s ?  This is modem 

Canada after all. 

Taking a close look at the social activities of Qallunaat in many 

Nunavut cornmunities wül 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 thiç 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 discornfort 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 tweniy yeaa 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 southemers for they "Iive on raw meat, always ïive 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 



as stereotypes in our minds. 

Brody also speaks of the romantic preoccupation of Qallunaat with the 

"more exotic aspects of hui t  Me" (p. 92). He mentions notions of hui t  as 

"tough, smiling, naïve, ultïmately irrationai" (p. 92). It seemç that while our 

eyes are cast south, we also feeeel 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 m a r e  at the 

edge of the world, in a harsh chnate, in a very unique and special 

environment Indeed they do, but when a Qallunaq pidures 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." Undemeath 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 superîor position and treated 

with a carefd reverence that is objecüfymg and disrespectful. 

Teachers filled with benevolence and committed helping Inuit gain an 

education, c m  often be tinged with a form of matemalism or paternalism 

which conveys pity for a people who are the victimç of our colonizing. In its 

extreme f o m  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 

O ften 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?? Surely we are not al1 



misçionaries, adventurers, or romantics? lndeed 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 eventudly go south to o u  

southern lives. So, are we missionanes, 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 âtizens of Nunavut. Many of them were 
bom here and a large number have spent most of their iives here. 
Many will live out their lives in what they cowider 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 uigutuks. If Nunavut is to reflect the Inuit diaracter, 
this minority should always feeeel welcome and needed. (Nunatsiaq 
News, Febmary, 14, 1997) 

Amagoalik breaks d o m  bamers 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 cornes 

from hïs own experience of positive relationships with Qallunaat. 

The stereotypical images of both Inuit and Qallunaat that 1 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 everythmg is wonderful and rosy, that Inuit 

and Qdunaat are good friends, and adopt a critically unconscious perspective 



whîch will continue to reflect dominant attitudes within the society. As 

Phillipson (1988), reminds us, "colonialism has been superseded by more 

sophisticated foms of exploitation .... the 'higher and better' view of the West 

is now Iess represented by the gun and the Bible than by technology and the 

textbook" (p. 341). "Colonization has gone transnational and corporist8' 

(McLaren, 1996). The kind of colonialism we see in Nunavut is now layered 

with an imperialist market take over of our consciousness whkh is even 

more insidious. Qallunaat are colonizers but are actively colonized 

themselves. hui t  are multiply colonited. 

The Southern Canadian educators who work in Nunavut 

unconsciously carry negative stereotypes shaped from an early age by parents, 

the media, southem culture, education, and the la& of exposure to difference. 

They also carry the domination of consumerisrn into the north and while 

they may bring some reality to the soap opera images of Qallunaat, they alço 

further the khd of global colonization referred to by Phillipson and McLaren. 

Most Qallunaat are quite unconscious that their presence in the north 

involves a "cultural invasionf' (Freire, 1970, pp. I5O-l67), 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 illegitimacyf8 (Memmi, 1967, p. 9), which takes away the place of Inuit 

and substitutes a Western European way of M e  and consciousness. When 

such matters are discussed Qallunaat usually feel attacked, become defensive 

and respond by stating that we are promoting Inuit education, helping huit 

take over their own society, helping them to create Nunavut and build a 

strong, modem, northem society. We Qallunaat dedare that the soaety ïs 

ours as well as theits, that we are raising our children in Nunavut, we own 

houses in Nunavut, pay Our taxes and in fact "belong." Frequently we dedare 



that Inuit are just Canadians üke 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. W). 

Unfominately, what is not recognized in these rationalizations is that 

all too often it is the children of Qallunaat in Nunavut who acquire rniddle 

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 

tum are more likely to assume positions of power in the system when they 

retum with their credentials in hand, wearing their northem upbringing as a 

badge of belonging. Though these young people may marry or Iive with Inuit 

and have Inuit children, the status-quo remains intact and unexamined for at 

least another generation. A generation later neo-colonialkm has successfully 

replicated the same structures of domination that presently perpetuate dass 

and econornic 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 aduevement. "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 subaltem" states Gayatri Spivak (1990, p. 157). 

The hentage of southem privilege, which is unconsciously passed on 

from Qallunaat parents to their children, provides some Nunavut students 

with clear advantages within the society. The advantages indude 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. 



"Diçutopias are as usefd as Utopias - they are useful to think with" states 

Robert Young (1995, p. 274). They may abo be wfd in helping people 

recognize and perhaps fight against the kind of neo-colonial dominance 

alluded to by Spivak. 

hu i t  themselves argue vehemently and correctly that Nunavut is 

public govemrnent, 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 Çailure for minority students in the United States (Cummins, 1996; Fine, 

1989; Oakes, 1985), is also present in Nunavut. Within Nunavut, Inuit 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 

govemment, 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 Qailunaat because until huit  are M y  

colonized they can never be "ready" for a society whkh is based on southern, 

Eurocentric noms. 

Amagoalik's nightmare, not articulated in his article in the Nunatsiaq 

News, is likely to involve a large ~nflux of Qdunaat managers to run the 

Nunavut govemrnent, 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 cyniciçm. Time will tell. 

My purpose in revisiting colonialïsm 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 weep it under the carpet to make the "bad 

daysff go away. Edward Said (1993, p. S), reminds us that "European 

imperialism still casts a considerable shadow over our own time." 



Colonialism cash its long shadow over Nunavut. A shadow filled with 

"spiritual subjugation" (Ngugi, 1981 /1989, p. 4), depriving both huit and 

Qaliunaat of "coherence and all tranquillity" (Memmi, 1967, p. 20). 

It is the spiritual and mental aspects of colonialisrn 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 cm 

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 huit  students using southem Canadian texts and the Alberta or 

Western Canadian Protocol curriculum. They are all  developed from a 

Westem-European perspective. 

It is ody in the last twenty years that the educational system in 

Nunavut has started the complicated stniggle to free itself from these bonds 

and consider alternatives to thiç monocultural curriculum. The consequences 

of a Eurocentric, colonial education are very well documented and Ngugi's 

words rernind us that it can 

amihilate a people's belief Ui their names, in theV 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 Q a h a a t  



unconsciously judge Inuit negatively, as uneducated or unedightened, frorn 

their perspective. The problem is well expressed by Mohanty (1984, p. 352), 

when she re fers to the "underlying anthropomorphism and ethnocentrism 

which constitutes a hegemonic humanistic problematic that repeatedly 

confhns and legitimates (Western) Man's centrality". This cenhaky is M y  

intemalized when "the dominated start singing its virtues" (Ngugi, 

1981/1989, p. 20), and the colonized starts to deny the* own identity. As the 

Inuit writer Minnie Aodla Freeman says, "1 began to think there was 

something wrong with rny language" (1988, p. 239). When this happe- there 

is a great danger that both Inuit and Qallunaat will endorse and actively 

support the status quo which is based on southem n o m .  In order to change 

this situation, awaken critical consciousness and break down bamers, real 

issues of inequality, dehumankation, discontinuity, cultural grief, and 

violence in the lives of those who suffer colonization need to be raised and 

discwed as part of any professional education experience. They need to be 

built into Learnuig 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 cornmitment to social C, 

justice. 

Di fference and Iden tity 

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 hierardiies create bamers. There 



are no people who are pure Inumrnariit 3 ,  or t o u y  racist, oppressive 

QaLlunaat, yet such stereotypes and the hierarchy from the purest Inuk to the 

person who is considered virtuaily a Qallunaq, or "city huk" seem to be 

constantly raised in conversations one hears in Nunavut. Qallunaat speak of 

other Qallunaat as being racist, as if they were themselves the epitome of anti- 

racist thought and behavior. The stereotypes of "oppressed" and "oppressor" 

do not exist, though parts of them can be found in al1 of us. Difference and 

individual as well as collective identities, must be explored, respected, and 

given the space that is needed for self and group expression, for recognition of 

all voices as equal participants in the educational proceçs (Taylor, 1994). 

Edward Said states, "all cultures are involved in one another, none is single 

and pure, aU are hybrid, heterogeneous, extraordinarily differentiated and 

unmonolithic" (1993, p. xxv). "The way identities are enmciated is always 

ambivalent and they have no primordial origins that 'W them .... they do not 

guarantee one's politics" states Peter McLaren (1995, p. 106). 

Hierarchies of oppression, privilege and enlightenment maintain 

coercive relations of power, manipulate others, or instill paralyzïng guilt, 

anger, and resistance. The categories of hui t  and Qallunaat and the use of 

language which surrounds these monoliths, set up oppositional relationships 

that can create misunderstandings, stereotypes, and dominance. The te- 

essentialize their subjects in ways that confine and limit identities. It is 

perhaps the hierarchy of enlightenment, above a l l  octhers; however, that is 

the most dangerous. This occurs when the "agents of empowerment assume 

themselves to be already ernpowered" (Gore, 1992, p. 61). Once a person 

considers themselves enlightened they may consider others to be 

Liuit who have achieved wisdorn and freedom through th& struggles to overcome physical, 
emotiond, and spiritual barriers (Minor, 1992, p. 104). 



unenlightened and the possibilities for communication may be threatened. 

While a full exploration of relativisrn, ethnicism, and ethics are not possible 

in this dissertation, the debate around recognition which involved Taylor, 

Habermas, Appiah, Gutmann, and o h m  provides an interesting discussion 

of some of the issues (Gutmann, 1994). Discussions of complex positions, 

multiple, shifting identities, and discourse-constructed role definitions, can 

enable both hu i t  and Qallunaat to move through a variety of evolving 

positions and identities while naming Limitations, labels, and categories. 

This anti-essentialist position is discussed by Anthony Appiah (1994), 

when he speaks of collective identities that "provide what we might call  

scripts: narratives that people c m  use in shaping their Me plans and in telling 

their Me stories" (p. 160). People use different scripts as they create, negotiate, 

and reshape their identities. He distinguishes persona1 dimensions of identity 

from collective ones, arguing that even positively rewritten new scripts can 

become tyrannical if they are confinirtg and used to categorize. "[Tlakuig 

control of narratives of the self" (McLaren, 1995, p. 108), enables individuals 

to step beyond socially or cornrnerciaIIy constructed ked identities into spaces 

where dialogue with others is possible and one's own identity is continually 

reconsiructed- 

Amy Gutmann (1994, p. 6 - 7), placing herself very dose to a 

universalist position, suggests that universal identity based on the common 

good precedes but st i l l  honors the notion of individual and collective 

difference. This is not the kind of whitewashing suggested by concepts of the 

melting pot, or the homogenized approach to difference discussed by West 

(1990), or the "universalism that paradoxically permits diversity [but] masks 

ethnocentric noms" (Bhabha, quoted in McLaren, 1995, p. 231). It may be 

cbser to the kind of "totality" referred to by McLaren (p. 215-223). This is "not 



the 'harmonious whole' of canonic classicism, 

of a pluralized and multi-dimensional world" 

but rather the 'difficult wholef 

(Murphy, quoted in McLaren 

p. 217). This is a global understanding that is "relational and 

transdisciplinay" (Zavarzadeh and Morton, quoted in McLaren p. 218, 

emphasis in text). It involves the kind of "theoretical pluraliçm" suggested by 

Corson (1997, p. 174), when he discusses the work of Bhaskar, Durkheim, 

Habermas, Bourdieu and Wittgenstein. 

Trinh Minh-ha speaks of the "intercultural acceptance of risks, 

unexpected detours and complexities of relation between break and 

closure"(1989, p. 232), which is reminiçcent of the kind of space in whidi "the 

remaking of the social and the reinvention of the self must be understood as 

dialectically synchronous .... mutually infomiing and constitutive processes" 

(McLaren, 1995, p. 220). In exploring what are often called gaps, fissures, 

silences, or borders we are involved in a complex process of rewriting, 

renegotiating our relationships with ourselves and with Our colleagues. It is 

an exciting, counter-hegemonic space filled with power and possibility 

though always flirting with relativisrn. 

This is the kind of space that 1 feel we need to explore within 

Pauqatigiit. We need to fight for time to think and talle and break down the 

bamers and pain created by colonial history, unconscious acceptance of the 

stahis quo, and the plethora of stereotypes held by both Inuit and Qallunaat. 

We must make space for personal and collective recovery and rediscovery. 

Inuit need space and tirne as they struggle with the question of identity. 

Qallunaat educators need time to understand their very complex, inherently 

dominating, but potentially valuable location within Nunavut. Stepping into 

these spaces means leaving behind the bludgeon-like vocabulary of critical 

discourse and allowing the language and voices of those involved in the 



discussions to define their own reality. 

Bhaskar, Freire, and Bakhtin corne to mind immediately. Bhaskar, 

because he helps us to see that "the world cannot be rationally changed d e s s  

it is adequately interpreted" (Corson, 1993, p. 20). Freire, because his pedagogy 

rejects "borrowed solutions" and focuses on "a critical analysis of the context 

itself" (l973/ 1992, p. 13). Using the language of the people involved in any 

situation, Freirian pedagogy generateç "critical optimism" (p. 13) from within 

a specific context. Bakhtu i  helps us to f d y  understand how language as an 

instrument of power, and politics is constrauied but endlessly creative, 

capable of generating what Henry Ciroux calls a "language of possibüity" 

(1992, p. 211-212). 

This leads us to find ways to sidestep the totalizing discourse of racism 

and confront issues of domination from within the context of relationships 

in Nunavut schools. Rather than using the language of anti-racist education, 

the educational discourse of difference, or the debates from a politics of 

representation, we need to open up the possibilities for communication about 

relationships, using the language and words of those relationships, as they are 

used by us everyday in schools. Thiç process has already started in Nunavut 

and needs to continue. It is, however, always delicate, usudy  painful and 

often very slow. No magic wands can be waved to remedy issues that so 

deeply involve the consciousness of 

but we c m  describe and understand 

continue to be consumed by it. 

individuals. There is no avoiding pain, 

our pain and confusion rather than 

At present few opportunities are provided to enable educators to 

engage in this process. Pauqatigiit may be able to create this space, though each 

. educator must decide the extent of their participation. I believe that without 

the opportunity to engage in discussions about the post-colonial context, 



without providing an opportunity for Inuit and Qallunaat to reach out to 

each other as real people working together in schook, we will continue to 

wander in Our color-blind world wondering why things are not getting any 

better. 

Conclusion 

In this chapter 1 outlined the effects of the colonial shadow on the 

consciousness of both huit and Qallunaat Living in communities and 

working in schools in Nunavut. This shadow creates bamers between people 

and, coupled with the unconscious acceptance of liberal democratic n o m ,  

serves to perpetuate existùig relationships in whidi Qallunaat continue to 

hold the majority of power in most educational contexts. The work of 

Cummins and others calls for an acknowledgment of the effects of coercive 

relations of power as part of the process of building collaboration in which 

power can be shared in the school system. 

Resistance to forms of liberatory pedagogy which can become invasive 

and dominating were discussed, raising questions about the kind of 

approaches that need to considered within the Pauqatigiit initiative. The 

work of Giroux, McLaren, Spivak, and others who write in the aitical, post- 

structuralist tradition, while they must be subjected to skeptical reading and 

cm become grand narratives, provide valuable insights. It is educators 

themselves, however, who need to raise their own questions and stories in a 

non-intrusive starting place as part of the process of addressing 

institutionaüzed raciçm and other inequalities in the system. 

Bhaskar and Freire provide critically pragmatic perspectives which 

focus on the real experience and language of participants, as weU as practical 



approaches that address issues of power and control within relatiowhips. 

Professional education needs a secure position within the real context of the 

school, the classroom, and the lives of educators, while simultaneously 

reaching towards a deeply personal and collective commitrnent to 

collaboration and equality. 

To live and work in a postcoloniai context is dehumanizing, not just 

for Inuit but for all human beings who encounter such painful, daily 

evidence of the effects of domination. In order to retain hurnanity and refuse 

the violence involved in dominating others, both Inuit and Qallunaat need 

to share their experiences, share their saipts, and speak about their own 

identities and rheir struggles to make sense of their lives. This involves 

taking the N k  of stepping beyond the safety of rationality (Girow, 1992, p. 

137). 

An understanding of post-colonial influences provides an important 

foundation for the development of elhically based professional education. In 

partidar, Foucauldian ethics provides one way for us to address the pain of 

this location by focusing on a care of self as situated in a dangerous world. 

Foucault's ethics are explored in Part Three of this dissertation. Remaining 

chapters in Part Two discuss critical reflection, ownership, ethics, and agency 

as they move us closer to the negotiation of shared meaning and the 

establishment of ethically based practice within Pauqatigiit and our 

professional lives. 



Chapter Seven 

Critical Reflection and Professional Leaming 

"If you don? understand why you do 
things you will never do them well." 

(Nunavut Educator, 1994) 

This chapter argues that aitically reflective practice, particularly 

Freirian problem-posing, contributes to the kind of ethically based 

professional practice that is suggested in this dissertation. The chapter 

explores and critiques several existing models of reflection, finding that most 

of them fail to examine the political aspects of schooling, and in so doing fail - 

to consider what ethically based professional practice means for educators. All 

forms of reflection have benefits for educators but this chapter suggests that, 

given the context of Nunavut, some kinds of reflection are more relevant 

eflection in Professional Learning 

"In the past two decades the tems 'teacher research' and 'reflective 

practice' have become slogans for educational reform all over the world" state 

Jennifer Gore and Ken Zeichner (1995, p. 205). In this chapter several aspects 

of reflective practice are considered as they impact on educator development 

in Nunavut. This indudes action research and other approaches which 

promote thinking about teaching. 



Jennifer Gore (1992, p. 54). quotes Foucault when she d i s m e s  what it 

means to be thoughtful about our work as educators: "thought is freedom in 

relation to what one does, the motion by which one detaches oneself from it, 

establishes it as an object and reflects on it as a problem." While this seems to 

objectify thought in a rather rational way which does not fit other modeiç of 

reflection in action (Schon, 1989), it may be usefui when trying to think very 

carefully about the purpose of reflection in the lives of Nunavut educators. 

The word "freedom" in the quotation has speaal significance because it 

identifies the intellectual, linguistic, and physical space that is needed in order 

to raise questions, pose problems, speak openly, think dearly and reflect 

deeply. Busy, stressed educators taking time at the end of an exhausting 

school day to discuss difficult problems may not be free to be thoughtful about 

their work. Educators who carry huge farnily responsibilities may not be 

capable of focusing their thoughts easily. Freedom wilI have a spetial 

meaning and be accessed in different ways by each person in the system. The 

conditions necessary to foster and promote reflection must be considered very 

carehlly within Pauqatigiit. Creating space means much more than just 

setting up a time for a staff meeting. 

Identifying the positive aspects of reflection as well as some of the 

pitfalls demonstrates the contribution of problem-posing and critical 

reflection to a deeper understanding of teadùng, learning, and social context, 

and establishes them as ethical practices worth considering for an educational 

system interested in building a sound ethical foundation. 

Hamett and Carr (1995, p. 40), in discussing the effeds of Thatcherism 

on education, remuid us that in recent years teachers' power and 

professionalism have constantly been attacked: 



Above ail it was teachers' autonomy that had to be abolished. 
Accordingly, they have now been told what to teach, how to teach it, 
and how to asse& it to see if it has been taught successfdy. They are 
managed by senior management teams andcontrolled by- the 
bureaucrats. They are to be appraised and, if found wanting they are to 
be sacked. 

As this statement demonçtrates, education is a political process and 

politicians seek to control it. Teachers who think, reflect, critique, and speak 

with conviction about their work and their role in society pose a threat to 

those who wish to control schools. Teachers work directly with the students 

who represent the future of any nation, and they have the ability to 

encourage young people to become problem solvers, creative agents of their 

own destiny, and critical citizenç. Teachers who think and refled usually 

teach students to think and reflect, rather that accept passive, maintenance 

roles in society. When cntical thinkers roll out of a nation's schools souety iç 

in a position to critique and change itçelf. Changes which result in cntical 

thinking may alter the power of those who tend to promote the following 

reforms: back to the hasics, testing to sort out students and assign them to 

different roles in society from an early age, curricula which clearly define 

content across a nation and support English as & major language of 

instruction, financial cutbacks which eliminate so-called friUç like music, art, 

drama, and kindergarten, and higher levels of teacher accountability and 

administrative control in order to police the classroorn. The ability to 

understand the political implications and underlying agendas of these 

reforms, the confidence to clearly express what is happening to education, and 

a cornmitment to collectively defined ethical practice aU start with critical 

thinking. 

The same political pressures experienced elsewhere in North America 



affect schools in Nunavut, and educators there 

than teachers in the south. This vulnerability is 

are even more vulnerable 

related to the la& of time 

which is available to think and reflect as well as to the age, gender, and level 

of experience of Nunavut educators. The la& of time relates to the greatly 

increased preparation load in Nunavut when educators prepare culturally 

and linguisticaily appropriate teaching resources. In addition, family 

responsibilities for Nunavut educators exceed those of colleagues in many 

other educational jurisdictions. Educators are young and may consequently 

lack the confidence or experience to speak out forcefully and dearly within 

their schools and communities. They may feel that they la& the forma1 

educational background to become involved in debates and discussions about 

education. Nunavut educators are often insecure in their roles and 

desperately ask for more education. Even experienced Qdunaat educators 

may feel their voices must be checked in order to make space for Inuit 

colleagues to speak, and this sometimes means that important educational 

issues are not raised with politicians and the media. 

Professionai education can provide some tools to aitique and change 

education and society, or it can remain at a technical level which helps 

educators to quietly do their jobs, reproduce the systern, and respond to the 

changing political winds. Criticai reflection, provided it is not simply 

cosmetic, can help schools become places where educators and students reflect 

and solve problems together. 

The chapter is organized under the following headings: The 

Interpre tive, Discursive Turn and Constnictivism, Reflective Practice, 

Teachers as Researchers, Teachers as Transformative Intellectuals, Problem- 

based Professional Learning, Personal Practical Knowledge and Inuit 

Educational Epistemology. Establishing sections in this way does not irnply 



neat and tidy categories to use in sorting out the literature on teacher 

thinking. These broad headings overlap and intersect, and in the lives of a 

busy teacher may seem like a confusing, discordant jumble of competing 

practices. Establishing neat sections which address teacher reflection may also 

create the illusion that it is a simple matter of taking these important ideas 

and implementing them in Nunavut. This is certainly not the case. The 

consideration of reflective practice, or any other educational innovation, 

involveç "breakhg it open" (Spivak, 1990, p. 72), to reshape it for our own 

context. This sounds iike a post-stnicturalist, trendy way to view educational 

discourse, but it is an essential process when m g  to think against the grain 

of reforms that represent potentially disabhg, dominant discourses for 

Nunavut educators. 

Reflective practice, like aU other mainstream approaches, represents a 

Eurocentric, Western, patriarchal way of presenting information. The 

discourse of reflection espouses diversity, multiple perspectives, negotiated 

meaning, and teacher empowerment, and yet it has the potential to become a 

powerful vehicle for domination and the maintenance of southem ways of 

thinking in Nunavut. 

This means that contrary to its expressed intent, much of the writing 

about conçtructivism, reflection, teadiers' knowledge, or teachers as 

intellectuals must be viewed as a hegernonic discourse. This hegemony is 

harder to identify than snake oil versions of staff development. It moves 

quietly from behind teacher empowennent bannes waved by both critical 

and liberal educators. Its subtle colors are sedudive and appealing because 

they are aimed specifically at teachers who desperately need time to think. 

Neglected, ignored, sometimes dismiçsed and often victimized, 

teachers may believe that the discourse of teacher empowerment through 



reflection can enable them to gain more control. At long last they are 

considered the most important change agents in schools. Unfortunately it is 

not quite so simple, and those who presently hold authoritative power in 

schools do not relinquish it very easily (Ceroni & Garman, 1994; Garman, 

1995; Gore & Zeichner, 1995). In taking up Foucault's challenge to look at 

reflective practice as a problem, the following discussion of this powerful 

rnovement in the teadier development field can provide some valuable 

inçights for Pauqatigiit. 

The Intermetive, Discursive Turn and Constructivism 

Cultural psychology and constructivism represent what Bruner c a b  

the "interpretive turn" (1995, p. go), in the field of psychology and education. 

This is a turn away from positivist thinking to embrace a more narrative, 

interactional perspective. A great deal of work in cultural psychology is 

conceptudly integrated, occuming across several disciplines uicluding 

anthropology, sociology, philosophy, psychology, and d t u r a l  studies. The 

interpretive field is full of a competing vocabdary that cm be confusing for 

teachers. These t e m  include: cultural psychology, socio-cultural psychology, 

social-constructionism, interactionism, social-interactionism, situated 

learning, and references to ecological perspectives as well as constructivism. 

The interpretive turn within research encompasses the field of qualitative 

research, ethnography, critical ethnography, action research, narrative 

inquiry, and participant observation. 

Discursive psydiology "has its roots in Vygotsky's and Bruner's 

psychologies wedded to discursive inçights from anthropology, linguistics 

and especiaily physicalist/materialiçt studies of how the brain develops and 



changes as a resdt of exposure to different discourses" (Corson, persona1 

communication, October 24, 1997). Wittgenstein's influence, particularly his 

ideas with respect to language games, act as a seminal influence in discursive 

approaches (Corson, 1997a). 

These approaches in sociocultural, cultural, and discursive psychology 

denote a tuming away from considering the mind in isolation as a rational, 

controlling mechaniçm, or a complex black box involved in cognitive 

processing, to the recognition of humans as interconnected, meaning- 

making, discourse-producing individuals. People, including students in 

schools, are seen as active, inquiring agents constantly interacting with their 

environment and culture, c o ~ e c t e d  to their worlds and continuouçly 

creating new understandings and new meanings. Lurnping tenns together 

leads to reductionism, contributing to the impression that all the approaches 

are the same, which is far from the tnith. Each approach across a variety of 

disciplines contributes to the overall interdisciphary effort to 

reconceptualize the way we, as learners and agents, are situated in the world. 

The work in psychology draws largely on Vygotsky, Luria, Piaget, 

Bniner and Gardner. The following quotation, taken from the forward of 

Lave and Wenger's (1991), book on situated learning, summarizes in rather 

geneal and Vygotskian terms, the direction of these efforts: 

In this volume, Lave and Wenger undertake a radical and important 
rethinking and reformulation of our conception of Ieaming. By placing 
emphasis on the whole person and by viewuig agent, activity, and 
world as mutually constitutive, they give us the oppominity to escape 
from the tyranny of the assumption that learning is the reception of 
factual knowledge, or information. The authors argue that most 
accounts of learning have ignored its quintessentially social character. 
To take the crucial step away from a solely epistemological account of 
the person, they propose that learning is a process of participation in 
communities of practice, participation that is at first legitimately 
peripheral but that increases gradualIy in engagement and complexity. 



A consideration of the interpretive/discursive turn is important in this 

section of the dissertation because it affects our whole approach to thinking, 

reconceptualizing educaton as embedded in webs of cuituIal relationships 

and discourse patterns that are central in understanding our lives and our 

work. Because constructivism presently constitutes a dominant influence in 

curriculum development as weil as many of the approaches in professional 

education, it is necessary to consider it in more depth. 

Constructivism "describes knowledge as ternporary, developmental, 

nonobjective, internallj cowtructed and soaally and culturally mediated" 

says Catherine Twomey Fosnot (1996, ix). Later she quotes from DoIl (1989), 

who calls constructiviçm "a post-structuralist psychological theoryff (Twomey 

Fosnot, 1996, p. 30). Constructivism has appropnated post-structural concepts, 

as well as the work of Vygotsky (1986/1989,1978), the later writings of Piaget 

(1932, 1957,1972), the cultural psychology of Jerome Bniner (1960/1977,1986, 

1996), and the theories of Howard Gardner ( 1983,1993), to create a "composite 

of constantly shifting and evolving ideas" (p. 28). Constnictivists have drawn 

many ideas together and created a poweIful discourse which "locates learning 

in CO-participation in cultural practices" (Cobb 1996, p. 37). 

Constructivism has successfully captured and captivated the 

mainstream educational field, as the interpretive tum has also tumed the 

research field away from positivism, through what are sometimes called 

"paradigm wars' (Gage, 1989), to more qualitative, cultural and ecological 

approaches. The discourse of constructivism revolves around heady concepts 

such as negotiating meaning, creating communities of mutual leamers, and 

constnicting collective identity. These are words and concepts that impact on 

classrooms and teachers all over the globe. They are also words that are 

rapidly appropriated as mainstream linguistic capital even though they are 



not very well understood. 

Bruner (1996, p. 25), c a b  thinking "cultural conversation". He suggests 

that thought "may be littie more than a way of talking and conversing about 

something we cannot observe" (p. 108). He believes that reflection is 

" thinking about thinking" (p. 88). Dialogue with others îs fundamental, "we 

are the intersubjective species par excellence" (p. 20). Our leamùig, thinking, 

reflecting takes place with others, "[alnd it is through this dialogic, discursive 

process that we corne to know the m e r  and his points of view, his stories" 

(p. 93)- 

Michael Cole (1985, p. 148), tells us that in Vygotsky's soaocultural 

approach "the individual and social were conceived of as mutuaily 

constitutive elements of a single, interacting systern". As Ciifford Geertz 

(1973, p. 5), says, "man is an animal suspended in webs of sigruficance he 

himself has spun". These webs are spun "against a background of human 

activity govemed by informal conventions, or niles, especially d e s  to do 

with the way in which words and other symbols are used within the 

structures of a language" (Corson 1995a, p. x). This holistic, c o ~ e c t e d  vision, 

though often poorly understood and interpreted, has radically changed the 

way we think about teadiing, learning, and researching with both children 

and adult learners. 

To consider educator development as extended, ongoing cultural 

conversation with p e r s  and colleagues, as something creatively constmcted 

together, as a taken-as-shared meanuig that emerges from reflection with 

others, as a weaving of professional üves, is a far cry from the one-shot- 

workshop, individualized thinking, skills-based approaches that characterize 

so many of our expensive staff deveiopment efforts in education. 

Sociocultural and discursive psychology and constnictivism and its 



historical antecedents reconceptualize education and with it educator 

development. They provide part of the "theoretical base and coherent focus" 

that is miçsing from teacher development (Fullan, 1995, p. 253). Peter 

Grimmett speaks of the struggle for authentiùty which preoccupies teachers 

in their highly contested classroom spaces. Bombarded by competing agendas, 

prÏorities, and a range of stresses, Grimmett feels that educator development 

needs to create "structures that provide teachers with support, stability and 

affirmation while simultaneously encouraging intellectual challenge and a 

toierance for ambiguity" (1995, p. 20). The approaches he suggests are based on 

constructivist prinaples, "Teachers are leamers too. The principles of 

leaming therefore apply to them as mu& as they do to students" (p. 123). 

Constmctivism is not really new, but the label and the marketing of its 

texts means it is trendy and very much in vogue within maiwtream 

education. Maxine Greene (1996, p. 121), points out that "a whole variety of 

streams have fed into what is now called constructivism .... Existentialiçm, 

phenomenology, interpretivism, experientialism, certain modes of idealism: 

These have been the sources of constructivist thinking." Greene closes her 

discussion of constructivism on a cautionary note when she states, "this 

diapter has strained toward something beyond a mechanized systemic 

approach" (p. 139). 

Is Greene suggesting that constructivism, the psychology which 

celebrates "the generation of possibilities in a spiraling dynamic dance" 

(Twomey Fosnot, 1996, p. 29), might become a medianized approach? There is 

no doubt that constructivism and social-constmctivisrn are starting to 

constitute a dominant discourse within education at this time. Dominance 

and dogma often go hand in hand. Grimmett speaks of the possibility that 

"discussions could devolve into ideologically-based dogmatic disputes, 



thereby deshoying meaningful dialogue" (1995,114). As more and more 

educational systems adopt popularized constructivist approaches there is 

always a danger that, like so many movements in the past, they will become 

yet another prescription, spoiled as they are implemented by educators 

reçponding to various kinds of pressures to conform but without the time to 

adequately understand what the interpretive tum actually means for them. 

There are other dangers inherent in a constnictivist, or any other, 

named approach to teacher development. Garman (1995, p. 24), informs us 

that "our professional lives depend on understanding how the production of 

discourse is at once controlled, selected, organized and redistributed by what 

Foucault calls the 'societies of discourse', a group of individu& held together 

by stnictured knowledge in their field". As constructivists, cultural 

psydiologists, critical theorists, or post-structural feminists band together, 

share their common understandings, write their texts, teach their courses and 

support their disciples, they establiçh their "regirnes of truth" (Foucault, 1980, 

p. 133). Foucault suggests that this kind of truth is produced and sustained by 

power structures in the society. The more powerful a society of discourse, the 

more their regime of truth iç sustained, the more their views influence, at 

least superficially, the social institutions such as schools. This is not 

necessarily a problem, for as Foucault has suggested, power is not in itself 

repressive; however, once a dixourse becomes dogmatic it cm start to become 

repressive. This is a danger inherent in uncritically adopting any single 

approach. David Corson, in his recent article on applied linguistics (1997a), 

describes how a theory can become an orthodoxy when it fails to consider 

outside influences. He refers to "fundamentalkt and 'grand' theories in 

linguistics that seem intolerant of other theories" (p. 174). By the time some 

educational theories reach the classroom they may have become dogmatic. 



Movements Iike construcüvism also involve the privileging of yet 

another Westem dominant discourse that is applied in the case of Nunavut, 

in a cultural context that is not Westem. This sad but seemingly inevitable 

irony occurs when a discourse which professes to be "socially and culturaily 

mediated", actuaily acts as an oppressive force within a given social context. 

Greene (1996, p. 126), says that leaming is "fmdamentally dialogical .... [and] 
involves multiple modes of sensemaking". She quotes Clifford Geertz who 

calls mu1 tip licity "the hallmark of modem consciousness" (p. 126). The 

powerful dialogue of constnictivism may not be implemented dialogically. It 

is likely to be hemonicaily impositional as it is adopted as  way to teach in 

schools across North America. 

New theories are supported by a huge array of texts and discourses that 

already define what they mean and how they can be used in many different 

situations. Most of these situations are based in Western contexts and the 

discourse itçelf is wntten and spoken within the boundaries and Limitations 

of a given discourse community. It is inherently biased, inherently political. It 

cames its own message, often that it is the new, politicdy correct, in vogue, 

current, latest thing. It involves a consumerism of discourse and cornpetition 

for academic power using the currency of new theories, often gathered 

together under a label such as constnictivism, or sometimes even those of 

post-structural feminism or critical pedagogy (Lather, 1992; Gore, 1993). 

Constructivism is a convenient label, used to marshal the forces of 

those who belong to a large and growing discourse community. Such labels 

need to be treated skeptically. The power and seduction of each new discourse 

impacts on our professional lives for we feel compelled to be up to date, 

particularly in places like Nunavut where there is already a sense of 

marginalization and 'missing the boat'. No one working with the range of 



challenges in the educational system in Nunavut has the time to research 

emergïng theories and dixourse within the educational field, let alone 

criticaliy evaluate their applicabiüty and share them with Nunavut educators 

in a way that moves past rhetoric. This increases our vulnerability and leaves 

us open to seduction by the "latest model". 

Given these significant reservations, constructivism offers a view of 

leaming that has applicability within Nunavut. There is no question that it 

mirrors approaches developed by huit  educators who worked at arms length 

from this dominant discourse (BDBE, 1989; Department of Education, 1996). 

Indeed, it is the comection to Inuit ways of relating, above any others; not the 

mountain of research fhdings and academic tex& in cultural psychology, 

which justifies the critical application of the theories that are gathered 

together under what is loosely termed a "constnictivist approadi" to educator 

development (Grimmett, 1995). 

Reflective Practice 

Reflection, reflective practice, and reflective practitioner are al1 familiar 

tems within educational literature. John Dewey proposed a theory of 

reflective thinking in 1909 and since that time his influence within reflective 

practice has been "momentous" (Ross & Hannay, 1986, p. 9). Zeichner (1996, p. 

200), refers to the "explosion of interest in the idea of teachers as reflective 

practitioners." Coupled with research on teachers' knowledge and various 

forms of action research, the emphasis on reflective practice (Sdion, 1983: 

1987; 1991), constitutes "a kind of revolution" (Schon, 1991, p. 5), in terms of 

an epistemology of practice in which "knowing and doing are inseparable" 

(Schon, 1983, p. 165). The discourse on reflection is sustained and 



strengthened by the interpretive and discursive turn. 

Schon completed his doctoral dissertation on Dewey's concept of 

reflective thinking and "builds on and extends Dewey's foundational 

properties of reffection" (Grimmett, 1988, p. 13), in a way that reconceptualizes 

professional thinking. Refl ection-in-action, the thinking on your feet, the 

spontaneous (Weiss & Louden, 1988), decisions we make as we teach and 

interact give special signihcance to the context and the split-second, real 

action that takes place in any classroom. "The reflection that Schon focuses on 

takes place in the crucible of action. and it is his marked emphasis on the 

action setting that sets Schon's work apart" (Grimmett, 1988, p. 13). 

Schon rejects technical rationality and like Dewey is interested in 

dialogic, the conversation which takes place around problems that are 

" p u u h g ,  troubling and uncertain" ( Won, 1983, p. 40). This conversation or 

discourse, wMe it is taking place in the here and now, inchdes reflection on 

the past as well as  possibilities for the future. It is a risky business because it is 

steeped in doubt and involves a degree of cognitive dissonance that is often 

uncornfortable. 

In accepting the reaiity of the teacher/practitioner's experience, the 

teacher's way of expressing the problem and the teacher's ability to reflect on 

her feet and then reflect on her action, Schon's theones are reniiniscent of 

Roy Bhaskar's critical realism (1989), which focuses on redainùng reality by 

interpreting "the reasons and the accounts that people use, or offer" (Corson, 

1977a, p. 169). Reflection is an interpretive process, seeking understanding 

and seardung for meaning. It is a "thoughtfulness about action .... a process in 

which teachers structure and restructure their persona1 practical knowledge" 

(Grimmett, 1988, p. 12). 

Dewey and Schon's work on reflection has led to a very wide range of 



approaches which are sumrnarized in Weiss & Louden (1989), but extend 

through: 

the perspective transformation of Mezirow (1981); 

* the reflective teaching of Zeichner and Liston (1987); 

the deliberative rationality of Van Mannen (1977); 

0 the critical inquiry of Berlak and Berlak (1981); 

the humanistic, reflective learning of Boyd and Fales (1981); 

0 the action research of C m  and Kemmis (1986); 

the narrative approaches of Connoily and Clandinin (1988); 

0 the work on personal practical knowledge completed by Elbaz (1988), 

and Beattie (1991); and 

the celebration of teachers' lives, experience, voice, biography 

and autobiography, discuçsed by Louden (1989), Goodson (1992a, 

1992b), Hargreaves and Fdan (1992), Raymond, Butt and Townsend 

(1992), and Huberman (1993), as weiI as the autobiographical and life 

study approaches uivolved in the critically focused kind of reflection 

proposed by Z e i h e r  and Liston (1987). 

The emphasis on reflective pradice from the teacher's perspective has 

also led to an explosion in the field of teacher as researcher. After so many 

years of educational research directed at student learning and behaviour, this 

extended focus on the teacher as a thoughtful, reflecting, critical person is 

refreshing and appealing. 

In reading through the literature, however, it is evident that reflective 

practice is sometimes used prescriptively (Weiss & Louden, 1989), viewed as a 

panacea (Ross & Hannay, 1986), and seen as one of the real answers to 

educational change (Kemmis, 1987). 

Zeichner and Tabachnick (1991), identified four different approaches to 



reflective practice: academic, social effiâency, developmentalist, and social- 

reconstructivist. Each approach reflects different orientations to reffection 

from the technical to the ernancipatory. The importance of reflecüve practice 

in teachers' work is well supported in the fiterature; however, it is evidently 

not a simple matter of just sitting down and reflecting. As Zeichner says, 

"Reflective practice and the teacher as researcher movement can create the 

illusion of teacher development" (Gore & Zeichner, 1995, p. 204). Teacher as 

researcher, claim Gore and Zeichner, actually originates outside the school 

and serves to "maintain teachers' subservient position to those outside the 

classroom" (p. 204). Regrettably, Little action research by teachers is actually 

published and we must ask, "for whom is action research conducted?" (Gore 

& Zeichner, 1995, p. 209). 

It seems like the ultimate manipulation when something which 

espouses empowerrnent or enlightenment for teachers is revealed as  yet 

another initiative whidi once again privileges the knowledge of academic 

researchers. Linda Darling-Hammond, in her inaugural address to AERA 

(1996), praises the "roLled-up-sleeves workff of a named, long list of 

researchers who are "doing policy, çchool refonn and teaching as well as 

looking at it" (p. 15, emphasis in text). Involvement in schools, classrooms, 

and with teachers is becoming a laudable, though politically correct, academic 

agenda. The agenda of all researchers and individuals placed outside the 

classroom needs to be critically interrogated, even more so as they corne closer 

to the classroom and daim to be supporting teachers' understanding of their 

professional lives. 

Teachers are often the first people to raise suspicions about those who 

do not share their own reality. Instead of regarding this suspicion as being 

reactionary, which it sometimes is, maybe it should be viewed as evidence of 



critical reflection, as a catalyst from which to examine different agendas. 

Critically reflective educators can ask questions about reflective practice itself 

and deterrnine if a researcher's "empowerment" agenda is sirnply a more 

sophisticated appropriation of the classroorn by academic researchers hungry 

to pursue more politically acceptable practice. 

Ceroni and Garman (1994), and Garman (1995). locate the start of the 

teacher empowerment rhetoric in the ca l l  for teacher autonomy in the 

Carnegie report (1986). This report was fouowed by 16 other highly visible, 

politically motivated reform documents filled with contradictory notions of 

teacher accountability and teacher professionalization. The restruc-g 

movement, with reflective practice as one of its tenets, is now used as a call  to 

arms by neo-consenrative, back to the basics reformers: liberal/progressives 

and radical educators. "It seems that everyone, regardless of ideological, 

orientation, has jumped on the bandwagon at this point and has committed 

his, or her energies to furthering some version of reflective teachhg practice" 

states Ken Zeiduier (1996, p. 201). 

Though differîng political agendas inform the appropriation of the 

professional lives of teachea, many reformers are moving closer and closer to 

the classroom and into the daily working lives and minds of educators, 

increasing the necessity to provide opportunities for critical reflection. 

"Teachers, perhaps by choice, tend to be politically naïve," states Garman 

(1995, p. 24). Consequently, they may accept initiatives which sound 

empowering and teacher driven more easily than transparent "top-down" 

refonn. This overgeneralization casts teachers into the role of passive 

recipients of politically motivated agendas whi& seems excessive; however, 

Gaman is not the only person who believes that educatoe need to become 

more aware of politics (Fullan, 1997; Hargreaves, 1993). 



Zeichner (1996, p. 207), points out that "ail teachers are reflective in 

some sense". All teachers think, though they may lack the t h e ,  the space, or 

access to a range of viewpoints on a given topic, in order to refled deeply. It 

seems that one of the first things that needs to happa  within our schools 

involves fighting for the space to think, reflect, write about, and discuss the 

issues that educators face in their daily professional lives. This kind of 

processing within a discursive space enables educators to l e m  how to play a 

variety of language games and gain the academic capital that c m  inaease the 

ability to thoroughly critique theories and approaches. While a narrow, 

tedinically rational, personally focused kind of reflection may E t  educators' 

thoughtfulness, uitically reflective practice, which focuses on both the 

personal and social context, remains one of the most powerfd tools that 

educators can use to interpret their own reality. 

Teachers as Researchers 

Teachers in Nunavut dassrooms, like many educators in the world, 

often consider the world of research and the academy as the proverbial ivory 

tower, a place where knowledge is theoretical, abstract, complicated, and 

irrelevant. The university is a place, far away in the south, that produces 

volumes of rational discourse, written in English, using a vocabulaq that can 

be inaccessible and alienating (Blessé, 1997). In Nunavut, research is ali too 

often something "done" to people by Qallunaat researchers who never stay 

long in any community. Minnie Aodla Freeman, in discussing the 

contribution scientists have made to Inuit, states, "only a few have made 

some southemers understand Inuit culture" (1988, p. 241). She speaks about 

the "many Inuit natural scientists who acquired their knowledge from their 



own surroundings" (p. 241), and wonders if any of these individuals are still 

around. 

ui discussing the teacher-as-researcher movement as it rnight apply in 

Nunavut, it is important to remember that in spite of its potential to enable 

educators to look at their own praaice, it is still a discourse created within a 

Western, Eurocentric framework. Teacher researchers in Nunavut may 

operate quite differently from teacher researchers in other parts of Canada. It 

seems reasonable to expect that in the same way that Inuit educators have 

created Inuuaatieiit (1996), as a reflection of Inuit beliefs, values, and 

worldview, so will they shape dassroom based research in ways that may be 

different. 

At present there are few avenues to help make research real for 

Nunavut educators. Few educational researchers work directly with schools 

in the "rolled-up-sleeves" approach described by D a r h g  Hammond (1996). 

Those who manage to make it as far as a Nunavut community often collect 

information from educators and then write up the results in a way that is 

totally inaccessible to the educators themselves. The wntings of Ball (1995), 

Lee (1996), and Tompkins (1993), who actually work in Nunavut, represent a 

very different kind of research which is based in the reality of their own lives 

as educators. Given the tiny number of educators frorn Nunavut who 

actually publish their writing, it is more often established researchers from 

the south who publish their work about Nunavut in joumals or books 

(Dorais, 1987, 1989; Stairs & Wenzel, 1992). While thiç work is immensely 

valuable, it is obviously important to create the space and time that is 

required for more Nunavut educators to research problems themselves 

within the educational system in Nunavut. Linda Darling-Hammond (1995), 

telis US that "engaging fadties in inquiry about their own practice is the most 



promising approach for stimulating deep and lasting change" (Darling- 

Hammond & Ancess, 1994; Lieberman & W e r ,  1990; Little, 1993, p. 158). 

There are very few educators presently involved in conducting 

research within their own classrooms, though a curriculum coordinator at 

the Department of Education in Yellowknife started a teacher-as-researcher 

project across the NWT in 1995, and the Baffin Divisional Board of Education 

has made gants  available to teadiers interested in pursuing action research 

topics in classrooms and sdiools. NTEP çtudenîs have cornpleted some 

interesting action research projects, and publishing this work would help to 

hrther the dialogue related to educational research in Nunavut. Students 

like Salomie Awa-Cousins (1996), have already shared some of their research 

wiih the wider community, and other NTEP students are pursuhg some very 

interesthg questions and presenting papers at conferences. 

The teacher-as-researcher movement started in England in the sixties. 

John Elliot (1991), shares the story of his own involvement with thiç 

movement and, in his view, it began with teachers who wanted to change the 

secondary modem cumculum in England. He recalls that "the activity of 

curriculum theorizing was something 1 initially encountered amongst 

teachers in a school" (p. 5). Theory was derived from pradice and hom a 

struggle to change curriculum practices. Elliot desaibes how staffroom 

dialogue involved "critique in free and open discourse" (p. 6). An openness to 

diverse views ensured that "we never becarne a self-contained and exclusive 

club, or an isolated rebel clique, so we never established an impermeable 

dogrnatism" (p. 6). 

Elliot may be looking badc with rose colored glasses; however, he 

makes some very important points about the control of curriculum, policy, 

and reflective practice which stresses the importance of teacher autonomy in 



matters relating to teaching. "Pedagogy is refiective" states Efiot (p. IO), and 

argues that conceiving of teadUng as a craft culture "does not e n t d  reflective 

practice." RefIective professionai culture generates analytic frameworks 

which anticipate problems and develop part ida.  strategies based on 

educational values. Elliot daims that acadernics have hijacked teachers' 

theories and that "teacher educators have appropriated them from practice" 

(p. 13). Elliot's accusations are shared primarily because Pauqatigiit is 

interested in establishing reflective practice and dassroom-based research as 

something that is controlled primarily by educators. Fears of appropriation of 

Pauqatigiit by administrators or teacher educators are issues discussed openly 

during cornmittee meetings. 

EUiot, 1991; Garman, 1995; Goodson, 1995; Gore, 1992; Zeichner and 

Gore, 1995 al1 express fears with respect to teacher ownership of the teacher 

researcher movement. Their work alerts us to hidden agendas and the 

dangers involved in appropriation of the teacher's world. Awareness of thiç 

danger; however, should not prevent Pauqatigiit from considering the very 

powerfd possibilities inherent in the teacher as researcher rnovement. 

Grimmett (1995), provides an example of the positive results of teacher 

research groups in British Columbia which might be useful to Pauqatigüt. 

Describing the teacher research groups established by the British 

Columbia Ministry of Education between 1990 and 1993 as part of the 

implementation of the new Primary Program, Peter Grimmett (1995), sees 

teacher research as "'systematic, intentional inquiry by teachers' into their 

craft" (p. 115). H e  cites a wide range of useM references, induding reviews of 

teacher research. Grimmett informs us that the British Columbia research 

focus groups "constnicted diverse and critical condusions and 

recommendations about the programme's implementation" (p. 116), and that 



change "did not corne easily" (p. 116). ReferenQng Fenstermacher (1992), he 

sees teacher research as furthering an educative rather than a systemic 

agenda. An educative agenda is one "intended to enlighten and emancipate 

the mind of the student" (Fenstermacher, quoted in Grimmett, 1995, p. 128). 

A systemic agenda pursues the distribution of educational services through 

policy. Grimmett States, "1 would argue that the advent of teacher research 

heralds an oppomuiity for the balance in policy-making to be shifted back 

towards the educative agenda of schooling" (p. 117). He makes valuable 

suggestions for policies which might prevent teacher research from becoming 

"ideologically-based dogrnatic disputes" (p. 117). Grimrnett tells us that 

teachers are not required to "demowtrate fidelity to a blueprint for 

programme implernentation but rather are invited to examine their practice 

in the light of the evidence and the fundamental values supporting a change" 

(p. 124). An enabling environment provides room for "doubt, questioning 

and dissent" (p. 124). 

This approach seems to merit consideration as educator interpretations 

and understandings grow directly from the context, and the possible 

ideological dogrna of imposed program implementation is raised in 

discussion. In drawing attention to nonrational models and suggesting that a 

protective culture can nurture ideas, GNnmett demonstrates a more 

sensitive, if slightly paternalistic, approach to the world of the classroom than 

is usually the case in the teacher development Literature. It should be noted, 

however, that the dianges in British Columbia SU constitute a top-down 

approach which started at the Ministry Ievel, and that researchers like 

Grimmett occupy a place of privilege as a university based researcher writing 

about the process. This position of privilege is not raised or questioned by 

Grimmett himself. 



Ken Zeichner (1996), informs us that the "generation of new 

knowledge about teaching is not the exdusive property of colleges, 

universities and research and development centres"(p. 199). Zeichner 

beiieves that teacher researchers have the potential to challenge the 

hegemony of professional, educational research, though in a book chapter co- 

authored with Jennifer Gore in 1995 and quoted above, he points out that few 

teachers are actually published or referenced in a great deal of the writing 

about the topic of reflective practice (p. 203). Gore (1992), wams against the 

aggrandizement of teachers' knowledge willùn critical pedagogy and critical 

feminisrn which can "attribute extraordinary abilities to the teacher and holds 

a view of agency which Nks  ignoring the contexts of teahers' work" (p. 57). 

In addition, Zeiduier and Gore (1995, p. 204), refer to the "glorification of 

anything a teacher does, or says" and point out that reflection without 

cornmitment to democratic goals may adually sustain practices that are 

harmful to students. 

It is evident that Zeichner and Gore support the development of 

critically informed reflective research by educators at the same time as they 

reject romanticization of teachers' knowledge. Romanticization results when 

teachers' views are uncritically displayed by others, usually academic 

researchers, as if they were inherently wise. Once again this amounts to an 

appropriation of teachers' knowledge by university researchers. Popkewitz 

adds his voice to those raised in criticism of research practices that "reposition 

the work of teachers in a manner that denies their practical knowledge and 

reformulates it into a rational, instrumental knowledge that is, organized by 

experts" (1991, p. 230). The section on teachers' knowledge addresses this 

problem in more detail. 

Zeiduier and Liston (1991), argue that educators need to be aware of the 



different traditions which operate within educational discourse and be 

prepared to "corne to terms with their own beliefs and practices within the 

contexts of these distinct traditions" (p. 53). They argue that teachers need to 

define their values and beliefs and articulate their emerging philosophies 

throughout their careers. Zeichner and Liston question both Sdion's model 

of reflection and Fenstermacherfs practical argument model. Arguing from a 

social-reconstructivist perspective, which considers minority education in 

some detail, Zeichner and Liston's perspective has great importance for an 

initiative like Pauqatigiit. They support the synthetic and dialectical 

approaches advocated by Apple (1986), Levin (1985), and Carnoy and Levin 

(1985). and draw on the work of Lightfoot (1978), Giddens (1979), and Cuban 

(1984), to develop a concept of situated practice which indudes both an 

individualist frarnework which bestows agency and a structuralist hamework 

which introduces the realities of social context- 

While collaborative research remains problematic and difficult to 

adueve, it is the kind of model that is worth exploring in Nunavut with one 

significant difference. In Nunavut the community must also be involved in 

the research in some way that is genuinely dialectical. Parents, community 

members, and elders can not be left out of the discourse around education. 

The literature on reflective practice does not seem to indude many references 

to parents-as-researchers or elders-as-researchers. Perhaps this is one of the 

crucial differences we need to consider in Our small, knowledge-hungry 

communities in Nunavut. 

Teachers as Tramformative Intellectuak 

Henry Giroux's book Teachers as Intellectuals (1988)) argues that 



through politically reflective pradice teachers can counteract the forces of 

reproduction and transfomi both themselves, their students, and society. The 

daims are broad and sweeping, encased in rhetoric and somewhat lacking in 

what he claims is generdy missing in radical educational theory: "viable 

hope for developing a progressive, political educational strategy" (xxxi). 

Attacking the language of Marxist critique, Giroux focuses on the need to 

generate a language of hope and possibility. He also raises the importance of 

using liberating mernosr, educators' voices, and subjectivity within critical 

educational discourse. Girow explores Gramsci's dialectical pedagogy as a 

basis for integrating discipline and imagination and the personal and the 

political within transfomative practice. Giroux helps us to consider how 

educational ideologies can be identified and dismantled and the relationships 

in the classroom reconstituted to enable communication to occur. Always in 

danger of alienating the reader, Giroux's valuable insights are some times 

dismissed because of his high flying prose and volurninous writing; however, 

1 believe he adds a great deal to the consideration of critically reflective 

practice. 

The use of iiberating memory within Pauqatigiit can serve to connect 

hui t  and Qallunaat educators in their efforts to understand the purposes of 

education in Nunavut. Giroux says, "The notion of liberating memory does 

more than recover dangerous instances of the past, it ais0 focuses on the 

subject of suffering and the reaiity of those treated as 'the other"' (xxxiv). 

Liberating memory also releases voices to speak and share their realities. This 

has occurred time and thne again in Inuuaatieiit workçhops across Nunavut 

when Inuit educators break their silence to speak and share their pain. 

Girowc also calls on Freirers assertion that dl men and women are 

intellectuals and that theory and practice are dialeaically related. In 



considering critical reflection and the role of critical discourse withui practice, 

Freirian pedagogy ernerges over and over again as cmcially important. A 

belief in the ability of all educatoa to theorize, aiticalIy examine and analyze 

both their own values and beliefs and those placed in front of them for 

consideration is fundamentai in Pauqatigut. This analysis does not need to 

become the esoteric, highly intellectualized discourse of the academy. For a 

start, a great deal of the discourse needs to take place in Inuktitut. The 

awakening of critical consciousness, which is romanticized in liberatory 

theorking, takes place as questions are raised and the taken-for-granted world 

is challenged. As Giroux correctly daims, aitical consciousness is bom 

through dreamç and articdated hopes for the future. As Nunavut educators 

engage in articulating their dreams they are questioning the structures, 

institutions, language, and ideas that presently constitute northern education. 

This is a critically reflective, positîvely focused praaice and it is aiready taking 

place in Nunavut communities. 

This section on teachers as transformative or critical intellectuals is 

induded in the chapter on reflective practice, not because it is time to retum 

to rhetoric, but because what appears in Giroux's writing to be highly 

theoretical, is actually very practical and useful in pursuhg our interest in 

critical reflection in Nunavut schools. 

Popkewitz (1991), speaks of the necessity of stripping intellectual 

epistemological privilege and becoming pari of public debates wichin 

communities in a humble, skeptical way. Humility requires that while some 

of us may engage in more theoretical discourse in English, we are all equally 

engaged in the process of trying to make sense of a very cornplex world. This 

gives us no privilege other than that of confusion and the raishg of more 

questions. Foucault (1980, p. 126)) speaks of the "'spe&cf intellechial as 



opposed to the 'universai' intellectual" and t a k  about the possibility of 

"lateral connections acroçs different forms of knowledge" (p. 127). This 

establishes, as Bmner says, a conversation. This is a conversation that we can 

have in Lnuktitut and English and biluigualiy together. 

The word intellectual is an unfortmate choice in my opinion. 1 prefer 

the term "thoughtful educator." Maybe that seems like a liberai, sanitized 

version of transfomative intellechial but it seems less pretentious to me. Ali 

of us have a lot of thinking to do, whether we hail from the academy, the 

school board offices, or the classrooms. 1 do know that those of us teaching 

children from 8:45 - 3:30 each day have precious little time to think about 

either Our professional or our persona1 lives and that we al1 need to fight 

hard to create the time to enable teachers to think and reflect. 

"Problem-posing is a group process 
that draws on personal experience to create 

social connectedness and mutual responsibility" 
(Waiierstein, 1988, p. 35) 

Wallerstein is describing the approach to critical thinkuig and action 

which is central in Freirian pedagogy. In problem-posing listening, dialogue 

and action fom the bas& of a methodology which is rooted in the language 

and experience of participants in any leaming process. Problem-posing differs 

from problem solving in that it signifies probing critical inquiry that does not 

use a iinear mode1 but is, rather, a process for raising questions with leamers. 

Listening, in the Freirian sense, is not a one-way process between a 

faalitator and a group of leamers. It involves everyone listening to each 

other and sharing aspects of their lives verbally and by bringing objects, 



photographs, or special documents to the leaming context. It involves a 

process of transformation for both teacher and learners; it means being a 

"Subject with other Subjects" (Freire, 1992, p. 135, emphasis in text). 

"Dialogue is the loving encounter of people" (Freire, 1992 p. 115), and 

as such it is intrinsically equitable and fair. The relationship is horizontal and 

power is shared in the creative dialogue which takes place in what Freire caUs 

cultural circles. Problems are posed withui the cultural &cles and form the 

basis for dialogue. In order for dialogue to take place the folIowing conditions 

or attitudes, need to be present in both teacher/facilitator and student/learner: 

love which is courageous, dialogical and committed not sentimental, 

manipulative, or dominating; 

4 humility which advlowledges mortality and one's own ignorance; it 

is not proud, pure, self-sufficient, or defensive; 

4 faith which is a profound, aitical belief in the ability to create and be 

fuUy human, it is not naïve and acknowledges that power can limit, 

and impair agency but also realizes 

transformation; 

mutual trust which is established 

words are supported by actions that 

partnership; 

that through struggle cornes 

through dialogue and proof that 

lead to equality and dose 

hope which incessantly pursues the humanity denied by injustice, 

refuses to stop fighting and also refuses despair and hopelessness; 

critical thinking which involves perceiving and demythologizing 

reality in a way which actually transforms that reality. 

Freire suggests that critical thinking leads people to Say "'1 wonder' 

instead of merely, '1 dof" (1992, p. 36). This involves shaking off the 

restrictions of "the debased, dearly dehumanized, fantasized consciousness 



characteristic of massification" (p. 20). Massification dullç the possibility of 

cntical thinking through manipulation which ensures that people do not 

think. In a modem technological society, even in so called remote places like 

Nunavut, institutions, the media, and the marketplace ensure that our needç 

are met and our critical consciousness d d e d  so it is not necessary to think. 

This is what Chomsky and Herman (1988), refer to as manufactured consent. 

In education, for example, the provision of teacher-proof curriculum, 

strict, de-based discipline, and the exclusion from school of students who do 

not behave, or refuse to conform, can help to ensure that it is not necessary 

for educators to think very deeply about the purpose of education or their 

own roles. When most decisions in schools are made at the administrative 

levels and when consultation with educators is minimal then thinking and 

reflection is not required. When educators are regarded simply as workers 

who keep students busy and transmit knowledge, skills, and attitudes 

primarily through transmission, then Little thinking and less dialogue are 

required. Students emerging from this kind of education do not know how to 

think critically, are often alienated, disinterested in learning and are possibly 

more easily manipulated by the state, or by multinational corporations whose 

only interest is profit. ï he  cycle is complete; massification is successfd, 

consciousness is submerged, and the subject is dehumanized. 

Freirian analysis helps us to understand that education is in fact the 

practice of heedom and that critical thùiking involves the transformation of 

Our society. Freire's work has the utmost importance in Nunavut, a society 

only just emerging from colonialkm and suffering from leamed helplessness 

and dependency which leaves people stripped of their traditional cultural 

autonomy and pride. 

Freire tek us that resistance to critical thinking is part of the proceçs of 



emerging from semi-intransitive, naïve consciousness. This resistance is not 

overcome by rhetoric, persuasion, coeruon, or any other kind of 

manipulation. He says that "while no one überates himself by his own efforts 

alone, neither is he liberated by others" (Freire, 1969/1992, p. 53). Libertarian 

propaganda is not liberating. Freire (p. 55) argues that, "The struggle begins 

with men's recognition that they have been destroyed" and progresses 

through a humanizing pedagogy in which people teach each other. Without a 

humanizing pedagogy; however, change will not occur. 

Pauqatigiit espouses educator control of theK own leamuig. If thiç 

learning is to involve dialogue which leads to critical thinking and problem- 

posing then it is necessary to think about a Freirian approach very carefully. 

There are few examples of Freirian pedagogy being utilized within the teacher 

development literature. Jesse Goodman's account of collaborative work in 

Harmony school(1995, pp. 65-79), uses approaches that are dialogical and 

humble. Sultana (1995, pp. 131-145), uses Freirian pedagogy with student 

teachers, and Zeichner and Gore (1995, pp. 203-214), when they refer to the 

need for "greater humility and tentativeness about o u  accomplishments, 

ongoing reflexivity about ways to alter what we do and a more local focus for 

our actions" (p. 211), open the doors for the application of Freirian pedagogy 

w i t h  the myriad of more teacher-centered/teadier-empowered approaches 

that are now advocated so strongly. 

Freirian approaches are used extensively and successfdly in adult 

education, but the separation of fields means there is liffle examination of 

these approaches by teacher educators working in staff development across 

North America. It is my view that these possibilities warrant serious 

exploration with educators in Nunavut. 

In hi t ing  the discussion of problem-based professional leaming 



primarily to Freire, the approaches advocated by Dewey (1916/1966), which in 

tum led to inquiry learning and many other problem centered approaches, 

are not rejected. Ironically they do, however, tend to reflect a more technically 

rational approach which is quite linear and step-by-step and at this tirne do 

not seem as important to explore within Pauqatigiit. Staying true to Dewey's, 

original conception of problems which originate with leamers differs from 

the more artificial approaches which spring from his work. Supporting 

reflection which is intentional involves risk and suspense and generates the 

"joy of intelledual constnictiveness" (Dewey, 1916/1960, p. 187), which means 

we can stay close to Dewey's vision of problem-based learning. 

Teacher Narratives and Personal Practical Knowleds 

Personal practical knowledge, teacher narratives, biograp hy, 

autobiography and studies of teachers' lives and careers represents a huge 

volume of important writing within the teacher education and staff 

development field. In many ways the work in this area can be considered 

pioneering because it insisis that teachers' understanding is fundamental in 

the world of education. It seems strange that it is even necessary to state this, 

but, as Ivor Goodson says, teachers are "an occupational group that have been 

historically rnarginalized" (1992a, p. 15). He believes that work on teachers' 

üves, the sponsoring of teachers' voices "works against the grain of 

power/knowledge as held and produced by politicians and administrators" (p. 

Il). 

Connelly and Clandinin suggest that teachers' "way of being in the 

classroom is storied" (1995, p. 12). They describe the stories as "secret ones" (p. 

13) and state that, "in the end teaching is a secret enterprise" (p. 13). Teachers 



need these secret places where they feel d e ,  can take risks, and be cornfortable 

with their students. The secret places have another side of course. Lieberman 

and Miller (1992), talk about the d e s  teachers Live by which urge them to "Be 

practical. Be private" (p. 7). Private space can be abused, but is still vitally 

important. 

Combining the influence of personal biography with the desire for 

autonomy noted by Nias (1989), the picture of autonomous persons whose 

persona1 history is their major influence and who teach in secret, "safe" 

places called dassroorns starts to emerge. There are reasonable grounds to 

suggest that al1 changes WU be perceived from the standpoint of the teacher's 

personal lives, their biographies, and from their histories, habitus and 

heri tage. 

Teachers' biographies are their stories and through the sharing of 

biographical experiences their voices can be heard. Teachers are "grounded in 

their backgrounds, their biographies" (Hargreaves, 1994a, ix). Knowles (1992, 

pp. 102 - 106), references Barone (1987), Eddy (1969), Woods (1986) and 

Britzman (1985), all of whom consider biography to be a vital element in 

becoming a teacher. Deborah Britzman has suggested that teachers' 

conceptions of the roles of students and teachers are firxnly rooted in their 

own lives to such an extent that she feels student teachers display an over 

dependence on what she calls an "institutional biography" (1991, p. 238). 

Lortie also notes that teaders "emerge from their induction expenences with 

a strong biographical orientation to pedagogical decision-making'' (1975, p. 

81). 

We rnight condude from the research that teachers tend to teach as 

they were raised rather that as they are educated. Lortie goes so far as to 

suggest that teachers are "self-made" (p. 80), and suggests that "training in 



pedagogy does not seem to fundamentally alter earlier ideas about teadiing" 

(p. 79). Munro (quoted in Knowles, 1992 , p. 105), supports Lortie's statement 

when he says, "what the trainees bring with them into training may well 

have more çignificant impact on their teaching behavior than the training 

experience itself ." 

Goodson (1992a), points out that work in persona1 knowledge and 

teachers' lives involves revealùig "the deeply intimate and persona1 aspects 

of identity" (p. 15), which could be "misused by those who "employ, manage, 

control and direct teachers" (p. 15). Goodson fails to indude university-based 

researchers in hiç list, but his warning is wananted. Before exploring teachers' 

persona1 knowledge in greater detail it rnay be helpful to use Goodson's 

concem to consider other dangers inherent in the approach. 

Tom and Valli, in their critique of interpretivism (1990, p. 386), point 

out that there is a danger that the focus on the persona1 and practical suffers 

kom "new paradigm optimism". They mean that initial enthusiasm leads to 

innated claims for the importance of a new way of looking at teaching. Andy 

Hargreaves (1994a), always the skeptical voice, also warns that the celebration 

of the teacher's perspective can be "self-indulgent ... politically naïve .... 
narcissistically grandiose" (p. 73-74, emphasis in text). It is Foucault, however, 

who sounds the most M i n g  warning about approaches which focus on the 

personal. Gore and Zeiduier (1995, p. 208), refer to Foucault's use of 

"technologies of the self" that are part of the "modem diçciplinary society." In 

a disciplinary society confessional strategies such as journalizing, 

autobiography, and narratives involve sharing persona1 aspects of self whidi 

become instruments of "self-regdation and self-surveiuance" (Gore and 

Zeiduier, 1995, p. 208). When educators share theh more personal 

experiences with colleagues they are subjected to social surveillance in the 



form of approval and disapproval that in tum influence perceptions of the 

self as part of a normalizing process. Foucault suggests that in modem souety 

people are socialized to police themselves. Confession becornes a form of 

control. 

Exposing personal aspects of your identity can &O leave a teacher 

vulnerable to abuse, including ridicule, that can damage self-esteem in ways 

that defeat the espoused purposes of more persona1 approaches. The cynical 

and rational voices of teachers are heard just as often as the idealistic and 

emotional. Diçbelieving voices are adept at dernolishg the sincerity of 

'confessional' approaches and derailing attempts to bring a more persona1 

focus into teacher development. In Nunavut those who stress more persona1 

approaches have been labeled everything hoom bubbleheads to Pollyannas. 

While some bubbleheads are hard-headed enough to stand firmly and talk 

with the +CS, many are not. It is much more judicious to share the persona1 

aspects of teaching only in very safe spaces. Connolly and Clandinin (1995). 

stress the importance of sharing these secret, pradical stories, stating that "the 

possibilities for reflective awakenings and transformations are lirnited when 

one is alone" (p. 13). 

Our entire way of being and relating differs when we engage in 

discourse with self or others we trust. Language c m  remain personal, 

subjective, warm, and open. The discourse patterns change as we engage in 

professional conversations with those we trust less. The language becomes 

more rational, theoretical, controlled. In this way teachers protect themselves 

and put on their professional faces so they can be safe. Teachers should share 

their stories only when they tnist. Once trust is broken and violated it is 

virtually impossible to rebuild it. This is the terrain we walk into when we 

start d i s w i n g  teachers' personal practical knowledge and the approaches 



that support its exploration. Risky stuff indeed. 

of "extraordinary care [and] ethical procedures" 

No wonder Goodson speaks 

(1992a, p. 15), or Hargreaves 

discusses "ethical discourse [and] ethical p~c ip le s"  (1994a, p. 259). In asking 

educators to engage in this kind of practice we are admitting that profesional 

learning is a deeply peaonal experience and professing our collective ability 

to meet the ethical responsibilities ùiherent in such risk. We are also 

assuming that it is possible to create the kind of space and dialogue that can 

address the issues of race, class, power, gender, and sexual orientation that are 

frequently shared when we tell our stories (Lewis & Simon, 1986; Orner, 1992; 

Luke, 1992). We are setting up relationships that involve some very serious 

responsibilities around tnistworthiness, reciprocity, and equality. We need to 

know that participants in this process understand what is involved. 

Trust is one of the most fragile and vulnerable elements in any 

relationship and more personally based approaches in professional education 

are built on mtst. Hargreaves (1993, p. 253), speaks of the "reconstruction of 

persona1 trustff and w m  us that "it can &O reintroduce problems of 

patemalism and dependency" (p. 253). With these words ruiging out a 

warning, it is still vitally important to explore the whole area of persona1 

knowledge for it provides the basis for more critical reflection and 

transformation. 

The focus on self and personal meaning within this particular strand of 

teacher development reveals its links to phenomenology, existentialisrn, and 

interactionism. Connolly and Clandinin, whose work on teachers' practical 

knowledge is now very weU establiçhed, review the literature on studies of 

the persona1 conducted during the seventies and eighties (1988, pp. 14-19). 

They believe that many of the studies situate teachers in the present and feel 

that we need to be cautious about studies that are "cut off ... from the past and 



frorn the future" (p. 19). They define personal practical lcnowledge as "a 

particular way of reconstructing the past and the intentions for the future to 

deaï with the exigemies of a present situation" (p. 25). Connolly and 

Clandinin are interested in "understanding teaching acts in terms of 

personalized concrete accounts of people knowing" (1986, p. 16). 

Ln advocating the development of a personal philosophy and personal 

cumcdum, Comolly and Clandinin assert that knowing yourself is the bas& 

for understanding the curriculum of the students. The telling and retelhg of 

professional stories is a reflective process which articulates personal praaicd 

knowledge. The use of journals, biography, autobiography, picturing, 

document analysis, storytelluig, letter hting, dialogue, interviews, and 

participant observations are narrative tools that can be utilized in the 

development of a persona1 philosophy. 

"Elbaz's (1983), work marked the tuniing point in the research on 

teacher thinking" States Mary Beattie (1991, p. 88). She credits Elbaz with 

describing teachers' personal practical knowledge "in its own terms rather 

than in terms derived from theory" (p. 88). Elbaz, like several others working 

on personal practical knowledge, based her work on that of Dewey (1938)' 

Polanyi (1958). Shutz and Luckmann (1973), Maslow (1962), and Keily (1955), 

but she "showed that teachers hold and use their knowledge in distinctive 

ways" (Beattie, 1991, p. go), and "put forward a view of the teacher as an 

autonomous agent in the curriculum process" (Beattie) p. 91). Autonomy iç 

one of the key factors in agency and is identified as a critical component in 

Pauqatigiit though it suggests that a collective sense of autonomy needs to 

support and provide a balance to individual autonomy. 

A major cntiQsm of the personal knowledge 'industry', cornes from 

Denzin (1991, quoted in Goodson, 1992a, p. 9)' who scathingly deconstnicts 



biogaphy and autobiography when he says, "in a pornography of excess 

which leaves no secret uncovered, the biographical text, in a single, swift 

stroke, erases the boundaries between the public and the pnvate while it 

ceremonializes that which it has just exposed." He goes on to Say that our 

focus on the personal, seen by Lasch (1977), as the liberal antidote to the 

alienation experienced in capitalism, "diverts attention away from the soaal 

structures that have done the oppression" (Denzin, quoted in Goodson, 1992, 

p. 9). This is always a danger with the approaches advocated by Comolly, 

Clandinui, Elbaz, and Beattie, that rarely address issues of social justice and 

sornetimes tend to focus on narrow aspects of teachers' personal lives. 

There is also a more important consideration which is related to 

teachers' identity and their own understanding of location. Denzin may be 

forgetting that issues of social injustice are experienced and lived by many 

teachers. Teachers are not all members of the privileged white middle dass. 

In Nunavut many Inuit teachers, for example, have directly experienced 

debasing personal abuses associated with colonialism. They have been denied 

aspects of their humanity in the same institutions they are now working in 

(Lee, 1996). Racist practices continue and lead to exdusion which denigrates 

identity. 

The stories of women educators in Nunavut, or elsewhere, also 

involve experiences of exclusion, domination, and abuse that expose 

inequality, unfairness, and sexism in their lives. The persona1 is always 

political for those of us who are women and find that gender is a limiting 

factor in our ïives. The personal is always going to be political when some of 

our dosest women friends and colleagues are abused in ways that adversely 

affect their whole lives, and when so many of us remain doubly positioned 

with the right to work in the public sphere while assuming the full 



respowibilities for home and children (Luke, 1992). Most educators in 

Nunavut are women and share the legacy of a gendered identity. A criticism 

of the "persona1 is political" slogan in mauistream feminist consciousness- 

raising argues that it remained color b h d  (hooks, 1988), unaware of the 

issues of injustice experienced by women of color. Ln Nunavut, the tellhg of 

stories can be a meeting place between Inuit and their Qallunaat colleagues, 

enabling us to address colorbIïndness at the same time as w e  focus on issues 

of raàsrn, sexism, patriarchy, and power within education. The stories shared 

in this context always have poüticd implications. The problem is surviving 

the sharing of constant, debilitating pain that is the result of oppressive sotial 

structures and attendant hegemony. Denzin may have lost touch with the 

kind of world some of us inhabit in our teachirtg, and 1 suspect the same 

experiences are shared by educators teaching in aboriginal contexts, or inner 

city locations, all across North America (Fine, 1994; Ladson-Billings, 1994; 

McCarty, 1994; Nieto, 1992; Dehyle, 1995). Our stories of pain unite us. We 

must continue to tell our stories and to understand them as political 

experiences. 

Peter McLaren says that "Translating an experience into a story is 

perhaps the most fundamental act of human understanding" (1995, p. 92). 

Narrative provides us with the ability to theorize because "theories have a 

story to tell about social life" (McLaren, 1995, p. 93). We need much more 

storying of theory and theorizing of our stories. Teachers are the ones who 

need to be telling and sharing their pa ihd  stories and doing their own 

theorizing. Researchers and academics rnay be able to help, provided they are 

not the kind of "defanged intellectuals" referred to by Edward Said (1993, p. 

303). The savage inequalities that stream from the stones shared by Nunavut 

educators are a faar cry from the narcissistic aggrandizement that is so feared by 



Hargreaves (l994a). 

Mary Beattie, like many practicing teachers, "was strongly attacted to 

the spirit of this research because it adopted a teacher practitioner perspective 

which acknowledged the teacher as a knowing, experienced professionai" (p. 

71). Beattie found the emphasis on personal practical knowledge spoke to her 

own experience, affirming her personal and professional identity, bringing 

them together to provide a mu& deeper understanding of her teadiing. 

While Beattie does not address political aspects of personal practical 

knowledge, she still speaks powerfully to the reality of teachers' lives. This is 

why the work in personal practical knowledge is so vital and needs to be 

considered within Pauqatigiit. It starts with teachers' own experience and 

interpretation of that experience. It is a pragmatic, realist approach whkh 

starts with teachers' reflective interpretation and can lead to critical 

particularly when stories and narratives are shared with colleagues. 

thinking, 

Maxine 

Greene (1995, p. 20) writes of, "A r e f ldve  grasp of our life stories and of o u  

ongoing quests, that reaches beyond where we have ben ,  depends on our 

ability to remember things past. It is against the backdrop of those 

remembered things and the funded meanings to which they give rise, that we 

grasp and understand what is now going on around us." 

Inuit E d u c a t i ~ m  

A dissertation which relates to professional education draws largely 

from academic references within the educational field and as such it is 

inherently biased. While the case may have been stated over and over again 

in this dissertation, the majority of academic writing, regardless of its efforts 

to write, or teach "agaiwt the grain" (Simon, 1992), suffers from linguisism 



(Mullard, 1988) and derives from a 

Graeco-Latin lexicon (Corson, 1993, 

Western perspective, using words from a 

quoted in Cummiw, 1996, p. 95). 

Efforts to work outside this dominant discourse bring to muid some 

feminist writing and Audre Lorde's now well known declaration, "The 

master's tools will never dismantle the master's house" (1984). Lorde calls for 

the creation of new voices and perspectives, for a different way to represent 

the expenences of women, but Gayatri Spivak a h  says that, "our only power 

... [is] the power of the hegemonic, western-educated liberalism that inhabits 

us" (1990, p. 71). 

What does this say about the efforts of Inuit educators working to 

create an educational system that reflects their world view, their voices, 

hiçtory, and epistemology when they were educated up to the degree level in 

a school system which represents the dominant discourse, or what Phillipson 

(1988, p. 341), refers to as the "international linguistic hegemony of English." 

Inuit share their language and a radically different history, based on different 

values and ways of relating to the world. Their oral history and the harsh but 

comected life on the land provide a powerful legacy for Inuit educators. The 

following narrative piece speaks to this difference: 

Inuksiaq was very protective of the environment around him: the 
great beautiful land which his people rightfully owned and the delicate 
animals that he loved with all his heart and who had become his 
friends. He was old enough to have learned the many habits of the vast 
hu i t  lands and to respect those habits whenever possible .... The world 
of the settlers was destroying the hui t  bit by bit with their new beliefs 
and moral values ... But huksiaq's family and a handful of Inuit had 
sense enough to look away from this co1ou~:ful world and tum to the 
Inuit values which were once again priceless to them. These values 
were based on living in harmony with nature, produchg nothing but 
peace within their souls. (Ipeelie, 1988, p. 249) 

Inuksiaq goes on to have a conversation with his friend Tuktuaapik, 

the caribou. They talk about the destruction of the land through mining. 



Tuktuaapik, the optimist, says "We will survive through the sufferïng we are 

about to experience. Just you wait and see" (p. 252). Inuksiaq is not so sure and 

cries out, "Damn those invaders! ... Damn it, don? they see that we want to 

live too!" (p. 252). Alootook Ipeelie's wriüng powerhdy illustrates the sense 

of deseaation that is felt when land is destroyed, but the land is a metaphor 

for the mind and spirit, and he also speaks of the destruction of culture, 

heritage, and identity which takes place within a school system that is based 

on a southern Canadian way of understanding the world. John Amagoalik 

has said, "The huit now realize that their culture and language cannot be 

protected for them by others .... The hui t  realize that the protection, 

preservation and development of their culture is their responsibility and 

theirs alone" (NWT Land Claims Commission, 1978, p. 4). 

Over the last twenty years huit  educators and parents in Nunavut 

have worked towards the creation of a school system which reflects their 

values and way of learning, thinking, and understanding. It is an effort which 

work  against the grain and whenever possible uses Inuit tools. These tools 

include Inuktitut, elders as a source of inspiration and knowledge, and the 

educators themselves as younger Inuit reaching badc into their past as well as 

stretching forward into a modem Inuit society. Many of these younger Inuit 

struggle to make sense of this transitional space and make "footprints" in 

what is a new cultural space (Fortes, persona1 communication, Mardi 2, 1997). 

This involves a slow and often arduous struggle. However, as more and 

more huit educators become involved in the process, progress is evident- 

Some of these efforts may suffer from "the assertive early stages in the 

nativist identity" (Said, 1993, p. 229), and may sometimes be labeled as self- 

indulgent, angry, or narrow. Said reminds us that "moving beyond nativism 

does not mean abandonhg nationality, but it does mean thinking of local 



identity as not exhaustive" 

space to work out issues of 

(p. 229). Inuit educators in Nunavut need the 

identity but this must take place on their own 

terms and in theK own way. 

Inuuaatieiit: Cumculum from the Inuit Perspective (GNWT, 1996) 

represents the efforts of Inuit educators to create a curriculum that "focuses 

on the enhancement and enridunent of the language and culture of Inuit 

students" (p. 3). 

The foundation for Inuuqatigiit cornes from Inuit philosophy. The 
name of the cumculum, Inuuaatigiit, means M t  to Inuit, people to 
people, Living together, or family to family. It impües togethemess and 
family unity between people. This is the foundation of the curriculum: 
a unity of Inuit philosophy for the benefit of the duldren, teachers, 
schoois and comrnunities. (p. 3) 

The philosophy is inclusive in that QaUunaat educators working in 

schoois are encouraged to implement Inuu atiPiit and promote Inuit values 

and culture even as they teach in English and help students acquire the skills 

necessary to live and work in the contemporary souety. Aspects of Inuit 

ontology and epistemology are not readily accessible to Qallunaat. Qallunaat 

educators cannot experience the world as Inuit do. Neither can Qallunaat 

educators, regardless of their valiant efforts, really walk a mile in theK 

colleagues' kamiks and understand what it is to know and understand from 

an Inuit perspective. It is too easy to minimize the difficulties of 

understanding different worldviews (Coaon, 1995b, 199%). However, Inuit 

experience and identity is neither fixed nor inaccessible. They are shared 

through dialogue and experiences with Qallunaat colleagues, just as 

Qallunaat can share their experiences and stories of identity with Inuit 

colleagues. We can cultivate what Jim CuLnrnins (1996), c& an intercultural 

orientation, which fosters understanding. We can develop empathy, but 

above all we can create the space that enables all of us as coIleagues to 



articulate, express, and record our experiences and our understandings. 

can tak  to Qailunaat about how they would like space to be wated  and 

discuss ways for Qallunaat educators to support the development of an 

school system. The creation of open dialogue, and the building of 
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huit 

hui t  

understanding is fundamental in Pauqatigiit and c m  be an antidote to the 

kind of ethnicism discussed by Mullard (1985,1988), and Skutnabb-Kangas 

(1988). 

The Subtle Domination of Reflective Practice 

Conçtmctivism, reflective practice, teachers as researchers and critical 

intellectuals, problem-based leaming, and narrative approaches all teII us a 

little bit more about the development of personal understanding and 

teacher's knowledge and provide helpful approaches that can be considered in 

Pauqatigiit. These theories and strategies must be discussed carefdy, 

however. They constitute a powerful hegemony which c a n  easily dominate 

in discussions of professional leaming. They sound attractive and appealing 

to teachers and certainly require serious consideration. 

What seemç to be certain in ail the discussion of reffective pradice is 

that the experiences of educators need to be a starting point for Pauqatigiit and 

that narrative accounts of experience can yield powerfd accounts of reality 

(Bhaskar, 1989). John Amagoalik says "the presence of our ancestors within 

ourselves is very strong" (1977, p. 164), and Betsy Annahatak says that while 

students "wait to be taught ... elders are also waiting to be watched as models" 

(1994, p. 17). Stories and narrative experiences of students, elders, and 

educators have immense power, potential and importance within educator 

development in Nunavut. "AU of Inuit history, knowledge, values and 



beliefs were passed on from generation to generation by word of mouth" 

(Inuuaatieiit, 1996, p. 19). It is through stories, as well as experience that is 

storied, that Inuit continue to share this rich oral culture which involves 

connection to tradition and maintains vital links to the land, the anirnals, 

and Me. Stories are told to explain the way people behave and to shape 

behavior. Sharing stories orally may be a more Inuit way of capturing 

experience and needs to become a much greater part of professional 

education. 

There also needs to be ongoing discussion about the different ways that 

huit and Qallunaat educators view the world. Such discussions aiert 

Qallunaat educators to subtle cultural differences and help them to avoid the 

dangers of ethnicism. Geertz (1983, p. 59), says that the view of the person as 

independent, "bounded" is "a rather p e d a r  idea withh the context of the 

world's cultures". In Inuuaatim it states, "Inuit see life as an unbroken cycle 

in which everyone and everything has a role" (GNWT, p. 31). 

Interdependence, sharing, respect, equality, patience, and cooperation 

al1 supported harmony within the traditional souety. Independence and non- 

interference are also key values in traditional Inuit life, though they differ 

conceptually from Western individualism and pnvacy. Independence in an 

Inuit sense is related to "innovation, resourcehilness and perseverance", 

which ultimately increased "the chance of sumival for the individual and the 

group" (Pauktuutiit, p. 15). Increasing individual wealth or attaining power 

for self was not part of lnuit independence. Non-interference is related to the 

value of equality. Inuit do not tell each other what to do and "feel a certain 

degree of discornfort when exercising authority over other Inuit" (Pauktuutit, 

p. 17). Non-interference involves a tolerance and a consideration of others 

based on the belief that everyone has a role and a contribution to make. It 



aeates space 

of privacy in 

for everyone to be involved. This differs radically from the ethos 

Western society which involves keeping distance, knowledge, 

and information from others. This is not the Inuit way in Nunavut 

cornmunities where people are always welcorne in each others homes, doors 

are not locked, and children wander from house to house in the 

communities. in the haditional way, which is changing, everyone exercised a 

gentle, disciplining, caring effect on chiIdren. There was a consistency in 

way children were treated which brought continuity into the traditional 

society, a continuity that younger huit  now search for in their lives. 

Before closing this section it is important to stress the enormous 

the 

changes in Inuit traditional life and culture whidi mean that the values and 

beliefs described in this section are evolving, changing and even being 

discarded by some Inuit. The seduction of popular culture, the power of 

television, the dominance of English, and the wealth and comfort associated 

with the Qallunaat way of life, al1 guarantee the rapid erosion of cultural 

values. The work of Louis Jacques Dorais (1987,1989,1992) in language, and of 

Martha Crago and her associates (1988,1992,1991,1993), who look at the 

evolving interaction patterns between caregivers, teachers, and dùldren c m  

tell us a great deal about the way things are changing and may be helpfui in 

addressing cultural and linguistic losses. These are indeed deep cultural and 

linguistic losses, wounds that will be felt for generations. 

The healing of these wounds is part of what could be called a pedagogy 

of possibility and hope in Nunavut. In adaiowledging pain and the need to 

recover, Inuit are readiing towards a new future and towards a school system 

which is part of the collective recovery of their people. It is vitally important 

that Inuit educators are given the kind of space and time to recover and find 

the collective strength to build an Inuit school system. The implementation 



of Inuuaatieiit must involve thk kind of process so that the passion, 

cornmitment, excitement, and dedication that accompanied its development 

c m  be maintained. Creating the space for the collective and individual 

articulation of values, beliefs, and stories becomes a cnticdy important 

priority within Pauqatigiit. 

Conclusion 

This dissertation suggests that Foucaddian ethics based on a care of self 

can provide a strong foundation for the development of practices that can 

enable educators to be more aware, critical, and careful in their professional 

iives. Care of self involves reflecting and laiowing the self as it is connected 

with hiçtov and society. The kinds of reflective approaches reviewed in this 

diapter can be very usefd in ins process. They c m  provide powerful ways of 

implementing more ethicaliy based practices in professional education in 

Nunavut. 



Chapter Eight 

Power, Ownership and Control in Professional Education 

"It is not a matter of emancipating tmth 
from every system of power (which would be a chimera, 

for truth is already power) but of detachhg the power of truth 
from the forms of hegemony, social, economic and 

cultural, within which it operates at the present tirne." 
(Foucault, 1972/1980, p. 113) 

Introduction 

In this chapter relations of power are examined as they operate 

institutionally within professional education in Nunavut In Pauqatigiit the 

desire to establish practices of freedom translates into the slogan "educator 

ownership of educator development" (Nunavut Boards of Education, 1995b, 

p. 6). Establishing educator ownership of professional education, however, is 

not a simple matter of empowering teachers, establishg professional 

development cornmittees in schools, and having ail agencies represented on 

the Pauqatigiit Cornmittee. It involves a much more complicated process of 

understanding how power and discourses associated with power affect 

educator ownership of any initiative within the school system. It involves 

realizing that power affects our relationships with ourselves and with our 

colleagues, and that working towards consensus and teacher empowerrnent 

can actually become a regulaüng device that has the potential to work against 

educator ownership in schools. 

The analysis of power relations in this chapter suggests that 

relationships that promote practices of freedom that are inherently ethical are 



always dialectical and constantly examine their own discourse. These 

dialectical relationships are characterized by an equality and reciprocity that is 

very di f f id t  to establish, particularly when such relationships rnay not serve 

the interests of those who presently hold instihitiondy legitimated positions 

of power within the educational hierarchy. In other words, existing power 

relationships may adversely affect educator ownership and the 

implementation of ethically based professional education in Nunavut 

schoo 1s. 

Power, Tmth and Freedom 

Foucault suggests that one can "never be 'outside' power" (1972/1980, p. 

141). Power is present in all our relationships with others. It is present in 

every interaction which takes place in our lives and is controlled in discourse 

which centres around versions of what is accepted as the truth. In discourse 

we make judgments about statements we accept as true or false, but this is 

highly influenced by the social, economic, and cultua1 hegemony that 

Foucault refers to in the quote which introduces this chapter. This hegemony 

operates invisibly to influence the way relations of power affect our daily 

interactions with students, parents, administrators, and colleagues. Foucault 

refers to thk constant understanding and negotiation of power as the "politics 

of mith" (1972/1980, p. 132). He daims that a battle about the "status of tnith 

and the economic and political role it plays .... is linked in a circular relation 

with systems of power which produce and sustain it" (1972/1980, pp. 132-133). 

Foucault does not envisage power as a monolithic, juridical, totalizing, 

all-encompassing force, though he feels that most orientations to power are 

conceived of in this way. He believes there "are no relations of power without 



resistances" (1972/1980, p. 142), and that power is available to be used within 

networks established by the institutions in our society, inchding the f a d y  

and school. As we resist dominant forms of power we m o d e  games of truth, 

establish foms of consensus, change the des ,  and establish "practices of the 

self, that will allow us to play these games of power with as little domination 

as possible" (1994/1997, pp. 297-298). Foucault links games of truth and power 

to freedom and ethics. Relations of power can establish practices which '%hg 

out the freedom of the subject and its relationship to others -which 

constitutes the very stuff [matière] of ethics" (1994/1997, p. 300). If we accept 

Foucault's conception of power, then freedom from domination in our 

relatiowhip to ourselves and others becomes a major ethical focus for our 

lives and a central concern in our efforts to leam, change, and teadi. 

Foucault feels that when power, in the authoritative or dominant 

sense, is viewed as the basis of our political institutions, the subjed becomes 

one that is controlied by the law, by government, and by the institutional 

constraints imposed to maintain order. This is supported by Noam 

Chomsky's work on power as it operates within contemporary society and 

govemment (1997). Most existing institutions and the relationships within 

them operate to control or regulate behavior according to accepted games of 

truth and power. In Western culhues these games of tmth and power are 

inex tricab ly linked to capitalkm and the operation of economic ra tionalism 

(Chom~ky, 1997, pp. 70-93). 

Education, as one of the major institutions in our society, accepts 

games of trulli, power, and discourse established by the status quo within its 

hierarchicd bureaucraties and as a result is often more interested in issues of 

control than issues of freedom. Relationships within educational institutions 

and hierarchies tend to become those in which domination in order to 



control, rather than dialogue in order to promote minimum domination, 

occupies a great deal of time and effort. As David Corson (1995a, p. IO), points 

out, relationships of domination work effectively through the generation of 

consent and the use of self-disciplining techniques that are remarkably subtle 

and effective. Force or overt domination tends to generate active resistance, 

whereas discipline that is hegemonically controlhg operates invisibly to 

create orderly conduct, the acceptance of d e s ,  self-monitoring of behavior, 

and the appearance of calrn. In professional education our acceptance of, or 

consent to, the d e s  established by the academy, the staff development 

agencies, school boards, and ministries of education control the way we leam. 

In professional education relations of power maintain elaboate garnes of 

tnith that are sustained by establishing all kinds of formal qualifications that 

are required in order to be considered a competent professional. Educators are 

consequently tied into career long cycles of professional leaming that may not 

actually serve their identified interests and needs, or address the realities they 

face in classrooms, 

On the other hand, because educators can pursue their own freedom 

within any institutional context, they c m  effectively use a variety of leaming 

experiences for their own benefit, often adapting ideas and concepts to suit 

their own purposes. There are many ways to resist and avoid hegemony 

within professional education, particularly once it is understood. Educators 

who understand how power operates within professional education are in a 

far better position to make decisions for themselves, and educator ownership 

of professional education can become more that a slogan. 

Foucault suggests that in order to be free to h o w  ourselves and 

establish relations of power that are characterized by a minimum of 

domination, we need to uncover hegemony and understand how the social 



order we take for granted is operating so that we accept and perpetuate its 

truth. In professional education we need to look beneath the surface of 

workshops, courses and forms of professionai learning to discover whose 

interests are really being sewed and find ways to ensure that we, as educators, 

understand what is happening when we participate as Ieamers in any 

situation. Inevitably this involves uncovering power relations in a 

"penetrative perception of the present" (Foucault, l W î /  l%O, p. 62). Our 

freedom as educators k secured as we ensure that professional learning 

experiences actually meet our needs. 

Relations of Power 

Jim Cummùis (1996), suggests that relations of power are of 

fundamental importance within minority educational contexts such as 

Nunavut, where one group holds more institutional power than another. 

His Intervention for Collaborative Empowement Framework (1996, p. 138), 

stresses the importance of interactions between educators and students in 

promoting acadernic success and persona1 autonomy. In Cumminsf 

framework, coercive relations of power in schools are seen to contribute to 

ambivalent or insecure identities for minority students, which leads to 

various forms of resistance and acadernic failure. Collaborative relations of 

power, however, tend to promote more positive outcornes for students. A 

considerable amount of research is uted to support his position (1996, pp. 97- 

113). 

Adduig Foucauldian analyses of power to the Cumminç framework, 

we see that collaborative relations of power are based on the belief that power 

is available to be used positively and ethically in our daiiy interactions in 



order to promote practices of freedom, while coercive relations of power are 

present within institutionaI structures which tend to promote control and 

govemance through rules, policies, procedures, and rituals. In this chapter, 

dominant, passive, and collaborative relations of power, and resistance to 

domination are considered as they operate within schools and professional 

education in Nunavut. Dominant relations of power are seen as maintaining 

the s ta tu  quo and Iirniting educa tors' professional growth, while establishing 

collaborative relations of power promotes positive diange as well as changing 

the way power operates within an educational hierarchy. 

Institutional Power in the Educational Svstem in Nunavut 

Chap ter Four of this dissertation examined the post-colonial world of 

education in Nunavut in some detail. That world is based on colonial 

structures which prornote the intellectual, cultural, linguistic, and spiritual 

domination of huit in the institutions they encounter in their daily lives in 

Nunavut. Bureaucraues legitimize the use of hierardiical authority and 

power to bring order and well-being to the lives of Nunavut residents. While 

the authority exercised within hierarchical bureaucracy is often characterized 

as ben@ or benevolent by those who try to work within its structures, it is 

inherently patemaliçtic, because, in spite of legislated policies on traditional 

knowledge, dominant values and historical patterns of behavior assume that 

the worldview and way of life of one cultural group is good for another 

cultural group. 

Aspects of this struggle are illustrated in a Globe and Mail article 

(August 16, 1997, p. Dl), which tells the story of a govemment bureaucrat in 

the NWT who openly criticizes policies which relate to the incorporation of 



traditional knowledge into policy making. The artide demonstrates that 

individuals worlcing within government institutions may not be aware that 

their attitudes are paternalistic and that their thinking and the policies they 

are developing reflect Eurocentric values that are often diametrically opposed 

to aboriginal ways of being in the world. In this case it is the government 

itself that is hying to change, whife the hegemonic attitudes are camed by the 

employee. 

Situations withui education that are potentially coercive uidude: 

delivering programs and services in hglish with Mdequate or non-existent 

translation, the use of policies and paperwork that require individuals to be 

processed, documented, informed and questioned in ways they may find 

offensive and alienating; schools, or board of education offices that are 

depersonalized and southem in appearance; and the presence of Qallunaat in 

most positions of power. Most Nunavut schools and board offices are actively 

promoting more Inuit ways of doing business and usually ensure that 

documents are translated and that schools reflect aspects of the culture. These 

gestures help to break d o m  the presence of dominant or coercive relations of 

power. However, as long as the people promoting these practices are 

Qallunaat, they may have a very limited effect. 

Though QaLIunaat constitute a 15% minority in Nunavut they 

presently hold most of the positions of power within govenunent 

institutions and are given the responsibility to exercise authority and 

establish d e s ,  policies and procedures that guide the lives of the 85% 

majority Inuit population. Ln the school system for example, Inuit hold a total 

of 16% of the leadership positions while Qallunaat hold 84%. This virtually 

reverses the dsmographics in Nunavut, giving Qallunaat school 

administrators a great deal of administrative power within the educational 



system. Numerically this meam that approximately 18 Inuit voices speak out 

from positions of leadership while 89 QaUunaat voices express their views 

from positions of leadership in the system. This places a large burden on the 

18 huit  educational leaders who are frequently called upon to represent an 

huit voice and perspective in educational matters. It also means that the 

Qallunaat in positions of authority are required to represent the perspectives 

of both Inuit and Qallunaat educators in their work. While Qallunaat 

educational leaders may share their understanding of the perspective or 

opinions expressed by Inuit staff members in their schools, there are some 

problems in interpretation and representation when the members of a 

majority cultural group speak for the members of a minority group. 

Increasingly minority perspectives need to be represented by individuals from 

that particular group, and it is becoming increasingly difficult and suspect to 

hy and represent others in many contexts. The need to have Inuit voices 

represent the concerns of Inuit is becorning a pressing concem. It is no longer 

acceptable to have Qallunaat administrators speak for the huit  members of 

their staff. 

Ethical discourse and practice within Nunavut requises that the 

concepts of consent and consensus are examined very carefully. It is quite 

possible that ethical discourse requires the establishment of different forms of 

discussion, representation, and agreement than the existing practices which 

presently prevail and tend to privilege Qallunaat voices. For example, 

meetings conducted according to the d e s  of discourse that are taken for 

granted in the south may tend to silence Inuit participants. David Corson 

(1993), in discuçsing aspects of these issues states, "we need decision-making 

that sincerely responds to the evidence of the cultural structures that non- 

dominant groups value" (p. 45). 



uidividuals accepting teadiing positions or positions of authority in 

the Nunavut educational system can choose to use their institutional power 

coercively, passively, or coliaboratively. This is true for ail interactions with 

students and colleagues, be they Inuit or Qallunaat. Choices with respect to 

the use of power are govemed by a multitude of factors but ultimately they 

corne down to an awareness of interactions between people in specific 

contextç. These interactions are influenced by the intersections of 

race/ethniciiy, ciass/socio-economic level, gender/sexuality, age/elder status 

(Fine, Weis & Powell, 1997, p. 254), as well as one's position in the 

educational hierarchy. They pivot around conceptions of respect as central in 

building ethical relationships which acknowledge difference at the same tirne 

as they build equality. 

Applying Cummins' framework to relations of power between 

educators would mean that coercive relations of power present in 

interactions could result in the development of ambivalent or insecure 

identity, while collaborative relations of power could conhibute to the 

development of a strong sense of identity and feelings of empowerment. 

These possibilities are explored in this chapter under the following headings: 

Dominant, or Coercive Relations of Power; Passive and Non-Reuprocal 

Relations of Power; Reaprocal, Collaborative, Negotiated Relations of Power; 

and Resistance to Power and Practices of Freedom within Relations of Power 

in Professional Education. The work of Roberts and Blase (1995, pp. 55-70), 

Waite (1995, pp. 71-86), and Conon (1995a, pp. 87-110), provide insight into 

micropolitical aspects of discourse patterns. Charles Taylor's (1996), work on 

the politics of recognition provides the basis for a consideration of reuprocity 

in relationships. [Blell Hook's (1988), writing on self-transformation within 

relations of domination, as well as Michel Foucault's ethics (1997, pp. 281-301), 



provide a grounding for this discussion. The recent work of Giroux (1997), 

Fine, Weis and Powell (1997), and others working on conceptions of 

difference inform and strengthen my understanding of ethnicity, difference, 

and community within the educational context in Nunavut. 

Everyday interactions in Nunavut schools are exceedingly complex and 

I am not aware of any research conducted on the discourse which takes place 

between Inuit and QaUunaat educators, or between faalitators of professional 

education sessions and participants in workshops and courses; therefore, 

comments with respect to patterns of interaction must rely on work 

conducted in other contexts. 

Discourse analysis is an area of great importance because 

understanding reiations of power as they are revealed in communicative 

interactions is fundamental in enabling individuals to understand 

themselves and achieve the freedom necessary for agency. Agency, which in 

this case describes the ability to act in a critically aware manner that exercises 

ethico-political judgment within a culturally diverse context, is essential in 

enabling educators to take ownership within professional education. 

Examining relations of power can be very usefd in idenhfylng 

potential obstacles to progreçs. Fine, Weis, and Powell, after years of working 

in multiracial educational settings, write about "bumping up against the 

stubbom persistence with which the formal structures, ideologies, informal 

practices of schooling and often cornmunity Me, resist indusion (1997, p. 249). 

Often the obstacles are unconsaous, unexamined, and taken for granted 

because they are deepiy persona1 and relate to the way Inuit and Qallunaat 

interact with each other in schools and within professional education. They 

are frequently obstacles that relate to differences that are misunderstood, 

taken for granted, or given no space for expression. 



The categories of Inuit and Qallunaat, while they are vitally necessary 

in defining important cultural differences, can also build barriers to 

communication and understanding between the two groups in the school 

system. Few individuals in Nunavut seem to want to discuss issues of power 

openly. The word power evokes distaste. In Inuktitut the word for power 

translates as strength and some individuals have suggested that it should be 

used in preference to the word power. The word power is saturated in 

negative connotations from the past and its meaning might be renegotiated 

within an huit conception of the term. 

Dominant or Coercive Relations of Power. Dominant or coercive 

relations of power bring to muid conceptions of force or power-over others 

that is oppressive. In the context of schools, or professional education in 

Nunavut; however, dominant, or coercive relations of power can operate so 

invisibly that people rnay not be aware that their interactions are actually 

reflecting dominance that is pervasively present in the society. 

Acceptance of the authority of Qallunaat has a long history in 

Nunavut. In the past Q a h a a t  often told Inuit what to do in a variety of 

situations, and patterns of dominant and passive interactions were 

established. When someone believes that they know what is best for another 

adult it is very easy to treat that person in a way that is condescending. No 

matter how carefdly individuals might try to conceal their real feelings, the 

power relations in interactions easily become domuiating because the 

recipient is accepting a passive or acquiescent role. Even persuasion which 

involves the presentation of reasons relating to the benefits of one parücular 

way over another may not provide a context within which negotiation can 

take place. Questions and choices may be very limited. Agreement or silent 

complicity is quiddy taken as acceptance and neither party involved in the 



interaction may realize that patterns of domination now charactefie the 

relationship. 

An example of coercive relations of power operating within 

professional education in Nunavut involves bringing educators from the 

communities to attend NTEP courses in tqaluit without providing a 

negotiated process whch might enable them to make choices about their own 

learning. In the past educators sometimes amved in Iqaluit without even 

knowing which course they would be taking, or how that particular leaming 

experience fitted into their teacher education program. Minimal discussion 

with the individu& affected sometimes led to a great deal of confusion and 

pain. Patterns of cornpliant obedience to authority established over a lifetime 

tend to establish learned helplessness. It is not easy to establiçh educator 

ownership in a context where these kind of historical pattern predominate. 

Coercive relations of power cm take place between Qallunaat just as 

easily as they do between huit  and Qallunaat. They are also present in 

relationships between Inuit, particularly when differences in educational 

level and fluency in English provide an individual with more power in 

interactions. Condescension, impatience, and ignoring can signal the presence 

of coercion and provide interpersonal evidence that one person may feel 

superior. A patriarchal or mahiarchal interaction often has a caring, h d l y  

face. Condescension can be benevolent, overly indulgent, or fawning. Its 

presence usually means that the interaction is not characterized by reaprocity, 

equality, or negotiation. 

Those who are interested in helping and supporting others can very 

easily slip into patriarchal or matnardid roles that can be coercive. 

Sometimes Qallunaat who are the most anxious to avoid being racist and are 

deeply comrnitted to supporting Inuit, project a kind of matemal or patemal 



concem that can be suffocating for those who become the objectç of such 

attention. The guiit or pity that drives these interactions means that it is 

difficult to establish relatiomhips based on equaiity. 

In order to minimize the possibility of perpetuating relations of 

domination and coercion we need to corne to terms with o u .  whiteness, or 

Inuitness, our southemess, or northemess, our privilege, or lack of it, our 

education, or lack of it, our gender, our clasç, our linguistic ability and 

inability, our economic advantage and disadvantage, our cultural 

socialization, our competence and conmitment as educators, our position in 

the educational hierardiy, and our humor, or la& of it, as potential 

contributors to dominance, passivity, or assertiveness within our relationship 

to ourselves and with others. Each of these factors position us in power 

relations that can very easily become dominating or coercive. Though power- 

over others c m  be almost invisible and is usually denied, it can be recognited 

if we are C O ~ S ~ O U ~  of our feelings and sensitive to the subtle s i p  of 

discornfort or uneasiness in our interactions. 

[Blell hooks (1988, p. 113), uses the term white supremacy, rat& than 

racism when she talks about the way white people relate to black people and 

people of color. She says that white people "cannot recognize the ways their 

actions support and affirm the very structure of racist domination and 

oppression that they profess to wish to see eradicated." Henry Giroux refers to 

opening 

a theoretical space for teachers and students to articulate how their own 
racial identities have been shaped within a broader r a d t  culture and 
what are the responsibiüties they might assume for living in a present 
in which Whites are accorded privileges and opportunities (though in 
cornplex and different ways) largely at the expense of other racial 
groups. (1997, p. 314) 

Qallunaat educators need to become involved in analyzing some of the 



complex ways that their Whiteness can involve them in interactions that can 

be dominating. Qallunaat instnibors and faalitators also need to consider 

how their ethnicity, gender, and class have socially both cowtnided their 

attitudes and the way they relate to their students. As Inuit gain more power 

within Nunavut and take over positions of authority, they will need to 

discw the way in which their e t h ~ a v ,  educational expertise, and 

hierardiical power can become a source of domination over both lnuit and 

Qallunaat colleagues. As long as these matters are never discussed, 

individuals will continue to engage in power and language games that can be 

immensely but unintentionally hurtful to theK colleagues. 

Hierardiies give people power-over others in ways that enable them to 

make decisions that can deeply affect personal aspects of educators' lives 

including identity, belief in self, economic survival, dignity, and integrity. For 

example, those who hold administrative power as principals or school board 

administrators make decisions about hiring, evaluating, supporting, or 

disciphkg educators. An interaction between an adminiçtrator and an 

educator provides an opportunity to exerke power-over another human 

being. This power can become dominating simply by failing to listen 

respectfully, or by ignoring, or failing to be aware of the needs or interests of 

educators. 

In most school systems educators need to ask for administrative 

support if they want to team teach with another educator. The same thing 

takes place when an educator wants to take some tirne away from a dassroom 

to become involved in professional development. When someone must ask 

for permission or support they must first of all get through the interpersonal 

interaction involved in initiating the request. In the case of some Nunavut 

educators this may take a great deal of courage for it may involve sitting in an 



office and facing a person who holds a position of authority. This c m  be a 

potentially humiliahg experience. Your ability to express the idea may 

adversely affect the way it is understood or accepted, and if you are working in 

a second language there is a possibiliiy that you may struggle to articulate 

ideas dearly. 

The opportunities for an administraior to exercise control and 

therefore dominate the interaction are signihcant. Silence can be used to 

create discomfort and assert power. Taking a phone call  in the middle of an 

interaction can become dominating because it may indicate that an educator's 

agenda is not really important. Once a request is made there is usually a 

period of waiting for approval or denial. This tune can involve a few seconds, 

or days, weeks, or months while someone investigates, talks to others in the 

hierarchy or Education Council, consdts with other educators and ensures 

that the right decision is made. An administrator can choose not to raise the 

matter again, or unuitentionally forget, which means the educator is forced to 

ask about the progress taking place, once again positionhg themselves in an 

interaction that is potentially coercive. 

Administrators may not realize that educators can suffer a great deal of 

stress when they are involved in these kind of interactions with people who 

hold power-over them. Administrators who are desaibed by educators as 

unapproachable may think that they are easy to tak to. They do not realize 

that the way they interact with their colleagues is cauçing such discomfort. 

Most administrators in Nunavut are Qallunaat males. Their power-over 

others is influenced and affected not only by their position in the hierarchy 

but also by their ethniaty and gender. Most educators are women. Wornen 

educators must ask male administrators for permission and approval in 

thousands of interactions throughout thW careers. When even some of these 



interactions are demeaning, awkward, or embarrassing, women educators 

may simply avoid the interactive context which in hun rnay prevent them 

from engaging in professional learning they might desire. 

Inuit men and Inuit and Qallunaat women administrators have 

power-over others in many ways and face complex interactions in 

interpersonal relationships (Wodak, 1995). Assuming a position of 

responsibility in a hierarchy increases the necessity of considering power 

relations as they affect your interactions with others. Ethical professionai 

practice and ethical discourse is not a major focus during administrators' 

inservice, or principals' training, and yet it seems obvious that it is a topic of 

the utmost importance. 

Inuit educators are particularly vuInerable to possible dominance 

within relations of power that are deeply patriarchal. Sornetimes Inuit wiU 

agree with those who hold positions of power in the hierarchy simply because 

their socialization tells them that those in authority should be respected and 

obeyed. When a Qallunaq principal suggests that a particular response iç the 

best way to proceed they may not realize that their position done c m  carry so 

much weight with some staff mernbers that agreement iç given without 

hesitation. The same thing can happen with any educator who is Qallunaq, 

has a lot of education, and speaks persuasively to an issue. While this attitude 

is much more prevalent arnong older Inuit, shyness and la& of experience 

may prevent younger Inuit educators from disagreeing with Qallunaat and 

representing their own views. 

In Nunavut when individuals raise their voices slightly, speak quite 

aggressively, or make demands others rareIy express the2 displeasure, or 

suggest that the behavior change. Inuit educators in particuléu tend to avoid 

and dislike verbal conflict. People who speak aggressively are traditionally 



regarded as diildren and are to be ignored; however, this also means that 

domuiating others is rewarded because people can easily get their own way by 

being loud or bossy. 

hdividuals who speak quickly in English when colleagues may not be 

able to follow the dialogue are establishing dominating power relations that 

do not consider discourse ethics. The use of English as the dominant language 

within professional education means that Inuit educators may often be placed 

in positions which are unethical because their ability to understand is 

adversely affected by their comprehension of the vocabulary, dialogue, and 

text. Providing opportmities for dialogue in Inuktitut may be inadequate, 

particularly if concepts are very difficult Teachîng vocabulary in English may 

also be insufficient because some concepts are embedded in exceedingly 

complex linguistic interrelationships that are based on different cultural 

values and require extensive discussion if they are to be understood. 

Cummins' work on common underlying proficiency (1996, pp. 109-116), and 

the gaps between conversational and academic profiuency (1989, pp. 21-32), 

apply to adult leamers as well as to students in schools. The implications of 

Cumrnins' work for adult leamea in Nunavut are rarely discussed in the 

kind of detail that would enable the facilitators of professional education 

experiences to consider the implications of his work. 

Dominant or coercive relations of power are poorly understood, 

generally unachowledged, and rarely discussed within professional 

education in Nunavut. They are directly linked to the colonial hiçtory and 

the presence of unconscious racism and hegemony in the educational system. 

This in tum makes the topic of power relations a sensitive one and causes 

educators to shy away from discussions that are potentially hurtful. Avoiding 

discussions of dominant power relations; however, ensures that hegemony 



continues, a cyde of pain is rnaintained, and that educators continue to suffer 

the darnaging and disabhg effects of domination within interactions with 

colleagues. It is time that educators in Nunavut started discussing the kind of 

interactions, dialogue, and discourse that contributes to learning and teadiing 

effectively. Nunavut educators need to start naming the violence which takes 

place when they feel domuiated in interactions. Unless thiç happe- and 

coercive relations of power are explicitly discussed, it is unlikely that 

dominance in interactions will change. The result is that the status quo is 

maintained, existing hierarchies and power relations within the education 

system remain intact and everyone wonders why changes that are so clearly 

desired never seem to take place. 

Passive and Non-Reci~rocal Relations of Power. Passive relations of 

power differ in significant ways from the collaborative, reaprocal relations of 

power that Jim Cumrnins believes lead to empowement. Passive 

relationships of power are not identified by Cummins but they have 

particular importance when discussing patterns of interactions between hu i t  

and Qallunaat educators. 

When an individual is passive their resistance is often expressed non- 

verbally, or by silence. Passivity can s i p f y  or indicate indifference, 

suppressed anger and rage, psychic numbing, depression, feelings of 

hopelessness, patterns of passivity developed from an early age, or 

experiences of abuse within relationships. Though passivity and silence c m  

have powerful political purposes, none of these responses signihes the 

positive involvement of self in an interaction. None of the responses are 

likely to lead to positive or empowering outcomes for the educator who is . 
involved. 

Passivity shows itself in body language that is frequently discussed by 



educators who teach adolescent students in Nunavut. Hats and jackets are 

worn in class, heads are down on the desks, students slouch rather than walk, 

and they hug the w a k  rather than use space in the centre of the hallways, 

eyes are cast down, students mutter responses, or remain silent when 

questioned. 

Michelle Fine describes and analyses this kind of behavior in students 

when she discusses silencing (1989, p. 152-173). Magda Lewis in d i s w i n g  the 

silencing of women suggests that "what is at issue is not women's silence, but 

men's appropriation of women's words for the purposes of advancing their 

own interests" (1993, p. 29). Silence and passivity enabie others to fill the 

available space. It allows others to dominate space in their own interests and 

appropriate space that needs to be shared. Lewis also enables us to understand 

silence and passivity as a way of using power and resistance, and as a refusal 

to comply in a system which is alienating and disrespectful of our selves in a 

variety of ways. 

Educators in Nunavut are not passive and silent in the way that 

students in schools are passive. They are sometimes silent because they 

cannot speak. The discourse may exdude them because it takes place in 

English, or uses words, concepts, or humor that are unfamiliar from another 

cultural location. In these instances discourse is controlled by Qallunaat. They 

set the d e s .  Sometimes silence is the only way to express resistance. It is the 

only way to preserve inteety and refuse to comply in relations characterized 

by disrespect and domination. 

Classroom teachers may also find that silence and passivity are the best 

ways to express resistance against administrators who hold the power to 

evaluate their performance in the classroom. Others use passive techniques 

like avoidance very effectively. These indude being ill when required to 



attend meetings or using the illness of others as an excuse, forgetting to attend 

courses and workshops, using personal problem as excuses for absences, and 

avoiding any extra-curridar duties that might increase their vulnerability . 

Another passive technique that is cornmon involves apologizing for 

speaking, or quickly denying something after it is spoken. Educators may Say, 

"Just joking" when their comments actually have serious intent. 

When passivity and silence rernain untheorized then patterns of 

behavîor may continue for years with the result that valuable insights are lost 

within educational Ieaming experiences. Lewis stresses the importance of 

making sewe of the "politics of silence" (1993, p. 40). The politics of silence 

within professional education in Nunavut c a h  for a close examination of the 

way educational discourse operates to exclude rather than include all leamers. 

This kind of discourse can involve: 

the patter of what can be incomprehensible educational jargon; 

the wise nodding of those who understand the vocabulq; 

the adherence to linear models of leaming; 

a the exclusion of Lived experience from professional learning; 

the pacing of courses and workshops; 

volumes of text that are thrown at students; 

a the way more verbal colleagues take up available space and 

time; and 

the exchsive use of southern models of communication. 

A11 these provide potential oppominities for disempowerment for a variety 

of learners. 

Sometimes those excluded are Inuit, sometimes they are women, 

sometimes they are men. When exdusionary pedagogical practices prevail in 

professional education experiences then silence and passivity are likely 



outcornes. Part of an evaluative process needs to involve an examination of 

the kind of discursive practices which took place in the dassroorn. The 

negotiation of meaning in most cultures takes place verbaily. In the context of 

passive relations of power within professional education in Nunavut; 

however, we m u t  also leam to read, theorize, and understand silence and its 

political power and meaning. Viewîng the silence and passivity of Inuit as a 

problem that needs to be addressed fails to understand the deeper meaning 

that silence has in individual contextç and the way that silence might be 

theorized within Inuit culture. 

Before Ieaving this discussion of passive relations of power it is 

important to mention that passivity can be used to dominate others. This 

sometimes occurs when an individual chooses to do nothing to remedy a 

negative situation when they have the power to make a positive change, or 

when an individual does not comply with a request An example might 

involve an inçtructor agreeing to revise courses to use more indusionary 

practices and completing outlines that support collaborative approaches, but 

continuing to teach in ways that are exduçionary. This example is w d  

because it demonstrates that superficial changes can ohen mask non- 

compliance. 

Failing to reciprocate can also be one of the most powerfd ways to 

dominate others. Ignoring someone who speaks is perhaps one of the most 

disrespectfd and potentially h W  ways to exert dominance in a passive 

way. Children who ignore addts are adept at using power in this way. Faihg 

to acknowledge another person is also potentially damagirtg. When someone 

greets a person and is not greeted in return it can be very disturbing. "Cuttuig 

a person dead" is an expression that has real meaning in soaal situations 

where ignoring can make an individual teel exduded and worthiess. Totally 



ignoring the comments of a person within a discussion can have a similar 

effect. Examples of these h d s  of interactions are f o n d  in many professionai 

education contexts. A person who finds they are often passive in interactions 

needs to consider the implications for theK freedom. Maxine Greene h a  

stated that a teacher who is not free cannot help students to be hee. Freedom 

is a crucial element within professional learning. Minimum domination 

within relations of power increases the keedom available to educators. 

Passivity and silence, though they can be forms of resistance, may not 

contribute to building relationships that are characterized by minimum 

domination. 

e r .  Jim 

Cumminç' (1996, p. 17), states that "the education of culturally diverse 

students requires a fundamental shift from coercive to collaborative relations 

of power." Cumrnins believes that thiç shift requires that students negotiate 

their identities within collaborative interactions with educators. 

Collaborative interactions involves a reciprocity which denotes 

equality and respect and depends on maintainhg a minimum of domination 

in power relations. Sonia Niet0 suggests that affirmation, solidarity, and 

critique characterize a form of multidtural education w h .  enables 

students to "work and struggle with one another, even if it is sometimes 

d i f f id t  and challenging" (1996, p. 355). By basing relationships on a solidarity 

that affirms respect she believes that "conflict is not avoided, but rather 

accepted as an uievitable part of learning" (p. 355). Charles Taylor suggests 

that the "making and sustaining of our identity ... rernainç dialogical 

throughout our Lives (1994, p. 34). He believes that identity is negotiated 

"through dialogue, partly overt, partly intemal with others" (p. 34). 

A cornmitment to creating dialogical, reciprocal relations of power does 



not signify a process of negotiating identities that is painles and peaceful. It 

requires the kind of wrestling over the truth that is referred to by Foucault. In 

the context of professional education this wodd mean that affirmation and 

solidarity provide a b a i s  for aitical dialogue which addresses issues like 

power, difference, identity, and voice. Critique is applied within one's own 

culture as well as to the culture of others. 

Acknowledging the stniggles involved in negotiating identities seems 

to idealize the process that is involved in establishing reciprocity between 

individuah. The reality is that respect is fragile and very difficult to build. 

Human beings disappoint each other and greed, jealouçy, envy, and g d t  can 

quickly interfere with efforts to collaborate. The sharing of limited resources 

can easily cause rifts to develop between educators. Personal problem, 

fatigue, and iil health contribute to frayed nerves that make communication 

difficult. Al1 these things affect the ability to build collaborative relations of 

power. 

Collaboration and reciprocity are built as much by doing things 

together as they are through dialogue. Solidarity grows out of shared 

experience and shared pain. Affirmation is more likely to occur as people 

travel together on the land, and respect grows as people share tasks equally. 

Preparing meak together, making traditional tools, painting murals, writing 

school programs, facilitating professional leaming in teams, or team teadllng 

are all likely to build understanding and aeate the conditions that can lead to 

collaborative relations of power. 

Foucauldian ethics suggest that taking care of self is necessary if 

reciprocity is to occur. Reciprocity grows out of self-knowledge because it is 

only when we know ourselves that we c m  know others and consider their 

perspectives openly. People need to understand themselves well enough to 



share without fear. Those accepting the responsibiüty of faàlitating leaming 

need to be very well grounded as people in order to foster reciprocity, 

collaboration, and equality. 

These comments are intended to problematize conceptions of 

collaboration and negotiation that are suggested as keys to empowerment. 

Reciprocity is based on understanding the perspective of others in a way that 

honors subjectivity and difference, and also understands that relations of 

power affect the possibility of achieving equality in any relationship. 

Establishing collaborative relations of power requires that individuals 

involved in relationships are constantly working towards freedom for 

themselves. Michel Foucault states, "And it is the power over oneself that 

thus regulates one's power over others" (1997, p. 288). 

Resistance within Relations of Power. Resistance to coercive or 

dominant relations of power is viewed within the literature as a dtically 

important but exceedingly complex counter-hegemonic practice (Apple, 1992; 

Ellsworth, 1989; Lather, 1991; ). Lather (1991, p. 76, drawing on Bernstein, 1977, 

p. 62), suggests that the standard approach to resiçtance views it as "those ack 

of challenge that agents intentionally direct against power relations operating 

widely in society." She suggestç the concept is more complex. Efforts to 

enlighten, or liberate student teachers, for example may "perpetuate relations 

of domination at the micro level of resistance" (Lather, 1991, p. 125). Lather 

helps educators to see that we are engaged in webs of resistance and to 

acknowledge the "power-saturated discourses that monitor and normalize 

our sense of who we are and what is possible" (1991, p. 142). 

Resistance to dominant power relations can take place consciously but 

can also be unconscious and may not be poIiticdy motivated. When people 

feel that they are being criticized, persuaded, cajoled, browbeaten, treated 



condescendingly, or being required to change, they WU start to use a wide 

variety of responses to resiçt. These responses rnay not be expresed verbally. 

A person may simply stop listening but Say nothing. Daydreaming and 

doodling might be viewed as very effective passive forms of resistance. When 

you don't understand the dialogue taking place around you can choose to 

write your grocery kt, plan classes for the next week, or cornpiete a dassroom 

budget. You may not be aware that you are actually resisting the particular 

message that is being conveyed in a workshop or course. 

Educators are not exempt from sending notes to each other during 

inservice sessions and they c m  use body language just as effectively as their 

students to resist a particular facilitator. Loud siglung, raised eyebrows, 

frowning, sniggering, whispering, going to the bathroom, and r o h g  eyeballs 

may be associated with inappropriate behavior in a school dassroom, but they 

aiso happen during professional learning experiences. Educators do not like 

to be told how to organize their classroorns, how to teach, how to think, and 

how to change. They will actively resist atternpts to dictate change and this 

c m  be viewed as an active refusal to accept dominance. 

Resistance can also work against educators just as it can against 

students. The "lads" in Paul Wülis' Leamine to Labour (1977), may have built 

their own creative culture of resistance but it denied them access to an 

education that might have changed their lives. Resistance can reinforce 

cultural practices that lirnit access to a wider world. Thiç may be the case 

when educators reject professional learning that involves theory. Teachers 

are always looking for ideas that will work in the dassroom. They often 

request hands-on, practical strategies that they c m  use with studentç. They 

may resist attempts to share a theoretical framework that might support 

particular strategies and as a result their understanding is Limited. One of 



Lather's graduate students, conscious of her own resistance to theory, 

developed a definition that refers to the "fear. dislike, hesitance most people 

have about turning their entire lives upside d o m  and watching everything 

they have ever leamed disintegrate into iies" (1991, p. 76). Few individu& 

are prepared to go through such a process, particularly when they are 

stretched to their personal limits in meeting the challenges in a Nunavut 

classroom. 

These insights inform our understanding and app reciation of 

resistance as a force that can be as reactionary as it is potentidy liberating. 

Ethical practice in professional education requires that adult learners and 

those who facilitate professional learning are aware of both the limitations 

and possibilities inherent in resistance to dominant power. Anyone involved 

in professional learning experiences at the school, university, or school board 

level engages in some form of resistance to dominant power. Sometimes the 

resistance is passive and at other times it is active, verbal, demanding, or 

even aggressive. 

Facilitators may not realize that they are facing resistance because they 

are irnposing their own agenda and worldview on students. The knowledge 

and expertise of any individual represents only one version of the tmth and 

needs to be presented as such. Critique is a valuable form of resistance and a 

counter-hegemonic practice that needs to be directed outward at all f o m  of 

professional learning and also inward to ourselves and our complicity in 

furthering relations of power. Ethical resistance will seek practices that enable 

uç to achieve greater freedom though th& may involve the kind of pain 

desaibed by Patti Lather's student. 



Foucault emphasizes the importance of maintaining practices of 

freedom in our lives (1997, pp. 282-284). Practices of freedom are inherently 

ethical because "ethics is the considered form that fieedom takes when it is 

informed by reflection" (p. 284). Reflection and informed care of self enable us 

to establish practices of freedom that become a "way of being and of 

behaviour"(p. 286), and help us to develop a "certain way of acting" (p. 286). 1 

beLieve that practices of freedom have great importance within the context of 

professional education in Nunavut. What do practices of freedom look like 

in professional education? 

The principles outluied in Pauqatigiit centre around developing 

ownership of Our professional leaming. They call for direction of professional 

education by educatoa rather than by institutions and agencies that 

sometimes serve their own interests rather than those of educators. Whert we 

examine what this actually means 1 believe it has a great deal to do with 

freedom. This is not the kind of individudistic, self-centered freedom that is 

sometimes p m e d  by people who cast off responsibilities and nui away to 

start a new Me. Rather this is a freedom that is worked ai within oneself and 

within one's own family, school and cornmunity. Foucault suggests that the 

"care of self also implies a relationship with the other .... a guide, a counselor, 

a hiend, someone who will be tnithful with you .... [and that] the problem of 

relationships with others is present throughout the development of care of 

self" (p. 287). 

1 am interpreting Foucault's writing about freedom, care of self, and 

relationship to the other in a way that provides a grounding for the 

development of a practical ethics that differs from the prescribed moral codes 



that so often guide our lives. How do these practices of freedom differ in any 

significant way from the approaches within reflective/reflexive critical 

practice that are outlined in Chapter Seven? The significant difference centres 

around care of self. 

Care of self enables educators to understand themselves in ways that 

invoive daily interactions with self and those who are identified as friends 

and truth tellers. These interactions c m  involve daily chats, or journal 

writing in which the affairs and happenings of a person's life are shared, 

discussed, and reviewed either with yourself but better s a  with a close and 

trusted friend. Rather than carrying fear, animosity, confusion, and 

excitement around inside yourself, the relationship with a truth teller can 

enable individuals to share their interpretation of events and understand 

both the events and themselves in a different way. Foucault refers to friends 

as "rnasters" but that term has sexist and colonialist connotations that make it 

unaccep table. 

In the Baffin the idea of having a Qauumaisaat, or guide, was 

implemented as a support for Inuit acceptllig leadership roles in the school 

system. The idea of establishing a buddy system for new teachers is also one 

that iç frequently uçed. The process for selecting guides may not rest entirely 

in the hands of educators; however, which means that relationships may be 

contrived and open to dominant relations of power. It is vital that guides are 

individuals that educators trust. Time is also a vitally important component 

in taking care of self. Time needs to be available on a daily basis for journal 

writing, reflection, and discussions with your guide. 

The assumption underlying this conception of professional learning is 

that an individual who understands herself and is engaged in practices of 

freedom that are inherently ethical will become a better educator. No specific 



strategies for working with students are suggested and the practices of 

freedom involved in caring for self are matters that individuals decide with 

their identified guides. Surveillance is not part of this process and educators 

may or may not choose to become involved in this kind of professional 

learning experience. Mary Beattie's relationship with the teacher she worked 

with as part of her doctoral research is reminiçcent of the kind of friendship 

that develops when very honest and reàprocal exchanges take place (Beattie, 

1991). Foucault believes that the relationship with the guide can become one 

of the rnost stabilizing influences in any person's Me. He also sees that 

relations of power between educators and their guides would be "mobile, they 

c m  be modified, they are not fixed once and for dl" (Foucault, 1997, p. 292). 

Power is available to be shared and generated between educator and guide and 

the process is mutually beneficial. 

Conclusion 

In this chapter relations of power were examined to determine their 

influence within professional education. Coercive relations of power were 

discussed as potentially debilitating and inhibiting with respect to 

professional learning. Collaborative relations of power, particularly when 

they involve care of self and dialogue with a guide, are suggested as the kind 

of ethical practices that might enable Nunavut educators to find better ways to 

deal with the dominance that seems to be pemasive in a system in whidi 

cultural losses and colonial patterns of behavior contribute to pain. 

1 believe that care of self and an honest relationship with a guide or 

Mend c m  be a powerfd way to tadde the very debilitating personal problems 

that sometimes make it exceedingly di f f id t  for educators to teach and 



survive in Nunavut. 1 have listened to, supported, and cried with enough 

Nunavut educators, and with myseif, to know that we must start any process 

of learning with ourselves. My awareness of the pain suffered by my 

colleagues, as well as my own experiences of coerave power withui the 

educational system in Nunavut, has threatened my well being as an educator. 

The fact that 1 have been able to tum to my guides and friends to help me 

understand this pain and move on to a new stage in my life speaks to the 

strength of ethical practices that are rooted in a care of self. 

Choosing to focus on caring for ourselves assumes we are whole. It 

helps us to understand that dominance and violence are historicdy and 

socïally constructed and that the sources of pain c m  be named, recognized, 

and understood through self-knowledge. This year I have listened well to the 

voices of my friends and understood our shared stories in a different way. 1 

think 1 have slowly started to use practices of freedom in my own Me. 

Ultimateiy it is my own story and rny own version of the truth that 1 cm offer 

to other educators and to my friends and colleagues in Nunavut. It may 

enable some of them to consider professional education as a pursuit of 

freedom through a knowledge of self. 



Chapter Nine 

Post-Humanism and Ethical Practice: 

Collective Autonomy and Professional Integrity 

"The concept of valuing people is in some ways 
a simple one yet the handation of that concept 
into action has eluded many sincere attempts by 

principals, parents and politicians" 
(Tompkins, 1993, p. 119) 

Introduction 

This chapter argues that post-humanism offers a foundation for the 

development of e thical relations hips within Nunavut. E thical relationships 

provide individuals with the space and support that contributes to the growth 

of understanding and integrity. Post-humanism supports conceptions of the 

self as firmly enmeshed in webs of interactions that are sustained through 

care of self and critical awareness. 

Educator Develo~ment and Human Relations 

It seems reasonable to expect that the field of staff development would 

be interested in teachers as people. It is only very recently, however, that the 

literature has really acknowledged that teachers are central in school reform, 

and that their social and emotional weU-being is critical in surviving the 

demands of teadung. Given the typical nature of educational reform efforts 

in North Amenca, the pendulum has now swung around to focus on 

teachers with su& intensity that several researchers have expressed concerns 

with respect to aggrandizing their status (Gore, 1992; Gore & Zeiduier, 1995; 



Hargreaves, 1995). It has not yet been stated dearly enough; however, that 

what is lacking in teacher development is a focus on humanity and the 

human condition, which is not the same as romanticizing educators' 

professional lives, or adopting a fuzzy humanism that focuses on being nice 

to everyone. 

Jim Cummins' opening paragraphs in his book, Negotiatin 

Education for Em~owerment in a Diverse Society, contains the fouowing 

statement, out?uied in bold, "human relations are at the heart of schooling" 

(1996, p. 1)- This chapter considers some of the issues involved in developing 

ethicdy based professional education that places human relations at the 

centre of our work in schools. 

Pos t-Humanism 

Jacques Lacan is usually credited with the insights that led to what is 

now called post-humanism. Post-hurnanism inverts ego-centered psychology 

and psychoanalysis suggesting that the self operates within networks of social, 

cultural, and linguistic patterns that shape and constnict subjectivity. Post- 

humanism is at the heart of the kind of educator development suggested in 

this dissertation. It is a political process which differs from humanism and 

involves an ethically based commitment to the negotiated subjectivity of each 

and every educator. It provides the grounding that n-s the "fragile self" 

(Hargreaves, 1994, p. 71). This is a self that is historically and socially 

constnicted, implicated, and shaped even in its resistance. 

Post-humanism views the self as connected to and mirrored by others 

because it is based on the interactive, communal nature of subjeaivity. 

McLaren says that post-humanism is founded on a post-structurakt 



conception of human experience in which "experience 

not collapse into the humankt notion of the integrated 

and subjectivity do 

ego as the source of 

al1 actions and behavior" (1995, p. 42). Rather, the post-humanist subject "is 

constantly remade, reshaped as a mobilely situated set of relations in a fluid 

context .... amoeba-like struggling to win some space for itself in its local 

situation" (p. 42). 

The previously unpublished writings of Eric Fromm (l96î/ l994), state 

that people would become insane if the self was considered isolated and 

separate. Fromm argues that the desire to overcome "separateness and find 

union .... [is] the swongest passion in man [sic]". He goes on to Say that as 

people we have two choices: "to regress [or] develop o u  humanity". Fromm 

and other humanist philosophers, such as Martin Buber, Maurice Merleau- 

Ponty, Martin Heidegger, and Jean-Paul Sartre writing from a 

phenomenological, existentialist perspective, contributed to the breaking 

apart of modernist essentialism though they generally write front an ego- 

centered location. For most wnters in this tradition, existence precedes 

essence (Noddings, 1995), in the same way that ontology and epistemology 

merge for a critical realist like Roy Bhaskar, a critical pragmatist like Cleo 

Cherryholmes, or a post-structuralist like Foucault who suggests a "critical 

ontology of ourselves" (Dumm, 1996, p. 142), that "is seeking to give new 

impetus, as far and wide as possible, to the undefined work of freedorn" 

(Foucault quoted in Dumm, p. 143). 

Existentid writings are precursors to postmodem, post-humanist, and 

post-structuralist thought linking us to a history that represents a struggle for 

freedom, autonomy, or "space", as Foucault and McLaren describe it. Freedom 

is rarely adiieved without a struggle. It must be fought for in highly contested 

political spaces, where competing agendas and voices can use existing power 



relations to achieve their own objectives. Post-humanism differs from a 

fuzy-headed, liberal attitude that "legitimates a false and 'cheery' view of 

Western civilization" (Girow, 1997, p. 125). It posits a fractured, ever- 

changing reality at the same üme as it celebrates a dear-eyed, m p  deteding 

refusal to succumb to despair. It involves an affirmation that is based on the 

belief that love and heedom are synonymous but always elusive. 

Recent trends in staff development have seen the emergence of 

relationships and more teacher-centered approaches as central. This focus 

proves to be exceedingly dangerous with respect to the implementation of 

ethicdy based practices in professional education. In a recent article in the 

Staff Development Journal (Caffarella, 1996), the groundbreaking work on the 

centrality of relationship and the importance of identity and intimacy in the 

lives of women (Beledcy, Clinchy, Goldberger & Tarde, 1986; Gilligan 1982; 

Levinson, 1986), is reduced to a presaiptive List of dos and don'& for staff 

development workshops. This list provides a nauseating reminder of the way 

a simplistic, mainstream orientation appropriates persond aspects of our 

professional identity and reduces them to a commodity - another product to 

be bought, sold, subjected to indignity, and possibly crushed. The words ethics, 

ethical practice, or critical reflection never appear in this shaUow, reduaionist 

article which suggests ways of opening up teachers to share private aspects of 

their identity. Denzin's waming, or as Goodson terms it, his "blitzkrieg", 

whkh suggests that "in making the saaed visible .... we have failed to 

articulate a politics that takes thiç position seriously" (Denzin, 1991, pp. 3-4, 

quoted in Goodson, 1992, p. 9) rings like an essentialkt Tmth when 

witnessing such an appropriation of the private in the name of professional 

growth. Foucault is certaùily correct in warning us that everything is 

dangerous. 



The Heart as the Latest Trend in Staff Develo~ment 

The 1997 Yearbook of the Association for Supervision and Cumculum 

Development, edited by Andy Hargreaves, is entitled Rethinking Educationd 

Change with Heart and Mind. The heart is now mainstream, open to be used 

as a tool in staff development. This "new" emphasis on the heart, far from 

leading to a deeper kind of meaning for educators, is lîkely to be appropriated 

by those imbued with zeal and tumed into yet another manipulative 

structure to be used as power-over, rather than power-for educators. 

Maxine Greene speaks of the "experiences of absurdity we live through 

when our deepest existential questions are met with blank silences" (1995, p. 

51). Silence, however, is preferable to the soap opera manipulation of 

subjedivity. Better to keep our deepest existential questions under wraps than 

expose them to public abuse. This does not mean that emotions are out of 

bounds in professional education. Nothing could be M e r  from the truth. 

Human beings, including educators, are preoccupied with "morality, 

randornness, absences, and the emptiness of the sky" (Greene, 1995, p. 51). 

They are also preoccupied with their own questions, srnail truths, meanings, 

and humanity, and with their own safety as it interseds and is CO-cowtructed 

in discourses with others. 

This is far from the triviaiized individualiçm, prescribed reflection, or 

possible appropriation discussed in Part Two of this dissertation. A great deal 

of the writing and thinking in teacher development, indeed in teacher 

education in general, sees the world "small" (Greene, 1995, p. 10). The "smali" 

way of seeing professional learning treatç educators as if they were serni- 

conscious and in need of life supports, including "empowerment", that are 

prescribed in carefuliy measured quantities to keep them alive and breathing. 



Just as the person on life support iç not fully alive, so are educators denied 

access to their own humanity in many staff development efforts. Humanity is 

reduced to a prescription. Individuals on Me support machines are not aware 

of what is being pumped into their bodies, or what is provided to alleviate 

pain. In the same way educators are sometimes unconçcious of the 

manipulation involved in approaches to staff development that focus on the 

heart. 

Educator development, if it is to avoid the trap of emotionalism, 

requires a political awakening to recover our post-humanist subjectivity. It 

involves learning to love ourselves, our colleagues, and our students in a 

way that refuses to d o w  the self to be positioned as a victi . .  This involves 

recognizing how schooling and educator development can contribute to 

alienation and loss of self by maintaining structures and practices that are 

inherently demeaning and dehumanizing. It means we must refuse to 

sacrifice persona1 aspects of ourselves in the name of progress, research, or 

reform until we have weighed the cos& and discussed the potential pitfds 

and benefits openly with colleagues. A post-humanistic consaousness 

recognizes the agenda of the market hungry reçearcher or staff developer and 

refuses to participate in any games of hiith that use subjectivity as the bait. 

Fromm (1994), speaks of humanism as generating harmony and love. 

Peter McLaren speaks of "ethical intent commensurable with love" (1995, p. 

226). Cumminç says that collaborative relations of power involve "the kind of 

affirmation and power that is generated when two people love each other" 

(1996, p. 25). Freire sees love as central in Iiberation, and says that education is 

the pursuit of freedom and believes that people need to "struggle to regain 

their lost humanity" (1968/1970, p. 28). There is a great difference between 

love which is inherently carefd and respectfd and the contrived 



sentimentality that can be uivolved in baring one's soul during some 

random professional leaming experiences. The latter involves an unethical 

violation of self. [Bleu hooks (1989, quoted in McLaren, 1995, p. 172) states, 

We must dktinguish between the bonds of care and cornmitment that 
develop in a dominant-submissive, subject-ob ject encounter and that 
care and cornmitment which emerges in a context of non-domination, 
of reciprocity, of mutuality. It is this bonding that enables sustained 
love, that enables men and women to nurture one another, to grow 
fuily and freely. 

Educator deveiopment is a se& for the autonomy and integrity 

which provides freedom, and this involves a politicai struggle to recomect to 

self and therefore to humanity. "The a b  of becoming a subject is yet another 

way to speak of the process of self-recovery" states bell hooks (1988, p. 29). Ln 

discussing the way "forces of domination fragment, estrange and assault our 

innermost being" she recalls the words of a Buddhist monk, Thich Nhat 

Hanhn who spoke of enlightenment as "retuming home .... of the way to get 

back .... described in terms of the recovery of oneself, of one's integrity" 

(hooks, 1988, p. 29). 

In Nunavut, pain and daily Iosses strip us of humanity. Students and 

educators - diildren, young adults and adults - corne to school in pain: 

hungry, disconnected, needy. Our educators suffer abuse, discrimination, and 

grief as a part of daily life. Suicide daims the lives of dùldren, students, 

friends, and colleagues. The effort to teach and leam as human beingç is 

sometimes too much and we experience alienation, exhaustion, and 

emotional collapse as we face these demands on a daily basis. 

In the recently re-published Our Future is Now (BDBE, 1996) the firçt 

intemal challenge to achieving the goals outlined in this document is 

expressed as the "social and emotional needs of many staff and students in 

communities which make it diff idt  for h e m  to focus attention on teaching 



and leaming" (p. 4). Multiple losses lead to psychic numbing. A pervasive 

alienation from self, psychic numbing involves the loss of feeling, a la& of 

connection, a separation hom reality. Marris (1974), reminds us that "we 

cannot then escape the inner confiicts of bereavement, unless we cultivate a 

deadening indifference" (p.103). Deadening indifference is sometimes the 

only way to cope with the cultural losses, the constant change, the deaths, and 

Ioss of self that are involved in forms of abuse and pewasive racism. 

Our professional masks can become an inçcrutable professional 

demeanor which hide strong emotions, indifference, and alienation. One of 

the main reasons that educators have difficulty readiing students, crossing 

borders, or negotiating collaborative relations of power, is because they are 

alienated from themselves, frightened of the risks involved in a post- 

humanist position, suspicious of innovations from the outside, and 

exhausted from caring so much. They la& the time that is necessary to take 

care of themselves and establish a theoretical grounding which can make 

sense of the2 world. McLaren (1996, p. 118), drawing on Henri Lefbvre and 

surfing one of his typically pre-orgasmic tidal waves against postmodem 

nihilism, States, "we are suffering from an alienation from alienation - that 

is from a lack of awareness that we exist in a state of alienation". McLaren 

needs to get off his surfboard and realize that most educators recognize in 

vague, uncornfortable, sometimes poorly articulated ways that they are 

alienated, but they have few opportunîties to discuss this with colleagues, or 

to explore the reasons for their alienation, unlüce some researchea who have 

the time to write about our alienation and our passions, but sometimes la& 

the shattering context of real experience in schools. Many of us recognize our 

alienation and are M e r  alienated by the efforts to inform us of o u  

alienation- Teachers who carry the burden of alienation must face the 



emotional demands of dassrooms on a daily basiç. It is not surprishg that 

people break down, tum negative, lapse into silence, bum out, or simply quit 

(Hargreaves, 1997). 

It is unfortunate that it takes researchers like Fullan and Hargreaves to 

tell us that it is time to pay attention to the emotions of teaching, though it is 

certaully time that someone, preferably a teacher, shouted it from the 

rooftops. However, shouting about emotiow fails to direct attention to the 

structures that contribute to educator burn-out and stress. Couapsing 

educational hierarchies as they presently exiçt, fighting to regain financial 

resources and making more t h e  avaüable to classroorn educators, is likely to 

have mudi more impact on educator well-being than any confessional 

sessions initiated by staff developers. 

The need for structural change is not even hinted at in the writings of 

either Midiael Fullan or Andy Hargreaves in the 1997 ASCD Yearbook- 

Fullan and Hargreaves have taken one very important step in speaking of 

mind and heart and they do use the word ethics, but they use it without a 

political edge that could make a real difference for educators struggling in 

schools. Calling for "emotional maturity [and] cognitive intelligence" (1997, p. 

220), that he believes "is cmcial to effectiveness" (p. 220), Fullan places the 

burden for change right back ont0 educators in schools. What he is suggesting 

is potentially manipulative. The logic used in the argument seems to suggest 

that educational change failed because it waç too rational. AU we need to do is 

hook the emotional into current approaches and we can get educator 

development to work Putting it another way - if we canft get them through 

the head, we'll get them through the hart. Pulling educators' emotional 

strings becomes the last hope of administrators who seem to be determined to 

take another kick at controllhg educators in dassrooms. 



Hargreaves (1997, pp. 19-21), outlines four possible approaches that can 

be w d  in going "deeper and wider in educational change in tenns of the 

relationship befween schools and the5 surrounding comm~nities'~ (p. 19). 

These are described as: market-based relationships, managerial relationships, 

persona1 relationships, and cultural relationships. He dismisses the k s t  on 

the basis of inequity, the second on the basis of rationality, the third he 

supports because, for parents, it focuses on "the achievement and weU-behg 

of their own childred'. The last iç described as cultural, being based on 

"principles of openness and collaboration developed collectively with groups 

of parents and others in the cornmunity as a whole", but the approach turns 

out to be Henry's (1994), feminist approach to working with the communiv. 

While Hargreaves acknowledges the dangers inherent in any approach that 

"marginalizes many social groups who are unable to exercise choices" (p. 21)' 

he does not refer directly to the political foundations of the approaches that 

he describes, and fails  to adequately stress the nature of power relations 

between parents and educators as a barrier in changing the way schoolç are 

controlled. Nevertheless, Hargreaves, in suggesting a more relationship- 

centered way of involving parents in the education of their children, opens 

the door for fundamental change. My concem with his suggestions centres on 

his fadure to mention the macro-political context. 1 must presume this 

omission is deliberate considering his background in the sociology of 

education. Ethics demand that Hargreaves inform his readers that 

neoconservative forces are very likely to ts, and use relationship-centered 

education for their own purposes. In failing to alert us to this danger, he 

leaves us open to the wolves, something he would be very unlikely to do if 

he were the principal of a school and had the welfare of educators as his 

major priority. 1 am not denying that educators themselves can be immensely 



conservative, self-interested, and manipulative. They are human and this is 

not an argument to cast educators in the role of pathetic victims. Educators 

have a responsibüity to speak for thernselves. When they are busy, stressed, 

underpaid, exhausted, and very dose to retirement, it is sometimes difficult 

to find the energy to actively resist change. 

Strong emotiow are the political hope for the future. Educators c m  use 

strong emotions to change the educational system and demand that their 

realities are understood as a vital component in addressing the needs of 

students. That is when heart and mind are working together effectively. It is 

when educators have the time and space to think, write, and articulate their 

own realities with their coiIeagues that change is possible (Lieberman, 1997). 

Britzman (1991, p. 239), believes that the normative discourse in 

schools works to constnict teachers' professional identities but she also feels 

that though "powerfully convincing, [normative discourse] is not 

immutable". The self, as historically and socially constructed and negotiated, 

is situated in and influenced by a school culture which indudes discourse 

with others. Britzman warns against "exaggeraüng personal autonomy" (p. 

232), for it stands teachers alone as if self-made when they actually stand with 

others in theïr desire for integx-ity. 

We are stepping well beyond the limitations of individualism in 

Pauqatigiit. Nunavut educators are crying out to share, to leam together, to 

engage in meaningful, dose relationships with their pers  and colleagues, to 

build harmony, and to work together in their teaching. It is irnperative that 

this cry is acknowledged and honored as  soon as possible, or educators WU 

start to feel betrayed, to believe that thev voices just cried into a wildemess, 

that no one heard them and that no one cares- As one Nunavut educator 

stated, 'Tm happy to see a questionnaire like this. Now please use it and don't 



just file it away iifter ail this work. This can make our dept. stronger, better 

and more efficient" (Nunavut Educator, 1994). 

The strong desire to share means that alienation is not as pervasive as 

people like Peter McLaren or Michael Fullan might believe. Hope is present 

and Nunavut educators, in spite of the demands they face, are conçtantly 

readiing out to make more sense of their teadiuig. Nunavut educators are 

deprived of many of the conditions which could help them ro establish 

collective autonomy and take control of their professional lives. Segregated 

dassrooms, rigid hierarchies, la& of time, Iiberal ideology, and the pervasive 

professional mask ensure that educators are all too often left to stand alone. 

Educators are Peo~lq 

The teacher development literature in the past may not have 

emphasized that teachers are people, but in 1975 Lortie stated that in teadung, 

relatiowhips are "hvested with affectW(p. 61), and noted that 78.9% of the 

teachers he i n t e ~ e w e d  stated that students were their chief source of 

satisfaction. The work of J d e r  Nias' (1989), &O stands out in this respect. 

Working from a symbolic-interactionist perspective she tells us that teadiers 

think of themselves as "'caring' people (i.e. sometimes as loving and always 

as prepared to put the interests of diildren before their own)" (p. 204). Nias 

informs us that "no account of primary teachers' experience is complete if it 

does not make room for potentially dangerous exnotions such as love, rage 

and jealousy, on the one hand and intermittent narcissisrn and outbreaks of 

possessive dependence on the other" (p, 203). She remhds us that teachers 

are required to "perform complex and demanding tasks under conditions 

which constantly underline their loneliness and individual accountability 



and yet remind thein that failure is a reflection upon their own worth as 

people" (p. 203). 

The intensely human nature of teaching is constantly reinforced in 

Nias' work. Andy Hargreaves, who is deeply respectful of and iduenced by 

Nias, has talked for years about the emotions involved in teadiing (1994, pp. 

141-159), and has stressed the need for educators to be politically involved in 

changes in their schools. He reminds us that feelings of "anxiety, frustration 

and g d t  .... c m  be profound and deeply troubling" (p. 141-142). Hargreaves 

says that, "Elementary teadiers frequently feel concern, affection, even love 

for their pupils"(p. 145). Hargreaves draws on Nias in discussing the "primacy 

of the care orientation" (p. 145), stating "The more important that care is to a 

teacher, the more emotionally devastating is the expenence of failing to 

provide it [and] .... the more susceptible to depressive guilt one iç likely to be" 

(p. 145). Hargreaves points out that caring can be self-destructive for teachers 

who fail to find a balance and may a c t u d y  create chaotic, disrespectful 

classroom environments in their efforts to nurture children. His comments 

stress the need for emotional balance, care of self, and respect. 

Hargreaves draws our attention to other aspects of teacher 

consciousness that are laden with feeling. Perfectionism is driven by "the 

pressures of the workspace; by singular models of expertise which preclude 

sharing and the inadequacies it might expose; and by the separation of 

personal troubles from professional performance for fear of betraying pnvate 

shortcomings that might prejudice opportunities and rewards in the 

workspace" (p. 152). Here, yet again, the professional mask and the modemist 

school culture conspire to stress rationalism and eliminate the possibility of 

post-humanist practice. Professional cultures are safe cultures for they enable 

everyone to don their rnasks, take up their roles, and hide. Safety should not 



have to be abandoned in the process of creating more caring school 

communities. 

Before leaving Hargreaves and the emotiom of teaching L want to draw 

attention to his essay entitled Develo ment and Desire (1995, pp. 9-34). In the 

conc1usion of this piece of writing Hargreaves draws together teduiicai 

competence, moral purpose, political action, and emotional engagement to 

suggest a more holistic integration of teacher development. The following 

a h o s t  rhetorical section is quoted at length to illustrate his argument: 

If passion and desire are to be stimulated and supported among many 
teachers over long periods of time, they must be attended to in the 
ongoing conditions and cultures of teachers' working Iives. Increasing 
competence and rnastery both fueis and is fueled by teacher desire. 
Moral purpose gives a focus to desire, cm Channel it in worthwhile 
directions. Political action and awareness can help combat the 
conditions of isolation, poor leadership, imposed and escalating 
demands, narrow visions and disheartening working conditions that 
can otherwise dampen teachers' desire. Creating collaborative 
environments of continuous leamhg and working with "critical 
friends" cm enhance this project of resistance and reconstruction even 
further. 

What we want for our children, we should also want for their 
teadiers - that schools be places of learning for both of hem and that 
such leaming be suffused with excitement, engagement, passion, 
challenge, creativity and joy. (pp. 27-28) 

Joy is indeed the outcome when educatoa are alive. To corne 

alive they do need to connect with others in a variety of locations and their 

working conditions m u t  be dianged. This is a political process. 

Post-humanism is grounded in ethical practice and culminates in 

political action. Hargreaves starts to reach towards an integrated vision in this 

passage but the same h d  of fire and political edge is misshg in his chapter 

in the ASCD Yearbook. A cornmitment to aitical, ethically based, political 

practice which inchdes the kind of morality of responsibiüty referred to by 

Carol Güligan (1982/1993), and Ne1 Noddings (1984), huly combines the mind 



and the heart and provides a coherent framework for professional education 

in a time of great change. It reflects the kïnd of "Ieamed hope [that b] the 

signpost for thiç age" (Bloch, quoted by Welch, quoted in Girowc, 1988, p. 214). 

This is the kind of direction I am searching for throughout this dissertation, 

but it cm only be found by educators themselves when they take control of 

their own professional lives and refuse the slick manipulation that continues 

to be part of the refonners' agenda. 

Collective Autonomy and Professional Intqgity 

Autonomy emerges as a major theme in the professional education 

Literature and I return to Johan Galhuig's definition which is quoted in 

Autonomy is here seen as power-over-oneself so as to be able to 
withçtand what others mi@ have of power-oversthers. 1 use the 
distinction between ideological, remunerative and punitive power, 
depending on whether the influence is based on intemal, positive 
extemal, or negative extemal sanctions. Autonomy then is the degree 
of 'inoculation' against these forms of power. These f o m  of power, 
exerted by means of ideas, carrots and sticks, can work only if the power 
receiver really receives the pressure, which presupposes a certain 
degree of submissiveness, dependency and fear, respectively. Their 
antidotes are self-respect, self-sufficiency and fearlessness ... 'self respect' 
can be defined as 'confidence in one's own ideas and ability to set one's 
own goals,' 'self-sufficiency' as the 'possibility of pwsuing them with 
one's own means,' and 'fearlessness,' as 'the possibility of persisting 
despite threats of destruction .... 

The opposite [of autonomy] is penetration, meaning that the 
outside has penetrated into one's self to the extent of creating 
submissiveness to ideas, dependency on 'goods' from the outside and 
fear of the outside in terms of 'bads.' (1980, p. 5859) 

Galtung's definition of autonomy could be viewed as stressing self- 

reliance and the power of the individual, refiecting a modemist 

preoccupation with individuality. However, 1 feel it is intended to be more 



collective than may appear on a k t  reading. There is no question that 

anyone choosing to stand alone in a Nunavut school would need to be 

extraordindy strong and courageous to withstand the forces of 

normalization, coercive relations of power and postmodem alienation. Few 

individuah standing alone can s u c c e s s ~ y  create the conditions which lead 

to profesçional autonomy. What needs to be darified in Galtung's analysis is 

the role of collective autonomy in any pursuit of integrity. 

This appears to be a contradiction in t e m  because autonomy so often 

denotes individuality. However, its meaning is distindy political and is 

iinked to personal freedorn and self-government. Sharon Welch says that "It 

is oppressive to ' f ie '  people if their own history and culture do not serve as 

the primary sources of the definition of the5 freedom" (in Giroux, 1988, p. 

218). Collective autonomy is developed by educators theme1ves as they reach 

out to their colleagues. 

Educators must define the kind of autonomy they desire through 

dialogue which involves all voices. In the Pauqatigiit s w e y  educators have 

asked for the space to share. This is a cry for autonomy as well as plea for 

community. This is why colledive autonomy is so important. 

Collective autonomy occurs when groups of educatoa work together 

in their own self-defined ways. For huit  educators this requires negotiation 

on their own terms. This usually means working in Inuktitut where the 

entire discourse can reflect patterns of relationships and interactions that are 

more cornfortable, familiar, and creative for Mt. A discursive process taking 

place in both Inuktitut and English reflects Habernas' conception of the ideal 

speech situation which is actuaIly based on "a communicative reformulation 

of autonomy" (Ingram, 1990, p. 146). David Ingram tells us that "Habermas 

now claims that the justice, or equal rights, guaranteed to individuals in the 



ideal speech situation, cannot be conceived without solidarity" (p. 149). H e  

quotes Habermas, 

Iustice concems the equal freedoms of unique and self-determining 
individuals, while solidarity concerns the welfare of consociates who 
are intimately linked in an intenubjectively shared form of life - and 
thus also to the maintenance of the integrity of this form of life itself. 
Moral noms cannot protect one without the other: they cannot protect 
the equal rights and freedoms of the individual without protecting the 
welfare of one's fellow man and the cornmunity to which the 
individuals belong. (p. 149, emphasis in text) 

As Ingram points out, individual rights without solidarity do not 

attend to common welfare; solidarity without individual rights can restrict 

the freedorn to refuse participation. Individual autonomy b i t s  freedom 

while collective autonomy seeks freedom for everyone. While Habermas, 

like Gutmann, operates from a universaikt mord position, criticized by post- 

smicturalists and feminists, he argues back that pluralistic moral positions 

can become relativist. 

Benhabib, for example, argues from a ferninist, standpoint perspective 

for the "distinctiveness of the other .... governed by the nom of 

complementa y reciprocity" (quoted in Ingram, 1990, p. 208, emphasis in text). 

Benhabib contras& complementary reaproaty with formal reciprocity. 

Formal reciprocity, she daims, is based on "what we have in common" 

(quoted in Ingram, 1990, p. 208), while complementary reciprotity focuses on 

the "individual being" (quoted in Ingram, 1990, p. 208). 

Ingram (1990), outlines the tensions inherent in Habermas's discourse 

ethic which he claims is "unclear about its identity." He goes on to state: 

On the one hand, it is supposed to ground universal commUNcation 
rights which transcend particular needs. These rights, whidi reflect the 
standpoint of the generalized other, are ostensibly immune from 
demoaatic discussion and recall. On the other hand, the discourse 
ethic is supposed to ground a democratic cornmunity in which 
persons care about whether their pa.riidar needs and interests are 



compatible with the weIl-being of all. Rights should flow from 
communal interests, not vice versa. In this respect, the discourse ethic 
presupposes feelings of solidarity that refled the standpoint of the 
concrete other. (Tngram, 1990, pp. 208 - 209) 

Given the context of Nunavut and the potential invasiveness of 

rationalist, universalist moral arguments, 1 would have to Say that, while the 

ideal speech situation alerts us to ethical issues inherent in Inuit/QaUunaat 

relations, the more open, reciprocal approadi suggested by Benhabib seems to 

merit consideration by our educators. In practice this would mean that 

Pauqatigiit needs to develop a discourse ethic which is grounded in shared 

beliefs and values held by both Qailunaat and Inuit, but must also d o w  for 

considerable divergence of opinion considering the marked difference 

between the worldview of Inuit and the worldview of Qallunaat It must 

always be possible for Inuit to fom their own course of action or their own 

ethical practices, which ai times might differ from the ethical practices defined 

by Qallunaat. Inuit might agree that consensus is required for a deckion to be 

binding, whereas Qallunaat might agree on a simple majority. Therein lies 

the tension between the universal and the particulai.. This is something that 1 

cannot hope to address adequately in this section of the dissertation. 

McLaren (1995, p. 140-144), argues with me, that we must attend to the 

standpoint of the conaete as well as the generalïzed other and refers to 

Benhabib's more recent concept of "interactive universalism" (p. 140), whidi 

he feels speaks to a humanism "based on engagement, confrontation and 

dialogues and collective moral argumentation between and aaoss borders" 

(p. 141). 

McLaren wants it ail. His provisional utopian vision of a post- 

na tionalis tic, universalist emanupatory, cri tically multicultural wor ldview 

seems to implode into post-structural babble; however, though much of his 



rewriting of text can be htrating, he speaks to our context in Nunavut in a 

way that is linguistically alienating but has tremendous practical value. A 

translation manual might be helpfd for Nunavut educators. 

Collective autonomy has speual significance for educators in Nunavut 

because rnost of us are women. Our interpretation of autonomy is 

complicated, linked to webs of respowibility and a r e ,  and constructeci outside 

the maimitream discourse, which is linked to the grand narratives of the 

Enlightenment positioning the self in individualis tic t e m .  Nunavut 

educators often care for children, husbands, grandparents, friends, and 

relatives before they care for themselves. Students in m y  classes at NTEP were 

often physically and emotionally exhauçted when they simultaneously cared 

for sick children, aging parents, partners stniggling with alcohol problems, 

and relatives suffering a variety of exnotional stresses. Gilligan, referencing 

Lovinger (1970), says that autonomy is "placed in the context of relationships 

... as modulating an excessive sense of responsibility" (1982/1993, p. 21). This 

quotation highlights the importance of a concept of collective autonomy 

within teacher developrnent but also within our lives. When responsibility is 

shared we are in a much better position to cope with and survive the 

multitude of daily challenges that seem to be part of our lives as busy 

educators. 

Within the myths associated with female goodness, selflessness is 

contrasted with selfishness. The tendency of women to act seifiessly is 

reinforced by Christian and particularly Catholic morality which stresses the 

importance of giving to others. It is reinforced by traditional roles in Inuit and 

Qallunaat soaety. Giving, caring, responsibility, and selflessness are the 

threads woven into a tight web in womens' consaousness. Their outcornes 

can sometimes involve courageou altruism but also the traps of martyrdom 



and victimization in which mothers or women teachers give to diildren at 

home and in sdiool to such an extent that their own needs are seriously 

neglected. When Gilligan speaks of autonomy as a modulating influence she 

is referring to a more balanced position which sets limits to responsibility and 

attends to persona1 needs and desires, while at the same tirne, caring for 

O thers. 

In traditional Inuit society, womens' roles were clearly defined and 

everyone shared the work. Now, like women everywhere, Inuit women 

often shoulder the burdens of working to feed their families as well as the 

physical and emotional demands of cleaning, cooking, shopping, and taking 

care of the diildren. Salomie AwaSousins states that "employment has been 

introduced to the Inuit culture only in this generation and for many Inuit 

there were no role models when it came to having a job" (1994, p. 7). She 

analyses the many factors which contribute to the difficulty huit  men 

experience in adjusting to the changes in the society, referring to the loss of 

cultural identity that was linked to hunting and life on the land. Suicide rates 

are higher for men, they commit more crimes, and are unwilling to take 

positions in the service professions because they involve "'womens' work" 

(p. 6).  Unfominately womens' work also takes place in the home. While men 

are smiggling to adjust to the new way of life in Nunavut, women are 

working, bearing, and caring for children, and keeping their families together. 

These are women, Like Awa-Cousins, who teach in Nunavut schook, care for 

their own children, and act as cultwal brokers in the5 soaety (Stairs, 1991). 

Cultural brokers are frequently women educators and mothers who 

carry incredibly heavy loads in Nunavut schools. Autonomy may be hard to 

find between the threads of responsibility that can be binding and very 

limiting. While Gilligan stresses that webs sustain as mudi as they restrict, 



that women value connection and relationship over sepaation, and that 

autonomy can be an "illusory and dangerous quest" (1982/1993, p. 48); she 

also designates the conflict between compassion and autonomy, between 

"integrity and care" (p. 157), as a "central moral problem" (p. Tl), for women. 

The kind of autonomy, or integrity, that is being suggested in this dissertation 

may take a different form when it is discussed in Inuktitut by Inuit; however, 

reading Gilligan carefdy indicates that the ethic of responsibility and care 

needs to be modulated and balanced by autonomy and collective 

responsibility so that women can establiçh their own models of integrity that 

are based in interdependence, relationships and connections. 

Conclusion 

This exploration of some of the issues around post-humanism, 

integrity, and autonomy does not provide the kind of depth that is necessary 

when consideMg hem as part of the p i c m  for educator development in 

Nunavut. The issues are extremely complicated and not easily grasped. What 

should emerge from this chapter; however, is an understanding that 

educators are involved in seardung for integrity and professional autonomy 

as they search for their own version of truth as it is constructed with others in 

their schools. This search requires space and t h e ,  factors not always available 

to educators in many school systems, induding Nunavut. 

If we want to take senously the challenge of implementing ethically 

based practices based on a post-humanist understanding of subjectivity, then 

we must be ready for some very long debates, and we need to ensure that 

there is room for everyone to share their particular standpoint in that debate. 

That requires a multilingual exchange and a great deal of mutual respect. 



Chapter Ten 

Freedom, Space, Voice and Community: 

A Magic Prayer 
1 arise from rest with movements swift 
As the beat of a raven's wings 
1 mise 
To meet the day 
Wa - wa. 
My face is tunied from the dark of night 
To gaze at the dawn of the day, 
Now whitening in the sky. 

(Aua, 1988, p. 7) 

Introduction 

The Baffin Divisionai Board of Education (1996). uses the image of the 

Arctic poppy to describe the work "that needs to be done to enhance s d i o ~ k  

over the next ten years" (p. 1). The delicate Arctic poppy refuses to stop 

flowering. Emerging out of the spring snows on the tundra, the flower is a 

symbol of hope. Our Future is Now (BDBE, 1996, p. 1) states, "The flower 

tumç to follow the Sun. Most importantly, the flower aeates seeds for the 

future." Pauqatigiit also cames hope for the future in its cornmitment to 

providing professional education in schools a l l  aaoss Nunavut, but perhaps 

more important is its interest in providing the tirne and space for educators to 

consider aspects of their professional selves in a more reflective way. 

This chapter suggests that professional education, by enabhg 

individuals to reflect on themselves and their lives and communities in 

deeper ways, is one of the keys to understanding subjectiviq, schooling, and 

culture in a way that can provide more freedom for educators. This indudes 

the freedom to think and make ethicai, informed decisions; the space to 



explore, take risks, and grow; the voice to express, resist, and share; and the 

support and political weight of a community that is committed to a 

coilectively agreed upon good that honours difference. All these are aitical 

elementç in enabling educators to achieve f~eedom and have meaningful and 

rewarding careers. 

Struggles for freedom express the most intense form of political desire 

and passion and are fundamentai in the efforts to change education in 

Nunavut, or anywhere else. We don't seem to use the word freedom very 

much anymore. The words empowerment, enlightenment, or 

transformation are more popular in the Literature and even in the jargon 

used by politicians in the NWT. Ernpowemient is a term that can conceal 

issues of freedom that lie beneath most of the stniggles taking place in the 

school system today. It may faiI to express the way school systems confine 

educators and b i t  their freedom. It may also enable some politiaans and 

policy-makers to blame educators for failing to empower themselves. Rather 

than using the words empowerment, enlightenment, or transformation, I am 

choosing to focus on conceptions of freedom that 1 believe lie at the heart of 

ethicall y based professional practice- 

This chapter starts with a discussion of freedom as it is taken for 

granted within Our society and our schools, suggesting that efforts to gain 

positive freedom require critical reflection and collective action. Space is then 

discussed as an important element in accessing more freedom. Space enables 

human beings to th*, dream, and explore. As Greene (1995), would suggest, 

space releases the imagination and starts a process of diange. A consideration 

of voice as an expression of agency and as necessary in all efforts to make 

change, is used to highlight cultural differences that affect the way Nunavut 

educators share their views and build community. 



The final section of this chapter focuses on community. Connection to 

othea is seen as sustaining agency, providing the collective strength to enable 

voices to speak, and bolstering the courage it takes to make change. 

Comrnunity cornmitment is necessary in making concrete, long-tem change. 

Individuais are often poweriess when they fight done but when they struggle 

together change is possible. Hope and the ability to take action are central in 

these notions of freedom, space, voice, and community, and the chapter ends 

with a bnef discussion of agency within professional education. 

Few educators will stniggle to diange the ciraunstances they encounter 

in their professional lives unless they believe that their efforts c m  achieve 

some success. As Maxuie Greene says, "Without consciousness of agency, no 

human being is likely to take the initiative needed for the achievement of 

freedom" (1988, p. 36). 1 believe that hope, stniggle, and freedom are 

inextricably linked and that they provide educators with the possibility of 

teaching and Learning more joyfully in schools. 

Freedom 

Maxine Greene has called the action of critiquing within a shared 

context "the dance of Me" (1995, p. 62). Like many other educational theoristç, 

she points to the possibilities that can be creatively generated within and 

between the very dichotomies, contradictions, tensions, paradoxes, and 

oppositions involved in t e a d h g  and leaming in our monolithic school 

system. In the Dialectic of Freedom (1988), she speaks directly to the 

dichotomy that exiçts between negative and positive freedom in the United 

States, the land of liberty that "presents itself as the apostle of freedom" 

(Greene, 1988, p. 26). Greene discusses both negative and positive conceptiom 



of freedom and identifies a didedical, imaginative space of possibility. She 

quotes Emily Dickinson: 

1 stepped from plank to plank 
So slow and cautiously; 

The stars above my head I felt, 
About rny feet the sea. 

1 knew not but the next 
Would be my final inch, - 

This gave me that precarious gait 
Some call expenence. 

(Didcinson, 1980 /l959, p. 166, 
quoted in Greene, 1988, p. 131) 

Nenative Freedom. Greene suggests that the kind of freedom pursued 

within a capitaliçt, conservative North Arnerica is related to the protection of 

privilege and space by those who already hold power and money in the 

soaety: 

Negative freedom brings together the conservative bogey man of 
Communism with "the libertarian enthusiasm for freedom as the 
absence of al1 state intementions and controls .... It makes it possible to 
replace social compassion with an insistence on each person's capacity 
and responsibility (and freedom) to 'make it' on his, or her own" 

(Greene, 1988, p. 26) 

The conception of freedom that we generally hold is closely linked to 

individualism which, as we have seen, is viewed as one of the fundamental 

values held by educators in schools. Jonathan Neufeld and Peter Grimmett 

Say that "Empowerment is felt when one discovers one's self to be in relation 

with a dialogic community under conditions whereby a 'feeling of power' 

(Synonymous with feeling a self-directed agency) is perceived" (1994, p. 221). 

While this sounds inspiring, conceptions of self-directed agency are dosely 

tied to emancipatory, liberatory models of education that can be narrow and 

have their roots in individualism, as Judith Butler reminds us (1995, p. 136). 

The Neufeld and Grimmett quotation illustrates the way that the rhetonc of 



empowerment conceals an individualhm that represents a negative view of 

freedom in Our society and in our schools. 

We must remember that we are all constrained by and implicated in 

"cornplex interrelations of power, discourse and practice" (Benhabib, quoted 

in Butler, 1995, p. 136), not to mention our history and socialization that must 

be acknowledged and dealt with dong any road that might lead to what is 

sometimes c d e d  emancipation but that 1 prefer to think of as freedom. 

John Dewey has stated, "The notion that men are equally free to act if 

only the same legal arrangements apply equally to all  - irrespective of 

differences in education, in command of capital and the control of the social 

environment which is furnished by the institution of property - is a pure 

absurdity" (1960, p. 271, quoted in Greene, 1988, p. 18). Dewey's statement 

exposes our conceptions of taken-for-granted equality as integally linked to 

negative conceptions of freedom. We are not born with equal oppominities, 

and our institutions do not provide us with equal access to freedom. It is our 

prïvilege that enables us to access what we like to think of as freedom. Our 

freedom is illusory. These negative conceptions of freedom make the 

assumption that just because we are free to move around we are free to teach 

and learn in schools according to our own self directed agency. It is not so 

simple. 

Greene speaks of the excesses of negative freedom in OUI society which 

are bolstered by corservative ideology and instrumental reason and 

accompanied by a relentless pursuit of self-interest The obsessive pursuit of 

individual freedom justifies decisiors that restrict the freedom of others. For 

example, year-long educational leaves in the Northwest Temtories provide 

many Qallunaat educators with access to professional freedom that leads, in 

my persona1 experience, to even more freedom. Only limited numbers of 



access these educational leaves. Therefore Inuit are 

same freedom to leam as Qallunaat The freedom 

Inuit educators presently 

not equally accessing the 

accessed by Qdunaat is limited by the inequality that operates within the 

whole process which surrounds accessing leave. As a Qallunaq educator 1 can 

wnte about the freedom 1 have gained during this year of paid leave but 1 do 

so knowing that it is a negative form of freedom because it is based on 

privilege accessed from a position of privilege and leading Co even more 

choice and privilege. 

Greene reminds us of the incessant dernands of the privileged for more 

and more freedom to live their own lives without any interference or sense 

of responsibility for their society. We, the privileged, want more and more 

freedom and we often believe we can buy it or earn it within this society. 

Whenever we buy Our freedom in the form of a commodity, Greene reminds 

us that masses are subjugated within dehumanized jobs in order to produce 

the very commodities that we value so much. Some of these commodities 

include cornputers, educational technology, photocopiers, fax machines, color 

printers, wonderful libraries, and beautiful schools. We have ample evidence, 

however, that these educational commodities are mostly accessible to the 

children of those who hold power and privilege in the soaety. Our freedorn is 

gained on the b a h  of other people. 

People try to buy their freedom by Living within proteded 

communities that exclude the unsavory elements of society. Yet they are not 

free behùid barriers. Armed police are required to provide educators in some 

schools with the freedom to teach; the arrned presence reminds us that we are 

not free. A plethora of d e s ,  policies, and regdations are developed when a 

school board or college is created. 1 have been personally involved in the 

development of both these kinds of educational institutions from the ground 



up, and very quiddy educators start to find they are deprived of professional 

freedom by the regdations that are created. The democratic systems that are 

based on conceptions of community involvement and ownership end up 

becoming heartless institutions that do not promote freedom. We all shake 

Our heads and wonder how this happened so fast, and tak about the old days 

when people really cared. In those old days the institutional barriers were 

often ignored or dismissed as unimportant No one seemed to care that the 

d e s  were broken and people who received letters of reprimand for ignoring 

restrictive policies became heroic figures in the school system. Somehow, in 

creating and believing in the power of new and better structures we lost our 

freedorn to break down the barriers we have erected. Perhapç they are still too 

new. It seems ironic that our efforts to create more freedom ended up 

limiting freedom because we have built structures that are based on negative 

conceptions of freedom. 

Greene refers to the naïve sense of freedom as escape suggested by 

Thoreau and others who write or ta& about retreating to a utopian hideaway. 

Cutting out the world, however, involves yet another negative vision of 

freedom. Educators indulge in this negative sense of freedom when they 

retreat into their classroomç and dose their doors. Though this may be the 

only way to survive in institutions which limit freedom, it is still a negative 

conception for it is obtained by tuming away kom the school community and 

isolathg themselves. 

Greene writes about the false freedom portrayed '%y visions of 

universal love, perfect justice, or a world unified under pruiciple" (1988, p. 

85). There are no perfect and universal places of freedom. Freedom is always 

fragile and must be carved out in contested and pauifully negotiated processes 

that are influenced by a variety of factors. Greene also discusses the dangers of 



pursuing &dom based on an "ignorance, or fixation [that] - lead to self- 

deception" (p. 80). We delude ourselves that we are free when we think we 

have developed the very best ways of teadllng and leaming and are no longer 

open to change. We can also deceive ourseIves by refusing to acknowledge 

difference, conflict, and controversy. Colorbhdness, a liberal conception of 

universality based on notions of equality, denies people the freedom to 

celebrate their difference. 1 sometimes feel that school systems based on liberal 

humanism are also conflict phobic which again limits freedom because it is 

based on an unwillingness to explore potentially controversial topics in case 

they might offend or hurt anyone. 

Greene (1988), mentions the Lure of a kind of &dom which involves 

doing good for others within established moral codes of behavior that ignore 

relationçhips of power and privilege (p. 74). In Nunavut, Qdunaat  educators 

may assume that by respecthg and caring for their colleagues they are 

behaving morally and that these gestures are suffisent. Without denying the 

obvious benefits of collegiality, we sometimes fail to understand that our 

efforts are superficial. At the same time as we care for our colleagues, we 

accept a salary scale that may benefit us personally but guarantees financial 

inequality throughout the system. Caring and respect are offered at the same 

tirne as Our pnvilege ümits the freedom of our colleagues. 

Greene writes of the deception involved in acquiescence. She reminds 

us of Lily Barth in Edith Wharton's The House of Mirth who sees freedorn as 

an indulgence and believes she has to "acquiesce to a life she despises for the 

sake of her security." Greene cowtantly stresses that "below the surfaces there 

is a whispered reminder that, i f  an individual plays the game, smiles and 

works hard, he/she will be rewarded" (1988, pp. 1415). We can't fight every 

injustice, but if we are interested in freedom we cannot simply agree to go 



along with everything 

We lose our freedom. 
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in the name of peace and love. The cos& are too high. 

Al1 these examples relate to f o m  of blindness about freedom. We 

convince ourselves that we are free but fail to recognize the ways in which we 

are confined. As John Dewey points out, "A person who is controlled in this 

way has at most only the illusion of freedom" (1938, p. 65). He wams us that 

"the mere removal of extemal control is no guarantee" (p. 64). We c m  easily 

"jump from the frymg-pan into the fke ... to escape one form of extemal 

control only to find oneself in another and more dangerous form of extemal 

control" (p. 64). We are left wondering if it is possible to gain any freedom in a 

disciplinary soaety in which hegemonic control is intemalized (Foucault, 

1972/1980). Dewey wams us of extemal control and Foucault and Freud wam 

of interna1 controls that operate unconsaously. The situation sounds so 

negative as to be desperate, and it is perhaps within thiç desperation that we 

can actually fùid the seeds of freedom. 

Confinement and Freedom. Maxine Greene says that "Many persons 

seem to have been provoked to engage on [sic] philosophical quests because 

they were so outraged by the thought of confinement, by the tamping down of 

energies, by living beings trapped and immobile in the dark" (1995, p. 63). 

"[Clonfinement causes alienation" states Foucault (1965, p. 227). Alienation 

leads to resistance. Resistance can bring about change. 

As educators in Nunavut and elsewhere h d  that their teadung 

challenges are becoming more and more overwhelming at the same time as 

their salaries and power diminish, their sense of confinement, burnout and 

alienation increases (Fullan, 1997, p. 217). How long will educaton continue 

to accept the cutbacks, the controls, the mandated changes without realu;ing 

that they are losing a lot more than money and benefits? They are losing theV 



freedom to have professional choice and direct their dassrooms and 

professional learning. Unfortunately this kind of confinement is ofien 

viewed in narrow economic terms based on negative conceptions of freedom. 

Educators focus on economics without realizing that freedom is not just 

related to bread and butter issues, important as they are- 

Acquiescence and passivity combined with helplessness make 

educators feel it is better to accept these changes than to fight, because fighting 

will make no difference. In the Northwest Temtories for example, the right 

to strike is an iilusory freedom. Some educators could not survive for even 

one week without the5 full salaries. The costs of providing sufficient funds to 

educators to enable them to survive would break the Member Protection 

Fund very quiddy. The result is that the Govemment c m  control salaries and 

benefits without worrying that educators will ever exeràse their right to 

strike. Negotiating takes on a different face when coercive power is so  dearly 

held by one party. 

Finding a way out of confinement, finding the space to breathe and 

think, and finding a way to daim back power involves a quest for survival 

and a search for space and freedom. This is not a Iwury, or a privilege. Tt is a 

necessity. When a person's mouth is covered most people struggle for air and 

for voice. When educators feel powerless, ignored, dismissed, or uninvolved 

in decisions which critically affect their teaching and professional learning, it 

becomes very difficult to believe there is much professional freedom left to 

draw on for strength. Realizing that consaously, or unconsciously, you are 

permitting others to guide aspects of your life can lead to moments of 

awakening and flashes of resistance. This awakening, with its accompanying 

resentment, is strengthened through expression within a community. The 

articulation of voice is one of the first steps involved in the process of taking 



control and claiming, or redaiming space and power (Neufeld & Grimmett, 

1994, p. 223). Under these circumstances voice is used to speak out and put a 

stop to the forces which restrict space and freedom. When voices speak 

together to ensure that space and freedom are available to al1 educators, the 

process involves renegotiating existing relationships within the power- 

knowledge structures in a school. This renegotiation c m  drive educators to 

demand the physical, intellebual, emotional, spiritual, and professional space 

which will enable them to feel free, powerful, and in control of their own 

learning and their teadiing. 

There are other limitations which affect freedom and encroach on a 

sense of possibility when you work as an educator with the school system in 

the Northwest Temtories. No one c m  predkt the future within Nunavut, 

and in an economy controlled by a conservative govemment it is hard to Say 

where the funds necessary to sustain a financially dependent, majority 

aboriginal new temtory will corne from over the long term. This creates a 

feeling of anxiety, even foreboding. Based on the reception of the 

recommendatiow of the Royal Commission on Aboriginal Peoples, it appears 

that the political will may not favor supporting the long-term future of 

Nuna-. Canadians appear to have bought the conservative rhetoric of self 

presewation, and a public Mghtened for its own economic survival may not 

be prepared to support the more needy members in their soaety. Doubt, fear, 

and confusion surround the Nunavut planning process while at the same 

time people are desperately hoping that it c m  work. Educators wonder about 

the ability of the new govemment to support education and to understand 

the real challenges involved in teadiing. The major concem, however, 

continues to centre around locating sufficient financial resources to enable 

the people of Nunavut to sunrive and live their iives with dignity. Recent 



changes in the economic forecasts may alter this perspective but slumps in 

the global market economy, or changes in the governent could still impad 

negatively on a fragile emerging nation. These macro political realities 

impinge on illusions of freedom but it does not mean that we are helpless. 

This discussion of freedom rnakes it sound as if Nunavut educators are 

victims of war, imprisoned in schools, and ladung in choice. This excessively 

melodramatic charactenzation is not unfounded. There are many ways in 

which educators in Nunavut feel they are surrounded by forces beyond their 

control and that even the space within their classrooms is not always safe. 

Nunavut educators do not always feel they have the freedom to speak openly 

about their views on education, or about the many frustrations they face in 

their teadllng. Many whispered conversations take place in the corners of 

classrooms where hurt feelings, resentments, and felt injustices are shared 

with colleagues. These exchanges must be viewed positively, however, for 

they involve a recognition and a naming of experiences that educators find 

confining. 

Positive Freedorn. When teachers can imagine a different world, a 

different school, a different classroom then they become aware of the ways in 

which they might need more space in order to understand more deeply and 

adiieve the freedom necessary to make desired changes. Maxine Greene 

believes that, "We who are teachers would have to accommodate ourselves 

to lives as clerks, or functionanes if ive did not have in mind a quest for a 

better state of things for those we teach and for the world we all share" (1995, 

p. 1). The freedom to act and to make change involves understanding the 

complexity of the educational world and navigating, or negotiating through 

one's professional life in a complex process whkh involves achieving a 

balance between care of self and agency and between responsibility for self and 



f a d y  and responçibility for community and the society in which we live. In 

negotiating through these dangerous waters people constantly juggle 

"ways of doing things (this might be cded the technological aspect) 
and the freedom with which they act within these practical systems, 
reacting to what others do, modifying the d e s  of the game, up to a 
certain point (this might be cded  the strategic side of theçe practices)" 

(Foucault, 1984, p. 48) 

Foucault sees that the jugghg of these technical and strategic "practical 
systems" (p. 48), involves a rotation around three axes: "the axis of 
knowledge, the axis of power, the axis of ethics" (p. 48). 

These tensions between ethics, power, and knowledge are rarely 

identified in the professional education literature, though they permeate the 

space that educators start to explore in their effort to gain freedom within a 

particular community. Educators who stiut raising the kind of questions that 

explore the practical system of power, knowledge, and ethics usudy believe, 

or hope, that it is desirable and possible to make change. Inherent in their 

questioning is a belief that it is possible to bring "some measure of clarity to 

the consciousness we have of ourselves and of our past" (Foucault, 1984, p. 

45). 

Against the negative, illusory visions of freedom and the suffocation of 

confinement Greene positions "the freedorn of spedation" (1988, p. 36). 

Drawing on Dewey's theories and quoting from his work, she sees that 

freedom can be found when we are driven "to pose questions, to pursue 

meanings, to effect changes, to extend control" (Greene, 1988, p. 43). She 

quotes Dewey (1937/1940, p. 341), when he suggests that "the basic freedom is 

that of freedom of mind and of whatever degree of freedom of action and 

expenence is necessary to produce freedom of intelligence." 

Greene also sees freedom as inherently linked to community. She 

refers to freedom of mind and freedom of action as "functions of membership 



and participation in some valued community" (Greene, 1988, p. 43), and with 

Charles Taylor, Hannah Arendt, Jurgen Habermas and John Dewey agrees 

that "the person - that the centre of choice - develops in his/her fullness to 

the degree he/she is a member of a live communi~" (Greene, 1988, p. 43). 

There are times in our lives as educators when tensions become 

particularly stressful, leading some of us to raise fundamental questions about 

the world of teadiing, or even to experience a point of crisis in our careers 

(Britzman, 1991). Most of us tend to keep our personal turmoil to ourselves. 

Numiring our doubt, our equilibrium vagueiy disturbed by perplexing 

paradoxes, hurt by evidence that our voices are not heard, and wondering 

why our efforts to reach students seem to be taken for granted, we go through 

our daily routines experiencing a sense of growing desperation. Our 

disillusionment, and questioning, if it is openly shared with coIleagues, is 

sometimes Iabeled as cynicism, burnout, or the result of being in a rut. What 

is labeled as bumout; however, may sometimes signal the possibility of 

imagining a different world. Rather than blaming the vibimç of burnout we 

need to examine the context of their disillusionment realizing that it may 

sometimes be a sign that something is deeply wrong in the community ihat 

surrounds an educator who once nurtured a conception of a different world. 

We need to examine the context and understand that disillusionment may 

carry within it the very questions that can enable us to access greater freedom. 

Educators who do not raise questions, who do not feel twinges of despair, or 

who do not have the energy to wonder, are failing to recognize the challenges 

and realities of their professional lives. Hope can be regenerated by 

recognizing disillusionment as a critical response. Fatigue, exhaustion, and 

smoldering bumout rnay provide opportunities to develop a critique that 

will: 



be genealogicd in the sense that it will not deduce from the form of 
what we are what it is impossible for us to do and know; but it wül 
separate out, from the contingency that has made us what we are, the 
possibility of no longer being, doing, or thinking what we are, do, or 
think. (Foucault, 1984, p. 46) 

Foucault goes on to suggest that critique "is seeking to give new 

impetus, as far and wide as possible, to the undefined work of freedom" (p. 

46). The undefined work of freedom goes on all the time beneath the surface 

in rnost educators in most schoolç in Nunavut but it is not openly discussed 

as a major issue within professional education. Educators will share their 

concerns only when it is safe and passion is guaranteed some respect. 

btinctively they know that by exercising judicious care, what Carr and 

Kemmis (1986), c d  prudence, Noddings and Shore (1984, p. 172)' refer to as 

"composure and balance" and Foucault refers to as care of self, it may be 

possible to came out some space and use our freedom in ways that sustain us, 

and enable us to create community. The traps are always present of course. 

For example, judicious care can mean that we hide out like cowards. 

Prudence can be politicaily motivated and lead to nothing but rhetoric. Self- 

care cames with it the constant danger of becoming self absorbed and 

narcissistic. The price we pay for deception, or acquiescence, c m  mean that we 

are "made into subjects, docile bodies to be 'subjected, used, transformed and 

improved' (Foucault, 1977, p. 136)". 

By seeking "a vision of education that brings together the need for 

wide-awakeness with the hunger for community, the desire to know with the 

wish to understand, the desire to feel with the passion to see" (Greene, 1988, 

p. 23), adding the kind of balance and awareness of "political parameters" 

(Hargreaves, 1994, p. 259), and the kind of "aap detedion" referred to by 

David Corson (1995a, p. 9), perhaps we are equipping ourselves in a much 



more realistic way for the challenges inherent in a career as a teacher. Dewey 

was right about one thing. The freedom that we need is certainly freedom of 

the rnind, but that is only part of the story. Freedom is &O physical, 

emotional, and spintual for all are linked together in our experience. Our 

bodies do not often lie and they are better a a p  detectors than o u  minds. Our 

bodies recognize how we are being denied freedom, sometunes even before 

we consciously realize it. Often we articulate this is vague ways. "1 feel 

restless." "Something is bothering me." "1 just don? feel right." "1 donfi like 

this." 

This is when Foucault% care of self provides access to &dom in a way 

that few other theories seem to be able to do. Freedom, happiness, and agency 

will remain chimeras unless they consider the kind of care of the self which 

involves "an ethic of self-disentanglement and self-invention" (Gore, 1993, p. 

129). Foucault (1985, p. 245, quoted in Gore, 1993, p. 129), says this kuid of 

disentanglement is "'diametrically opposed' to 'what you might call the 

California cult of the self.'" This kind of self-care involves a recognition of 

coercive power, of limitations, and of restrictions in our professional lives. It 

means we understand the range of political realities that we al1 encounter in 

Our day to day experiences but it also involves self-knowledge at the physical, 

emotional, and spiritual level. Foucault talks about practices of fkeedom, not 

theories of freedom. Freedom is lived each day and carved out in every 

interaction with family, Mends, colIeagues, and students. 

This is the critique that Maxine Greene speaks of as a dance of Me, as a 

total experience that can be joyfd and energizing. This is a critique which 

reaches out to others, and we have ample evidence that it is alive and well in 

Nunavut schools. Pauqatigiit documents an urgent call for community. 1 

witness educators across Nunavut striving to create communities in their 



dassroonis and schools, and constantly calling for more opportunities to 

share. This is where the energy wilI corne from to avoid negative freedom 

and to escape confinement. It should be possible to access the space, make the 

tirne, ask the questions, and provide the oppominities for educators to work 

with coUeagues, students, and parents to create their own freedorn. This is not 

to fly off into utopia. Freedom is not given. It must be gained in tough battles 

that are ongoing. Fighting for freedom involves a kind of process which 1 

choose to term ethicaily based professional practice. It is grounded in 

conceptions of freedom, space, and voice mediated by political realities and 

maintained through a connection to a community. 

Pauqatigiit believes that the hope and strength inherent in Nunavut 

educators needs to be nourished through connections with each other and by 

encouraging powerful voices to speak out f?om the schook. Hope and 

possibility become action when educators start using their own power to build 

communities in their schools. This involves a political process of awakening 

to direct professional education together at the school level in ways that 

acknowledge diversity and the necessity of conflid at the same t h e  as they 

provide support and affirmation. 

Aeencv and Freedom. Agency does not just burst out in individual, 

sekiîrected displays of heroisrn, though this does sometimes happen. It is 

much more likely that by carefully considering "the conaete conditions 

under which agency becomes possible" (Butler, 1995, p. 136), we can 

understand how the interrelationship of power, discourse, and practice 

within professional education cm be recognized, named, questioned, and 

directed by educators who work together in order to access more freedom and 

who then act colleciively to make change. This involves opening up what 

Butler calls a "contingent and fragile possibility" (1995, p. 137). 



"To be hopeful iç not to be naïve, but to struggle to move ahead" states 

Michael Fullan (1997, p. 232). The kind of ethically based professional practice 

which pursues integrity and professional freedom through c o m m u n i ~  and is 

grounded in the kind of care of self referred to by Midiel Foucault, is capable 

of moving us ahead because it reaches past self-deception. Disentanghg 

oneself in a diçciplinary society is both a painful and joyful experience. 

Michael Apple and James Beane in their small book entitled 

Democratic Sdiool~ (1995), speak of the connections between the 

progressivism of the twenties and thirties, and the emergence of cooperative, 

community-based, teacher-directed change in schools. They speak of 

democratic faith and Say that "bringing democracy to Me is always a stniggle" 

(Beane & Apple, 1995, p. 8). They believe that democratic goals are "attainable 

through the creation of learning communities within each school and 

between the school and the larger cornmunity" (Apple & Beane, 1995, p. 101- 

102). I would suggest, however, that if ethically based practice is not part and 

parce1 of building every learning community then the kind of debilitating 

burnout referred to by Michael Fullan (1997, p. 219), is a Likely outcome. 

Cornmunities built on collectively established ethics (not moral codes), 

common interests and the every day effort "to determine which is the main 

danger" (Foucault, 1984, p. 343), have the strength to survive the inevitable 

assault of intemal and external forces that prevent change. 

In 1996 the Nunavut Boards of Education created a 

document which speaks to the dream for collaboration between the three 

boards of education in Nunavut. These efforts, though riddled with political 

interference and beset with doubt and the cries of disbelievers, are ongoing, 

and trernendous collaborative progress is taking place almost on a weekly 

basis. Collaborative efforts between educators are taking place a i i  across 



Nunavut and somewhere between utopian visions and disutopian 

nightmares, educators and students in dassrooms in Nunavut are readung 

towards what Maxine Greene and Michel Foucault call freedom. They are 

working beyond the kind of doom and gloom which leads to cynicism and 

despair and creating rewarding moments in their professional lives with 

students. This kind of happiness is not the euphorïa of bubble headed 

pollyannas. It is a deeply grounded belief that the human spirit is 

fundamentally indomitable, that human beings are capable of searing insight 

and overcoming daunting obstacles, and that connections to others can 

sustain people through very hard thes.  Ethical practice involves "thnisting 

into the lived and perceived" (Greene, 1988, p. 21) towards freedom that is 

adueved through consaous choices of action in a communal world that is 

"inextricably meshed with responsibility and obligation" (Greene, 1988, p. 

100). 

Space is an important concept in Nunavut. The tundra and boundless 

s k y  create an almost Iimitless sense of space. Traveling across snow in the 

brilliant sunshine of a late May aftemoon is an experience that conne& an 

individual to the land and awes most human beings into silence. There is 

enough space for everyone. Families do not have to stop to have tea, or camp 

with each other unless it is desired or necessary for survival; however, it 

seems that Company is almost always welcome and that there is usually t h e  

to stop and discuss the weather, hunting, and community activities. 

On the land the age old rhythms of life dictate patterns of behavior that 

bear Little resemblance to the h-d Pace of govemment offices, or the busy, 



contained Lfe in a Nunavut dassroom. Inuit in camps were free to wander, as 

young children still wander from house to house in smaller communities. 

They wandered; however, with a purpose, for everyone contributed to the 

s u ~ v a l  of the group. The way that schools are compartmentalized and 

divided into classroomç and sections, the way that movement in schools is 

contained and tirne so carefdly measured, contrasts starkly with the freedom 

available to many huit children once school is out. 

This physical seme of ümitless space on the tundra can be contrasted 

with the limited space available inside traditional homes and many of the 

older homes in the communities. Inuit, however, did not often sit inside a 

qarmaq, or iglu, unless they were confined by severe weather. When thiç 

happened stories, songs, games, and a variety of rituals filled the time with 

meaning. Work in a hunting and gathering culture usually takes place 

outside under the sky. My neighbor in Iqaluit, who is an elder in the 

community, sits outside hiç house all day long until the winter storms finauy 

drive him indoors. Ali year long he mends nets, works on his skidoo, and 

hobbles slowly down to his shack by the beach to fix his boat. His face is 

weather beaten and almost black by the time lune arrives. He is happy 

pottering around his house fixing the shed, chatting to his friends, and sitting 

for hours in the Sun as soon as it starts shinuig for most of the day. Many 

other Inuit, even in a large, fast-paced, modem community like Iqaluit, spend 

the whole day outside carving, sornetimes protected by canvas awnings, or 

tarps. Another younger neighbor, aged eighteen, carves in the pordi of his 

home for many hours each day. These details of life are shared because they 

point to a different experience of the outdoors, and a different conception of 

physical space, one which may have important significance when discussing 

conceptions of freedom with Inuit educators. 



These hypotheses have not yet been reseatched though Salomie Awa- 

Cousins' paper (1995), indicates that Inuit men often feel trapped within nine 

to five jobs. In considering the way physical space in Nunavut differs from 

space in a southem city, or even in an orderly fanning community in a place 

like PEI, 1 am compelled to suggest that there are worlds withùi worlds, spaces 

within spaces in Nunavut. The unhumed world of the more traditional 

hui t  community stands in stark contrast to the hurried, frenetic Pace of 

change that seems to be part of the pre-Nunavut frenzy. No wonder Alootook 

Ipeelie states, 
"So 1 am left to fend for myself 
Walking in two different worlds 
Trying my best to make sense 
Of two opposing cultures 
Which are unable to integrate 
Lest they swallow one another whole" (1995) 

John Dewey (1938/1963, p. 61), saw that the "extemal and physical side 

of activity cannot be separated from the interna1 side of activity; from 

freedom of thought, desire and purpose." This physical sense of space and 

freedom in Nunavut is described for precisely that reason. Consciousness is 

formed by experience, and a physical sense of space is a fundamental 

component in any equation which relates to freedom. 

Jonathan Kozol's haunting desaiptions of the miserable, decrepit 

school and classroom spaces provided to American students in the 

economically depressed areas of the United States stand as dear examples of 

the links between physical space and freedom (1991). This is not to Say that 

there is an outer sense of space and inner sense of space, and that freedom is 

found in a kind of public/private opposition that seerns to be part of our 

cowciousness in the south. As Maxine Greene says, "freedom is not found in 

either the objective world, or the inner self but is found in the understanding 



of the dialeaic between self and the world" (1988, p. 99). 

This exploration of space in Nunavut, which is an integrated physical, 

psychological, and spiritual experience, creates a link to the land which is 

fundamental to a sense of self within Inuit soaety and is therefore likely to be 

an important key to freedom for Inuit educators. Qallunaat teachers who 

accompany groups of students on school trips on the land often tallc about 

how different the students seem to be when they are away from the school. 

The students look after their teachers, roles are reversed, and individu& 

with traditional SW are quietly competent as they tie the qamotiq, üght the 

stove, or cut blocks of snow for the iglu. Sometimes these are studentç who 

do not shine in the classroorn and who find school a difficult and confusing 

place. Sometimes they are highly cornpetent in both contexts. What is usu* 

evident; however, is that students who are cornfortable on the land display a 

dignity and composure that denotes a powerful and demental grounding and 

a quiet strength that speaks of freedom. 

Conflict does not flare up in the sarne way on the land as it seems to do 

in classrooms. Being on the land grounds all of us, but for Inuit it seems to 

have a special role. This relates to a history that means "the land is a tradition 

that is as much a part of Me now as it was in the past" (GNWT, 1996, p. 93). 

The connection between self, comunity, and land is concephially different 

within traditional Inuit culture where interdependence was necessary and 

one could not survive without the community and the land (Stairs & 

Wenzel, 1992). 

Within the liberal, E d a n a d i a n  tradition, space is a more abstract 

concept that is divided into conceptions of the public and private and linked 

to individual freedom. It does have ties to the land, partidarly in the 

frontier sense. Pierre Trudeau, for example, poways a connection to nature, 



though in keepùig with an individudistic ideology he is usudy pictured 

alone againçt the forest, rocks, or water. It seems as if contemporary 

conceptions of freedom and space based on a rationalist-modernist 

philosophy, has led to what Foucault sees as confinement within the 

institutions of a disciphary society, in homes Iocked for our safety and 

w i t h  technologies of the self that act as limitations within Our lives. We 

limit our own space when we stop inhabiting a "resisting world" (Greene, 

1988, p. 20). 

Foucault, quoted in Dumm (1996, p. 36), has stated that " o u  epoch WU 

perhaps above all be the epoch of space." Thomas Dumm (1996, p. 38), quotes 

Foucault at length on the way we tend to conceive of space: 

Perhaps our Me is still govemed by a certain number of oppositions 
that remain inviolable, that our institutions and practices have not yet 
dared to break down. These are oppositions that we regard as simple 
givens: for example between public space and private space, between 
family space and social space, between cultural space and useful space, 
between the space of leisure and that of work. All these are stiu 
n w e d  by the hidden presence of the sacred. 

Foucault suggests that we are ümited by our conceptions of space. The 

description of space on the tundra and within the lives of Inuit raises the 

possibility that conceptions of space and freedom may differ sigruficantly 

within Inuit society. Concepts of space are formed as we interad with our 

environment and the individuals within it. It would seem reasonable to 

suggest that some fundamental aspects of being Inuit, of Inuit ontology and 

episternology, are reiated to the space provided on the land and withùi more 

traditionaï communities. It would also seem reasonable to suggest that 

diildren raised in the carefully monitored spaces of suburbia and attending 

schools that segregate and organize children in ways that promote msucimum 

order and safeq, may develop different conceptions of space and freedom 



than children raised on farms in the country, or in small hu i t  communities 

in Nunavut. 

The importance of physical space is not necessarily acknowledged in 

schools. Educators often use their desks as their space. Students use their 

lockers. We use ou. homes. We decorate Our spaces to reflect parts of 

ourselves and increase our sense of belonging and connection. Students like 

classrooms that belong to them and reflect their interests and their 

achievements. Educators enjoy staffrooms that are cosy, pleasant, bright, and 

cheerfd. Space and our sense of belonging are closely Linked. Schools that 

provide space that is cold and alienating do not invite educators to relax and 

leam. It is hard to feel free in an environment that resembles a prison. 

Intellectual space is hard to find when we are bombarded with 

competing agendas, priorities, and theones. One might feel as if there is no 

space in our heads when they are full of both theoretical and practical ideas 

that cornpete for attention and ail seern to be important. In professional 

education we don't discuss strategies to estabiish inteilectual space for 

educators. Usually we are too busy striffing their heads with jargon and asking 

them to read artides that c m  be baffling. We alienate our educators because 

we do not provide enough intellectual space. 

Emotional space is a preoccupation in Our culture. We always seem to 

need more space from someone. Someone is always confining our space, 

demanding our space, takuig our space, or hogging our space. We seem very 

protective of our space. In Inuit culture ernotional space is protected by 

traditional practices that involve silence, waiting, and sitting quietly. Inuit 

support each other by waiting silently (Minor, 1992). Intruding verbally and 

emotionally is considered rude. On the other hand, physical space is much 

more open than it is in our culture. People walk into other people's houses 



and know they are welcorne, even at odd hours. Privacy is not protected the 

same way. These topics which surround issues of space are once again 

inadequately researched but they illustrate interesting cultural differmces that 

need to be acknowledged in our teadung and w i t h  professional education. 

Voice 

"[AIS the forces of bureaucratie control and teacher-ied 
professional development wrestle with one another, one of the 
greatest challenges to the emergence of teacher voice is the 
orchestration of educational vision" (Hargreaves, 1994af p. 249) 

Andy Hargreaves argues that principals and others designated as 

educational leaders within the hierarchy lead teachers towards what is aU too 

often their "imposed rather than eamed and hierarchical rather than 

democratic" (p. 250), visions for the schools and the educational system. The 

result is that "teachers soon leam to suppress their voice" (p. 25), and silence 

prevails. 

Principals who rnay unconsciously suppress voice are often trying to 

implement non-hierarchical discourse within the framework and limitations 

of instrumental reason. They have not examined the contradictions within 

their own understanding, actions, and discourse which may also leave them 

puzzled and wondering why educators do not participate. On the other hand 

when a person is used to silent acquiescence from staff members they rnay 

interpret it as agreement rather than resistance. 

Hargreavesf observations are based on some of his recent experiences 

within the school system in Ontario where teachers are among the most 

highly qualified in Canada, where teachers' associations are strong, and where 

educators have approxhately ten years more experience than those who 



work in Nunavut schoolç. Concerns relating to the suppression of teachers' 

voices in places like Ontario are multipiied in a post-colonial context lïke 

Nunavut, and questions relating to the ownership of educational vision 

where the majority of principals and administrators are Qallunaat have even 

more legi timacy . 

Inexpenenced educators, particularly Inuit recently hired to work in 

schools, tend to hesitate before expressing their views in a professional space 

occupied by colleagues with more experience and qualifications. Cultural and 

linguistic differences and the impact of colonization provide additional 

obstacles to communication between Inuit and Qallunaat educators. 

An individuai with considerable experience within the educational 

system, who completed art interview as part of the Pauqatigiit research, spoke 

about communication with Qallunaat in general and stated, "You don't 

listen. Until 1 raise my voice and start swearing you don't listen to me .... 

Qallunaat think they have to raise their voices to be heard." He is referring to 

both volume and style of discourse and he feels that Qdunaat don't always 

Iisten carefully when Inuit speak. He believes that Inuit living in those 

communities most influenced by the south now speak more loudly and 

harshly to each other as a result of Qallunaq influence. At first he thought the 

raised voices meant these hu i t  were angry all the tirne. In his more 

traditional home community, where southem influences are not as 

prevalent, Inuit speak to each other quietly, gently, and with respect. There 

are no swear words in Inuktitut. Listening is seen as a mark of respect and 

waiting for people to finish speaking is a vitally important component in 

communication. The intemptions, repartee, and raised voices that 

sometimes characterize communication arnong Qailunaat, particularly when 

they are excited, can seem excessive and diildish to some Inuit. Of course 



most people are used to QalIunaat ways and a more southem way of 

communicating often characterizes exchanges among hui t  in schools and in 

their homes. Martha Crago and her assoaates (1988,1992,1991,1993), have 

extensively documented some of these shiftllig patterns of communication in 

their work in Northem Quebec. 

Butt, Raymond, McCue, and Yamagishi (1992, p. 57), stress the 

importance of the teacheis voice for it "cames the tone, the language, the 

quality , the feelings." Teachers' voices also convey their understanding, their 

interpretation of experîence, and their worldview. When some voices remain 

silent, which happens most frequently with the less experienced Inuit 

educators in Nunavut schools, then interpretation of the daily realities 

encountered in these schoolç are reflected only by those who speak. 

The following example which tends to essentialize gender difference 

and involves gross generalizations is used to make a point about how a 

dominant worldview can radically influence the structures and institutions 

in Our society. In any patriarchal society the predorninance of men's voices, 

representing a group that is generally heard more frequently within political, 

business, and institutional contexts, has helped to create a culture which 

tends to focus on economics and power, rather than on pnorities which 

include caring for people, communities, and the environment. The power 

structures created within a patriarchy recognize and validate a certain kind of 

discourse, which reflects instrumental reason. Voices which speak from a 

different perspective may not be heard, or understood. Corson, (1995a, p. 6), 

states that language "does fashion, reflect and reinforce structures of 

domination." This can mean that in the Nunavut context, if Qallunaat voices 

çpeaking in English are heard the most frequently then it is their 

interpretation of reality, their ideological preferences, and their pattern of 



discourse that are maintained and therefore dominate within the schools. 

Considering the fact that 15% of Inuit educators speak o d y  Inuktitut it 

is very possible that the realities experienced by unilingual classroom 

assistants, cultural specialists, parents, or language specialists may not even be 

heard in some of the educational debates within some schools. In secondary 

schoois, where English may be used almost exdusively and where the 

numbers of Inuit educators are lower than at the elementary level, the 

problem is likely to be even more prevalent. At the administrative levels, 

where people are consaous that Inuit are underrepresented, this is 

adcnowledged as a serious problem and is a source of stress for huit in 

leadership positions. They realize that even when their voices do speak out 

they may be dismissed because they la& expenence, or might be viewed as 

misunderstanding the institutional realities in a school (Lee, 1996). When the 

voices of Inuit educators are not heard, recognized, and affirmecl the 

consequences can inchde disempowerment, alienation, resistance, 

acquiescence, anger, withdrawal, and emotional damage to self and 

community (Taylor, 1994). 

Language differences alone may mean that hui t  often hesitate to 

express themseives in English particularly when discussions start to involve 

educational jargon, or terms that may be unfamiliar to individuals just 

starting their professional education experiences. Qallunaat, sensitive to 

linguistic and cultural differences, may hesitate to express their opinions 

because they are waiting for Inuit to speak, or because other Qallunaat have 

already expressed their views quite forcefully. In this case the voices of 

Qallunaat who are aware of subtle cultural differences are absent from 

discussions, and colleagues who may be unaware that they are dominating 

discussions can jump in and f3.l the space that is available. 



The possibilities for miscommunication between hu i t  and Qallunaat 

are rampant within Lhis context and the sensitivity and awareness that is 

required to ensure that an ideal speech situation (Habermas, 1979) is at least 

approximated are often very hard to find. Cultural differences can provide a 

wide range of limitations with respect to voice. Inuit or Qdunaat  educators 

may misunderstand tone, body language, laughter, expressions, or 

colloquialisms used by members of the other group, and efforts to discuss 

difference rnay be avoided because they might be embarrassing, or reveal a 

lack of cultural awareness. 

Within a cross-cultural, post-colonial context, equality of voice stands 

out as a critical and delicate issue. Ivor Goodson sees the sponsoring of 

teachers' voices as "counter-cultural" (1992, p. Il), because it speaks against 

the grain of the power-knowledge held by administrators and pofitiuans in 

our society. It means that the voices of teachers can act as a forrn of political 

resistance. Voices that remain dent, however, are often interpreted as 

acquiescent rather than resistant. Henry Girow states that "a politics of voice 

must offer pedagogical and political strategies that affirm the primacy of the 

social, intersubjective and collective" (1997, p. 225). Determinhg a range of 

strategies that enable voices to speak would seem to be an essential starting 

point for discussions involving cross-cultural communication within 

professional education. Establishing ground d e s  can help to da* 

difference in a way that facilitates understanding rather than promotes 

misunderstanding. 

Balancing self and community within the cornplex communication in 

a Nunavut school is far from easy, particularly when some members of the 

community may be damaged as a result of colonial domination. The courage 

it takes to speak in a context of disempowerment and dorninance rnay not be 



fully understood by individuals whose lives have involved a celebration of 

their voices and affirmation of their perspectives. The doubt, fear, hesitation, 

and even terror felt by some individuals before they speak in a large group are 

not ofien discussed or appreciated. 

In the Pauqatigiit survey the following statement was rated on a five 

point scale in Question 17: "1 often find it hard to speak out in groups." The 

results are very interesting. A total of 62% of Qdunaat educators disagreed 

with the statement, while 12% agreed. The figures for huit  educators differ 

considerably, with 35% disagreeing with the statement and 36% agreeing. This 

means that more than one third of the Inuit educators working in Nunavut 

schools feel that it is difficult to speak out in groups. There are actually more 

hu i t  who have difficulty speaking out than those who do not. Almost twice 

the number of Qallunaat, compared to Inuit, are cornfortable speaking out in 

groups. In al1 kinds of meetings these statistical results are confirmed. 

In many meetings English is chosen as the language of 

communication. Simultaneous translation is exorbitantly expensive and 

translating in any other way can be cumbersome and thne consuming. Inuit 

speak English and Qailunaat do not usually speak Inuktitut. Regardless of 

discornfort, the choice of language seem obvious. Given the predomùiance 

of what Alastair Pennycook (1992), calls the hegemony of English, it does 

mean that Qallunaat voices are usually heard more frequently and the 

majority of Inuit rernain relatively silent during discussions. In small groups 

the problem is not as evident and when larger numbers of Inuit are involved, 

it is quite likely that they WU speak out, &en choosing to discusi issues 

together in Inuktitut. The evidence provided by the Pauqatigiit survey as well 

as the observations that c m  be made on a daily baçis in Nunavut schools, 

indicates that there is a sigruficant problern related to equality of voice within 



Nunavut schools. 

There may be some lessons to be learned within feminist discussions 

relating to voice. Jennifer Gore (1993, p. 211, quotes Francis Maher when she 

discusses the issue of voice for women and speaks of the "need for women to 

have their own space and their own educational culture, in order to 'find 

their voices' and grow without the threat of male (physical and/or symbolic) 

violence." Magda Lewis (1993, p. 3), suggests that, "As a pedagogical 'problem' 

womenfs silence has most often been artidated and framed within an 

ideology of deficiency - as a consciousness dmgged into stupor by the opium 

of male power." She goes on to d i s w s  the interventions that are direded 

towards compensating for thk silence suggesting that silence is not 

necessarily "an absence of discourse" but a dissentkg silence, a "political act 

.... which offers the possibility of a transformative politics." She speaks of the 

"power of the personal" (p. 5), in whkh dangerous mernories hold the past in 

the present and c m  be used as a source of recovery of voice. Lewis quotes 

Adrienne Rich (1979, p. 35), who suggests that connection to the past serves 

not only "to pass on a tradition but to break its hold over us" (1993, p. 9). The 

importance of feminist insights and experîence with respect to issues of voice 

for hui t  educators who speak within the dominating post-colonial context of 

Nunavut seems evident. 1 would suggest that rather than breaking with the 

past, the comection provides a link to strong Inuit voices that can be 

powerfully affirming. There is no doubt that the more recent "hold" withh a 

colonial context needs to be broken. Hcwever, 1 believe that the recovery of 

voice is directly linked through stories, myths, and legends to the historical 

memory of Inuit voices from the past. 

Jeanette Armstrong (1990), writes about the exclusion of the aboriginal 

voice to the point of "being disempowered and rendered voiceless" (p. 143), 



and urges aboriginal writers to find "the courage to shakeoff centuries of 

impenalism .... [and] see ourselves as undefeatably proactive" (p. 145). Both 

Armstrong and Minh-ha warn us of the dangers inherent in taking on 

"colonized-anthropo-logized difference" (Minh-ha, 1987, p. 101), which fixes, 

limits, and restricts identity and voice. The whole question of seardllng for an 

authentic, real voice in safe places Leads us h to  the very complex politics of 

difference that occupies a central place within ferninist and post-colonial 

discourse. We need to promote a plurality of voices whidi echo with 

multipIe, complex identities and speak at various times, in a variety of tones, 

reflecting their own particular location and specific perspective. 

Hargreaves (1994a, p. 251), wams us about "a world reduced to diaotic 

babble where there are no meam for arbitrating between voices, reconciling 

them, or drawing them together." In many ways a babble is preferable to 

sullen silence in which the voices of those with power speak to each other. 

Implicit in Hargreave's comments is the arbitrator, the faulitator. One must 

wonder if that arbitrator "has some strategic purpose" (Corson, 1993, p. 157), 

or does he, or she, understand what it means to establish "a democratic flow 

of ideas and arguments [in which]: domination, manipulation and control are 

banished" (Corson, 1993, p. 157). In some Nunavut schools where trust is well 

established between Inuit and Qallunaat educators, all voices can speak out 

freely b express their views equally in the language of their choice. In other 

Nunavut schools, however, there are voices that are silenced, voices that 

choose not to speak and voices that speak in ways that can be violent, 

damaging, and oppressive. [Blell hooks States: "Moving from silence into 

speech is for the oppressed, the colonized, the exploited and those who stand 

and struggle side by side a gesture of defiance that heals, that makes new life 

and new growth possible" (1988, p. 9). 



As a facilitator 1 have found that creating space for voices to speak often 

requires the temporary separation of Qdunaat and huit. Inuit seem to be 

much more comfortable when there are opportunities to speak freely in 

Inuktitut without the necessity of translation, or the struggle to express 

creative thinhg in English. Insights generated in a more protected space are 

later shared with QaUunaat colleagues. Voices grow stronger within space 

that is perceived as safe and then seem to be prepared to speak more 

frequently in both Engiiçh and Lnuktitut once ideas are darified, or 

understood. Some Qallunaat and a few Inuit educators are very 

uncornfortable with any kind of separation on the basis of language or ethnic 

difference, and there is no question that the separation does speak directly to 

issues of domination within mixed groups. I believe; however, that these 

issues must be addressed openiy, albeit in a way that helps everyone to 

understand why it might be necessary. Idenhfying the conditions that people 

require in order to feel comfortable speaking is essential, otherwise one group 

may express their opinions more frequently than the other, with the result 

that the equality of voice is seriously threatened. Habermas' theory of 

communicative action includes discussions of the ideal speech situation and 

of a communicative ethic which advocates and stresses "full reciprocity, 

solidarity and autonomy .... [and] an expansion of participatory democracy" 

(Ingram, 1990, p. 137). The ideal speech situation envisions the kind of 

Bakhtinian heteroglossia (1984)) in which multiple voices speak and can be 

heard. Corson (1993, pp. 156-159), discusses some of the conditions that enable 

groups to work towards the ideal speech situation. These suggestions provide 

a useful starting point for a discussion which relates to equality and voice in 

Nunavut schools. 

There are many ways to speak and many ways to express views and 



opinions. In professional education which is interested in exploring space, 

freedom, and voice within a cross-cultural professional education context, the 

last thing that is needed is the kind of reification (Lukacs, 1970), which 

confines thinking and expression. Correctness as well as the ability to engage 

in elaborate language games within discrete groups can provide monumental 

bamers to communication. Communication does not always have to take 

place in words, and the expansion of voice into other genres and artistic 

forms of expression needs to be explored both within school and professional 

education contexts. Art, drawings, &arts, poems, songs, laughter, dances, and 

drama need to be used much more extensively in order to share our voices in 

ways that extend the space and freedom we have to share our ideas. Neufeld 

and Grimmett (1994, p. 225), refer to the need to use the "nonrational 

languages of dream, of myth, of passion and of enchantment" during 

professional Leaming experiences. In keeping with this suggestion, 1 am 

choosing to close thiç section with a piece of writing that represents two 

voices from my own life. My daughter Kathleen McAuley8s young voice 

expresses her desire to change her school program as well as her inability to 

express her views to her teacher. My own voice speaks as a mother, woman, 

and teacher who very recently found that I was silenced within my own 

professional space - an experience 1 never believed 1 could encounter, 

particularly after twenty years of teaching experience. Both voices speak from 

a space that is considered to be privileged, white, and rniddle dass. 

Sometimes I Want to Cry Out 

"Sometimes 1 want to cry out", she says. 
She cries out silently for science, art, 
Involvement, learning, voice. 
She is six years old. 



She speaks of putting her head 
tnto her hands when the teacher is angry. 
To hold the words inside. 

"1 can imagine a world of harmony," she says. 
"1 believe there is a place where 1 cm grow wings 
And fly from the top of a waterfall. 
I believe there is a place where the world is colourful, 
Shimmering with indigo light." 

The dishes pile up in the sink. 
Tiny pieces of do&' dothing 
Lie strewn across the floor. 

1 cry out as my throat is cut 
1 am forty-six 
But there is no longer any sound. 

(O'Donoghue 8 McAdey, 1997) 

My power as a person cornes from 
Who 1 am. 1 am a partidar person 
Relationship keeps me dive 

(Lorde) 

In Inuuaatieiit (GNWT, 1996), the developmental framework at the 

start of the document places the f d y ,  the community, and the self together. 

It is a holistic conception and no circles or boxes separate one element from 

the other. The overall goal of the Inuuaatieiit curriculum iç that a student 

become, a "productive and contributing member of family and community" 

(p. 16). The self is seen as fully integrated into the community. The 

Tunngavinga, or Foundation for the whole curriculum centres on a circle of 

belonging which is sustained by relationships to people and the environment 

and strengthened by Inuit beliefs and values (p. 30). Inuu tigiit states that 

Inuit: 
belong to the land .... not just the earth itself, but aU of nature: plants, 



animals, water, ice, wind and sky. Nature and Inuit are one. They have 
depended on each other for centunes and any change, or alteration of 
just one aspect can unbalance the whole. (p. 31) 

These fundamental aspects of the Inuuqati it curriculum clearly 

reflect an hui t  worldview which is interdependent, relational, and 

communal. Throughout this dissertation 1 have referred to views of the self 

that are not based on the individuaiisrn and rationalism that is still 

characteristic of a Western European culture. The worldview expressed in 

Inuuaatidit. however, is not informed by post-structural discourse, or the 

reading of academic texts within feminism, post-colonial identity, or aitical 

theory. It was drawn from eldes and from the mernories of Inuit themselves. 

This vision of community is central in any discussion of huit values and 

beliefs 1 have ever been involved in during my fifteen years of work in 

Nunavut. Community is perceived as the grounding for the society in a 

different and more tangible way than is the case in the south. This is 

obviouçly related to the much smaller population base which makes the 

gathering of community members a simple, everyday happening, particularly 

during the spring and sumrner but also during holidays and special days of 

celebration. This very strong sense of community is also related to the bonds 

of kiwhip which "ensured that virtually ali the people in the camp were 

related to each other in some way" (Pauktuutit, p. 15). Kinship was 

established through birth, marriage, adoption, naming, and fictive 

relationships. 
Inuit society was largely egalitarïan with no hierarchy, or forma1 
authority. Individuals were largely free to do as they wished as long as 
their actions did not disturb others. The basic system of making 
decisions for the group was based on consensus. Major decisions 
affecting the group wodd be discussed among the adults. People would 
voice their view and compromise the final decision to ensure that 
everyone accepted i t  People with special skilis, talents, or knowledge, 
sudi as a respected hunter, an elder, or a shaman, could be soliated for 
their opinion on a particular issue but their advice was not binding. 



Their ability to influence others was Limited by the degree to which 
people chose to follow their advice. (Pauktuutit, p. 15) 

In choosing to share such a long quotation from the Pauktuutit 

document, The Inuit Wav: A Guide to Inuit Culture. 1 am attempting to 

highlight some of the differences in the way an Inuit society and a southem 

society were organized. The cornparison is unfair h that Inuit communities, 

unlike many in southem Canada, maintain very close links with traditional 

ways. Many of the Inuit educators working in Nunavut schools actually grew 

up in traditional camps that were organized according to the non-hierarchïcal 

way of Me described in the quotation The community was sustained by strong 

values of sharing, non-interference, patience, humility, respect, cooperation, 

resourcefulness, perseverance, and harmony. 

Rupert Ross (1996), in his new book Retufning to the TeadUn= shares 

the doubt he initially felt when over and over again he heard stories that 

supported healùig and teaching as traditional forms of justice. He states, "1 

suspected that people were giving me romanticized versions of traditional 

justice, with ail the punishments removed to make things look rosier than 

they really were" (p. 6). The Pauktuutit description of Inuit society &O 

sounds romanticized and simply too good to be hue. We all know that Me 

was often far from rosy. However, there are just too many stories about the 

harmonious life in traditional camps and there is still enough evidence of 

harmony in the smakr communities in Nunavut to simply dismiss the 

Pauktuutit description as romantic. 

Our doubt, questions, and dismissal, sometimes expressed by Qdunaat 

in Nunavut schoois, serves as more evidence of the hegemony which 

operates to ensure that Our worldview predominates within Nunavut. Since 

the modem communities were established aaoss Nunavut, u t  have net 



really had an opportunity to organize their communities according to their 

own traditional ways. The southem institutions impose policies. hierarchies, 

niles, regulatiow, codes, law and order, systems, discipline8 and organizations 

that are diametncally opposed to the kind of society that is described in the 

Pauktuutit quotation. 

This section on community starts with what I dare to call an Inuit 

perspective because that must be a point of departwe for any discussion of 

community as it relates to schools, or professional education in Nunavut. 

This vision of community must be measured against the kind of contrived, 

collaborative, cooperative models of community that we tend to firid in 

educational joumals and texts. The mainçtream professional education 

literature is literally saturated in discussions of community, collaboration, 

cooperation, and collegiality. They are dominant themes in the writings of 

Ann Lieberman 1995, 1994; Milbrey Wallin McLaughh, 1994, 1990; Judith 

Warren-Little 1986,1987 ; Andy Hargreaves 1994a, 1994b, 1997; Peter Grimmett 

and Jonathan Neufeld, 1994; Michael Apple and James Beane, 1995; Kathleen 

Ceroni and Noreen Garman, 1994; Swan Rosenholtz, 1989; Michael Fullan, 

1991; Jim Cummins, 1996, and rnany others that are far too numerous to 

mention, 

AM Lieberman (1995, p. 15), believes that "Colleagueship was built on 

shared struggles, changed practices and much trial and error." She identifies 

"noms of collegiality, openness and trust" (1994, p. 16), as important 

elements in building a culture of support. Milbrey McLaughlin (1994, p. 33), 

identifies "membership in some kind of a strong professional community" as 

the most striking characteristic shared by teachers who report a high sense of 

efficacy and success with students. She develops the concept of "professional 

discourse community" (pp. 32-47), characterized by collegiality and mutual 



support, and sees common purpose, networks, coalitions and collaborations 

as essential in coping with the many challenges facing educators in schools. 

Susan Rosenholtz (1989), stresses the vital importance of "social cernent" (p. 

18) in building what she calIs cohesiveness in schools. In her research she 

discovered that "Cohesiveness is relationship, oriented. It involves the 

affective attachment of people to the, organizational community, with 

M h e n t  derived directly from membeahip involvement" (p. 18). 

Rosenholtz goes on to examine schools with shared goals and notes, "in high 

consensus settings, teachersf tak  reflects a conception of the desirable, 

explicitly defined and mutually shared, which seems to direct and unify 

behavior, just as the h e l  of an hourglass f o m  the sand and sends it al1 in 

the same direction" (p. 30). 

Rhetoric aside, the examples cited by Rosenholtz, Lieberman, and 

McLaughlin are impressive and point to real successes that are based on a 

sense of community and cornmitment to education and professional 

leaming. Sometimes in reading these examples 1 find that parents, politics, 

and a wider social context seem to be sornewhat removed from the world of 

the school. While this does not in any way diminish the accomplishments of 

educators in the many dassrooms and schoois discussed and documented in 

the work of Liebernian, McLaughlin and Rosenholtz, it does leave me 

looking for more - perhaps for a sense of community that is linked to a 

wider view of society. Midiael Appk and James Beane bring me back to 

reality; however, when they state, "the most powerful meaning of democracy 

is formed not in glossy political rhetoric, but in the details of everyday lives" 

(1995, p. 103). "We do not want dewyeyed romantics here .... we are 

exhausted at the end of a day spent deahg with the realities of schools" (p. 

103). The creation of community in sdiools has a great deal to do with shared 



hard work, with a deep cornmitment to the students, and a realization that 

readiing out to others can make a huge difference in surviving through 

difficult days. 

As 1 read through the volumes and pages of writuig which focus on 

collegiality, 1 find the words of Joanne Tompkins, a Nunavut educator, 

echoing through my head. "The answers are profoundly simple and they 

relate in large part to creating schools that value people - all people - staff 

and students and janitors and parent volunteers" (1993, p. 119). 1 have visited 

the school in north Baffin where Tompkins and her colleagues worked to the 

point of exhaustion, but also experienced intense joy. Everyone was welcome 

in that school. It was a school where parents felt comfortable, students felt 

valued, and staff were supportive of each other and worked dosely together 

to plan, teach, and leam. Çomehow the story of Anurapaktuq School seemed 

to work towards an Inuit-based conception of community at the same time as 

it implemented virtually ail of the elements referred to over and over again 

in the mainstream literature which deais with collaboration. Family groups, 

culturally based leaming, fist language instruction, thematic teadiing, 

supported team planning, centres, small group instruction, communi~  

involvement, ongoing educator developrnent, reflection, celebration, 

empathetic leadership, and caring were a l l  part and parcel of that particular 

school's success. 

There are several Nunavut schools struggling to build communities 

where sharing, cooperation, and support are much more than jargon used in 

the professional education literature or the odd workshop. Apple and Beane 

(1995, p. 104) speak of the "long and valued tradition of like-minded efforts." 

Immediately 1 think of Stephen May's account of Richmond Road School 

Primary School in Auckland (1994), of the efforts in Rock Point that were 



documented years ago by Wayne and Agnes Holm (1990), and the work 

documented by Lucille Watahomigie and Teresa McCarty (1994), to aeate  first 

language programs in Peach Springs, Arizona. 

Apple and Beane feel that part of the problem we face in building 

democratic schools is finding out about the successes of other educators: 

Our work has become so intensifieci (Apple, 1988,1993) that not ody is 
it difficult to find tirne to write about our successes, it is sometimes 
difficult to find time to even read about what other people are doing to 
transform their schools. Yet sharing our stories is crucial, as is teadung 
one another what can be done, what pitfalls to avoid and what reality 
is like when the hard work of building more respowive school~ f indy  
pays off. (1995, pp. 104-105) 

Not only do we have little time to read, we do not have the time to 

waste on implementing an agenda of school reform which is preoccupied 

with the kind of "contrived ~oIlegiality'~ referred to by Andy Hargreaves (1991, 

1994a), or the duplicity of false "empowennent" described by Kathleen Ceroni 

and Noreen Garman. Community is based on relationships between people. 

real, difficult, cornplex, and caring relationships that are not created with 

mage wands, or leadership from above. These are relationships in which 

professional jealousy, carelessness, la& of understanding, ideologicd 

difference and pettiness c m  quickly spoil our efforts to build community. We 

need to be prepared to address the realities involved in accepting the good 

along with the fnistrating, infuriating idiosyncrasies of our colleagues. 

Creating cornmunity also requires that educators yet again open their 

eyes to the rhetoric of reform and refuse to become puppets in any one eke's 

idea of collaboration. These two realities alone present formidable challenges 

to anyone committed to building a professional discourse community 

characterized by cooperation, respect, and harmony. 

The educators in Nunavut schools already understand a great deal 



about community, much of it learned a s  they grew up being cared for by 

extended family, neighbors, ~ e n d s ,  and relatives. They understand 

community when they dance and play games in the comrnunity hall into the 

early hous of the moming at Christmas and finally wander home exhausted 

to sleep away a day that remains dark At community feasts, during spring 

camp, dam digghg, hunting, or during the days when tragedies bring 

everyone together, the close life in Nunavut communities is sustained by 

relationships that are built and maintained over a lifetime. When it cornes 

time for school, however, we tend to tum these connections into more 

formal relationships on cornmittees, teams, and planning groups. Somehow 

the southem structures and ways of doing business predominate, and small 

hierarchies develop guided by those who are designated as leaders. 

In considering what community really means to us, 1 believe we need 

to think long and hard about our schoois and whose interests and agendas 

they are really serving. Are parents involved in creating these schools, do 

students have a voice in the ongoing discussions about direction, values, and 

activities? Do educators have the time to build their own corrunurüty, work 

with their colleagues, and team teach in ways that are not prescribed and 

controlled by administrators? Untii these things are possible, efforts to create a 

vision of community remain the kuid of reformer based empty rhetoric in 

which the structures and existing relationships and hierarchies of power and 

knowledge are maintained. We have seen that it iç possible to break this 

pattern in schools all over the world. It remains to be seen if it is possible to 

extend an Inuit-based mode1 of cornmunity in more than just a few 

exceptional schools in Nunavut. Perhapç, as Maxine Greene and Richard 

Rorty suggest, "the only foundation for the sense of community is 'shared 

hope and the trust aeated by such sharing'" (Roorty, 1985, p. 3 in Greene, 1988, 



Conclusion 

The themes of freedom, space, voice, and community are fundamentaily 

important in Pauqatigiit. Understanding these themes and the possibilities 

they can bring to the implementation of ethicdy based professional 

education in Nunavut sdiools cannot be overemphasized. 

Without freedom we M t  O u r  choices. Without space we limit our 

creativity. Without voice we limit our understanding. Without community 

we h i t  the possibility of love. 



Part Three 

Emerging Frameworks for Professional Learning in Nunavut 



Chapter Eleven 

The Dance of Life: Challenges Involved in Ethically Based 

Professional Practice 

"1 wodd suggest that we not seek out a theory of tmth 
but affirm an ethicd base for our accounts 

of the value of cooperative human inqujl. 
Ali we can do is articulate as clearly as possible 

what we believe and what we share-" 
(Greene, 1995, p. 69) 

Introduction 

Maxine Greene suggests that, "For those of us in education, it seems 

peculiarly important that both the critique and vision of education be 

developed within and not outside what we conceive to be our leaming 

community" (1995, p. 61). As 1 stniggle to articulate an emerging framework 

for ethically based professional practice, 1 am intensely conscious of the 

tensions between the everyday world of Pauqatigiit and the world of critique 

that tends to draw me into an exploration of subjectivity, agency, ethics, and 

politics. This tension may be artifiaal, created by our preoccupation with the 

binary opposition established between theory and practice. The world of 

critique is often viewed by educators as inaccessible and inapplicable within 

the world of the dassroom. For me, however, what started as a theoretical 

exploration has proved to be eminently practical within my own professional 

life. 

Greene urges us to stay connected to our learning co~~zmunities but 

during th& year my professional community has expanded to indude voices 



that are sometimes thought to be "disco~ected" (Greene, 1995, p. 62), from 

the real world of schools, students, teacher education and professional 

development. There were tirnes when 1 believed 1 was drifting into a space 

that seemed to be distanced from Lved experience and that the theoretical 

voices were preoccupied with splitting hairs as some of them wrestled 

intellectually with issues such as the death of the subject, the death of history, 

and the death of metaphysics (Nicholson, 1995, p. 3). 

1 wondered if my reading was becomîng self-indulgent when at t h e s  it 

seemed to have little relevance to Pauqatigiit. The reading a h  started to 

become very time consurning to the point that 1 womed the dissertation 

would never be finished. We all face the challenge of relevance in our work, 

and when a year of leave is snatched from a busy life the pressure to complete 

writing is considerable. Delving into philosophical concerns did not always 

seem justified. Now, however, 1 think 1 understand what Maxine Greene 

meam about comection to community, and I know that the tension between 

critique and Pauqatigiit is important and valuable. 

As we focus on specific practices in specific locations they are conçtantly 

reshaped by Our thinking. The quality of that thinking is influenced by the 

voices we encounter. When those voices simply mKror back our own 

realities and take for granted approadies within education, we are not 

challenged to consider problems from different perspectives or to delve 

beneath the surface to understand in deeper ways. We are not cognitively 

forced to resolve the disturbing and wettling questions that can lead to a 

deeper understanding. Thinking which is grounded in ethical questions is 

vital, for without it changes that can benefit the cornmunity are unlikely to 

happen. 

In our work as educators we are called upon to a d  ethically in the face 



of a myriad of diversions, seductions, and sometimes unimportant details. 

We are called upon to work with colleagues in Our leaming communities as 

we struggle together to create the kind of school system that is committed to 

making a difference for students. In order to a b  ethically, it is essential that 

we have time to reflect, read, and consider our üves carefdy for otherwise 

we are in danger of simply reacting and responding automatically according 

to the patterns of behavior and moral codes we have established over years. 

Eventually our thinking as well as our actions become stuck in grooves that 

are not easy to change. Our connections to comrnunity are very important, as 

Greene states, but so are connections to voices which corne from the world of 

critique. I think we need both if we are to reflect and act ethically in our work. 

My comection with theoretical voices has helped me to refled on OUI 

specific practices in professional education in Nunavut and challenged me to 

think about research, theory and pradice in a way that was not possible when 

I was immersed in supenrising schoolç, teaching courses at NTEP, or 

coordinating Pauqatigiit. 1 believe this reflection will make a difference in the 

way I teach and work with other educators in the future. A comection with 

the voices of Michel Foucault and Maxine Greene, in particular, has helped 

me to consider Our realities in Nunavut from an ethical perspective and then 

turn back to Pauqatigiit to try and synthesize new understandings with those 

realities. 

In the context of the lived experience of some educators in Nunavut 

schoolç, concepts of freedom, and caring for self may be perceived as far from 

abstract and could represent a very practical kind of response to professional 

lives that c m  seem confining, confwing, and limiting. However, this 

remains a presumption at this time. The process of development in 

Pauqatigüt ensures that any emerging insights, presented by myself as part of 



discussions, involves sharing the thinking of one person who spent several 

mon& of her life looking at the issues and questions of professional 

education in Nunavut with a bit more attention than is possible when we are 

involved in the daily scramble of life in schools. The relevance of these 

insights may only be of value to myself, in which case they will affect my 

relationships with others, and that may benefit a few people in Nunavut. 1 no 

longer believe that knowledge must have wide applicability w i t h  education 

to be recognized as valuable. There are already enough ideas and strategies 

out there but they are not being used effectively because educators have no 

tirne to think. A tiny suggestion that educators in Nunavut need to focus on 

themselves and the resolution of tensions in their own lives, may enable 

them to gain sorne of the freedom they need to act differently in their 

professional lives. 1 therefore suggest that the work of Foucault on ca-re of self, 

and a recomection to Inuit values as a foundation for ethical practice, 

provides a powerful antidote to the debilitating effects of cultural loss, 

exponential change, and colonial violence that permeates the professional life 

of educators who Iive and work in Nunavut today. 

Emereinn Frameworks 

In thiç chapter I try to describe a framework for ethically based 

professional practice which draws on Foucadt's notion of care of self and 

integrates it with Inuit values and conceptions of respect and relationship 

with community and the land. This combines the ftamework from 

huupt ie i i t  (GNWT, 1996), with Foucauldian ethics to conceive of practices 

which are founded on relational, communal, and political understandings of 

subjectivity and comrnunity. Vygotskian soaocultural leaming theory 



supports thk perspective. 

In his ethics Foucault tumed to the HeUenistic culture of Greece and 

Rome, specïfïcally the epimeleia henutou (taking care of one's self) as a 

practical foundation for being in the world. In doing so he waç careful to pick 

and choose, rejecting the sexism and oppression that was part of HeIIenistic 

society and which he argued, should be "abandoned" (Foucault, quoted in 

Dumm, 1996, p. 139). Similarly, while traditional W t  values may capture 

important aspects of community living such as cooperation and sharing, 

historical memory may faii to recall the bmtality that was also part of Inuit 

traditional life (Grabum, personal communication, 1985). In looking badc we 

are carefdy selecting aspects of ethical practice that have relevance today. 

It would be naïve, nostalgie, and dangerous to suggest that we simply 

need to resuscitate prechristian forms of ethical practice and dismiss 

medieval philosophy and scholasticism, the Enlightenment, hurnanisrn, and 

modem and contemporary philosophies to return to the purity of more 

practical, traditional ethics. Our consaouçness is formed by our histories and 

by the range of philosophies that are part of that history. Fortunately our 

understanding, interpretation, and appreaation of that history is a-itically 

informed. We don? always adopt the norms and values of Our parents or of 

the dominant soaety. We are shaped by our questioning of, and our 

resistance to, prevailing beliefs. Though we rnay reach back to history and 

tradition in our efforts to understand ourselves, o u  interpretation is always 

hansformed by our own persona1 history, social location, and interactions 

with people. 

The creation of new f o m  of essentialism out of old traditions simply 

replicates historical patterns that are part of our modernist heritage and have 

already b e n  thoroughly distwbed by post-structuralism. Foucault did not 



believe it was possible to appropriate the insights from another age and apply 

them to Our lives today. He says, "you cadi find the solution of a problem in 

the solution of another problem raised at another moment by another 

people" (1984, p. 343). Therefore, Inuit values and Hellenistic ethical practices 

are used as powerfui sources that must be adapted and transformed by 

individuals within spedic contexts in different ways. 

In drawing on Greco-Roman conceptions of care of self as interpreted 

by Foucault, and on the historical memory of haditional Inuit values that is 

outlined in Inuuqatihit, 1 am suggesting a form of ethical practice which is 

problern- and choice-centered. This differs from a morality based on religious 

or humanistic tenets and also differs significantly from the simplistic moral 

codes of behavior that are often used in our schools to exercise control over 

both students and educators. This ethic is based on freedom, not control. It 

requires the involvement of self in decisiow about how to behave in a school 

or a soaety. 

Both perspectives, Foucauldian ethio and Inuit values, suggest 

powerfd forms of ethical practice that offer interesting possibilities with 

respect to a hannony that often seems elusive today. Inuit pre-Christian life 

dates back only four hundred years and c m  be considered relatively recent 

history for Nunavut. It is a history that can provide an important foundation 

for the hui t  and Qallunaat who are creating Nunavut today. The values 

mherent in traditional and anaent knowledge are based on a considerable 

amount of thinking about the best way to live life as individuals and 

members of a community. The Greeks and the Inummariit spent generations 

adapting and refining ethically based practices for their lives. We can criticdy 

evaluate these practices, and if they have relevance we can choose to adapt 

them to our Iives as educators in Nunavut. 



In attempting to use aspects of Foucault's work 1 am conscious of 

working "at the limits of oneseü" (Foucault, 1984, p. 46). 1 am not a student of 

philosophy or ethics. 1 am an educator exploring the possibiiities inherent in 

an ethical practice that speaks very strongly to me personally, but requires a 

level of understanding that sometimes seems beyond the limits of my present 

intellectual grasp. Consequently, 1 take a risk in presuming that this enables 

me to interpret Foucault's work with any kind of darity. Given this 

limitation; however, 1 am convinced of the importance of considering 

Foucauldian ethia for our context in Nunavut and m i s t  that my 

understanding wiU continue to grow so that this tentative, emerging 

framework will be constantly reshaped and refined over the years. 

In the same way, my necessarily limited understanding of Inuit values 

means 1 walk on dangerous ground in assuming that I am capable of 

interpreüng what is written and spoken about with respect to those values. 

As a Qallunaq writing about Inuit values, 1 a m  constantly in danger of 

appropnating and misunderstanding aspects of cultural knowledge. 1 take 

these risks consciously, believing that an Inuit perspective and world view 

can provide an immensely valuable ethicd base for any individual living, 

workuig, and teadiing in Nunavut. My interpretation may be flawed in 

which case it must be corrected by my Inuit colleagues as part of o u  ongoing 

dialogue. 1 apologize for any misinterpretation, generalization, totalization, or 

offense which results from my writing. 

This chapter initially attempts an examination of Foucault's ethics, 

which centre on care of self and use practices of freedom as the basis for 

ethical behavior. It then considers how Inuit values and an Inuit world view 

provide a basis for ethical living in Nunavut. The chapter moves on to 

consider the challenges that might be involved in uçing ethically based 



professional education in Nunavut as it might be informed by Foucauldian 

ethics and huit values. The themes discussed in Part Two of the dissertation: 

the culture of schoolç, the post-colonial context, criticai reflection, post 

humanism, collective autonomy, integrity, freedom, space, voice, and 

community are briefly re-considered as they relate to the values and practices 

which might inforni Our professional lives in Nunavut. The chapter closes 

with a discussion of the process involved in using ethically based leaming 

and discourse that places care of self in relationship with a diverse 

community as a priority throughout an educator's career. 

Chapter Eleven describes an emerging framework that might be 

considered within professional education in Nunavut. It explores the more 

theoretical aspects of ethically based practice, while Chapter Twelve uses 

reflectionç on my own professional learning experiences as an application of 

the evolving framework for ethical practice within the life of one Nunavut 

educator. 

Care of Self in Foucauldian Ethics 

Foucault's ethics suggest a discourse with self and others that requires a 

specific consideration of ourselves and the everyday world we a l I  inhabit. 

This is not simply a rational, critical quest, it is a consideration of the "context 

of shared hurnan stories, within a changing human commwiity" (Greene, 

1995, p. 62), and is much more like what Maxine Greene refers to as the 

"dance of iife" (p. 62). She believes this dance of Me involves laughter, 

happiness, and love, as well as critique, darity, consensus, and logic. It 

involves what she calls awakening to a self that is not "ready made, but 

something in continuous formation through choice of action" (Dewey, 1916, 



p. 408, quoted in Greene, 1995, p. 177). This dance of life has a great deal to do 

with an ongoing dialogue with ourselves and others. 

Peter McLaren writes about "postmodern narrative ethics" (1995, p. 96) 

that involve living "in the narrative reality of the present, to encourage the 

subversion of stratified, hierarchized and sociaiiy calcified forms of 

subjectivity" (p. 97). It is this kind of shaking up of narrative and self that 1 

believe we need to think about if we are interested in exploring ethical 

practice in Pauqatigiit. McLaren discwes Joel Kovel's philosophy of 

becoming which involves aligning "oneself explicitly with a narrative of 

freedom" (McLaren, 1995, p. 109). When we give ourselves a good shake and 

wake up to o u  lives we often discover that issues of freedom lie beneath OUI 

questions, and that concerns relating to self or subjectivity as they intersect 

with our families, schools, and comrnunities are almost always central in Our 

struggles to understand the world and find some happiness. McLaren quotes 

Kovel (1991, p. 108), when he discusses subjectivity: 

I am a subject, not merely an object; 1 am not a Cartesian subject, whose 
subjectivity is pure inwardness, but rather an expressive subject, a 
transfomative subject; I am a subject, therefore, who needs to project 
rny being into the world and transform the world as an expression of 
my being; and finally, 1 will appropriate my behg rather than have it 
expropriated. (Kovel, quoted in McLaren, 1995, pp. 109-110) 

A refusal to be expropriated leads individu& to question their lives 

and fight for more freedom. It is thiç urge to gain more freedom that makes 

Foucault's care of self so important. This is because, "Freedom is the 

ontological condition of ethics. But ethics is the considered form that freedom 

takes when it is informed by reflection" (Foucault, 1997, p. 284). Foucault 

explains that care of self "is ethical in itself" (1997, p. 287), because it involves 

howing yourself in a way that enables us to be free. Our understanding of 

ourselves frees us from sorne of the patterns of thinking that bind us into 



ways of behaving and reacting that limit our choices and restnct our pleasure 

and happiness. When we care for ourselves we are behaving ethically, which 

enables us to engage in ethical relationships with others. When others take 

care of themselves and gain more freedom, ethical relationships are possible 

and become exchanges between free human behgs. 

Foucauldian ethics apply within our everyday lives. They involve the 

use of disciplined, daily practices of freedom that diange the way we relate to 

ourselves and to others. Foucault draws on the Helleniçtic concept of 

"epimeleisthai sautou, 'to take care of yourself,' to 'take care of self, ' 'to be 

concemed, to take care of yourself'"(1997, p. 231, emphasis in text). He bases 

much of his work on an interpretation of Plato's first dialogues between 

Socrates and Alcibiades. For Foucault an "ethical response does not carry with 

it the clarity of a code ....[q n the face of normalization, he suggests that we need 

to thhk for ourselves ... to become generous in our responses to othen" 

(Dumm, 1996, p. 136). Thomas Dumm goes on to explain, 

In Foucault's reading, the care of the self th- is related to four main 
problems: politics and its relationship to the self, leaming from others, 
concem with self and self-knowledge and h d y  care of self and 
philosophical love, the relation to a master. (pp. 139-140) 

Foucault explains, "To conçtitute one's self as a subject who governs 

implies that one has constituted himself as a subject having care for self" 

(1988, p. 13). This is an ethics which implies the constihiting and goveming of 

oneself, the creation of oneself as a person who is interested in self, knows 

self, and takes care of self. This constituting of self takes place in relationship 

with others because we live in a world with family, frimds, and coUeagues. 

Foucault stresses that thinking affects all parts of ourselves and is not 

something that is limited to philosophy or science. Zt c m  be "analyzed in 

every manner of speaking, doing, or behaving in which the individual 



appears and acts as knowing subject [sujet de connaissance], a s  ethical or 

juridicial subject, as subject conscious of himself and others" (1997, p. 201, 

emphasis in text). Foucault (1997, pp. 230-242), in an essay entitled 

Technologies of the Self. elaborates on the four main problems that are 

outlined by Plato in the Ncibiades and are referred to by Dumrn. 1 am 

choosing to use these four problems to organize my discussion of 

Foucauldian ethics as they might relate to professional education in 

Nunavut. 

The Relation Between Care of Self and Political Activitv. Foucauldian 

ethics is not an individudistic ethics and does not focus on the self in 

isolation from others. It views the self as embedded in relationships with 

others and therefore as engaged in politics and community Me. This requires 

a relational and communal ethics. 

In living with others in a political community we are autornatically 

involved in power relations with others. %me power relations are 

asymmetrical in that they involve inequality - one person may be 

dominating the other. Asymmetrical power relations are influenced by 

society's attempts to govem and control our behavior in ways which can b i t  

our freedom, space, and ability to care for ourselves. In the educational system 

in Nunavut, asymmetrical power relations are fostered within hierarchies 

and bureaucracies that are charged with developing policies, programs, and 

procedures to organize education. A disciplinary society uses elaborate f o m  

of hegemonic control to govem citizens whidi necessitates living a political 

Me that tries to expose and limit that control. The teadiers' strike in Ontario 

(October, 1997), provides an example of resistance to control in the name of 

freedorn for educators and students. 

In the schools in Nunavut, depending on the way a school board or a 



principal chooses to use power through discourse, discipline c m  be exercised 

lightly and demoaatically, or it can be used in a way that increases control 

and b i t s  the freedom of educators. Educators are quite capable of resisting, 

evading, and side-stepping controls, though these efforts c m  be very 

fnistrating and eventually become debilitating and exhausting. They take 

educators' attention and energy away from teaching. 

The classroom is also a political environment. Educators exercise 

control over their students and relations of power and discourse patterns can 

change over the course of a year or between the teacher and students in each 

interaction that takes place. Control can be finnly established or it can be 

exercised lightly. This depends on the willingness and skiIl of the educator in 

encouraging students to govem themselves. Foucault stresses that teachers 

have a role in guiding diildren towards self-govemance. Children do not 

leam to self-govem by alIowing chaos to reign in a classroom. They must 

leam about themselves and others through interaction and discussion that iç 

developed by gradually giving more and more power to students within the 

classroom. When controls are excessive, or when a student is in great pain, 

resistance may become physically violent. There are many choices with 

respect to managing this kind of behavior but they all involve exercising 

power in a variety of ways. According to Foucault, we need to work towards 

establishing relationships that minimize domination by others and in so 

doing interactions can become more symmetrical, reciprocal, and 

collaborative. It wouid seem logical that by teaching students to care for 

themselves and by creating classrooms where students actively care for 

themselves, we are, in Foucault's terms, establishing classrooms where caring 

for others happens automatically. 

The same thing applies in relationships with our coileagues. 



Differences of ethnicity/race, gender, claçs, age, experience in education, 

cornpetence, reptation, and a host of other factors influence power relations 

with others. A recently hired, untrained, Inuit support assistant will be linked 

in relationships with experienced, older, more qualified colleagues in ways 

that might potentially promote dominant relations of power; however, this is 

not necessarily the case because experienced teachers can choose to establish 

reciprocal relationships with the new educator in ways that encourage 

friendship and mutual exchange. The assistant is likely to have skills that can 

bring a balance of power into the relationship. For example they may be able 

to communicate with students in Inuktitut. They may also have valuable 

contacts in the community and may bring special s W  and talents into a 

school. We cannot predict how power will be used in relationships though 

we c m  point to patterns of inequality in relatiomhips between men and 

women, aboriginal and Qallunaat educators, duldren and adults, and people 

who hold positions at different levels in the educational hierarchy. 

In professional education courses and workshops faditators and 

instructors c m  use dominant power to intimidate or disempower students, or 

they can establish dialogical relationships that involve an exchange of 

knowledge, the sharing of ideas, and the cowtmcting of new knowledge. 

Student experience can be part of leaming or it may not be considered. Each 

decision affects the power relations in the classroom and those relations 

constantly change and shift depending on control and resistance. 

In our schools and in professional learning experiences we are 

integraily linked to others in our schools and cornmunities. We need to 

understand that the school is a soao-political environment - not a neutral, 

safe place where we can just start teachïng our students. Power and 

knowledge are exercised by the administration, and the staff in different ways 



and individuals are interrelated in different ways that we may not 

understand. The discourse in a sdiooI or in a course or workshop may 

privilege one group of individuals and discriminate against another. These 

things will become clear if we observe, k ten  and refled on the cultural, 

political, and social life that surrounds us. We are not ethnographers, 

however, and we do not have a lot of üme to engage in political deciphering. 

We often hurl ourselves into the work, the causes, the social justice issues, 

the program changes, or the implementation of different approaches to 

teadiing and, because we are preoccupied and very busy, before we know it, 

we are enmeshed in power relations that are not cornfortable, cause stress, or 

are damaging to ourselves. III order to survive it is essential that we stop and 

take the tirne to understand ourselves and the world we inhabit. This is 

Foucauldian ethics and involves the exercising of care of self on a daily basis. 

We need to examine the way we are positioned in a schod or any 

environment or interaction, and use power, knowledge, and voice in ethical 

ways. Ethical practices involve caring for self while unethical practices usually 

mean we are overworkùig or engaging in futile games of truth that are 

damaging to ourselves. We can raise questions about the ways that the 

politics of the school or professional leaming affect our lives and might ask: 

How am 1 using my power and knowledge? 

How much do 1 understand rnyself and my relationshipç with 

my colleagues? 

How am 1 using the politicç of the school to enable me to be the best 

educator possible, according to my own definitions? 

How much freedom and space is available to me as an educator? 

How do 1 fit in this community and how do m y  values and beliefs 

correspond with those of my colleagues? 



* How can 1 exercise care of self in this particular environment? 

These are a few of the important questions we c m  raise within this first 

problem of politics and the self raised by Foucault in his ethia. The same 

questions can be applied within ever expanding conceptions of community 

until we are addressing issues at the national and global level. 

Work is political because it involves relationships with others. The 

way we teach and leam is political. Our work is political and is driven by our 

values and beliefs. Different versions of the truth constantly compete for 

attention. Does this mean that we are obliged to engage in endless and 

exhausting analyses of ourselves, others, and society? Obviously this would 

not involve caring for self. Care of self enables us to relax, enjoy our lives, our 

relationships, art, the land, and ourselves. We slowly iearn to pi& our battles 

and, if we are always reflecting, we can leam how to use resistance to change 

Our world without damaging ourselves. 

This does not mean that we can just sit back and contemplate, quietly 

letting the world hum past. To contemplate done rneans we are refusing to 

engage in issues that affect our well being. Neither can we stand frozen in 

agony, overwhelmed by hopelessness, paralyzed by g d t ,  or in despair because 

we are unable to affect change. We are affecthg change all the time as we 

think and check in with ourselves about what is going on around us. Even 

OUI W e s t  efforts to gain more freedom can make significant differences in 

our own lives and in the lives of our students and colleagues. 

Nunavut is being created around us. After years of colonialism Inuit 

have managed to gain the possibüity for more freedom. People in Nunavut 

need to ensure that they can iive their lives in a way that brings them some 

peace and happiness. This will not happen if we all just sit back and believe 

that Inuit are now free and that the fight is over. Hegemony continues to 



operate in ali our hves. Sexism, racism, oppression, violence, abuse, and pain 

are all around us. We are al1 involved in relationships that are dominatïng, 

and we all need to be aware of what hceedom means in our lives. We must 

pi& our battles judiciously, however, using care of self to measure our 

comfort and our effectiveness. 

To cowtantly engage in political activity and to be involved in 

relentless attempts to change society may be damagirtg to self and therefore 

involve us in unconsciously perpetuating violence by hurting ourselves, our 

families, our cornmunities, and our students. Caring for others to such a 

degree that we damage ourselves means we are engaghg in unethical 

practices and that Our heedom is being limiteci. Ultimately we break down, 

get angry, and hurt others or ourselves. Care of self, when it is practiced on a 

daily basis, pub us in touch with ourselves in a way that monitors our bodies, 

Our feelings, our thoughts, and our dreams. We SM to h o w  ourselves well 

and immediately recognize when we are in pain. We start to understand why 

we are hurhg ourselves and stop the process eariy enough to limit the 

damage. 

While care of self means we need to be on our toes asking questions 

and ensuring that our agendas are addressed in any cornmunity and in the 

political arena, it also means we need time to know and understand 

ourselves and relate to our Eends who act as mentors and guides in OU 

lives. Foucault speaks about strategic withdrawals from political life in order 

to care for yourself but this does not mean becoming hermits or giving up on 

our efforts to try and change our world. Foucault says there are times when 

we "must leave politics to take better care of the self" (1997, p. 235). Retreatç 

are necessary and we need to learn when "it is better to tum away from 

political activity to concern oneself with oneself" (Foucault, 1997, p. 231). It is 



Likely that I am stressing the importance 

a year of educational Ieave has provided 

of self has improved and I feel healthier 

371 

of withdrawal because in many ways 

that kind of space in my Ne. My care 

and happier. It rernains to be seen if 

this c m  be maintained once I am immersed in work again. 

Leamine From Others. Foucault's second principle related to care of 

self involves learning from others, or what he calls pedagogy. This is a kind 

of lifelong learning that implies careful examination of the self as engaged in 

discourse with others located in a disciplinary society. We leam from many 

others but we learn the most from ourselves as we reflect on our Lives and 

make sense of our experiences. We leam from the stories we tell and repeat. 

They contain messages about our pleasant and unpleasant experiences, and if 

we interpret these stones they tell us about relations of power in our iives. 

We start to understand that even though some relationships start out behg 

reciprocal and full of pleasure, as time passes they can become confuung, 

limiting, and constraining. We start to wonder about changirtg them, getting 

away, or finding new friends. This involves leaming from others. 

When we are engaged in professional leaming we need to be aware of 

snake oil staff development, but we also need to be wary of what Patti Lather 

calls the "new master discourses" (1991, p. 49), induding Foucault's, and the 

old discourses of the Enlightenment and various humanisms that are so 

much part of our collective history and are sometimes referred to as the 

canon. Lather deiiberately uses the word master, rather than grand narrative, 

to remind us that many of the voices we h e u  in our consciousness are those 

that belong to men. In Nunavut, where most educators are women, we need 

to examine discourse to ensure that it enables us to live in our world with the 

kind of space we need to feel free. Whüe the voices from the pst are often 

those representing male rationaüty, leaming is not, as Foucault points out, 



about being for or against the discourses of either humankm or the 

Enlightenment, but involves being able to oppose those discourses in a 

"permanent creation of ourselves in our autonomy" (19û4, p. 44). In this case, 

professional learning involves expressing our resistance, opposition, and 

refusal to accept any discourse that limits our freedom. It also means 

exploring discourse that enable us to uncover hegemony but also discover 

texts, voices, and dialogue that brings us pleasure and excitement, stir our 

blood, and arouse our passion. Learning cm be exhilarathg and when it is 

not, we need to wonder why. 

Leaming frorn others, in the case of ethicdy based practice within 

Pauqatigiît, involves listening to the voices that we may not hear because we 

are so busy. The voices of Inuit elders share history, mythology, and values 

that emerge from their collective mernories and can bring us new iwight and 

different understandings of our realities in Nunavut. We may not be able to 

hear these voices because they speak in Inuktitut, are not present within our 

irnmediate environment, or require us to make special arrangements before 

we can make the time to stop and lista. Caring for self will enable us to make 

the space we need to listen to these voices and appreciate and understand 

their wisdom without letting them become regimes of tmth in our lives- 

Learning also involves listening with attention to each other, not just 

to ourselves. In Nunavut this means that Qallunaat need to learn from Inuit 

and Inuit need to leam from Qallunaat in a way that enables all voices to be 

expressed and heard in the language of their choice. We have so much to 

leam from each other. We have pain and joy, and ideas about teadiing and 

leaming to share. Our resentment, our fear, our hopes, and our anger can al l  

find expression if we c m  really listen carefully to each other. Perhaps we c m  

even listen to silence and learn to read and appreaate it in another way. 



Leaming is a central occupation in professional education and that 

leaming iç always with others, even when we write our persona1 journals. As 

educators we are constantly involved in a process of recalling voices, 

reflecting on discourse, or remembering experiences with our students or 

colleagues. We need to think about the nature of this leamhg and ask 

ourselves some questions about pedagogy as it applies to ourselves. Some of 

the questions we rnight ask indude: 

1s my learning controlled by others? 

9 Why am 1 leamhg about this particular theory, strategy, approach, or 

curriculum? 

How much of thiç leaming r edy  interests me, benefits me, or fits 

with my needs? 

Does this learning help me to care for myself as a professional 

educator? 

1s this professional leaming a major part of my life or is it something 

I am just going through because I am obliged to be here? 

Am 1 hearing all the voices of individuals involved in th& leamhg 

experience or do 1 just hear a few? 

Am 1 cuttirig out some very important voices because they disturb 

my equilibrium? 

Am 1 making the most of the learning opporhmities that are 

available to me or are there personal issues blodcing my access to 

something that 1 believe is valuable? 

How can 1 diange my learning with others so it is rewarding, 

nurturing and challenging? 

These are several of the questions to consider when thinking about the 

ethics of professional education that involves leaming with others 



throughou t a career. 

Concem with Self and Self-Knowledgg. Concem with self and self- 

knowledge is the third problem identified by Foucault, and originally by Plato, 

within an ethics grounded in a care of self. Self-knowledge denotes coming to 

terms with Our identity, needs, and desires in a way that helps us to know 

ourselves thoroughly. This is not a superficial examination of self that skims 

the surface of our being in the world. It is a self-knowledge which enables us 

to recognize the way we are implicated in relations of power-knowledge, 

discourse, and history, and provides us with the understanding to refuse 

some of the unacceptable aspects of such a position, as weU as to appreuate 

othes in a more reflective way. Foucault refes to the necessity of doing 

"hemeneutic work" (1984, p. 361), whidi carefdy looks for meaning and 

pushes for interrelatiowhips between different discourses. He stresses the 

importance of a person choosing "among all the things that you can know 

through scientific knowledge only those things which were relative to him 

and important to life" (p. 360). We cannot become preoccupied with every 

smail detail unless they affect our lives directly. 

A dose attention to things a person considers important and a careful 

excavation of the site of the self is suggested by Foucault. He states, "No 

technique, no professional ski11 can be acquired without exercise; neither c m  

one learn the art of living, the t e h e  tou biou, without an askesis" (1984, p. 

364, emphasis in text). Foucault says that askesis means "the progressive 

consideration of self, or mastery over oneself, obtained not through the 

renunciation of reality but through the acquisition and assimilation of tnith 

.... access to the reality of this world" (1997, p. 238). Foucault accepts that there 

are a myriad of realities as experienced by individuals, the reality that is the 

most important is the one which swirls around yourself. Accessing that 



reality requires discipline and daily attention to the details that are important 

to you in that reality. He says the ways of knowing the self indude 

"abstinences, memorizations, examinations of conscience, rneditations, 

silence and listening to others" (p. 364). In the Hellenic culture a person 

would review eadi day carehilly in very practical t e m  to report back to 

oneself about aspects of your interactions, readuigs, insights, frustrations, 

mistakes, misinterpretationç, and successes. Sometimes this happened with a 

guide or fiiend. 

Foucault wonders about our distracted attention to everything other 

than ourselves and reminds us that in ancient Hellenic culture "the principal 

work of art which one has to take care of, the main area to which one must 

apply aesthetic values, is oneself, one's life, one's existence" (p. 362). The 

urgency of this call to rnind ourselves, respect ourselves, and attend to 

ourselves may be countered by a Christian or humanistic voice which accuses 

those who focus on self of narcissism, selfishness, and a lack of attention to 

others. Understanding that the voice of Christian humankm can restrict 

access to freedom, and realizing that care of self can in fact enable us to be 

available to others in a much more unrrstrided way, may be helpful in 

answering the insistent voices that accuses us of selfishness. This; however, is 

a matter for each person to undertake themselves, not something to be 

imposed in the name of liberation or enlightenment. The other thing that 

must be named and put in its place when Iearning about ourselves is the 

narcissistic culture of the self that is prevalent in popular culture today: 
In the Californian cult of the self, one is supposed to discover one's 
mie self, to separate it from that which might obscure or ahmate it, to 
decipher its tmth th& to psychological or psychoanalytical science 
which is sapposed to be able to tell you what your hue self is. 
Therefore, not only do 1 not identify this ancient culture of the self 
with what you might call the Californian cult of the self, 1 think they 
are diamehically opposed. (Foucault, 1984, p. 362) 



Over-indulgence in self, as it is practiced within Californian, consumer 

oriented taik shows, new age cures, fashion fads, obsessive diets, and the host 

of other answers to o u  problems, needs to be understood as a manipulation 

of our needs in the interest of profit. New age psydiology provides an endless 

stream of solutions to the problems of our tirne, and there are self-help books 

that promise to connect us to every part of our being. Aboriginal world view, 

for example, is always susceptible to marketing as we constantly search for the 

authentic, the pure, the one real truth. The obsessive search for identity and 

the real self in our culture is an indication of the depth of despair that people 

face in their iives. Foucault's care of self is a very different process for it 

focuses on understanding and interpreting the world and recognizing its 

dangerous influences and complexity. Foucauldian ethics does not provide 

any answers or solutions but it suggests that the answers might be located in 

ourselves, though not in any essential, authentic, real or fixed self. This self is 

problematized, located in a variety of sites, and constantly changing. It carries 

a history, it inhabits a reality and a body and when it is in touch with itself, it 

is alive to the world. 

Foucault emphasizes the necessity of the careful, detailed, and precise 

work that is involved in care of self. H e  refers many times to the "austerity 

practices" and the "ascetic themes" (p. 361), utilized by the Greeks and 

Romans and sees chis as "self-deciphering" (p. 358), which must be 

distinguished from the kind of "self-examination" (p. 358) that is part of the 

confessional self of contemporary thought. Self-examination involves a 

cornparison with a set of mords that define some behaviors as independently 

bad or good. SE-deaphering is self-evaluation rooted in care of self and a 

determination to seek your own good. Foucault calls for "a patient labor 

giving form to our impatience for liberty" (1984, p. 50). This requires detded 



work on the ontology of self, on the self as situated and existing in a real 

world and encouniering the everyday ethical stniggles that we aiI face. This is 

not an abstract, theoretical, spiritual, or psychological kind of eihics. Precise 

definition is necessary in the interpretation of Foucault's words and there is 

ample room for misinterpretation, particularly as his premature death 

prevented him from elaborating on many of the themes suggested within his 

ethics. 

Concem with self and seE-howledge are always central in 

Foucauldian ethics and constitute a major foocus within the ethically based 

practice suggested in this dissertation. The last thing that Foucault would ever 

want to see happen with the care of self is to have it tumed into a moral code 

or a prescription for living. Codes and prescriptions need to be rejected by all 

of us because, provided we insist on making time for self-reflection, we are 

quite capable of thinking about our lives and caring for ounelves outside the 

boundaries of any list of d e s .  

In considering how a concem for self and self-knowledge might be 

applied within professional education, it immediately becomes apparent that 

insufficient time is allocated to understanding who we are. Christopher 

Clark's big question, "Who am 17, immediately cornes to rnind (1992, p. 77). 

Other questions include: 

* What do 1 need? 

8How can I get help? 

8 What are my values? 

8How can these values be used in rny teaching and my learning? 

Who knows me and supports me in the school? 

*How can 1 ensure that my relationships with colleagues are 

sustaining? 



How cari 1 ensure that I have the space, time and &dom to know 

rn yself? 

Am 1 dive as an educator? If not, what can 1 do about it? 

These are not the kind of questions 1 have spent enough time 

answering during my own professional Me, and 1 do not feel 1 have provided 

sufficient time for educators or student teachers to raise these questions for 

themçelves. 1 believe that addressing these questions would provide a totaily 

different orientation to oneself as an educator, and that responses to these 

questions form the basis for developing an ethicdy based practice that can 

ground educators in a way that is not possible within current approaches to 

professional education. 

Care of Self. Philoso~hical Love and Relation to a Master. Care of self, 

philosophical love and relation to a rnaster are the last of the problems 

mentioned by Foucault. 1 am choosing to focus primarily on the relation to a 

rnaster in this section. 

The first thuig to establish is that for Foucault the master is someone 

who acts as a guide or a kind of mentor and dose ally for us in our lives. We 

respect our guides; they are engaged in reflective and discursive processes 

with us, often over a long period of time. 1 prefer to use the word friend, 

though 1 am prepared to use the word guide in this discussion. 

Our friends and guides surround us. They can indude our parents, 

siblings, relatives, teachers, or neighbors but in Foucault's sense a few of these 

individuah provide an important role as sounding boards in our lives. In 

Chapter Eight 1 referred to the importance of a guide in order to monitor 

ourselves within relations of power and it is worth quoting Foucault again. 

He suggests that we aIi need "a guide, a courselor, a friend, someone who 

will be truthful with you" (p. 287). He speaks about "listening to the lessons of 



a master" (p. 287), in order to take care of yourseIf. The truth in this sense 

involves someone honestly sharing their version of the truth with us. This 

implies a very deep kind of trust and respect because few of us are r e d y  

prepared to hear something we don? Iike, even when we know it rnight be 

true, 

In an ethical relationship a friend/guide shares in a way that is not 

intended to M t  but to extend your freedom. We sometimes face ethical 

dilemmas in which tmth telling may damage friendship. The guide m u t  

make a decision based on care of self. If losing a friendship means damaging 

yourself, then it may be judicious to wait for a time when it is possible to 

share that truth without losing the friendship. Each time a friend or guide 

suggests that "You need to take care of yourself" they are encouraging the use 

of ethical practices that increase your freedom as a person. 

We need to be aware of those we allow to be our guides or masters and 

carefully examine the nature of those relationships. There is an intimate kind 

of violation which c m  easily take place within relationships of dominance 

and it can be immensely damaging. When we admire, or almost revere our 

counselor or guide, our respect can sometimes become deference and it is 

possible that a guide may not act ethicdy al1 the time. Patterns of behavior 

are established easily, and very quiddy the guru and his/her followers replace 

the friend and guide. In this case care of self is not exerciçed and the 

relationship is not ethically based because freedom is Limited. This illustrates 

the importance of choosing guides who care for themselves and consequently 

promote ethical practices as part of the relationship. 

We create our own masters in the academy. These masters sometimes 

willingly take on the mantle of enlightenment and with it the dominating 

power that can be involved in accepting the role of expert. We c m  use 



Foucauldian ethics to bring a critical and self-protective orientation to this 

kind of relationship. We all choose guides and we all benefit from their 

support, however, we may sometimes forget to examine the ethical nature of 

these relationships. 

Ln the context of relationships between Inuit and Qallunaat educators, 

Foucault's problematizing of the relationship with a master men& particular 

attention. As soon as we dominate another person our behavior is unethical. 

When we help our coileagueç we need to be certain that it does not involve 

domination and that we are working towards reciprouty. In reading 

Foucault's writing 1 sometimes wonder if the Greeks became masters for him 

in a way that he failed to problematize sufficiently. 1 also wonder to what 

extent Foucault has moved into the role of guide for me and 1 wonder if 1 am 

allowing his ethics to dominate my thinking. 

Foucault moves reuprocity with a rnastedguide to an ontological and 

spiritual level in relationships of equality, though he states that he has had 

iwufficient h e  to explore this concept in his work. He talks about the idea 

of knowing oneself to "gain ontological knowledge of the soul's being" and 

he suggests that this can occur "using as your objed the soul of an other" 

(19û4, pp. 367-368). In this dissertation 1 have written about the longing for 

mutuality that 1 sense in myself and between Inuit and Qallunaat in 

Nunavut schools. We long to understand each other in reaprocal 

relationships. Mutuality can occur and when it does there is indeed a feeling 

of looking into one's own soul in the eyes of another. This longing permeates 

our relationships with all people, even more so as we awaken to know 

ourselves, love ourselves, and exercise care of ourçelves. 



Clarifvin~ Foucauldian Ethics 

Foucault is anxious to assure us that taking care of one's self "does not 

mean simply being interested in oneself, nor does it mean having a ce- 

tendency to self-attachment or self-fascination" (1984, p. 359). Rather, it means 

"working on or being concemed .... it implies attention, knowledge, 

technique" (p. 360). He goes on to Say that work on the self involves "a choice 

about existence made by the individual .... so as  to give th& life certain 

values" (pp. 361-362). Foucault says that governent of the self involves "a 

sort of permanent political relationship between self and self" (p. 363). 

This relationship was fostered by the Greeks in their keeping of 

notebooks and the recording of insights, quotations and encounters with texts 

and other people that provided a "material memory ... an accumulated 

treasure ... by which to stniggle against some defect (such as anger, envy, 

gossip, flattery) or to overcome some difficult circumstance (a mouming, an 

exile, downfall, diçgrace)" (Foucault, 1984, p. 364). This discourse with self 

involved a kind of "training of oneself by oneself" (p. 364). 

Foucault's care of self provides a powerful ethics which is linked to 

aesthetics and politics through what Jennifer Gore (1993, p. 129, emphasis in 

text) c a b  "self-disentanglement and self-invention operating somewhat 

independently of 'moral code' to enable the constitution of ourselves as 

moral beings who are not d e d  or limited by moral duties but are free to 

make moral choices." 

Conscious, informed choice means accessing the kind of agency that 

enables us to change ourselves and o u  society as well as enjoy a range of 

pleasureç which are dosely tied to our necessarily limited, but constantly 

evolving conceptions of beauty, truth, or freedom. Accepting that conceptions 



of beauty, truth, and freedom are always liminal, personal, and mutable 

means we can appreciate and value our own culturally and soaally 

determined perspective as one viewpoint within a diverse, pluralistic sotiety. 

Notions of high culture, privileged aesthetics, or popular culture, which may 

dictate or manipulate our choices, c m  be named as su& and understood as 

Limiting our access to freedom. When we exercise care of self we are freed, at 

least to some extent, to make the kind of choices that contain within them an 

informed awareness of our location and the possibility for conneding to 

ethical practices that involve a dance with life. This is because we are freed by 

self-knowledge, rather than liberated by ideology parading as the truth. We 

also need to remember that, "The political question, to sum up, is not error, 

illusion, alienated consciousness or ideology; it is mith itself" (Foucault, 

1972/1980, p. 133). 

Self-knowledge means that when we take care of ourselves we are 

available to others in a way that is not possible when we are self-obsessed, 

preoccupied with 'causes', involved in individual quests for knowledge, 

intent on gaining more power or money, constantly self-doubting or guilt 

ridden, enslaved to mediocrity or cornmodification, or ceaselessly worried 

about the rnundane. The ethics involved in care of self enable us to 

understand these obsessions, corne alive to ourselves in a way that is self- 

sustaining, and makes it possible to give more freely to our families and our 

communities. Maxine Greene (1995), says that wide-awakeness enables us to 

live within our communities in rewarding relationship with others. 

Foucault's ethics are grounded in caring for ourselves and in knowing our 

own realities but they also enable us to make change. Changing ourselves 

changes our realities and our world for they are entwined. 

The kind of postmodem narrative ethks that McLaren describes seem 



to correspond with the kind of Foucaddian self-knowledge 1 have just tried 

to outline. This narrative is not the narcissistic masturbation we see on 

California style talk shows or the convoluted persona1 story telling that is 

sometimes "monumentalized and sanctified" (McLaren, 1995, p. 98), and 

divorced from politics. It is a kind of narrative that enables us to carefully 

explore our histories, Our socialization, Our life choices, our confinement, Our 

needs, our interests, and Our thoughts with disciplined attention. Thinking, 

t a M g ,  and writuig can involve a disentmghg from the regimes of huth 

that we create as we stniggle to answer our many questions. It can &O create a 

continuity that links us to our cultural heritage. 

Gore (1993), suggests that critical pedagogy and feminism, as only two 

selected examples, can become regimes of mith in the lives of educators by 

providing them with ideologies that may initially be liberating but too often 

amount to putting on the mantle of the enlightened and the building of 

isolated communities where individuals speak more and more to each other 

rather than to the larger world. Any ideology can operate in this way to 

become dogma within a world where power-knowledge intersections control 

so much of Our Lives and careers (Corson, 1997a). The answers worth 

pursuing within an ethically based professional practice are often those that 

involve unmasking ideology, rhetoric, and regimes of truth as they control 

our thinking and therefore our values. 

Many theories and ideas are inherently valuable in themselves, capable 

of removing blinkers, helping us to raise more questions and access freedom. 

Unfominately they get tumed into regimes of truth by our slavish dedication 

to what we believe and hope are the "right" rather than the evolving ançwers 

to Our questions at various times in our lives. They are also seen as the tmth 

because it is politically necessary when we belong to communities of 



individuals who accept certain versions of reality as the truth. Jennifer Gore 

says that "Ethics aIlows us to idenbfy the 'micro practices' through which 

power and knowledge circulate" (1993, p. 129). Our freedom is therefore 

gained by examining ideology carefully, and bringing a healthy skepticism to 

our own enthusiastic adoption of something that may appear to be the truth. 

We also need to remember that ideology critique (Cam & Kemmiç, 

1986), is inherently problematic. "Foucault's notion of power-knowledge 

'challenges assumptions that ideology can be demystified and hence that 

undistorted mith cm be attained' (Diamond and Quinby, 1988, p. xi); it 

'delimits the intellectuals' dreams of truth's control of power' (Bové, 1988, p. 

xviii)" (Gore, 1993, p. 52). Our pursuit of tnith needs to be modulated by an 

awareness that though essentialism may be dead, ideology is not. The best we 

can probably do as we negotiate our way through our lives iç to understand 

where we are consciously situating ourselves ideologically at any partidar 

moment and examine that position with some rigor, particularly with respect 

to its impact on our community (McLaren, 1995, p. 97). 

The slick postmodem world certainly "flatters the ironist and strokes 

the skeptic" (McLaren, 1995, p. 94). It can elevate alienated personal 

philosophies within popular culture to the iconic level. That is why the kind 

of ethically based practice 1 am suggesting has relevance within Pauqatigiit; is 

rooted not sirnply in Foucault's care of self but in huit ethics that stress 

relationship with community and the land. The huit  perspective from 

Inuuoatigiit is combined with Foucauldian ethics to conceive of a self that is 

communal and grounded in unique connections to the environment. The 

combination of these two unrelated pre-Christian conceptions of the self are 

used as the axes of a framework for ethically based practices within 

professional education in Nunavut. 



If the outcome of a growing self-knowledge cm bring us some 

happhess and more freedom and space, then this ethic of Foucault's 

combined with an huit cornmitment to community and the land may be 

worth pursuing, particularly for those of us interested in living in Nunavut. 

Significant Points on Foucauidian Ethics 

Before considering some of the difficulties associated with using 

Foucauldian ethics within professiond education in Nunavut, 1 want to 

make two points that did not arke in the previous discussion. The first 

concems instnimental reason and what Foucault calls "punitive rationality" 

(1984, p. 338). In an i n t e ~ e w  entitled On the Genealow of Ethics: An 

Overview of Work in Promess conducted by Paul Rabinow and Hubert 

Dreyfus in 1983, Foucault, is asked: 

Q. You mean that once Descartes had cut scientific rationality loose 
from ethics, Kant reintroduced ethics as an applied fom of procedural 
ra tionality ? 
M. F. Right. Kant says "I must recognize myself as a universal subject, 
that is, 1 must constitute myself in each of my actions as a universal 
subject by confonning to universal rules." The old questions were 
reinterpreted: How can 1 constitute myself as a subject of ethics? 
Recognize myself as such? Are ascetic exercises needed? Or simply this 
Kantian relationship to the universal which makes me ethical by 
conformity to practical reason? Thus Kant introduces one more way in 
our tradition whereby the self is not merely given but is constituted in 
relationship to itself as subject. (1984, p. 372) 

The critical importance of this question and response withui the 

context of education as a whole, and within an ethically based pradice as it is 

lived in Our schools, needs to be realized. If instrumental reason, or 

procedural rationality, with its continuhg hegemony in contemporary North 

American thought is "cut loose from ethics" and "makes me ethical by 



conformity to practical reason", then the foundations of our thinking within 

the educational system are essentially discomected from ethics and rest on 

highiy questionable ground. Maxine Greene (1996, pp. 192-195), discusses this 

problem at some length, and in referring to the kind of modem societies built 

on instrumental rationality states, "AU were bureaucratized; all were 

administered; a l l  were afflicted with the technologies of power Foucault 

describes" (p. 193). 1 cannot read these words and fail to see their application 

within Our thinking and within the systems of government that operate in 

Nunavut. 

This lack of an ethical base for instnunental rationality may be self- 

evident to anyone who stops for two minutes to think about the way we 

make decisions in schools, the way professional education operates so 

efficiently to provide solutions to our leaming needs, the way educational 

psychology continues to control the way we look at students, or the way 

hierarchies continue to operate within our educational systems. It explains 

why so many educators and students are alienated from the institution of 

school that can be heartless and dehumanizing, even as it is cailed 

progressive and genuinely strives to become student centered or caring. Many 

individuals are stniggling to bring a human face to inhuman structures and 

inhuman ideologies. As Valerie Waikerdine (1992, p. 22) says, teachers "are 

the guardians of an impossible dream, reason's dream of democratic 

harmony." An institution does not love and care, only the people inside that 

institution can fight their way past the prevailing, dominant culture of 

rationality to iwist that relationships are the heart of schooling (Cumrnins, 

1996). This is an ethically based deciçion they m u t  make in their professional 

lives. Foucault's response joins with rnany who subscribe to a critical 

orientation from Freire to Habermas, from Walkerdine and Lather to Spivak, 



from McLaren to Popkewitz. There are many voices raised in protest against a 

school system and a society which permits instrumental reason, rather than 

ethics, to dictate its values. 

In the everyday world of educational deasion-making this can mean 

that rather than considering what is in the best interests of students and 

educators, administrators may unconsciously favor efficiency, convenience, 

or economic necessity. As long as instrumental reason, supported by 

positivist ways of thinking, rernains the prevailing philosophy in educational 

administration, then it is unlikely that ethics will be seriously considered. In a 

discussion related to a difficult decision in the school system, one school 

board administrator in Nunavut was overheard saying, "1 don? have time for 

ethics." The fact that this statement can be made in public speaks to the 

danger that instrumental reason may be tacitly accepted in a school system 

where difference, a colonial history, and dominance by Qallunaat would seem 

to require that the utmost care be exercised to ensure that decision-making 

rests on the firmest ethical foundation that is possible. Of course we ail make 

off the cuff remarks and make decisiors in a hurry and under stress. We 

know that there is often no time to ponder ethics and we do need to get on 

with operating our schools. Obviously issues are never black and white and 

very few administrators are heartless tehocrats  - at least not all the time. 

Still, the difference behveen an educational system that is consciously 

committed to ethically based prinaples and practices developed with those 

individuals most directly affected, and one committed to efficiency, 

accountability, and management of people can be quite dramatic, particularly 

for the educators and students whose lives are affected by these beliefs and 

pr actices. 

Terry Eagleton (quoted in McLaren, 1995, p. 189), provides some balance 



to what cannot be seen as a total hdictment of the Enlightenment vision. 

After all, the Enlightenment brought us important conceptions of freedom 

and equality. He provides us with an insight into the dilemma we face in 

working ethically within schools: 

This is the kernel of truth of bourgeois Enlightenment the abstract 
universal right of all to be free, the shared essence or identity of all 
human subjects to be autonomous. In a M e r  dialedical twist, 
however, this tmth itself must be left behind as soon as it is seized; for 
the only point of enjoying such universal abstract equality is to 
discover and iive one's own partidar difference. The telos of the 
entire process is not, as the Enlightenment believed, universal mith, 
right and identity, but concrete partidarity. It is just that such 
particularity has to pass through that abstract equality and corne out 
somewhere on the other side, somewhere quite different from where it 
happens to be standing now. 

Concrete particularity involves relationships with people. These 

relationships c m  be ethically based or they cm sirnply remain as socialized, 

normalized responses. The choice, once we open our eyes, is ours. 

The second point which needs to be added to this discussion concerm 

the importance of aesthetic and political choices within a care of seLf which 

strives to live a beautiful existence. Individuals interested in havùig a good 

reputation in ancient Greece accepted responsibilities and "obligations in a 

conscious way for the beauty or glory of existence" and this involved 

"persona1 choice" (Foucault, 1984, p. 356). Foucault contrasts this ethic of 

personal commitment involving a "politico-aesthetic choice" (p. 357), with 

the evolving ethics of the late Stoics who started to believe that we were 

obliged to behave in a certain way because we were rational beings rather 

beings who voluntarily chose the good in order to live a beautiful life. 

Foucault sees that this changes the relationship to oneself by introducing 

codes of behavior which provide controls that within Chriçtianity arnounted 

to a renouncing of self, in favour of an obligation to others. Ethicd actions 



were eventually based on d e s  and codes developed within law, medicine, 

religion, or other professions iike education and they were intemalized so 

that individuals policed thernselves. 

The relevance of Foucault's argument for our Lives involves not only a 

recognition that Our ethical behavior is based on moral codes, that may limit 

Our aesthetic and political enjoyment of Me, but even more significantly that 

we rnay fail to consider the possibility of making ethical choices as free beings. 

This is not to suggest that it is possible, or in some cases even desirable, to 

divest ourselves of the shackles of one kind of rnorality and normalization 

and transform Our lives into works of art; however, it does mean that we 

might want to consider the way we make choices in our lives and find the 

space to live more conçciously. 

Deborah Britzman (1991), dicusses the problem faced by a student 

teacher, Jarnie Owl, who decides that "becoming a teacher means not 

becoming who you are" (p. 114). This student teadier found herself caught 

between the "normative voice ... and the ... resisting voice, which speaks to 

one's deep convictions, investments and desires" (Britzman, 1991, p. 115). 

Educators who challenge the imposed moralïty of normalization rnay be in a 

better position to deal with the kind of ethical dilemma faced by Jarnie Owl 

when they are equipped with an understanding of how an institution like a 

school is structured and operates. In many ways Jamie Owl's efforts to teach 

reflect the desire to be free, though this desire was not supported by the kind 

of detailed work on self-knowledge that has the potential to equip educators 

to shape who they are withùi and against the institutional structures of a 

school. 



Problems with Foucauldian Ethics 

The major problem with using care of self within an ethically based 

practice applied to professional education is that educators have virtuaIly no 

time to engage in the kind of self-knowledge referred to by Foucault. They are 

so exhausted at the end of the school day that they can do no more than 

tnidge home to get dinner for the family. There are children to be fed, houses 

to be deaned, laundry to wash, and relatives to visit. Educators may be so 

caught up in various forms of professional learning that their minds are busy 

wonying about how to implement the next important and exciting change in 

their dassrooms. They may be overwhelmed by the variety of challenges they 

face and feel poorly equipped to respond to student needs. At the risk of 

exaggerating, it is not difficult to see that some educators are trapped in cycles 

of unreflective practice almost like hamsters in their wheels. Perhaps this 

prosaic metaphor can bring home the importance of care of self within 

professional education. Teachers must not get caught on treadmills that 

prevent reflection. 

Care of self c m  enable us to deal with the endless cycle of change and 

the countless workshops and innovations that are part of the 

cornmodification and conçumerism involved in professional education. Care 

of self might alço provide a heaIthy antidote to the stressfd pursuit of 

acadernic tmth that we subject ourselves to in the academy. Care of self c m  

enable us to clanfy the values that guide our professional practice and enable 

us to see through a lot of the ideology we are subjected to in the school 

system. The problem of time, however, remains a major and truly significant 

barrier in enabling educators to reflect on themeIves and be free to exerase 

care of self. 



h o  ther p roblem with Foucault's perspective centres around its 

elusiveness, complexity, and potentid elitism. Foucault, unlike for example 

Ne1 Noddings (1992), did not talk and write for educators struggling with the 

day to day realities in schools. His notorious refusal to take a position means 

he is "situated in rnost of the squares on the political checkerboard, one after 

another and sometimes simultaneously: as anardiist, leftist, ostentatious or 

disguised Marxist, nihilist, explicit or secret anti-Marxist, technocrat in the 

service of G a W m ,  new liberal etc." (Foucault, 1984, p. 383). Hardly a 

discourse one can easily bring to educators interested in sorting out their 

professional lives. 

My own struggle to understand Foucault stands as a waming that to 

bring aspects of this discourse for consideration by Nunavut educators is 

probably outrageously irnpractical. Nevertheless, 1 feel the concepts are 

important enough to bring to the attention of educators in schools. People in 

the acaderny discuss Foucault and seem to feel he has some valuable things to 

Say; why not educators in schools who need his insights Far more than those 

who already have the space and time to read and think? Educators are 

perfectiy capable of grasping the simple fact that care of self may enable hem 

to survive the exhaustion that cornes from teaching against yourçelf for years. 

1 believe that not only will educators find Foucauldian ethics interesting, they 

WU discover that they speak directly to the realities in their lives in a way 

that many other ideas can not. There is no question, however, that Foucault 

does not provide an easy discourse to use in professional education and that 

he lacks the snappy, commercial appeal that characterizes too many of our 

current efforts in staff development. 

A third concem relates to the utopian, potentidy elitist character of 

Foucauldian ethics. Foucault's writing about ethical practice seems to be filled 



with a kind of pure desire for beauty and virtue, in the Greek saw, whidi 

surprises me considering his adamant rejection of essentiaiism. There is a 

nostalgia in his discussions of an aesthetic that conveys a longing for a 

beautihil life which may be related to an awareness of his own mortality. 

Many educators in Nunavut face crushing econornic challenges and have 

s w i v e d  years of abuse that leave them emotionally scarred. Others are 

cynical following years of being ignored or subjected to multitudes of changes. 

Some are apathetic, having worked in silence, hidden in their classrooms. 

Some educators are just glad to be able to put one foot in hont of the other as 

they head to their classrooms at the end of a school year. Discussions of an 

ethical practice that c m  bring one doser to an aesthetic, beautiful life may 

produce derisive laughter or Monty Python jokes. I can hear the voices that 

wiIl taunt, "Right then, off we go, up the hül towards beauty and tnith. Let's 

get into some ethics now. We're right behind you?" These comments are 

quite likely to be heard in the staffrooms of several Nunavut schools if ethical 

practice based on a Foucauldian perspective were naïvely placed on the 

agenda for discussion or were to form the basis of a workshop at a conference. 

It may be more realistic to use Dumm's words where he relates Kateb's 

lyrical, almost poignant phrase to Foucault's concem with freedom, "which is 

not for hirn a category or zone in which there is no power/knowledge but is, 

instead, a style of being in the world that depends on an awareness of how 

one cares for the world, or, to use George Kateb's phrase, how one has 'an 

attachment to existence"' (1996, p. 19). An attadunent to existence rings with 

an understatement that reflects Our postmodem sensitivities. I believe it is 

much more palatable and realistic than talk of a beautiful Me. 

A yearning for an ethically, politically, and aesthetically balanced life 

preoccupies all of us when we adually stop for long enough to think. The 



time must be created within the school day for busy educators to stop and 

breathe, relax and W. Given the cutbacks, the dominant political 

perspective on education, and the unwillingness of educators to speak out for 

themselves, I am not convinced this kind of change WU corne without a 

considerable struggle. 1 can state that the Pauqatigiit Cornmittee members are 

preparing for this struggle and building networks of communication that can 

enable educaton in the schoolç to patiapate in decision-making about their 

professional lives. Gaining more time is becoming the major focus for a lot of 

their efforts. Some of this time needs to be used for quiet reflection and very 

deep thinking. 

The fourth problem with Foucauldian ethics relates to its celebration of 

aspects of a male dominated Greek society in which women, duldren, slaves, 

and virtually everyone except the male intellectual elite contributed to 

maintaining the privileged few. Foucault himself acknowledges this problem 

and believes it is stiil possible to consider aspects of the philosophy as 

inherently valuable. Thousands of years later we continue to live in a society 

that is sexist, where many people live an existence that lacks the kind of 

freedom that was available to slaves in Greece. The issues remain the same. 

Power and privilege ensure that some people are free to read, write, think, 

and involve themçelves in discourse while others are not as free. Asserting 

Our determination that ethically based practice remain committed to naming 

inequality and privilege as bamers to freedom is one response. Tumuig away 

from Foucauldian ethics because it draws on a male dominated world view is 

ano ther. 

The last problem that 1 am concemed about with respect to 

Foucauldian ethics relates to an Inuit perspective and Inuit values. From 

what 1 can see, Foucault's ethics bear a very dose resemblance to traditional 



practices in Inuit comunities. It may seem superfluous to pursue 

Foucauldian ethics when huit  perspectives address many of the same 

concerns and are culturally relevant; however, 1 believe there are many 

benefits to discussing both approaches to ethics. We Iwe in a pluralistic world. 

Nunavut educators may benefit considerably from critically considering the 

connections between Foucauldian and Inuit ethical practices. 1 believe we 

need both perspectives in order to challenge thinking and avoid the tendency 

to romanticize an Inuit world view. 

The following questions corne to mind when 1 consider ways to bring 

Foucault's work to educators: 

0 What does it really mean to take care of self when you are a buçy 

educator? 

0 What are some of the things we need to do in order to use techniques 

of self-knowledge in our work? 

How can we be wide awake in our schools? 

What are some of the things that prevent us hom having joyful and 

rewarding professional lives? 

How can we change the limitations in our school? 

How can each of us take more control of our leaming within this 

school? 

There are many ways of opening discussions with educators so they 

address issues that are of real concem rather than himing to a spoon feding 

of specific skills or a massaging with snake-oil, however, those concem m u t  

corne from educators themselves, not frorn a Pauqatigiit Coordinator who is 



fascinated with Foucault. 

Inuit Values and an Ethical World View 

Inuit values developed in a hunting and gathering culture in which 

subsistence was tied to the land and water. This meant that physicai swiva l  

was fundamental and values evolved to ensure that the community was 

maintained. Individual survival becomes an absurd concept when an Arctic 

climate requires that everyone's efforts are needed in order to feed, clothe, 

and shelter people. The virtuous person in Inuit society was an Inummarik (a 

free Inuk, a genuine Inuk or a real person). Inummariit, the plural of 

Inummarik, were those who had "stniggled and overcome physical, 

emotional and spiritual bamers" (Minor, 1992, p. 104). Inummariit were tied 

to the land in a way that we can hardly imagine is possible from a Westem- 

European perspective. Stairs and Wenzel (1992), propose a person- 

community-environment construct which suggests an integration of cultural 

identity that is supported in Inuuaatigiit (GNWT, 1996, p. 31), by references to 

the fact that "hu i t  belong to the land." Stairs and Wenzel state: 

It is suggested that Inuit find their identity in a richly detailed and all- 
encompassing ground and that the process of becorning a mature 
person is directed towards grounding rather than towards autonomy - 
a figure-ground reversa1 of much Western thought conceming human 
development (e-g., Erikson, Freud, Piaget, as diçcussed by Bruner, 1986 
and Gilligan, 1982). The Inuk mahuity ideal (inummarik) is group and 
environmental interdependency rather than self-sufficiency. (p. 9) 

What is important to grasp in this suggested concept is that identity 

rests on "commUNty interaction with the environmentf' (Stairs and Wenzel, 

1992, p. 9). Identity, in traditional times at least, was not seen in the 

individualistic way that it seems to be in Qallunaat culture, or as it is 



increasingly viewed by Inuit today. Stairs and Wenzel write about the 

"urufying of human and non-human systems through hui t  cognitive 

constructions in the process of grounduig identity" (p. 9). 

Traditionally, Inuit did not see the world in terms of living and non- 

living things (GNWT, 1996; Tompkins, 1993). One of the titles of an huktitut 

book published by the Baffin Divisional Board of Education translates into 

English as Rocks Can Have Babies and older Inuit continue to believe that a l l  

parts of the land are alive. In lnuuaati it it states, "Inuit believe everything 

has Me, or a spirit and m u t  be respected and valued. AIl living things are 

connected in a continuous cycle of past, present and future" (GNWT, 1996, p. 

31). Life is interdependent, continuous, and comected. The world view was 

complete. Inuit are still integrally Linked to thiç cycle of life and respect for 

this holistic conception of living is one of the most important values in the 

society. This indudes: 

Respect for ourselves, for others and for the environment. From this 
important value will follow others, such as pride, self-esteem, 
independence and a willingness to leam, contribute, share and have a 
welcoming nature .... Inuit value Me; being welcoming, smiling, 
respectfd, sensitive, enjoying humor, giving, honest, patient, 
accepting and overcorning grief are some of the strengths valued by 
Inuit. (GNWT, 1996, p. 8) 

1 am going to suggest that this respect and love of life, which in my 

experience has a spontaneity that is often lackirtg in the more self conscious 

Qallunaat culture, bears a resemblance to both the "attadunent to existence" 

referred to by Kateb and the dance of üfe suggested by Greene. It is a value in 

itself, one that is fundamental in community life. Minor (1992, p. 54), suggests 

that once Inuit believed that nothing more could be done (ajurnannat), they 

wasted "neither time nor energy in grief or pursuit of the unattainable .... the 

matter was to be accepted and life would continue." In the harsh Arctic 



environment survival is celebrated. Inuit survived through snow storms and 

blistering winds and they often survived when food was scarce. Their 

existence in the past, though harsh, was not miserable. Inuit lived in 

communion with the land and aeated a rich oral mythology and a carefully 

developed system of values and beliefs that still provide a source of strength 

for hui t  today. As Fred Bruernmer, writing about al1 peoples who üve in the 

Arctic, reminds us: 

The natives of the north had their own vision of this demanding 
world to which, over denniums,  they had become so superbly 
adapted. They accepted its hardships and gloried in its wildlife wealth, 
its space and freedom. The Lapps, marveled the Roman historian 
Tacitus in A. D. 98, are 'extraordinarily wild and hombly poor ... yet it 
is thiç people's belief that in some manner they are happier than those 
who sweat out their üves in the field."' (1985, p. 19) 

The enjoyrnent of community life is always evident in Nunavut. 

Games, songs, drum dances, feasting, hunting, and the return of hunters with 

food are thîngs that are looked forward to with great anticipation. It seem 

ironic that this love of Life is such a strong value in a culture with the highest 

suicide rate in Canada (Levy, personal communication, May, 20, 1997). This 

disturbing statistic may indicate the depth of dislocation from traditional 

values that permeates contemporary Inuit society and provides a rationale for 

reconnecting with values that are so powerfully life affirming. 

Another central Inuit value centres around acceptance of things that 

cannot be changed, or "ajmarmat" (Bnggs, 1970, p. 364; Minor, 1992, p. 53- 

54). In the face of so much that cannot be changed, perhaps suicide represents 

the ultimate acceptance of fate. In a culture that is so grounded in respect, 

respect for self now seems to be in great danger, partidarly with the youth. 

The recent suicide of an elder in the community of Igloolik was particularly 

distresshg for the community because in modem soaety it is virtually 



unheard of for elders to take their own lives. Assisted or agreed upon suicides 

were part of the traditional culture and were considered an honorable way to 

die under certain circumstances in the past (Minor, 1992, p. 42). The fine line 

between ajurnarmat and despair may be hard to define when there seem to be 

so many circumstances that are beyond an individual's control. 

People in Nunavut need to see that it is possible to change things, to 

have some control of their lives, and to regain the pride that is part of their 

culture. An ethically based practice which examines Inuit values in depth 

would require that self merits the same kind of respect granted to elders, 

animals, and the land. This is certainly worth exploring in professional 

education and in Our teadung. Inuu atidit and Piniaatavut, as weii as many 

departmental curriculum documents, set the stage for such practice and there 

are examples of attempts to use more huit-based perspectives in other 

professions (Minor, 1992). Recent efforts to develop an Inuit-bsed approach 

to school leadership explore values as the basis of decision-making and action 

(Arnaquq, persona1 communication, Mardi 22, 1997). To continue to pursue 

southem models of professional education based on instrumental reason or a 

misunderstood humanism as the major focus for learning, seems untenable 

and unethical for the educational system in Nunavut. 

Stairs and Wenzel emphasize the importance of generosity within 

what they term an "ecocenhic" identity (p. 9), in which anirnals and humans 

participate in a holistic cycle of life: 

Through Inuit food-sharing patterns, anirnals mediate the networkuig 
of social relationships within which huit must carry out this 
negotiation of identity .... Generosity is thus critical to one's continuhg 
existence through repeating phases of the identity cycle. ... Generosity is 
simply normal to the central cultural feature of inummarik living. 
Ongoing generous interactions, circling through al l  the elements of the 
human and non-human environment, are essential in sustaining a 
genuine 'ecocentric' existence. hummarik living m u t  be expressed 



anew in each situation; it is not a fixed quality of a bounded person. In 
effect, the person is defined anew and holistically in each new context. 
(p. 10) 

This Inuit world view is holistic, cornplex, and profound. It is a world 

view based on ethics and values that are still practiced in Nunavut today. We 

are not discussing an ancient culture or an artifact. This culture is alive in the 

communities and though it is in great danger, it can be found and felt as soon 

as Inuit gather together. This may sound rornanticized but it is not. The 

traditional ways were holistic and hannonious, though they could also be 

harsh and brutal. Inuit young men and women sometimes accepted arranged 

mamages against their WU, individuals were murdered in the interest of 

survival and harmony in the community, and families did not always 

cooperate peacefdy with each other. Any violent actions were usuauy 

necessary to guarantee the survival of the group and were often collectively 

supported. 

Qailunaat stories of wars, persecution, oppression, and environmental 

disasters stand as an indictment of Western civilization's efforts over 

thousands of years to use the weight of rationalkm to bring us peace. It is not 

d i f f id t  to be cynical when you start to make cornparisons between the two 

cultures, and it iç tempting to embrace Inuit cultural values as offering a far 

more realistic, ethical and practical response to the challenges k i n g  us in 

today's world. That would be romantic and nostalgie. People in Nunavut step 

forward with both cultures informing their history, socialization, behavior, 

thinking, and decision-making. However, it should be possible to develop a 

contemporary e*cs that is informed by traditional Inuit values, just as 

Foucauldian ethics draws on Hellenic practices. Many individuals in 

Nunavut are committed to ensuring that Inuit values and traditional beliefs 

are respected, given space, included in our teadiing, and used to guide 



lives and our practices. These values need to be discussed and interpreted as 

they operate within the society today. Inuuaatigiit suggests these values be 

incorporated into our teadUng. Refining and danfying Inuit ethics seems like 

a vitally important, if not urgent, undertaking for a pre-Nunavut educational 

system. 

It is unlikely that Foucault spent much time conversing with Inuit 

elders and yet his ethics dosely paralle1 their traditional values. His concept of 

caring for self as embedded in a community compares with the Inuit 

emphasis on independence and autonomy and looking after yourself so you 

would never become a burden to the group. Just as care of self in Foucauldian 

ethics autornatically leads to caring for others, Inuit values of independence 

and autonomy were not individualistic but communal. Innumafit were 

considered free and freedom withïn the community was a value of the 

highest order for h u i t  Foucault's ethics are based on freedom as it is gained 

in interactions with others. Inuit had partners that sustained them 

throughout their lives, much like the guide described by Foucault. Inuit 

gradually acquired issuma (the ability to reflect wisely) as they matured. 

Eventually some Inuit became issurnaqtuq (wise helpers) in their families 

and communities, much like the concept of master discussed by Foucault- 

The ability to become generous in our responses to others echoes 

fundamental aspects of Inuit ethics and is also an important concept in 

Foucault. Disciplined learning and mastery of self were of primary 

importance as Inuit grew up in communities, just as Foucault's practices of 

freedom require daily disciplined attention. 

These similarities are pointed out to demowtrate that Inuit ethics are 

based on many of the same kind of p ~ c i p l e s  and practices used by the Greeks 

and taken up by Foucault in his work. Working horn Inuit values, as they are 



shared by Inuit, and possibly sharing the parallels with Foucault% insights 

may be helpM. Opportunities to reconnect to Inuit values and discuss Inuit 

ethical practices need to be provided in schoois. 

The values of sharing, cooperation, independence, innovation, 

patience, non-interference, consideration, seIf-control, discipline, restraint, 

and fortitude were al1 important in the tightly knit and mutually dependent 

traditional hu i t  community (Pauktuutit, no date). These are values that st i l l  

guide the lives of rnany Inuit but they are values that are rapidly giving way 

to those that diaracterize our predatory culture today (McLaren, 1995). Values 

of cornpetition, individualism, commodification, effiaency, and self- 

aggrandizement seem almost barbarous when compared with the values just 

mentioned. 

This very brief consideration of the ethical foundations of Inuit 

traditional life demonstrates yet again the brutality of a colonizing influence 

that has so carelessly deprived Inuit of access to the deepest parts of 

themselves in the name of something that is called civilization. We can only 

trust that Our consciousness of these facts, coupled with a respect for Inuit 

culture, will enable aii of us to tread softly throughout the rest of our lives. 

Ethicallv Based Professional Education in Nunavut 

In 1993, Salornie AwaCousins, who was then a student in one of my 

psychology classes at NTEP, intewiewed Malaya Nakasuk, an elder who lives 

in Iqaluit, to discuss traditional values and their impact on child 

development within traditional communities. Malaya observed that one of 

the real problemç that we are facing today is that traditional values were 

learned in interactions among people who lived the daily activities of a camp 



life that was closely linked to the land. When this life on the land in 

traditional camps was replaced by life in modem communities and houses, 

the patterns of interaction, fundamentally important in socialization, 

disappeared. Malaya noted that people no longer visit each other the same 

way. They do not sit together sewing or deaning skins and telling stories, as 

they did when they lived on the land. Instead they watch TV, play cards, or go 

to bingo. She pointed out that unless duldren were actudy participating in 

the busy life in a camp, it was unlikely that they codd really leam or 

understand haditiond values. She laughed and said you could not teach 

traditional values from a book. 

Salomie retunied to the Coilege in shodc The psychology class sat in a 

circle in our meeting corner as she shared Malaya's insights. The profound 

truth of Malaya's simply stated observations Ieft us speechfess. We were 

studying Vygotsky and Salomie carefully pointed out the obviouç cornparison 

between Vygotsky's leamhg theories and Malaya's insights. We leam in 

interactive contexts with others. We learn with the support of others and in 

relationship with others. Our values are leamed from people as they engage 

in the activities of their daily lives. Values are leamed from others. 

Several of the students had been born on the land and had lived in 

traditional camps as young diildren. They often spoke about the differences 

in the way people behaved on the land and in the community. Salomie 

herself had shared stories from her ctiildhood on the land. She had told us 

about wa&g for days without food, even as a very young M d .  She spoke of 

sleeping for a few hours on the tundra and w a k g  again until her father 

finally shot a caribou and carried it home on his back to camp. She had spent 

a great deal of time discussing the values she had learned from her father and 

mother when they lived on the land and cornparing their lives in the 



community with the Me on the land. 

Now we all realized in an even deeper way that our carefd 

examination of huit values r e d y  involved, to use Foucault's terms, 

genealogical and archeological woik. A whole pattern of traditional 

interactions were gone, they were history. The day to day Lives of students and 

teachers living and working in a buçy, modem town like Iqaluit bore Little 

resemblance to the way of Me on the land. Though aspects of traditional 

interactions and values remain, the students at NTEP do not interact with 

hui t  elders very often and untd very recently their day to day relationships 

with their colleagueç and teachers tended to take place in English, not in 

huktitut. Aspects of their interaction patterns and their relationships with 

each other, even with their own children, no longer reflect those leamed on 

the land. There were important values carried in these interactions and they 

were changing all the tirne. 

While cultural los,  linguistic erosion, and the changes in the 

traditional way of life are evident to a l l  of us who live and work in Nunavut, 

their significance with respect to interactions among hui t  people and the 

values transmitted in these interactions may not be fully realized. The irony 

of asking Inuit student teachers to interview elders with their notebooks in 

hand and pens poised was not lost to Salomie Awa-Cousins on that particular 

day in her Me. It made the students t .  very hard about their interactions 

with their parents, relatives, and children. 

At our usual Friday NTEP seminar, when all the students meet 

together to discuss educationai issues, Salomie organized an activity that she 

called visiting. "We don? visit enough," she said. "We have forgotten how to 

visit the Inuit way." The shdents from the other classes looked puzzled and 

wondered what they would tak  about. How could they, as Inuit students, 



have forgotten how to visit the huit  way? What was the seminar topic for 

that day, they asked? People wandered off compliantly in small groups and 

started chatting. When we gathered together again as a large group Salomie 

tried to explain why she believed this kind of interaction was important. Çhe 

pointed out that the cultural context had radically changed and that 

interactions were very different today. Students nodded and went off to study, 

prepare for theK practicum placements in schools, or read Shakespeare and 

Vygotsky. Did they really understand, Salomie wondered? 

This story is shared to illustrate some of the difficulties involved in 

considering Inuit values as a framework for professional education in 

Nunavut. First of al1 values need to be experienced to be fully understood. 

Taking about values is only a small part of the process. Values need to be 

present in relationships and they need to become part of our daily behavior in 

schools and the community or they will gradually be replaced with southem 

patterns of interaction, as Martha Crago has demonstrated (1988). The whole 

process becomes problematic when it becomes consciously intentional. What 

was once perfectly natural, taken-for-granted behavior may need to change if 

we think seriously about culturally relevant, ethically based practice that 

consider Inuit values to be important. 

The implications are that we need to start behaving consciously, one 

might Say artificially, in our teadllng. This raises very difficult questions 

about culturally appropriate behavior, possible appropriation and 

essentializing of Inuit culture, not to mention the problem of masquerading 

rather than being oneself as an educator. Di f f id t  questions immediately 

arise. 

What does being yourself really mean? 

What is the difference between Inuit and Qallunaat values as long as 



you treat everyone with respect? 

Can younger Inuit, raised in bicultural homes where English is the 

language w d  in daily interactions, releam or redaim traditional 

patterns of discourse they have been exposed to through one parent 

and possibly through their grandparents? 

Can younger Inuit understand and practice Inuit values as they are 

transformed through the generations or is this a mockery of traditional 

practices? 

Can QaIlunaat who support a curridum like Inuuaatieiit, or an 

approach to professional education that considers huit values as 

central, r e d y  change their behavior to become more Inuit-like in their 

interactions? 

Is consciously dianging a pattern of behavior ethical? 

Can patterns of behavior refiect Inuit values when those values are 

poorly understood and often situated in historicai memory? 

How can cultural values be refleded without becoming essentialist? 

Many educators would suggest that it is ridiculous and hypocritical to 

start behaving in a consciously different way. What would Jamie Owl think if 

she had to change her behavior in order to teach in an huit school system? It 

is evident that we aU change our behavior in subtle ways as we live within a 

par t idar  social context. When teacher education students at NTEP suggest 

that a Qallunaq who speaks lnuktitut is like an Inuk what do they mean? 

Does he speak Inuktitut like an Inuk? Does he behave like an Inuk? If the 

person has lived for more than twenty years among Inuit h a  he actuaily 

become more Inuit in his thinking? 1s this a consaous or an unconsaous 

process? Is it redy possible to adopt values, live thern, and practice them in 

our lives? What does Cummins' mean when he talks about an intercultural 



orientation (1996)? 1 have always assumed it meant respecthg and valuing al l  

cultures but when you are living and teaching as a member of a minority 

group that represents a dominant majority in Canada does ethical practice not 

require that you consider how you are interacting with your students and 

with people in the community? Does it not require that you spend time 

listening, watching, waiting, going out on the land, and being with Inuit on a 

regular basis? Does it not require that you learn to speak Inuktitut? These are 

matters that individual educators must address in their own lives and in 

their own professional leaming, but they should be opened up for discussion 

and consideration. David Corson discwes some of the dangers of 

unconsaously allowing the values and language of one culture to 

overwhelrn those of another: 

When people in majority culture education systerns ignore minority 
culture discourse noms, for that moment the cycle of cultural 
reproduction reinforced by those n o m  is disr~pted. More than just 
miscommunication results. Over tirne, culturally different children are 
deprived of the everyday reinforcers of values that are centxal to their 
culture's world view; and chüdren deprived in this way of a 
developing and shared world view have less understanding of who 
they are, where they are going, and where in the world they might 
have a value as individuals and as group members. (1995b, p. 194) 

Documents like Inuuaatiniit and Piniaatavut c d  for us to implement 

culturally based education in our teadiing. They ask us to teach Inuit values 

to students. Cultural retrieval has happened in situations that are just as 

oppressive as those faced by Inuit in Nunavut. Does it require changing the 

way people interact with each other? Probably. Does it require that most of the 

teachers need to be aboriginal? Probably. The Maori people provide one of the 

best examples of cultural and linguistic regeneration in this millennium. It is 

possible to retrieve a language and it must be possible to live according to 

different values because we are aU aware of individuals who change their 



lives in dramatic ways. These are some of the things we need to reflect on as 

Nunavut educators. We do not expect to h d  easy answers to our many 

questions. 

The last section in this chapter suggests that in order to be ethical our 

practice needs to be culturally based. This means that in professional 

education in Nunavut we must take up the whole question of Inuit values as 

a central focus in our professional learning. It means that professional 

education needs to be available in Inuktitut and English. Without 

romanticizing and sanctifymg Inuit culture, Our professional learning, if it is 

to be ethical, must grapple with questions of values as they are lived and as 

they are unconsciously learned in interactions with educaton. We need to 

apply ourselves in a critical way to theçe issues for they are often at the heart 

of philosophical differences that tear people apart in Nunavut. 

No one should ever be required to change the way they behave or 

speak. This amounts to a violent and unethical imposition that is opposed to 

the kind of Foucauldian approaches suggested in thïs dissertation. However, 

to raise questions about our practices as educators in Nunavut and try to 

explore and understand an Inuit cultural perspective in some depth amounts 

to little more than a thorough orientation. If, as a result of this thorough 

orientation as well as discussion and experiences over tirne, a person changes 

the way they behave or think, then this involves a personal choice that may 

be conscious or unconscious. Vygotskian theory suggests that we are ail 

socialized through interactions. The more interactions Nunavut educators 

have with elders, the more ükely it will be that they will gradudy change. 



We think of this as a "nahiraï' process. Faking it in order to be more 

culturally appropnate does not involve behaving ethically. Using more and 

more Inuktitut in everyday interactions, however, would seem to involve 

taking small, tangible steps towards an intercultural orientation. 

Gloria Ladson-Billhgs (1994 p. 15), in her book The Dreamkqrs ,  

states, "the pedagogical instruction that many teachers of African-American 

students received- from their teadier preparation programç, frorn their 

administrators and from 'conventional wisdom0- Ieads to an inteUectua1 

death." This is the death of self and the academic death and cultural death 

that is involved in school failure for studenb from oppressed groups. In spite 

of Our signihcant successes in Nunavut, student failure as it occurs against 

southern norms continues to plague us. Ladson-Billings aies the work of 

Mohatt and Erikçon (1991), who suggest that teachers who use culturally 

congruent interactional styles in their teaching are most effective in 

communicating with Native American students. She refers to the work of Au 

and Jordan (1981), who "used the term 'cultural appropriateness' to discuss 

the methods teachers used to work with native Hawaiian students to 

improve their reading performance" (Ladson-Bihgs, 1994, p. 16). She alço 

refers to the work of Cazden and Leggett (1981), on cultural responsiveness 

and of Jordan (1995), on cultural compatibility. Ladson-Bihgs then links 

these studies to the work of Villegas (1988), and Girow (1983), and McLaren 

(1989), which suggest that students' failure is linked to soaetal con.flicts and 

stniggles for power within society. Cummuiç made those connections and 

linked them to pedagogy years ago (1983). Ladson-Billings develops her own 

conceptions of culturally relevant teaching in the preamkeepers, and her 

stories of successful teadiing with African-American students are inspiring. 

The work of Joanne Tompkins (1993) in Nunavut, of Stephen May 



(1991) in New Zealand, of Oscar Kawagley in Alaska (1995). as well as many 

others documented by Jim Cummins (1996), provide further analyses and 

support for adopting an interdtural orientation (Cummins, 1996, pp. 147- 

150). Whether this involves changes in values and behavior needs to be very 

carefdy considered. Cumminç considers cultural/linguistic incorporation to 

be aitical in the achievement of success for students from minority cultures. 

Harris (1990), in his book Two Wav Aborieinal Schooline: Education and 

Cultural Survival argues that differences in world view between aboriginal 

and non-abonginai are so deep that it is necessary to teach the two cultures 

separately. There are arguments for and againçt such an approach but anyone 

who cornes to teach in a Nunavut sdiool needs to grapple very seriously with 

these issues. We do not allocate suffiCient time for this important work. 

In Pauqatigiit both M t  and Qallunaat educators are crying out for 

more knowledge about Inuit culture, for more Lnuktitut. This is their highest 

priority. Providing this kind of professional education should therefore be the 

highest priority for the Pauqatigiit Cornmittee. Decisions about behavior, 

values, and thinking will follow. 

Teresa de Laurentis (1988). in discussing the point when feminist 

critique tums to question its own assumptions, speaks of a: 

qualitative shift in political and historical consciousness .... a 
displacement and a self-displacement: leaving or giving up a place that 
is d e ,  that is "home" (physicdy, emotionally, linguisticdy and 
epistemologica.Uy) for another place that is unknown and r i se ,  that is 
not only emotionally but conceptually other, a place of discourse from 
which speaking and thinking are at best tentative, uncertain, 
unguaranteed. (p.139) 

Is this the kind of adjustment of self that is involved when we consider 

what an Inuit perspective, an Inuit epistemology, an Inuit world view 

means? In her article de Laurentis (1988), goes on to speak about "taking the 



risk and struggling to rebuild identity and subjectivity, as weli as community" 

(p. 141). Identity is not fixed. Subjectivity is not universalized, totalized, or 

culturally bound. Carmen Luke (1992, p. 48), addresses the issues around 

difference, rela tivism and essentialism s tating, "a political and ethical 

standpoint means we c m o t  daim one method, one approach, one 

pedagogical strategy" in our efforts to name identity and location. There is no 

final authority in matters relating to Inuit identity and there iç no precke 

location from which to make judgments about what it means to be Inuit. 

Each of us enters into relationships with Inuit students, huit  parents, 

and Inuit colleagues with a degree of understanding about our own identity 

and values and differing understandings and assumptions about the identity 

of others. When Qallunaat educators teach Inuit students within a context 

that cames with it the ever present danger of disempowerment and 

dominance, then they enter a space that iç intensely charged with ethical and 

political challenges. huit educators, though they share history and cultural 

location with students, musi face many of the same painfd ethical and 

political challenges because the culture is in such danger. 

Maintaining perspective and self-understanding at the same time as 

addressing the cultural and political realities of this educationd space is 

difficult. Retreating into a relativism which espouses a quasi-liberal 

"anything goes and whatever the students bring is where you start" kind of 

attitude fails to address the ethical issues of cultural and linguistic loss in this 

context. Adopting the essentialkt and potentially reactionary position that 

our role is cultural retrieval and maintenance and that everyone must speak 

Inuktitut, teach about the culture, and work hard to incorporate Inuit values 

and ways of relating into o u  everyday interactions is also ethicdy 

unacceptable. Examining these diff idt  questions carefully and courageously 



as we teach, 

the political 

(Luke, 1992, 

plan, organize, and leam with coileagues seems to involve facing 

and ethical challenges of "writing ourselves from the ground up" 

p. 49). 

In Nunavut we are all w a h g  in this painful transitional space. In 

many ways this space has the characteristics of what Foucault calls a 

heterotopia. Heterotopias are "something like counter-sites, a kind of 

effectively enacted utopia in which the real sites, the other real sites that can 

be found within a culture, are simultaneously represented, contested and 

inverted" (Foucault, 1991, quoted in Dumm, 1996, p. 39). Foucault outlines six 

general principles that govem heterotopias, the third is of particular interest 

in this context. Dumm summarizes Foucault's third principle to see 

heterotopias as "a place where it is possible for incompatible sites to be 

brought together [to create] . ... a necessary openness to the cross-connections 

sudi bringing together provides" (1996, p. 40). This is a space that "emphasizes 

freedorn's connections to irnaginary possibilities" (Dumm, 1996, p. 42) and 

manages to "dissolve our myths" (Foucauit, quoted in Dumm, p. 43). 

Foucault says that heterotopias involve transgression because they wak  into 

spaces that cannot be controlled and are not secure. 
Transgression ... takes the form of a spiral which no simple infraction 
can exhaust .... Transgression is neither violence in a divided world (in 
an ethical world) nor a victory over limits (in a dialectical or 
revolutionary world); and ... it opens the heart of the limit .... affirms 
the limitlessness into which it leaps as it opens this zone to existence 
for the first t h e  .... retaining that in it which may designate the 
existence of difference. (Foucault, quoted in Dumm, 1996, p. 45) 

Foucault's conception of a heterotopia seems a little obscure, almost 

ethereal, when educators in Nunavut m u t  walk into dassrooms every day to 

address the difficult realities of teadiing, however, he does manage to capture 

the combination of possibilities accompanied by a la& of immediate answers 

that seems to exist within such a space. The space is real enough and is 



occupied by students and teachers interading together in dassrooms. It is the 

space that is present between huit and Qallunaat educators as they l e m  

together in their sdiools, at workshops, courses, and conferences. Rather than 

simply assuming that these difficult questions can be answered theoretically 

or by creating an ideal, utopian vision for the future, a heterotopia suggests 

that they can only be Lived out in the dificuit and o h  messy realities that 

characterize our relationship with others. Thiç is the space of border 

pedagogies, border walking, and cultural practices that walk into difficult 

places. It is a space that requires some very careful reflection. 

A Framework for Ethicallv Based Practice 

Ethically based professional practice as 1 have outlined it in this chapter 

involves care of seif, as it is engaged in relationçhip with communiv and the 

land. Care of self is central within o u  relatiowhips with family, friends, and 

community and acts as a stabilizing influence as we move through life. The 

space corresponds to some extent with the comfort zone suggested in 

Vygotskian learning theory. The self undertakes the challenges of leaming in 

relationship with others and the environment. These relationships move us 

into the Zone of Proximal Development and from there into new leaming. 

Learning takes place as space and time for reflection, dialogue, and çharing are 

provided to educators. Ethical processes for discourse and reflection ensure 

that all voices are @en üme to speak and to be heard. 

The relationship to the cornmunity and the land is a constant in 

ethically based, culturally relevant professional education as it is suggested in 

this chapter, but it is understood in different ways according to different 



cultural perspectives. As we move through cultural spaces, aspects of 

ourselves diange to accommodate to this ciifference. The ability or 

willingness to accommodate and construct new and ever expanding f o m  of 

identity is modified by socialization, normalization, attitudes, and biases. 

Processes of negotiation are monitored by the self as it interacts with others. 

This whole framework is holistic. The self is physical, exnotional, intellectuai, 

spiritual. Al1 aspects of self work together in cortstructing evolving positions 

and perspectives. 

This is not a subjectivist or a relativist position. Self is a socio-political 

and ethical self that is cowtantly involved in making choices, setting limits, 

and sometimes rebeating to recover, refiect, and puzzle through the difficult 

aspects of Me. This is not a bounded cirde but an ever expanding circle of 

learning controlled by a wide-awake self. The self cannot be wide-awake all 

the tirne. The self is often confused, over extended, and too tired to do more 

that drift along. In this case the circle can calcify, settle, and start to be 

restricting. When thiç OCCLUS freedom is limited and the possibility for 

attachrnent to existence and the dance of M e  are curtailed. 

Conclusion 

The framework proposed Ki this chapter is emergent and far from 

complete. It is a draft which will be refined and considered by the members of 

the Pauqatigiit Cornmittee and Nunavut educators. The implementation of 

reflective, ethically based, culturally relevant professional education can take 

place slowly as long as Pauqatigiit stays tnie to principles that are constantly 

reworked by educators to ensure that they reflect theK realities. The ethically 

based framework suggested in this chapter is provided as a starüng point for 



discussion. Over many years of work in Nunavut I have learned that 

frameworks are transformed through discussion and thzough the kinds of 

discursive practices and processes that are suggested in this dissertation. These 

discursive practices need to indude: an awareness of the hegemonic 

influences of mainstream approaches in professional education, an 

understanding of the culture of schools and the culture of Nunavut, a 

consideration of the post-colonial social context, a good grasp of the 

application of critical reflection and problem-posing, a thorough grounding in 

the issues addressed in post-humanism, and carefd attention to heedom, 

space, voice, and community in al l  professional leaming. 

Principles and frameworks need to develop from discussions with 

educators that do not involve suggesting directions or sharing abstract 

theories. I have every confidence that if educators are given sufficient time to 

share and interpret their own stories and the opportunity to tadde some 

critical questions that focus on themselves, they can develop their own 

versions of the tnith and their own ethics. 

1 have found Foucault's work to be strikingly dear and remarkably 

useful. 1 think care of self is a concept that is desperately needed in any s b o l  

system that h d s  educators close to burnout and exhaution. 1 also believe 

that Inuit values provide a powerful source of strength for both Inuit and 

Qallunaat educators siruggling to make sense of their professional lives. 

Once educators start to actively use self-care as a guiding ethic for their 

lives, and once they CO- to the values that ground Inuit culture, it is 

likely that the educational system will start to change in significant ways. This 

is a diange that must start with self, with each educator looking at the2 own 

care of self and asking questions about their own well being in the school 

system. 1 believe this process will lead to different ways of teadUng and 



leaming, ways that can have a sigmficant impact on the emergence of an 

Inuit-based school system in Nunavut. 
We muçt teach our Mdren their mother tongue. We must 

teach them what they are and where they have corne from. We must 
teach them our philosophies which go back beyond the memory of 
man. We m u t  keep the embers buming from the fies which used to 
bum in our villages so that we may gather around them again. It is this 
spirit we must keep dive so that it may guide us again in a new life in 
a changed world. (Amagoalik, 1977) 



Chapter Twelve 

A Personal Seardi for Freedom and Integrity 

Ai! but songs 
CaU for strength. 

And 1 seek after words. 
It is 1, 

Aja-aja-haja-haja 
(Ivduardjuk, 1980) 

Introduction 

In thiç chapter 1 try to danfy, share, and analyze my own 

understanding and beliefs as an educator by considering aspects of my own 

leaming over the last fifteen years. 1 use this chapter as an example, almost a 

testimonial, to support the framework which is suggested in the dissertation. 

The process of personal change that is described in this story of m y  

professional life involves moving from a position that accepted reality at face 

value to one that now sees versions of the truth competing for attention in a 

world that is influenced by the intersection of power, knowledge, and ethics. 

My growing self-knowledge enables me to exercise care of self, which 1 believe 

has led to a greater sense of freedom. 

This story, like any other personal account, is uniquely mine and 

reflects rny own version of the mith and m y  own interpretation of my reality. 

1 have decided to include it because 1 think it may reflect the kind of process 

that other educators go through as they try to make sense of their world. 

At the start of my teaching career 1 held many of the same beliefs that I 



do now, but I did not consider or understand the larger cultural and political 

context. 1 accepted my work as a teacher at face value and the busy M e  of the 

schools 1 worked in provided virtually no time to examine values or beliefs, 

or ask important questions about my role as an educator. My many questions 

and doubts were usualIy brushed aside by the demands of teaching. Thjs 

chapter tries to desaibe how I have struggled to make sense of m y  work over 

the years and outiines some of my emerging beliefs about professional 

freedom, space, and integrity. 

1 focus primarily on my time in Nunavut, s h a ~ g  some of the most 

important experiences or understandings that led me to see aitical reflectïon 

and a connection to self as a process that enables me to develop a sense of 

professional integrity, and consider ethically based practices that 1 beiieve can 

ultimately bring me greater professional freedom. This kind of freedom 

differs in fundamental ways from the more hdividualistic, rather brash self- 

suffiaency that I aspired to earlier in my career. My freedom is now related to 

the creation of more professional space for myself and a greater 

understanding of myself as a "free being" (Foucault, 1984, p. 47). It is also 

related to the creation of more space for other educators. As long as 

individuals like myself, who work primarily outside the classroom, can access 

more space than those who work inside the classroom, then 1 believe 

inequality exkh which contributes to the maintenance of damaging 

hierarchîes of power and knowledge in education. As long as Qallunaat 

continue to have greater access to professional education than do their huit 

colleagues, the inequity limits my fieedom. The kind of space 1 am referrhg 

to is uniquely defined and shaped by each educator as they search for meaning 

and work with others in their teadUng. I believe that all educators need a 

sense of space and autonomy to work with dignity, to dream, reflect, share, 



and connect, or they are unlikely to gain a deeper understanding of 

themselves and of their teaching. When 1 speak of space and autonomy it is 

always relational, interdependent, and interactive. Educators rarely spend 

time alone and when they do they are usualIy interacting with ideas in texts, 

student assignments, with their own work, or with themselves. 

In writing this chapter, painhl an experience as it is, I have found a 

Little more space and a sense of freedom which may corne from some hard 

reflection and a feeling of connection to other educators. Though I do not feel 

alone or in imminent danger of succumbing to despair, 1 am deeply 

concemed. 1 know that 1 am part of a community of educators in Nunavut 

and in Canada whose world is changing as 1 write. 1 believe that we 

desperately need to develop a much stronger sense of community and to 

speak out together about the things that are happening in our schools and 

educational systems. 1 am sharing my own experiences in this chapter not 

only to articulate and understand my own beliefs, but also because 1 believe it 

is important for us to share and try and understand the realities we encounter 

in our daily lives as educators all across Canada. I am not just thinking of the 

realities of teaching successfully, but of the realities of teaching students who 

suffer and the realities of our own struggles to hold on to some kind of 

meaning and control in a tirne of very frightening diange. 

1 am certain that other educators are fighting for more space and for 

more freedom in their schools. 1 believe that other educators feel 

overwhelmed, constrained, helpless, powerless, confused, and taken for 

granted in their classrooms. They may kel all these things at the same time as 

they feel connected to students, secure in their personal lives, and qualified 

for their positions. Feelings are often conhadictory, mixed, and confusing. 

The expeiience of every educator is different and their feelings are unique, 



however, 1 c m  state that many educators in Nunavut often feel 

overwhelmed by the challenges of teadiing. They are sometimes very 

hstrated because of the la& of materials and resources. They are often sad 

and angry because they see their students suffer and struggle so much. 

Sometimes they are very confused about their roles in a bicultural and 

bilingual school systern. These educators shared their feelings in the 

Pauqatigiit survey. In writing thiç chapter 1 am sharing some of my own 

frustration, sadness, anger, and beliefs and they are ofien related to the same 

issues. 

In starting to write something which is more persona1 1 shy away fkom 

the exposure and the narcissism involved in describing my own perspective 

and the potential arrogance involved in daring to share aspects of my own 

story. Above all 1 am conscious of the dangers of personalizing, 

psychologiUng and becoming too preoccupied with a sense of self which is 

narrow and excludes others. The ever present question of, "Who do you 

think you are?" keeps coming and going in my head. Being a middle class, 

Q a b a q ,  Iriçh/Canadian woman has the potenfial to obscure, mask, and 

distort my perspective when writing about and a culture that is not mine. 

1 feel discomfort because 1 work in a context where resources are not 

equitably shared. This is probably a discomfort many of us feel if we are 

interested in fair play. As a weU-educated teacher 1 earn a lot more than some 

of my Inuit or less qualified Qallunaat colleagues, which means 1 have access 

to more choices and more opportunities than they do. This never seerns right 

and makes me feel uncornfortable, but at the sarne time I would have great 

difficulty giving up any of the freedom that 1 have managed to access. It 

concerns me to be yet another Qallunaq who successfully accesses paid 

educational leave to rest and think and write about my work in the North 



while coileagues, many of whom are Inuit, m u t  continue working in schools 

for years without a break because they are often the only wage earners in their 

families or cannot leave their communities because of family comrnitments. 

In expressing my feelings I am conscious of walking into a politicdy 

incorrect confessional space, where dwelling on oneseif demonstrates a kind 

of weakness. Admitting that when 1 work in Nunavut 1 am often filled with 

anger, that 1 am sometimes desperate with sadness and riddled with g d t ,  

breaks taboos established in the sanitized world of professional education and 

academic writing. One can eady  choose to stay safe within the privaq that is 

provided by the more traditional approaches to scholarship. It is evident to 

me thiç year, however, as 1 worry my way to a deeper understanding of the 

educational context in Nunavut, that one c m  not simply avoid feelings, deal 

with powerful emotiom, and then shrug them off as one might a bad debt. 

Feelings like sadness, guilt, and rage tell us sornething about ourselves, as 

well as about the ciraunstances we encounter every day. 1 believe that 

exploring these emotions is always important, especidy when 1 work with 

colleagues and friends who are stniggling to access the very opportunities that 

provide me with some Iimited freedom within the school system. 

Opportunities to access professional education are not as readily 

available in the small communities in Nunavut as they were in the South 

when 1 lived there. There are other differences as weIl. Simpiy coming from 

the South gives many Qailunaat an advantage in understanding how 

souihem institutions and structures work. Qallunaat cm usually negotiate 

their way swiftly through the range of bureaucratie d e s  and regdations that 

sometimes puzzle and discourage Inuit colleagues. There are many examples 

of access to privilege that are available to Qallunaat educators but not as easily 

accessible to huit. 



Inuktitut language, 

incredibly rich 

Inuit coileagues have different advantages, like the 

connections to their communities and to the land, and an 

heritage and tradition that survives in spite of assadt. In the post-colonial 

society of Nunavut, however, priviieges based on an Inuit cultural heritage 

have not, in the past, provided the same access to power that is gained almost 

effortlessly by Qallunaat. This access meam that Qallunaat continue to have 

more advantages in many different situations, partidarly when discussion 

takes place in EngIish. It seems that by definition when Qdunaat are 

advantaged, Inuit are disadvantaged, and this means that inequality operates 

in many interactions in Nunavut. 

For example, 1 found it troubling to be a teacher educator working in an 

institution that privileges southem academic knowledge and consequently 

disadvantages Inuit students who must negotiate their way through teacher 

education courses that are sometirnes offered primarily in English. Regardless 

of our often very successful efforts to offer courses bilingually, the students 

with the best English and acadernic skills developed through the medium of 

English usually do very well in these courses, while those who struggle in 

their second language sometimes have diffidty understanding concepts, 

even after they are presented and discuçsed in Inuktitut Such a system seems 

inherently unjust and ensures that those with privilege have the easiest 

access to more privilege. The teacher education program based in Iqaluit iç 

presently available ody to bilingual Inuit, those who speak, read and write 

both Inuktitut and English (NEP,  1996). Though we are rapidly working 

towards a teacher education program that can be offered in Inuktitut to 

unilingual Inuit, it is sometimes diff idt  to know that excellent educators in 

the schools, those who possess a great deal of the important cultural 

knowledge, wiil continue to work as assistants for their whole careers. This 



means they eam less than their bilingual Inuit colleagues and a great deal less 

than most Qallunaat teadiers. It means they are called Language Spetialists or 

Classroom Assistants, not teachers. This seems wrong. My questions about 

these issues always bring me back to soaal justice and ethics and 1 often h d  

myself mgsr, sad, or disturbed. 

1 am often angry and sad. 1 am sad because so many people in Nunavut 

experience hunger, desperation, confusion, insecurity or indignity. Our 

students at NTEP are often hungry and many of them face considerable 

academic challenges related to Ianguage, not ability. Some students even joke 

that their hunger connects them to their parents who nearly starved on the 

land many times. Our efforts to make changes in the educational system so 

that student financial assistance cheques arrive on time find us fighting a 

bureaucracy that appears faceless and uncaring. Harsh economic realities of 

life affect more and more colleagues in Nunavut as cutbacks hit lower wage 

eaming educators, often single parents and Inuit with large families. Daily 

hardships are expenenced by membea of my own small community. 1 cannot 

hun my back on theV pain. 1 cannot take my privilege for ganteci. 1 feel some 

of the pain expenenced by others. It is the source of any action 1 take to make 

things better and to change the system so that at least people are not starving 

as they try to leam and teach. 

Educational Emerience and Evolvine Beliefs 

Though 1 have spent fifieen years, most of my profesional life, 

working in Nunavut 1 am still an outsider, a Qdunaq. My upbringing, 

education, and perspective differ in fundamental ways from many of my 

Inuit colleagues and friends. They also differ from Qallunaat colleagues, of 



course, but not dways with respect to accumulating and accessing a range of 

privileges which seem to naturally accrue to a confident, articulate, middle 

ciass, university educated teacher who hails from southem Canada. 

Like most Qallunaat working in Nunavut, 1 do not yet speak Inuktitut 

and like many Qallunaat my holidays are spent with family in the south. 

Iqaluit is my home, but in a different way than it is home for my Inuit 

neighbors. I live in Nunavut as a resident, as a homeowner, but I lcnow I will 

not live there when 1 am old. This gives my presence and the presence of 

most QalIunaat, a distinctly colonial flavor. Though Nunavut is not c d e d  a 

colony, it is still occupied by people who sometimes think and behave like 

colonials. These Qallunaat colonials, including myself, hold a disproportional 

amount of the power and influence in the society. I state this bluntly for it is 

usually denied, ignored, or repressed in this post-colonial era when we Like to 

pretend that colonialism is a thing of the past, something we put safely 

behind us in our awareness of difference, appreciation of diversity, and our 

rapid ability to acdturate and appreciate Inuit soaety. 

Acknowledging these differences is a starting point for me as 1 consider 

my own beliefs and explain how 1 make sense of my location. Many people 

believe that seeing difference gets in the way of building connection. For me, 

however, it is a more honest place to start. Common humanity, fnendship, 

and shared experiences are vitally important, but c m  sometimes be used to 

gloss over the glaring injustice that deny some Inuit access to things like food, 

education, good jobs and their own culture and language. Very few Qdunaat 

in Nunavut are walking around feeling hungry and their language is in no 

danger of disappearing. 

The process of writing a more personal chapter in this dissertation 

involves acknowledging fears of appropriation, diswing the dangers of 



intrusion as well as affirming the possibility of working and living creatively 

in this context. It also involves the ongoing and "delicate work of extending 

one's educationd voice" (Britmian, 1991, p. 241), of challenging assumptions 

and digging underneath cornmonsense understanding to determine the 

beliefs that drive my work and teaching. 1 beIieve that atternpting to explain 

my position, which constantly evolves, is one of the steps that is necessary in 

trying to understand my role as a Qdunaq educator in Nunavut. Searching 

for understanding, as opposed to blindly accepting things as they are, is not 

just a curiously middle class preoccupation with causes, a bleeding heart 

liberai response, or even a deluded modemist quest for elusive truths. 1 think 

of it as a human refusal to give up asking questions, a belief that people can 

change the world and make things better, and a determination to understand 

why 1 behave, speak, and think in a partidm way. Perhaps 1 hope and 

believe that this search can bring me some peace and a little of the freedom I 

refer to in my wriüng. 

In describing the evolution of my beliefs over the last fifieen years 1 use 

descriptions of my own experience more than I do references to any theories. 

This personal experience reflects a slowly evolving critical understanding of 

my location as a Qallunaq educator working in Nunavut. Growing 

understanding for me, and 1 suspect for many others, is frequently related to 

interactions with people, more than it is to the reading of any academic texts, 

though they are also important. 1 talk my way through Me in constant 

dialogue with friends, family, and colleagues, sometimes driving them crazy 

with my intensity. Though I do not search for theories to fit my beliefs, 1 am 

constantly uinuenced by discourse and tex& encountered over many years, 

which makes my own understanding complicated, iayered, confusing, and 

often tentative as it searches for meaning. 



The very fab that 1 desaibe this search for a position is an intellectual, 

academic kind of exercise. In many ways I resent and resist the urge to 

explicate and dissect my beliefs, for in doing so my work and life in Nunavut 

loses its spontaneity; its less conscious cornmitment to getting things done 

and feeling part of making things better in one location. This is a joy that has 

fueled and driven my work in less conscious times - a sense of connection 

that equals few other experiences in my Me. Attadung the labels of critical 

theory, using educational jargon or the big words of critical pedagogy has 

helped me to understand, uiterpret, and peel back layea of naïveté, but it also 

withers and spoils what used to be a delighted, total immersion in a specid 

world and in very meaningful work. Now that the blinkea are off 1 

sometimes feel 1 am wallcing warily, consaous of every injustice, interpreting 

conversations in a different way, and taking in pain at each step. It is a risky 

place to be, a place I share with other educators cautiously, for though some of 

the theorists talk about a more enlightened position, 1 have not found it is a 

happier place to be, though 1 do understand things differently and appreciate 

the kind of insight this involves. 

Cri tical Awareness 

Critical awareness is the foundation of rny theoretical position and 

"springs from an assurnption that we live amid a world of pain, that much 

can be done to alleviate that pain and that theory has a aucial role to play in 

that process" (Poster, 1989, quoted in Lather, 1992, p. 121). 

My aitical awareness, at a conscious, artidated level, developed only 

when 1 moved north in 1982. Teaching in Ontario for several years in a 

school where half the students came from single parent families, 1 did not 



hlly comprehend that the behavior we dealt with in the dassroom and yard 

was directly linked to poverty, inequaüty and class difference. 1 did not realize 

that the school and the teachers in it represented a potentially alienating, 

though generdy safe, environment for many of our students. As a special 

education resource teacher 1 worked directly and happiiy with very needy, 

sometimes unhappy dllldren but my reading or interactions with colleagues 

did not involve critical dialogue. 1 did not see that my work was inherently 

political and 1 have no doubt that I made some difference in the lives of the 

children I taught. 

1 completed a master's degree at Queen's University without 

encomtering a single critical text, commentary, or discussion, a fact that 1 

now believe is ethicaliy unacceptable at any level in the educational system. 1 

deeply regret that I spent so much time reading tex& and discussing aspects of 

education that had very Little real signihcance for my work. 1 also regret that 

interactions and the discourse in courses were so impersonal and unrelated to 

the questions and problerns of the world 1 encountered as an educator. 

Though 1 was always an actively contributing member in m y  classes, 1 did not 

feel that my ideas and suggestions really made any difference to anyone else, 

or that my thinking about educational issues moved into any tnily reflective 

space. 1 now wonder what kinds of questions 1 was raising at that time when 

my obsession with the outdoors predominated and 1 was preoccupied with a 

different sense of persona1 freedom that seemed to be linked to an exploration 

of the environment, 

Orientation to the North. 

In the late Spring of 1982 1 stepped off the plane in Iqaluit, looked up at 



the hik ,  took a deep breath, and Mt 1 had corne home. Even though 1 had 

not even participated in the i n t e ~ e w  for a position as the Special Education 

Consultant for the Baffin Region, something told me 1 would get the job. The 

rocks and tundra rerninded me of West Cork in Ireland. The air was sharp 

and fresh. 1 was Ued with enthusiasm, energy, and a c h  conviction that 1 

was meant to be here. Not a shadow of doubt or hesitation marred my sense 

of being in the right place. 

1 miçsed the formal orientation to the Baffin because I was cornphhg 

an ESL course at Queens. This was unfortunate considering that 1 desperately 

needed to leam more about life in the north. My summer reading and the 

ESL course filIed me with the rather typicdy naïve and romantic exatement 

that characterizes the entry of many Qallunaat into the north, a kind of 

tourist mentality accompanied by a sense of adventure. Close friends had 

worked in the sdiools in the Eastern Arctic and their stories helped me to 

understand that Inuktitut and the Inuit culture were vitally important. No 

one took me aside, however, to suggest that 1 calm down, shut up, give m y  

head a shake, and realize that I was stepping into a totally different world. 

One event stands out as signiftcant in furthering my understanding 

and providing some relief to my ignorance. Fortunately it occurred within 

two weeks of my amvai in the Baffin and 1 am indebted to the Qallunaq adult 

educator who arranged to have his huk trainee take me "visiting" in the first 

community 1 encountered. Visiting is an essential part of Inuit life in the 

communities. 

We set off in the pouring rain of early September, stepping over rotüng 

sealskins on the beach, and pausing to look out into the bay which was dotted 

with canoes. Slowly we visited homes, drinking tea, nibbling bannock, 

chatting about the weather, hunting, and things that form the basis of 



conversation in Baffin communities. 1 noticed the simple, often poorly 

maintained homes, the oil stoves, the seal carcasses on cardboard in the 

kitchens, and the smoke and laughter that filled the air as people enjoyed 

their cigarettes and stories. As I flew home belugas rolled and swam under 

the waves, their white skins shining through the water. 1 decided then and 

there that I would always make "viçiting" part of my work and pleasure 

during trips to c o m m ~ t i e s .  

More significantly, however, anger was starting to boil up inside me. 

Why were the homes of the Qdunaat teachers so much better than those of 

the Inuit who lived pemanently in the community? Why were diildrens' 

ears runnir~g with pus from rniddle ear infections while they sat at their desks 

trying to leam? Why were the students in Grade Four leaping up on their 

desks and mercilessly taunting the new Qallunaq teacher from Ontario? Why 

was she accepting this behavior with a kind of helpless resignation? On my 

r e t m  to Iqaluit I took my anger and questions to the Superintendent of 

Education. A man of few words and uwwerving vision, he informed me in 

clipped tones that education in the north needed to reflect the community. I 

took up the recently published, remarkably insightfd report, Learning 

Tradition and Chanpe (GNWT, 1982), and got down to some real work with 

one small layer of ignorance stripped from m y  romantic perspective. 

Political Power. 

In 1982 the Baffin Region Education Soaety (BRES) was actively and 

persistently lobbying the Govemment for more control over education. 

prorovided an added urgency and focus to 

these efforts. As a consultant working across the region, 1 was fortunate to be 



uivolved in many meetings where Inuit representatives from each 

community passionately expressed their views about education. Radical, 

articulate, bilingual young Inuit were guided and tempered by the solid 

wisdom of older, unilingual representatives with powerfd results 

(Colboume, 1987; O'Donoghue, 1990). 

By 1985 BRES was the fist  education society to achieve Board status in 

the Northwest Temtories. Witnessing this determination to take control of 

education deepened my own cornmitment and provided some much needed 

insight into the importance of using politicai power to make badly needed 

dianges in education. It also provided many opportunities to interact with 

individuals who cared deeply about providing a high quality, bilingud, 

culturally based education for their children and helped me to understand the 

kind of educational systern that hui t  desperately wanted to aeate. 

Unfomuiately as the years have passed some of the initial idealism and 

heady sense of power have soured a Little. %me of the young radicalç, like 

many of us, are now rniddle aged, struggling to make a living and keep theY 

original dreams alive. Sometimes fatigue, poverty, loss, corruption, greed, 

violence, or addiction gets in the way and the dream falters. Nevertheless, the 

original vision remains and still drives huit in communities to fight for a 

better future for their children - a future in which Inuit culture and 

Inuktitut occupy the central place within the schoolç, and a future which sees 

bilingual, young Inuit, rooted in their own culture, adeptly managing the 

challenges involved in both the southem and northem worlds. 

Lost in Work 

1 worked very hard for over seven years. Using Learning. Tradition and 



Chance as a guide, 1 did everything 1 possibly couid to create supports and 

services to help students with speaal needs in the Baffin and in the NWT. It 

was a time of change. The purse strings opened and money flowed. Prograrn 

Support Teachers and Student Support Assistants were hired and hained, 

there was a sense of progress, possibility, and hope for the future. The lives of 

many students and teachers changed in significant ways as they finally 

received a few of the supports they had needed for years. 

I started working with other educators, both Inuit and Qailunaat, to 

publish Inuktitut books and create an integrated school program that reflected 

Inuit ways of looking at the world. We c d e d  the program Piniaqtavut (things 

we are going to do). It was a time of excitement, accomplishment, and great 

joy for me professionaily. Work occupied my every waking moment. even 

when 1 was at home, but it was an energizing preoccupation. The people 1 

worked with seemed to provide each other with more energy, and there was a 

sense that tomorrow was a long way off. There was so much laughter and 

sharing. My colleagues and I often said to each other, "We are living in a 

bubble, how can work bring so much pleasure?" It seemed as if our 

enthusiasm, optimism, energy, and happiness were boundless. People joked 

that we had enough energy to fuel the Northwest Temtories Power 

Corporation. It is ridiculous and embarrassing now to even share such 

exaggerated comments and 1 c m  cynicdly state, "Oh yes, blind optimism, 

puppy-like enthusiasm, adrenaline-induced energy, crazed happiness. We 

were too young and foolish to see the real obstacles that lay ahead." 

Perhaps more to the point is the fact that we shared a dream for Inuit 

education and a cornmitment to working together in achieving that drearn. 

Anythuig can seem possible when people are united in Uieir purpose. The 

relationships we establiçhed held us together and enabled us to do more that 



we codd ever have achieved individually. 

In the Fall of 1989, three out of the four of us who worked in the 

Teaching and Learning Centre (TLC) were pregnant. Administrative and 

program staff at the BDBE office were involved in a blitz of travel to i n s e ~ c e  

Piniaatavut. Dragging boxes of resources, we traveled in teams to 

communities for six soüd weeks and by January of 1990 we were a pretty tired 

lot. In April, 1990,I went on maternity leave, tired but still optimiçtic and 

satiçfied that we had adùeved a great deal. The maternity leave was followed 

by a year of leave without pay to start work on a doctorate at the Ontario 

Institute for Studies in Education (OISE). 

In looking badc 1 can now see that the relentless pursuit of goals left us 

drained and in need of some recovery tirne. Recovery, however, was a word 

that I did not even know existed at that tirne in my life. My colleagues in the 

TLC also went on maternity leave and, as iç typical in the north, the BDBE 

office lost several people in one feu swoop. As 1 struggled with the challenges 

of becoming a new mother and doctoral student, 1 did not really think about 

how everyone back in lqaluit would cope without all of us. An Inuk coileague 

had accepted my position as a Supenrisor of Schools at the Teadiing and 

Leaming Centre, and 1 had absolute confidence in her ability to carry on wifh 

the work. 1 underestirnated what it would mean for her to move from a 

position as a teacher education instructor into a senior management position 

in a Board of Education. She completed seven years in the position and is 

now moving on to other challenges. When we can snatch a little time to 

seriously reflect on our lives, 1 wonder at the courage, cornmitment, and 

stamina that camed her through the last seven years. It seems that the same 

sense of shared purpose, found in her case through the aeation of 

InuuqatiGit, made it possible to overcome the many barriers that must have 



been part of her experience. She tells me that she is tired now. 1 hope she can 

take a little time to rest. Something tells me that she may have a better 

understanding of her own needs than I did in 1989. 

Theoretical Understanding 

In 1981 OISE had published Jim Cumminç' monograph, Bilinmialisrn 

and Minoritv-Lanmiaee ChiIdren, a small but immensely valuable text for 

anyone working in education in the north. Cumminç was &O completing 

Bilineualism and S~ecial Education: Issues in Assessrnent and Pedagw 

(19&1), a book that could have provided me with affirmation and direction as 

1 worked with colleagues to establish comrnunity-based, inclusive education 

in the Baffin in the early eighties. Though 1 read the rnonograph in 1983 and 

several Baffin educators understood the theoretical premiçes of bilingual 

education, it was not until 1986 that the full signihcance of Cummins' work 

for our context began to really sink in. Meeting Cummins personally in 1987 

and talking with him about bilingual education, convinced me that hiç 

theories had far reaching implications for us in Nunavut. However, 1 was 

nuullng so fast, focusing on publishing books and completing Piniaqtavut, 

that it took several more years to internalize and understand the concepts 

discussed in his writing. 

Cummins' framework (1986), and the fact that 1 had opportunities to 

discuçs aspects of the theory directly with him, remain the most signihcant 

theoretical influence on my professional work as a northem educator. Hk 

empowerment pedagogy, now termed transformative pedagogy, provided me 

with a critical perspective in looking at education in Nunavut. His analysis of 

the disabling effects of power relations on the education of children in places 



such as Nunavut, helped me to understand that the failure in our 

educational system was related to the dominance of a southem world view 

and overt and covert negative attitudes towards Inuit which were 

unconçciously present in our educators and in theïr interactions with 

students and colleagues. The pedagogy advocated in Pinia-avut draws on 

Cummins' work, and some schools in the Baffin actively try to implement 

his theories (Tompkins, 1993; Ball, 1995). Cumminç' strength lies in his ability 

to present ideas dearly and concisely so they are accessible to busy educators. 

I believe that implementing Cummins' theory as a basic framework for 

education in Nunavut can result in truly significant changes in bilingual 

aduevement as well as increased parental involvement and Inuit leadership 

throughout the system. I do not believe this is a simple matter and have 

written about the considerable challenges involved in personally 

implementing transfomative pedagogy in my own teadung (O'Donoghue, 

1997). I believe we need to spend much more time carefully discussing the 

implications of Cumminç' theones for our work in bilingual education in 

Nunavut. 

Recent revisions to Cummins' hamework (1996) incorporate a sharper 

critical perspective which speaks even more directly to our context in 

Nunavut. His work continues to provide a coherent, practically related theory 

which guides my daily work and evolving critical understanding. It is 

Cummins' work, combined with my o m  experïence, that really opened m y  

eyes to the broader cultural and political context in Nunavut and enabled me 

to understand, in a deeper way, the persistent failure that plagues our school 

system. 



Critical Theory 

Completing a couse with Henry Giroux and Roger Simon at OISE in 

the Fall of 1990, opened my eyes in a big hurry to the world of aitical theory. 

EntitIed Post-Colonial Discourse and the Creation of Identity, it exposed me to 

demanding reading, well informed colleagues, and a whole new vocabulary. 

It took at lest four classes before I could even begin to understand the 

dialogue, let alone participate in the discourse. 1 felt I had landed in another 

world. 1 managed to get through the texts, finding people Use Spivak (1990) 

hard to grasp, and enjoy the writing of Trin Minh-ha (1989), Mohanty (1984), 

Said (1985), Fanon (1967), and Freire (1983). Finally 1 was engaged in reading 

texts that related to my work. In spite of their theoretical complexity, 

especially for a newcomer to critical theory, the writing spoke to me and 1 

wanted to leam more about concepts of difference, borders, hegemony, 

postmodemism, and post-structuralism. 

1 survived the course and found myself stniggling past the vocabulary 

and heady concepts to a conviction that critical praxis was ever hopeful and a 

critical position an absolute necessity. Everyone kept mentioning Foucault 

and Habermas but 1 could barely manage the readings in the course, let alone 

take on theories of such magnitude and relate them to Nunavut. The needs 

of my infant daughter, Kathleen, often did not d o w  the time it takes to 

thoroughly read critical theory. 1 would dash out of Giroux and Simon's class, 

down the stairs, and into the subway, head buzzîng with the power of the 

dialogue, to face the reality of a hungry baby. 1 remember many nights of 

dragging a pail full of diapers down stairs to the w a s h g  machine and then 

staggering to my desk which seemed to be weighed down with books I never 

finished reading. 



In retrospect 1 realize that 1 was seduced by the discourse. The power of 

the theory created a lust that is still hard to contain. It is only now, as 1 write 

almost eight years later, that 1 have reached a point of understanding that 

enables me to put critical theory into some kind of perspective withh my 

own experience and resist the proselytizing influences of the more 

flamboyant writing in critical pedagogy. 

In Cummins' coune, entitled Critical Pedagpgy and Minoritv Students, 

offered during the Spring of 1991, we read a wide variety of artides and books 

induding McLaren (1989), Freinet (1990), Chomsky (1987), Delpit (1988), Freire 

(1970), Ellsworth (1989), and others. Several readings related to the application 

of critical pedagogy within classrooms and helped me to internalize the more 

theoretical perspectives discussed in the Simon and Giroux course. They also 

supported Cummuis' work and confirmed its importance for Nunavut. 

These encounters with a wide variety of readuigs and theoretical 

perspectives, during what seemed like a very bnef residency at OISE, were 

both exhilarating and frustrating. 1 found it profoundly annoying that 1 did 

not have the time to explore the literature in any depth. Discussion of issues 

was limited because 1 had family commitments that drew me home. M y  

initial encounter with the theory was superficial and consequently 

Back to Realitv 

AU too soon the year of leave in Toronto was over and 1 returned to 

the demands of rny position as a Supervisor of Schools and Student Support 

in the Baffin. At the beginning of August, two out of the three schoolç in 

Iqaluit ladced principals. People suggested that I could sign out the Board van 



and drive from one school to the other trying to support the educators. 

As it was, we hired alrnost as the schools opened and the two new 

principals, hired directly from the south, started the year with a l i ~ t e d  

orientation to the system. New teachers arrived in the schools before the 

principals and the usual issues assoaated with the start up of a school year in 

the north were not always thoughtfdy addressed. It was a harsh way to corne 

badc to work. Reality was a far cry from the heady idealism of critical theory or 

the joyfd shared work 1 had been involved with before I took leave. Ln 

addition, the fact that 1 was trying to work on a part-time ba i s  in order to 

spend some time with my daughter meant that 1 no longer had unlimited 

hours to spend in the schools or work on projects at the office. Deahg  with 

the many everyday happenings in the Iqaluit schools, especially with 

principals new to the system, took almost every minute that was available. 1 

had no time to read or reflect in any depth on the important topics and issues 

raised during the year at OISE. Critical theory was certaidy not a topic of 

conversation and my interest in the discourse took a back seat. 

Unfortunately my f d y  ako suffered during thiç stressfd year. My 

daughter would start crying every time the phone rang or 1 dialed people at 

work when 1 was supposed to be playhg with her at home. 1 Finished the year 

quite exhausted, having encountered some of the depleting battles that are 

involved in drawn out labor relations issues. These are battles which no one 

wins and battles that can bring a real cynicism to the perspective of even the 

most optimistic educator. 1 experienced few of the rewarding professional 

challenges that had driven my work in the past. This was a professional space 

that seemed to provide Little room for creativity, very little professional 

freedom, and worst of all, 1 had lost touch with the things that were dearest to 

me: program development and support and the publication of resources at 



the TLC. Words iike professional integrity and freedom can seem almost 

laughably idealistic from an administrative position which must address the 

endless problems and complexities of the system. 

Searching for a more peacefd professional space and a Little more time 

for my famdy, 1 accepted a position as an instructor at the Nunavut Teacher 

Education Program in Iqaluit in October 1992, and started focusing on issues 

in teacher education. These issues preoccupied me for four and a half years 

and involved our initial work on Pauqatigüt. 1 a m  not ready to share the 

frustrations and struggles involved in our efforts to change the direction of 

teacher education in Nunavut, but it involved some of the most important 

professional leaming of my Me. This leaming has led me to think much 

more deeply about myself and the issues we face in o u  work in Nunavut. 

In looking back on the five years that passed between 1992 and 1997,I 

now believe that a well grounded critical position based on ethical principles 

could have provided a sound fkamework to help me make sense of that very 

demanding year as Supervisor of Schools and of the years that have passed 

since 1 went to NTEP. The necessity of reflection and self-care which are 

inherent in ethically based educational practice might have helped me to 

place my own needs and those of m y  family first, instead of last, and that by 

caring for self, 1 might have found the professional freedom that 1 was 

looking for in the very contexts that seemed so overwhelming at that t h e .  

Deepenine Awareness 

My initial encounter with the discourse of critical theory deepened my 

critical consciousness and convinced me that unless more Inuit educators 

started working in Nunavut schools we would never get beyond the failure 



sti l l  experienced by so many students. In working as a teacher educator, 1 

believed 1 would be contributing in a more sigr-cant way to the 

development of Inuit education than might be possible in the more 

administrative role of Supervisor of Schools, a position that also does not 

lend itself easily to part-tirne work. 1 was mistaken. One can contribute very 

significantly from any location or position, depending on the depth of your 

understanding and perspective. 

What I also did not fully realize at that time was that d e s s  Inuit 

educators and their Qallunaat coUeagues had opportunities to develop theV 

own critical consciousness and ethical practices to support their work; unless 

they had the time to connect to their own stories, their history, their culture, 

to themselves, and their cornmunities in a mu& deeper way, unless they had 

the confidence and skL11ç to take control of their classrooms, schoolç, and their 

professional lives, then the same cycles of failure would continue to be 

replicated in Our schools. Providing more culturally relevant curriculum, 

more Inuktitut, more cooperative strategies, more Md-centered approaches, 

more elders, more critical literacy, more parental involvement, more 

professional education, while they are al1 vitally important supports, would 

never be enough to change Nunavut schools so that students could become 

fully bilingual, confident leamers. Until educators stop to really examine 

their own teadiing practices, attitudes, values, beliek, and behavior, and to 

consider how approaches, strategies and resources can be used in a more 

critically and self-informed way to support their teadung, we WU continue 

spinning our wheels and wasting energy. 

To use my own teaching a s  an exarnple. Though 1 constantly 

emphasize critical thùiking in rny teaching and use almost all  the approaches 

I have referred to above, including culturally based experiences, it was not 



until quite recently that I really started challenging students and myself to 

consider and discuss who we are as people and educators, who we are in the 

process of becoming, and how the socio-political context and structural forces 

act as fundamental influences in our work and in ow lives. 

It is only very recently that 1 have been forced to corne to terms with 

myself as an educator and to understand in a much deeper way how my own 

search for professional freedom is inextricably linked to critically based ethical 

practice. It is only in the laçt year that 1 have seen this search as a deeply 

persona1 experience involving a growing seme of professional intewty and 

understanding. It is only as 1 write that I am finding the space, freedorn and 

peace that cornes from interpreting my own stniggle for meaning. This 

understanding emerged when 1 started to lose professional heedom, and had 

to fight very hard to regain space and autonomy. 

I realize that in reading and re-reading the words of Nunavut 

educators in the Pauqatigiit surveys, in letting their loneliness, cornmitment, 

determination, isolation, and stmggles to become better educators sweep over 

me, 1 began to understand my own professional quest and then to gradually 

step from there to a more reflective position that seerns to provide a 

perspective that was missing in my earlier experiences. 

1 now realize that professional education is not about better teadung 

techniques, reflective practice, storieç, critical theories, or even transfomative 

pedagogy. It is about our struggles to become free educators and people who 

are alive to ourselves. This is not a humanism based on Christian ideology, 

Enlightenment philosophy, individualism, or self obsession. It involves 

being wide awake to ourselves and other people, becoming criticdy aware of 

our thinking, developing consaousness of our social location, comeding to 

our history, and finding strength to act. This is what 1 have leamed after 



several months of reading and thinking whiie on leave from my position in 

Nunavut Insights that are probably self evident to most other educators have 

taken me years to hlly comprehend. It is almost as if I am ready to start all 

over again as an educator. The next sections explore aspects of this 

understanding and share M e r  experiences which have fostered what 1 

believe is a deeper understanding of myself and the context. 

He~emonv and Belief~  

Though Our educational policies, mission sta tements, and & d u m  

frameworks refer to culturally based education and stress the prirnacy of 

Inuktitut and Inuit perspectives, and though many Qallunaat and most Inuit 

educators are genuinely committed to working towards an Inuit system of 

education, most of us have never actually grappled with what hegemony 

really means in Our lives and daily work. Do w e  honestly believe that an 

Inuit way, however that might be defined, is equally relevant and of equd 

status to the southem way, or do we believe it is a romantic fiction? Do we 

realize that there are better, yet to be discovered, soon to be articulated 

approaches to educating huit students, ways that may not fit with our 

Westem perspective, or the research findings we have so carefully developed 

and aspire to adopt? Tn vague, woolly ways we espouse politically correct 

positions, but are not consuous that our views are frequently ethnocentnc 

and Westem. We consider ourselves enlightened because we endorse 

diversity, acknowledge difference, celebrate Inuit culture, and speak the odd 

word of Lnuktitut. 

Often we are just far too busy and stressed to take the tirne to worry 

about these issues in any depth. For many of us, u n f d a r  with critical 



theory, even for those of us acquainted with the discourse, the raiçing of 

endless questions sometimes seems to involve splitting hairs and makes 

things worse by stiming up emotions that often hurt. There are jobs to be 

done, diildren to teach, and sdiools to nui. Let's just keep things simple. We 

Qallunaat are here to teach English well - providing an essential skill for 

Inuit moving to take over Nunavut. Why not juçt get on with doing that job 

and stop messing around in things that are not Our business as Qallunaat. We 

are so busy just coping with our challenges and preparing for the next dass 

that we rarely stop to ask ourselves about what is redy happening in o u .  

schools. We don't really want to stop and peel badc our own hegemonic 

attitudes and beliefs. It is much safer to rernain ignorant of the real issues. 

Marris (1977, p. 150), tells us that "when we impose diange on 

ourselves or others, we need to allow a moratorium on other business, so 

that people c m  give their minds to repairing the thread of continuity in their 

attachments; and we should not burden ourselves with so many 

simultaneous changes that our ernotional resilience becornes exhausted." 

This would mean that nothing would ever get done in Nunavut for we 

would need to declare a moratorium every week and every day. In the 

educational system in Nunavut we just keep going and going, coping with 

endless, multifaceted change. Many educators are emotionally exhausted, 

drained, and wom down. The high levels of stress negatively affect our ability 

to relate to and support each other. Contesting temtory and fighting for our 

own deeply held, but rarely fully understood ideological truths, drains us of 

energy as institutions are built, collapse, shatter, or change in the space of a 

few years. The battles to access power and influence, which are integrally tied 

to economic and professional survival, divide the very people who 

desperately need to work collaboratively together to improve education for 



s tudents. 

Hegemonic decision-making in the Govemment, school boards, and 

schools is supported, reinforced, and maintained by hierarchical bureaucracy, 

pahiarchal power, the culture of schools, and the uncomfortably accepted 

southern models which operate almost invisibly, inexorably, and 

unconsaously to provide solutions to problems that aLl too often reflect the 

south. I am not suggesting that we, Qallunaat, all pack our bags and move 

south, though this is a solution often discussed and often thought about. 

Neither am 1 suggesting that we sit around wringing our hands, paralyzed by 

white guilt, waiting for direction from Inuit or hoping that we can become 

more culturally oriented and enlightened by spending time on the land or 

going native. It would be impossible, inappropriate, and even ridiculous for 

Qallunaat teachers and administrators to try and think, behave, and teach like 

Inuit. However, there are many experienced and thoughtfd Qallunaat 

teachers and administrators in Nunavut who tend to act more consciously 

and carefully by establishing genuinely collaborative relationships with Inuit, 

and providing the support necessary for Inuit to take over positions of 

influence. These individuals who understand what an interdtural 

orientation involves, quietly ensure that Inuit are very dosely and equally 

involved in al1 aspects of the planning and decision-making processes. 

There are many Inuit and Qdunaat educators who refuse to allow 

structural, ideological, or personal bamers to get in their way. These are the 

people who demonstrate a "quality of uncommon courage" (Apple & Beane, 

1995, p. 103). When these people are Qallunaat who must necessarily operate 

from within a consciously Eurocentric position, they continuously challenge 

their own backgrounds, history, and socialization in their determination to 

achieve social justice. When they are Inuit who wrestle with the transitional 



space they occupy and 

own perspective, then 

resist essentialist identities while speaking up for their 

they are uncommonly courageous. 

This more thoughtfd way of working, however, is not as common as 

we would like to think. We don't spend mou& time together as Inuit and 

Qdunaat educators discussing what is involved in working towards this 

kind of position. It is so often assumed that we are already "there". We tend 

to delude ourselves into believing that we are aaively creating demoaatic, 

Inuit schools. Thankfully, some of the courageous educators are actuauy 

doing that - getting on with building Inuit school. They bring us hope that is 

desperately needed. 

1 believe that until hegemony is adaiowledged, named, and 

consciously resisted at both the micro level within relationships and at the 

macro political level in decision-making, the status quo will prevail and 

Qallunaat or neo-colonial Inuit dominance will be maintauied, in spite of acts 

of remarkable individual courage. This has happened in several Baffin 

schools where structures committed to collaboration and Inuit involvement 

collapse after insightful principals leave and more hierarchical, southern 

structures are reinçtated, supporting relationshîps which tend to reflect 

dominant rather than collaborative relations of power. 

Qallunaat and Inuit in positions of power now fluently use the labels 

colonial, dependency, leamed helplessness, cultural invasion, rackm, 

hegernony, empowerment. They slip quiddy off the tongue identifyzng their 

users as informed and insightful while at the very same time the structures of 

government that guarantee ongoing inequality grow exponentially. Token 

consultation with Inuit, the indusion of M t  as partners in companies run 

by Qallunaat, the placing of Inuit on Boards, cornmittees, and positions of 

authority often clear the way for Qallunaat bureaucrats and business people to 



bolster their own positions and power bases so the interests of the status quo, 

of the individuals themselves, and the bureaucracy are protecied and 

furthered. 

The disillusionment and disappointment of Inuit who h d  

themselves acting in token positions is often expressed, but it is never easy to 

challenge the very authority that promises you power. Consequently, 

resistance is expressed silently or through resignation from positions. The 

necessity of finding good work and improving one's economic position 

guarantees that many Inuit vesy quidrly adopt southern ways of doing 

business, perpetuating hierarchies and bureauaaues that are often self- 

serving. The d e  is complete and few wiil speak out to threaten their own 

positions of power or the economic stability they have so recently achieved. 

So where does this ieave me as a Qdunaq who rejects the structures 

that conspire to maintain and strengthen the southern status quo while I 

continue working within them? Where do 1 stand in the maze of cornplex, 

interrelated ideologies? Am 1 contributing to ongoing domination, 

particularly when 1 step into, or seek, a position of responsibility because 1 

believe it provides the potential to make much needed changes in the 

systern? The process of working criticdy as a Qallunaq educaior in Nunavut 

is never easy, often miçtrating, and persondy costly as it raises suspicions 

and doubts from colleagues when it, "challenges cwrcive relations of power 

that are manifested in the school context" (Cummins, 1996, p. 164). Indeed, 

what gives me the right to challenge anything but my own hegemonic 

beliefs? 

There is the possibility that discussions of hegemonic thinking and 

behavior with Nunavut educators might resuit in more self conscious 

actions. For example, monitoring my own hegemony with colleagues who 



share m y  perspective has helped me persondy, but 1 often hear Qdunaat 

talking about the racism they witness in schools in a way which leads to a 

rejection of their southern colieagues and aggrandizes their own position as 

being "more enüghtened." I h d  myseif complicit, nodding sagely at the 

prevalence of these racist attitudes and bernoanhg the ignorance of others. 

Rather than building collaboration and understanding, this kind of self 

righteousness needs to examine itself thoroughly. 

Starting with the recognition of racism and acknowledgment of 

hegemony as a powerful influence in one's own life may initially lead to 

feehgs of guilt, discornfort, and embarrassment, sometimfs even temporary 

paralysis; however, it cm also enable us to step beyond g d t  to a place that can 

be joyful and professionally rewarding. This is a risky and painful process fdl 

of doubt, hesitation, and confusion as my own experience has shown. My 

own struggle to understand and work within a colonial context is still 

emergent. It is always difficult to h d  the balance between discornfort, 

appropriation and action. Fortunately action is generally a lot more fun and 1 

have always preferred to get on with the work. Now, however, 1 work far 

more conçciously, and sometimes this takes the pleasure out of interactions 

when 1 recognize how coerave rather than collaborative relations of power 

are working against me personally and against my colleagues. This is when 1 

really need to know that I do not stand alone and that others are also 

recognizing, naming, resisting, and challenging this domination in our lives. 

Unfortunately, 1 sometimes get üred of this wearing challenge. In 

writing this dissertation 1 am recovering strength little by Little and 

understanding that 1 often fail to recognize limits and set reasonable 

boundaries for myself. As I Wear down 1 seem to forget how to laugh and 

have fun with my colleagues. That is when the struggle has gone too far and 



has temporarily overwhelmed me. 1 have lost sorne courage over the last few 

years but 1 have not lost hope. If anything I think I have gained more strength 

this year by understanding my anger and pain in a deeper way. 

Power and H o ~ e  

Foucault's exposition of institutional power has had a considerable 

impact on my position, particularly as the concept of discipline and control is 

used by Jim Ryan (1988), as a frarnework to view the schooling of h u t  in 

Labrador. Reading Ryan's doctoral dissertation the k t  time was a harrowing 

experience and at first 1 rejected what 1 interpreted as an excessively 

pessimistic and theoretically contrived analysis of the system. Rereading 

Ryan's work again, however, I found I was ready to consider and understand 

the way in which rigid surveillance might socialize Inuit students in 

Nunavut and destroy their own deeply engrained value system. 1 feel that 

Ryan failed to acknowledge the impact of institutional power on the southem 

teachers working in the school which left them unfairly caricatured as 

representatives of domination. This in turn put Ryan in the role of "the 

enlightened one", a position 1 always question. Maintaining solid&ty across 

borders requires the realization that we are all constructed by historical, 

cultural, and social practices (Giroux, 1992, pp. 133-141). Gaining academic 

capital as we complete doctoral studies should enable us to reach out to others 

aaoss borders, not to use it in creating hierarchies of intellectual privilege. 1 

now see that Ryan failed to understand Foucault's analysis of power as a force 

which c m  be w d  creatively by both those who are potentially oppressed as 

well as by those who are unconsaously oppressing. 1 read Foucault's account 

of freedom and space as the stniggle to escape from the restrictions, 



regdations and edifices that are often imposed h the name of liberty, 

discipline, and persona1 safety (Dumm, 1996). 

Ryan's insights, combined with the work of Crago (1987, 1991), with its 

indication that subtle aspects of verbal and non verbal interactions with older 

mothea and caregivers reinforced cultural values of Inuit, while the 

interaction patterns utilized by Qallunaat teachers and younger Inuit were 

significantly different and potentiauy dismptive to those values, reinforced 

my fear that schooling could indeed become, "the last nail in the coffin of the 

culture" (Graburn, 1985, persona1 communication). Coupling Ryan's 

application of Foucault with Crago's work, the insights of Jean Briggs (1970), 

and Hugh Brody (1975/1991), together with Dorais' (1989), researfii on 

language shift, produces a picture of doom for sumival of the Inuit way of life 

and ùiuktitut in particular and depressed me at a tirne when 1 was the rnost 

vdnerable to doubt. 

Witnessing the successes in Nunavut schools (Tompkins, 1993), 

tumùig to New Zealand for examples of cultural and Linguistic recovery 

(May, 1994), and finding inspiration in the efforts documented by Lipka and 

McCarty (1994), by Ladson-Billings (1994), Nieto (1993), and by Cumminç 

(1996), has helped me to maintain my own hope in what is possible. It has 

enabled me to understand that while normalization and discipline conspire 

to have us accept the status quo and sink into aïenation and hopelessness, 

critical reflection and the indomitable strength of human beings, which bursts 

out in art and acts of resistance and defiance, will always enable us to fight for 

our freedom. 1 feel that educators need to wake up and realue that the forces 

of normalization and dominance are encroadllng on the world of the school 

and that we need to understand education in a much deeper way if we are to 

maintain or retrieve our hard won professional autonomy. 



My views are not pessimistic, though 1 am often very sad and 

sometimes depressed when progress seems to be so slow. 1 do not believe that 

the situation in Nunavut is monolithic and totalizing, as Ryan seems to 

condude in his dissertation about h u t  schooling in Labrador: 
The Innut, by virtue of their no longer being able to live life on 
traditional terms, have been forced to deal with Canadian society 
within the framework of relations set down by the latter. Indeed, in 
many respects, life depends upon an adherence to these pruiaples. Is it 
worthwhile for h u t  to leam and abide by these prinâples at the 
expense of their dignity? (1988, p. 273) 

Perhaps I am unconsciously working within the framework of 

dominant relations, but 1 have ken fortunate in seeing huit take a leading 

role in trying to preserve their own language and culture hom within the 

very structures that Jim Ryan, Connie Heimbedcer, and 1 diaracterize as 

southem, potentially alienating, and dehurnanizing. 

I know from my own persona1 experience that schools staffed almost 

totally by Inuit are calmer and feel happier than those staffed primarily by 

Qallunaat educators. 1 stand by this purely subjective, emotional judgment 

and remain hopeful and optimistic that as more and more Inuit become 

teachers in schools, provided that they are given the time to reflect and 

understand themselves, they will find their own way to deal with the issues 

of language, power, and cultural change in Nunavut As huit teachers gain 

more experience and confidence and become the majority in Nunavut 

the Ianguage and culture that are inevitably evolving. Providing 

oppominities for Inuit to wnte and express their dreams and challenges is 

critical in the effort to regain voice and engage in the process of cultural 

recovery . Regardless of cultural reproduction, dehurnaniza tion within 

colonial structures, the influence of predatory culture (McLaren, 1995), and 



the homogenization of cultures within globalization, 1 continue to believe 

that hu i t  wiil be in a much better position to develop and foster their own 

values and beliefs once Nunavut is established. 

Lanmaee. Discourse. Social Reproductio and Stren-e 

My reading of David Corson's book, Lan euaee. Minoritv Education and 

Gender: Linkine Social Tustice and Power (1993), provides a deeper 

understanding of the critical issues assoaated with language and power. His 

introduction to the social reproduction theories of Bourdieu (Bourdieu & 

Passeron, 1977), and the a i t i c a l  realism of Bhaskar (1986), are helping me to 

refine and revise my position. Bourdieu's use of cultural, linguistic, and 

academic capital, magisterial language, and habitus (Corson, 1993, 1997a) 

brought home, y ~ t  again, how we Qallunaat thoughtlessly use the English 

language and the mores of our culture to behave in ways that baffle and 

alienate Inuit. Over and over again in meetings, Qailunaat, induding myself, 

speak quiddy and effusively in Engliçh with little thought that unilingual or 

even bilingual Inuit in the same room have no idea what is really being said. 

Unaware that we are using different body language, laughter, and concepts 

rooted in our own experience and our different understandings, we forge 

ahead in our dominance and insecurity, often undiecked by Inuit or more 

aware Qallunaat. Dominant discourse and dominant cultural capital is 

legitimated, approved and rewarded time and time again in our school 

system because Qallunaat desperately need to feel cornfortable and, in iheir 

efforts to feel at home, create the conditions for social discourse that reflect 

their own experience. 

Making Inuktitut the primary language of discussions at meetings and 



having hui t  facilitate and Iead, requires that translation must be arranged for 

the Qallunaat, rather than the other way round. It reverses the power 

structure. As Said reminds us, "who speaks is more important than what is 

said" (1986, p. 153, emphasis in text). AU voices must be heard in Nunavut 

and many of these voices need to speak in huktitut. 

In his dedication Corson (1993) quotes Foucault, "The real political task 

is to criticize the working of institutionç that appear to be both neutral and 

independent; to criticize thern in such a way that the political violence which 

has always exerQsed itseIf so obscurely through them will be uncovered so 

that people can fight it". My own critical and political position is directed at 

the school system in Nunavut, at myself, and at our initiative with 

Pauqatigiit. The fight is far from being mine alone. In fact I must state again 

and again that to stand alone is not only naïve, but foolish. 1 am cornmitted to 

questioning, seardiing, and pushing for solutions with my colleagues, even 

when it is painful and exhausting. 1 have not given up and my growing 

understanding provides me with a different, colder, and more determined 

strength. 

The Pauqatigiit Committee membes are &O fighting. Over and over 

again they articulate their desire aeate professional education which is 

educator owned and driven. The Committee is intensely aware that Inuit 

involvement is threatened by the very way we conduct business in o u  

hierarchical, English language dominated system. We struggle in our 

meetings to address these issues and it is this struggle that is hopefd and 

brings us strength. Our own aitical awareness, our agency, grows out of our 

connections, relationships, and discussions with others, and is crucial in 

helping us to make decisions that not only uncover the obscure violence 

referred to by Foucault, but to move beyond it to aeate new structures and 



ways of relating. My critical awareness helps me to own, and at times recover 

from, my own violence and the patriardial violence in the society. It enables 

me to move on with a Little more self-knowledge. 

Cultural Grief and Self 

In the Spring of 1994 I found myself in a workshop presented during 

the annual conference of the Canadian Association for the Prevention of 

Suicide (CASP), which was held in Iqaluit. What happened in that workshop 

added an unexpected, new dimension to my growing critical awareness. This 

story is told as a form of narrative experience. 

Elizabeth, speaking slowly, encouraged the group to share words that 

came to mind when they considered the word culture. Word by word, faster 

and faster, the chart paper was filled. Everyone was conû5buthg8 huit and 

QaUunaat, elders, and young NTEP students. People were openly sharing 

their feelings and concerns about Inuit culture. 

Elizabeth wrote some questions on the next chart Who am I? How do 1 

idenhfy myself today? What belief systems govem my Me today? What is the 

price I have paid? What are the risks 1 have taken? She spoke of starting to 

grieve in a less desperate way, of relationships and of a moment of beginning. 

She spoke of the neglected temtory of our feelings. In my notebook 1 wrote 

down, "1 am in grief." The shock of recognition was overwhelming. I felt 1 

was in a whirlpool. Elizabeth wrote the word spirals on her chart. Did she 

know that 1 was in the middle of a spial? What was happening to me? 

Where was reality? I had corne to a conference session about cultural grief 

and here 1 was naming my own grief and going into some kind of weird state. 

Why was this happening? "We la& equilibrium until we regain a sense of 



contuiuity", she said. 1 took a deep breath. 1 knew that what 1 was feeling was 

uitically important. 1 did not resist. 

The workshop was over. People rushed up to Elizabeth. My friend was 

clutching my ami. "She has to speak to the students", she said in an urgent 

tone of excitement. Yes, she m u t  speak to the students but there were too 

many people aowding around. 1 would ha& her down later. 

What happened that morning was a moment of personal recognition. 

In leaving my work with the Baffin Divisional Board of Education and 

moving to Nunavut Arctic College and NTEP 1 had suffered a sigruhcant loss. 

A loss of relationships and connections with people all aaoss the Baffin, a 

loss of being directly involved in change, faolitatuig at meetings, and 

responding to concerm from communities. 1 had lost the moments of 

exhilaration as we opened boxes of new Inuktitut books and the joy of seeing 

colleagues grow and change through years of shared cornmitment and hard 

work. 1 felt cut off from work that was central and vitally important in rny 

professional life for a period of seven years: the creation and impIementation 

of Piniaatavut, the building of inclusive education, and Inuktitut book 

publishing. None of these things were to be part of my immediate future. 

They were no longer my responsibility. Finally 1 dowed myself to admit that 

leaving the Board was intensely painful and though it sounds excessive, it 

amounted to a grief experience in m y  life, a grief 1 had not adaiowledged and 

was only aware of as a vague sadness or anger when changes fdtered or 

directions changed. 1 felt a sense of relief in being able to identify my feelings 

and wanted Elizabeth to t a k  to m y  students and my colleagues. 

The next morning Elizabeth spoke briefly to the N'TEP students; a few 

months later she came badc to offer a day long workshop and in the Spring of 

1996 she offered twenty-four students in the B Ed class at NTEP a ten day 



section of a course entitled, Cultural Values and Socialization. 

The course was an important and valuable experience as the following 

comments indicate: 

"1 now have an idea of who 1 am, where I am and where 1 want to go 
in my life." 

"I'm a changed person mentally, emotionally, spiritually." 

"It also helped me to realize how every community can work 
together for the good of everyone else and how we can stand united as 
a people - a culture." 

"... it helped a lot of us to confront our fears and share our very 
persona1 issues which had affected our behavior and attitudes 
throughout the year." 

+ "The grieving and healing process will make a difference in our lives 
and for other people who are close to US." 

"1 feel more me, I feel happier inside my heart." 

+ "It is helpful to me that 1 am not higher or lower than anybody." 

+ "1 am not scared anymore." 

Elizabeth Fortes, Brazilian by country of origin, is a naturalized 

Canadian, like myself. She works as a suicide counselor and Freirian educator 

in Vancouver, primarily with immigrants, often women from developing 

countries. She is developing a theoretical framework for cultural loss which 1 

believe is fundamentally important for our work in Nunavut. 

In my teaching at NTEP over a period of almost four years, homfylng 

experiences suffered by students emerged in virtually all dasses and private 

discussions. Stones of violence, negkt, rape, incest, and semial abuse were 



mentioned, described, and cried about. In one dass of seven students, five had 

eqerienced serious, prolonged sewual abuse as children or young people. The 

abuse occurred in their homes and &O at residential schools. The counselor 

at Nunavut Arctic College (Berman, February, 1996, personal 

communication), expressed disbelief that some students could get up each day 

and corne to class given the traumatizing expex-iences they suffered and 

survived. Some of the students in my classes were so abused by their partners 

that their acadernic work was seriously affected and their ability to become 

teachers placed in jeopardy. Others simply dropped out because of the 

pressure. 
Students had suffered deep losses when their parents had been 

suddenly transported to the south for tuberculosis treatments, sometimes 
never to retum. The following poem by Susan Qamaniq, now a teacher in 
Igloolik, speaks to the search for a grandmother who iç not buried in her 
community. 

My Grandmother Ipiksaut 

1 am seardung 
My Grandmother's body 
But 1 cannot find her. 
She is in this community 
But no where to find. 
Nobody knows where she is 
Anywhere. 
People 1 ask make it hopeless. 
Where is my Grandmother Ipiksaut? 
1 cm remember her a little bit, She was ill. fiown away and never 
came back. 
Who knows where my Grandmother is? 
Where is my Grandmother Ipiksaut? 
Why doesn't she have a headstone? 
My Father's mother Ipiksaut. 
There is not even a picture of her. 
My Grandmother Ipiksaut. 

(Qamaniq, 1995) 

Students, flown south as children with tuberculosis or other diseases 



and later rehimed to communities, spoke of being like strangers, unaccepted 

aliens in their own land. One student remembered her mother saying, "This 

iç not my chiId." Frequently this student was forgotten when the famiIy went 

on trips and spoke of ninning along a headland shouting desperately at the 

boat that was carrying her family back to the community after a summer on 

the land. 

Another student lost his Inuktitut when he was placed in a hospital in 

the south and was unable to communicate with his family when he retumed 

to his community. He still stniggles to express himçelf adequately in 

Inuktitut, the loss spilling h to  his personal He to this day. Students shared 

experiences of being adopted, or of having children or siblings adopted 

resulting in abuse, sometimes in suiade. To name the number of suicide 

victims 1 have known personally over the fifteen years that 1 have worked in 

the B a h  would be obscene. Each death impacts on the whole family, on the 

community, on the school, on the educators, and on the students. Often the 

victims are young. Their lives over far too soon. 

Attempting to describe the effects of alcohol abuse on the lives of Inuit 

educators 1 worked with would sound melodramatic. Each day educators in 

Nunavut deal with young diildren who suffer from abuse, neglect, or 

starvation because of alcohol abuse. 1 will not go on. To belabor these realities 

is to trivialize pain that destroys self-worth, creates violence, and wrecks 

havoc in lives. It furthers negative stereotypes of aboriginal Canadians, and it 

raises dangers that the victirns themselves will be blamed yet again for abuses 

which result from domination and oppression. It makes it sound as if thirigs 

are hopeless when they are not. It makes it seem that everyone is overcome 

and in a state of collapse which is far from the truth. No one is untouched by 

these experiences, however, even those Inuit or Qallunaat who have never 



suffered abuse and who can only imagine the pain. 

The colonial situation contributes to a dehumanization which numbs 

everyone because it is impossible to r e d y  feel and adaiowledge all this pain 

on a daily basis. This process of psydiic numbing means that our feelings are 

blunted. We start living Me without being fully comected to ourselves. We 

start to live a half-Me, to go through the motions, to lose our humanity. 

Mams (1977), tells us that people f a h g  compounded change and 10% "lose 

confidence that their own lives have a meaningful continuity of purpose" (p. 

158). 

"AU aspects of being were affecteci", said one huit educational leader in 

a Pauqatigiit interview in 1994. "The troubled populations of our schools 

require speually trained teachers. Suicide, a b w ç  of al l  kinds, alcoholism - 
help us", wrote one Nunavut educator in her Pauqatigiit s w e y  (1994). Her 

cry was echoed over and over again by other educators, both Inuit and 

Qallunaat. Elizabeth Fortes believes that the trauma she has heard expressed 

in Baffin is comparable to that suffered by the suMvors of war. This war does 

not use bombs. The wounds are spiritual and psychological for all of us. 

The cultural grief framework, influenced by the work of Paulo Freire 

and shared by Elizabeth Fortes with NTEP students, suggests a cycle of cultural 

grief experiences which occur when dominance, oppression, immigration, 

war, colonization, sudden diange, and other cultural dislocations result in 

deepIy felt losses which weaken people and leave them vulnerable to further 

violence, either inflicted on themselves or inflicted on Lhem by others. 

Working from the U ~ C O ~ ~ ~ O U S  to the conscious level, the pain of these losses 

can rise past resistance, psychic numbing, and somatization to be p-y 

articulated and experïenced under the right circumstances. These 

circurnstances build feelings of being safe and of being ready to trust. 



Regression, anxiety, denial, and other defensive reactions usually accompany 

the Ning acknowledgment of thiç grief. Immersion in the grieving process 

and breaking the silence often involves trauma but results in a gradua1 

awakening of consciousness. During a period of transition, confusion, 

nostalgia, and crisis are experienced as people break down in order to corne 

together again. The relief of expressing grief brings a diange in reflexive 

power which results in the ability to reflect, dialogue, and understand oneself. 

This in tum leads to an awareness of the cultural context, to integration, and 

finally to action. 

People can enter into this dialogue with themselves and with others, 

and there is a growing appreciation and knowledge of self. Elizabeth says that 

the process of self-recognition is a polylogue, interactions take place with ail 

the different aspects of self, parts of oneself that were masked by pain. These 

parts of the self indude history, culture, traditions, race, gender, sexual 

orientation, language, status, age, class, body, and voice. The exploration and 

celebration of self, as one is positioned within a family, community, and the 

world, builds and strengthens connections, enabling us to reach out to others, 

to share and support. Critical consciousness emerges as individuals realize 

the sources of their grief and name oppressive influences in their lives. 

Empowerment and autonomy result. This process is not linear but spiral as 

successive waves of loss are experienced and gradually processed throughout 

one's life. 

Griefwork, as Elizabeth defines it, involves supporting people to stay 

with their feelings, emotions, and images. Resistance, boundaries, and 

silences are respected. Pain is acknowledged and subjective states are 

validated. Self-dialogue, selfexpression, and self-care are stressed. The process 

is delicate, risky, and essential. 



The histoncal events that have adversely affected the people of 

Nunavut, for example, whaling by Qdunaat, tuberculosis, starvation, 

religion, DEW line sites, the Hudson's Bay Company, govemment, and 

schooling, have inexorably destroyed good health, wildlife, traditional 

lifestyles, culture, language and spirit in the Eastern Arctic over a period of 

200 yean. Endemic unemployment, poverty, poor housing, high rates of 

school drop out, and a frenetic rate of diange contribute to abuse of alcohol, 

chronic depression, suiade and the attendant problems of abuse and neglect. 

Inuit and Qallunaat living in Nunavut need to find ways to deal with this 

history, pain and loss of culture. The promise of Nunavut, access to education 

and good jobs for a few are just not enough for those who cannot live their 

lives M y  because they have had no opportunity to express, examine, and 

move past grief. 

Fortes outlines a framework which provides healing through 

articulation of pain but also provides opportunities for individuah to 

understand their oppression and move on to make changes in their society. It 

is a framework which explains the sources of loss and recovery from losses 

within oneself and within one's culture and society. It explains how 

dominant power conspires to keep people silent and acquiescent in spite of 

their pain. 

Many Inuit do not seem cornfortable with a raging grief and anger. Like 

Qallunaat women in the past, Inuit often remain silent when d e a h g  with 

pain inside themselves (Minor, 1992, pp. 54-55). Jean Briggs (1970), in her book 

Never in Aneer discusses cultural mores which suppress the loud expression 

of anger because it is debilitating and threatening to survival in traditional 

families who live dosely together. These mores may contribute to the way 

anger is expressed even today and need to be explored in future research. 



During Elizabeth's course one woman described how she took her 

anger out to the hills on her skidoo, screaming and roaring to the skies. 

Elizabeth suggested that she express some of this anger to her colleagues. Our 

mou& dropped open in shock when a saeam from the sou1 reverberated 

through the classroom. 1 started sweating ahviousiy thinking that 

administrators would be scurrying down the halls to see who had just been 

assaulted. One by one, eyes filled with tears, we embraced this wornan, 

thanking her for her scream of courage, for sharing her defiance with her 

coileagues. Hers was a recovery of voice, a scream of solidarity, a scream of 

invitation, and a scream that cailed for action and change. "Never again will 1 

be afraid to speak", said one woman during the dosure of the course. 

That was enough for me. The process of healing, sharing, and 

understanding, combined with critical consciousness, created autonomy, 

pride, and direction for many of the students. It changed the üves of some 

and strengthened others as they prepared to work in schoolç. It changed my 

life and helped me to understand my own grief and anger and reach out to 

others in order to make change. It gave me the strength and the desire to 

write this chapter of the dissertation. 

Fortes' framework combines critical consciousness with a psychology of 

the self in a way 1 have not seen before. Emotional and spiritua1 aspects of self 

are fully integrated into cr i t ical  consciousness. Mind, heart, and spirit are one. 

"AU parts of yourself are welcome", Elizabeth would Say each momuig and 

the dialogue would begin. The approach is loving, caring, and numuing. It is 

scrupulously respectful, patient, and accepting. It is also teaching, teaching 

that begins with students' real experiences, is quietly insistent, questionhg, 

and sornetirnes carefully dernanding. It adaiowledges and celebrates feelings 

as crucial in the understanding and discovery of self and community. The 



approach might be very threatening for individu& used to rational, 

unemotional, transmission approaches. It could be miçtrating for those who 

expect to see a produa quickly or need to have immediate, written proof of 

understanding. It would be quite fnghtening and threatening for individuals 

who are patriarchal, insecure or need to hold on to their power. Perhaps this 

approach is what Giroux (1992, p. 137), reaches towards when he tallcs about 

rethinking that is "outside the geography of rationality and reason." 1 believe 

this process involves using the language of hope he refers to so often in his 

writing. In responding to Girow 1 can state that al1 experiences hvolve both 

feelings and reason but our fixation and obsession with rational discourse, 

while it is historically understandable, is excessively pervasive in critical 

pedagogy, post-structuralism and critical theory, distancing us from o u  

feelings and shrouding us in fears of engagement in dangerous narratives, 

while at the same tirne declaring them to be so necessary. Critical pedagogy is 

full of contradictions and can be indulgently rhetorical. 

Critical pedagogy needs to become more courageous, though it must 

also step with great care. This involves having the courage to integrate feeling 

and thinking in our teadiing. It challenges us to use dialogue to explore 

issues of cultural loss that are critical within our own recovery. This 

exploration; however, involves "ethical responsibility" (Cummins, 1996) - 

[Bleu hooks tells us that unless the process of sharing painful stories is linked 

to strategies for resistance and transformation, it can create "conditions of 

even greater estrangement, alienation, isolation and at times grave despair" 

(hooks, 1988, p. 32). We stand wamed and cautious. 1 am not dashing forward 

waving cultural grief as the new Enlightment for Nunavut educators, and 1 

do not suggest it as some new approach that we can use in yet another 

workshop with educators. This is more that an approach. It is a way of being 



in the world, a way of thinking, feeling, and reflecting. 

In referring to the dialogue joumals 1 share with students duing my 

teaching someone once said, "Fiona, how c m  you stand this confessional 

stuff - it's not helping students develop the skülç they need." At that tirne' 

perhaps three years ago, 1 felt gdty  and embarrassed. Was 1 appropriating the 

experiences of my students? Was 1 lettirtg students wallow in a negative space 

uistead of moving hem smartly dong to leam about psychology and 

pedagogy? How could 1 stop students from sharing their pain? Why should 1 

shut them up so they could not express the things they really think and care 

about? 

1 believed then and believe now that the çharing of students' persona1 

stones and experiences is critical in the process of becoming effective teachers. 

A teacher needs to understand herself, and from there she c m  s ta?  

understanding souety in a different way. 1 trusted my professional judgment 

three years ago and continued to listen and comfort Often 1 begged students 

to see counselors and to work on their pain with individu& who had more 

expertise. Frequently they would dismiss this possibility because they lacked 

trust or because of experiences of betrayd at the hands of mental health 

professionals. 1 believe 1 made the right choice in continuhg to hten and 

provide support, though 1 lacked the skül and understanding that someone 

like Elizabeth could bring to these experiences. 

Another aspect of grieving is relevant to my experience as a Qallunaq. 

It relates to rny own loss of culture and roots in being a stranger within 

Nunavut and Canada. In September 1995 1 had lived in Canada for twenty 

years, thirteen of them in the north. What had happened to rny own 

connection to Ireland, to rny famiiy, and to that culture? 1 had not stopped for 

long enough to consider this, though a vague longing would sometimes 



come over me when 1 heard an Irish colleague read Irish literature aioud. 1 

dismissed the longing as a typically Irish, romanticized, nostalgie hearkening 

back for what was lost. It seexns to me now that the longing was too painful to 

be acknowledged and that I rehsed to examine the loss. 

Naming d t u d  loss is not a process resewed for huit, refugees or 

immigrants. 1 believe that southem Canadians who move to the north suffer 

significant dislocation, confusion, and Ioss which goes unadaiowledged or is 

dismissed as inabiüty to acculturate. Ln the face of the cultural grief suffered by 

Inuit, the cultural dislocation of Qallunaat may seem trivial. Thiç is not SO. 

Acknowledging these feelings not only enables people to make connections, 

create community, and find continuity, it also fosters a better understanding 

of the experiences suffered by Inuit in Nunavut. Memmi tells us that 

"humanitarian romanticisrn is looked upon in the colonies as a serious 

illness, the worst of all dangers" (1967, p. 21). The macho rationakm so 

prevalent among Qallunaat in the north - "Only the tough s w i v e  you 

know" - must be named as denial and a relic of colonialism. 

Fortes' cultural grief framework is based on an epistemology and 

ontology that fully recognizes the emotional and spiritual aspects of the self as 

part of our reality. It agrees with and has much in common with feminist and 

post-stnicturalist theory in that knowledge is s o a d y  construded in the 

bodies and personal/collective hiçtory of individuals. It affirms the strength 

and spiritual quest of each person and sees individuals as actively engaged in 

making and creating meaning with themselves and others. It sees continuity 

and the co~ec t ion  with aspects of the constructed self and constructed others 

as leading to transformation. The approach builds a sense of community and 

believes that experiences are shared, lived, and understood together, 

something which seems to be fundamental to an Inuit view of the world 



(GNWT, 1996). 1 hope that Elizabeth Fortes will soon find some time to write 

and share this framework with al l  of us. We need her work to help us, Inuit 

and Qallunaat, to name our pain, understand our grief, recover, and move on 

to be able to create positive communities of educators in Nunavut. 

This approach is shared as one way for us to move out of pain and into 

the critical space that aeates change. It is not the way or a new bandwagon, as 

1 feel healing workshops are in danger of becoming in Nunavut. Elizabeth 

Fortes is a very valuable resource person, as are Jim Cummins, David Corson, 

and many others. She has the advantage of being a woman of color for whom 

English is a second language, a fact whidi aeates a common bond with Inuit 

students. She has personally suffered cultural loss, oppression, torture, and 

trauma. Her training as a counselor is invaluable. Her teachhg helps NTEP 

students and Qallunaat like myself to grow strong in very important ways. It 

has enabled me to locate a missing element in my critical framework, an 

aspect of epistemology and ontology which is related to feeling and 

spirituality, and has dramatically enriched and grounded my own 

perspective. 

In speaking about the trauma experienced by students or by myself, it is 

critically important to understand that while pain is sometimes an obstacle to 

progress, or makes a person temporariiy vulnerable, it does not totally 

handicap and rnaim us as educators working in Nunavut schools. Survivors 

of trauma demonstrate temarkable strength, detennination, and an ability to 

live with a humor and dignity which is often inspiring. Many individu& 

who survive abuse and loss carry a wide range of responsibilities in their 

families, schools, and communities. 1 do not believe that we need to stop our 

lives in order to deal with our trauma. A person can stop for a little while to 

set down a load and talk, ay, or saeam. They don't necessarily n ~ d  to stay in 



this place for a long time weeping, recoverîng, and healing. This is exhausting 

in itself and there is üfe to be lived. Many of us recover as we carry on with 

our daily lives. The acts involved in working, living, and learning with 

others sustain us. We all do need to stop from time to time when it gets to be 

a bit much. When we do stop or when someone like Elizabeth crosses our 

paths, we sometimes ay. But often we talk or laugh, sometimes we think, 

sometimes we read or write and sometimes we scream. We have a l l  done 

many of these things over many years of our Lives as we try to understand a 

world that sometimes seems to have gone totally crazy. 1 believe we do need 

to stop and often we 

Students and 

do need to q. 

educators have to fight to be able to do some of these 

things without having them turned into an elaborate process of grievhg, 

recovery, or healing. We all need to be on guard that our willingness or need 

to share pain is not appropriated, psychologized, and used against us to prove 

our weakness yet again. That is why we should insist on sharing only when 

we c m  trust, or when we know we are strong enough to take the rkk and 

become even stronger. 

Connection and SUD DO^^ 

Before closing this chapter 1 am sharing one more story which relates 

to my cornmitment to cntical practice and maintainhg strength. Lather refers 

to the danger that postmodem discourse is, "more theoreticism, more 

construction of theory unmoored in any specific cultural practice which could 

serve to ground the process dialectically and or deconstnictively" (1991, p. 36). 

1 do not believe we benefit from scholarïy work which is sometimes, "a new 

f o m  of abstract, disengaged radical chic, of 'nouveau smart'" (Lather 1991, p. 



38, quoting Storr, 1987). What 1 am sure of; however, is that diange is 

happening and that specific cultural practices within Nunavut demonstrate a 

wide range of positive and critical possibilities. My rejection of the dualism 

and binary opposition involved in the theory/practice debate and my 

affirmation of possibility is expressed in a very short story. 

In February 1996 1 was woken at 500 a.m. by a phone c d  to let me 

know that my friend Joanne Tompkins was being rnedically evacuated to 

Iqaluit Later that day 1 watched as she was wrapped in a green army sleeping 

bag and strapped into a stretchei for the flight to Montreal. Her face peeped 

out at me, eyes full of fear for her unbom baby, for her famdy left behind in 

the community, and for herçelf. What a way to leave the north after 

positively touching the lives of so many students, educators and parents. 

Tompkùiç came north in 1982 and we worked together for many years as 

colieagues and friends. A skilled practitioner and grfted teacher, Tompkins 

accepted the position of principal in a very chdenging location in north 

Baffin in 1987. Her four year experience is described in Anurapaktuq School: 

Chancre in a Cold and Windv Place, a masters thesis completed at McGU 

University (Tomp kins, 1993). 

Tompkins' ability to support the implernentation of W t  education is 

a testament to what is possible for Qallunaat educators working in Nunavut. 

With Inuit and Qallunaat colleagues, Tompkins started to translate into 

practice the dreaxns expressed in Our Future is Now (BDBE, 1988). Her work is 

cntically informed and driven, but translates into practice which is full of 

humor, empathy, and understanding. Long conversations with Joanne into 

the early hours of many moniings over many years have shaped my own 

beliek and affirmeci that extraordinary positive change can happen in 

Nunavut schools. 



Critical awareness takes on new meaning in the face of practice that 

hurnbly dismantles relations of dominance and defeats obstades that drive 

many fine educators away from the no& and into despair. Tompkins' 

support and unwavering, unçelfish cornmitment to the possibility of diange, 

keeps my critical sense aüve in the face of cynicism which sometimes 

threatens to overwhelm my hope. Each of us needs a Joanne, a person whose 

practice grounds and supports the theory, a person whose loyal friendship c m  

help to carry us past our doubt. Tompkins' work, whkh she acknowledges as 

incomplete, is documented evidence of the ability to apply critical practice 

effectively in a Nunavut school. Her writing provides all of us in Nunavut 

with an example of what is possible in the future and her humor reminds us 

that we can very easily take ourselves too seriously. 

There are many others like Joanne Tompkinç. Cornmitted, thoughtful 

educators who work in Nunavut schoois and in the Nunavut school system. 

These are people who each day mach students and other educators, who 

change Lives and break down the cycles of f a i l w  experienced in the past. 

There are many insightfd, dedicated, and dear-headed educators who reach 

out to each other for support, as 1 have reached out to Joanne and several 

other dierished friends on so many occasions. When educators start to feel 

alone, unconnected, or unsupported, they experience doubt. They start to feel 

their efforts are hopeless and often they are overwhelmed. Comecting with 

others and building a cornmunity of support for ourselves m u t  become our 

highest priority, for without it we rnay lose sight of what is possible and 

without it we may lose the opportunity to experience happiness and joy in 

our work. 



Conclusion 

In discussing my position and in sharing aspects of myself, 1 have tried 

to use rny experiences to describe the beliefs 1 personally hold and explore. 

Every educationd initiative, induding Pauqatigiit, refIects the beliefs of the 

individuals involved in the projed, as their beliefs in tum reflect or reject the 

prevailing or dominant positions of the organization and the society itself. In 

Nunavut, a very small educational system, the beliefs of individu& can 

have a cowiderable impact on everyone. This raises serious ethical concems, 

and means that revealing underlying beliefs and taking the time to examine 

the conpence  between expressed philosophy and decisions and actions in 

our daily lives is criticaiiy important Lt is also important to measure personal 

beliefs against prevailing practice. While an espoused philosophy may match 

one's critical position, the practices of those in positions of power rnay tell a 

very different story. Working in an organization that is losing sight of, or 

doubts, its mission, is certain to bring disillusionment and cynicism, not to 

mention wasted energy and endless frustration. 

Fullan (1993), refers to the moral martyrs whose idealism and 

passionate cornmitment to educational refonn may cause them to overlook 

the micropoliticai realities present in an educational context. Those of us 

working as politically committed educators within Nunavut, and 1 speak to 

rnyself and others who share this cornmitment, need regular reality checks to 

ensure that we are not becoming moral martyrs, that we are still connected, 

committed, compassiortate, and caring, and that our efforts are paying off. We 

do not need to bury any more educators in Nunavut. We need our educators 

to survive and gain strength, to speak out and to continue their work, 

knowing that they are not alone. 



A recognition of injustice and pain led me to a critical position which 1 

am continually refining. This position is often confusing and stressful. 

Confusion cornes before clarity and is a necessary part of the stmggle towards 

understanding. Having completed this chapter I feel a little more secure, at 

least for now. Writùig the story of my evolving beliek, sharing my own story, 

has helped me to clanfy the range of poweriul emotions: anger, love, doubt, 

fear, guilt, and joy that are part and parce1 of my work, an integral part of my 

Me. The connection to self, to self-understanding, and to others is aitically 

important for our sunrival as educators. I am not a moral martyr. 1 am a 

person who is successfully recovering energy and strength and whose 

commitment is deeper than it has ever been in the past. This time it indudes 

a deeper commitment to caring for myself, my family, my friends, and my 

work in a more balanced way for thiç can enable me to gain and hold on to 

freedom. 

Supporthg the emergence of an Inuit system of education in Nunavut 

involves complicated struggles that are plagued with inequality, hegemonic 

decision-making, manipulation, and power brokering. It is not a very clear 

path. To work in the post-colonial context of Nunavut involves avoiding the 

paralysis that McLaren refers to as "political inertia and moral cowardice 

where educators remain frozen in the zone of 'dead practice'" (1995, p. 79), 

recognizing in oneself and others the living practice of moral self- 

righteousness and refusing the temptaüon to rush headlong into changes that 

trample on borders and merely M e r  colonial oppression. Above all it 

requires the ability to recognize and address hegemony, racism, and the 

pursuit of self-Ïnterest withui oneself. This requires the kind of self- 

awareness referred to by Foucault. 

In weaving through this maze over the last fifteen years, I have only 



rarely succeeded in caphiring a very clear picture of the situation, usually 

because 1 am enmeshed in one of many battles or controversies. 1 suspect 1 a m  

not alone. Understanding cornes slowly, e s p e ~ d y  when it is easier to pursue 

specific goals relentlessly than it is to lista, reflect, and wait. For a long time 1 

raged at the la& of social justice which permitted the Canadian Govemment, 

the churches, and the Hudson's Bay Company to lead a cultural invasion 

which has resulted in so much pain and loss. My dismay at the situations 1 

encountered in Baffin schools in the early eighties expressed itself loudly. It 

drove me forward, seemed to give me boundless energy, and helped me to 

work very hard to aeate changes within the school system. My passion, 

aimed at injustices that are suffered mainly by Inuit, involved elements of 

appropriation and "crusadhg rhetonc" (Lather, 1992, p. 131). A dose 

examination of the position was required. "There are no social positions 

exempt from becoming oppressive to others ... any group - any position - 

can move into the oppressor role" (Minh-ha, 1986/1987, quoted in Ellsworth, 

1989, p. 321). No one is exempt from "the sins of imposition" (Lather, 1992 p. 

129). We all need to be aware of our contribution to the "general bulldozing of 

northem native Me" (Crowe, 1974/1991,p. 199). 

Dealing with and understanding pain and passion, anger, and the 

strength to act is at the heart of my efforts to work in Nunavut 1 am 

convinced that my own struggles c m  enable me to become a more effective, 

cxiticaily conscious, feminist educator who chooses ethical practice carefully 

and intentionally and is connected and centered enough to reach out to 

others in a non-intrusive, supportive, and courageous way. 

The years have gone by and I have very slowly curbed the enthusiasm, 

frenzy, and rage that drove my first few years of work in the north. 1 am 

developing a more icy detennination to work hard and qWetly on specific 



proje-, making srnall changes with other educators and moving slowly 

towards positive change. In the past I have sometimes worked with an energy 

and drive that c m  Wear down people who like to work in quieter ways. A lot 

was accomplished, but at some cost to myself and others. Now 1 try, not 

always very successfully, to maintain some humor and gentleness, realizing 

there is a long way to go; that fatigue and burn-out lead to cynicism and that 

wearing, bumùig anger can destroy the love and trust that must characterize 

our work as educators- 

The struggles in Nunavut need to ber are becoming, and soon will be, 

Inuit driven and owned. We Qallunaat have to leam our place in this new 

society. Recognizing, defining, and understanding this place in a deeper way 

is one of the possible outcomes of writing this chapter, this dissertation. It is 

part of my persona1 quest to find a more peaceful, yet critically dynamic, way 

to live and work in Nunavut. 
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The Report 

This report contains the resuits of the Staff Developmerit Questionnaire delivemd to Nunavut educaton in Nwmber 
19% Eadt question on aie survey is presented hem induding a breakdonin by eainidty for each question. The data is 
consistsnOy pm8irted for Inuit and Non Ahriginais for two reasons. First, ttrere are highiy signifiant diimnces @oth 
statisb'cally and in their impiicatlons) in the respotwes for the two gmups. SecMid, because of aie neeâ for Mer 
representation of lnuit as dassroam teachers and in more senior positions, them is a need to know as much as possiMe 
about the staff development needs of lnuit educators. 

The Respondents 

The report refers to al1 respondents as educators, as the survey was iritenâed to k mmpleted by al1 Nunavut educators, 
induding those in training, in dassrwm support positions such as Ctasstoom Assistants, and those in leadership 
posiüoris such as Principals, Consuttants and Directors. Howwer, aie questionnaire was designecl for teachers, and 
there wre some questions which did not apply to some mspondenti. This is noticeable in questions such as number 
12. mich refefred to 'ttie best training or staff deveiopment you have taken'. Many of the people vvho did not respond 
had no training or staff developmemt experiences to report. The same is tme for qmon 13, wtiich refen to 'your 
teadier training'. Many respondents, pafücularly Inuit in âassmom support positions, wem not ercpedeâ to answier thk 
question. mere is a amspondiiigly low er response rates on these quesüorrs. Resgorise rates on spsdnc questions 
may alço be lower for mspondents with low levels of fornial educatioir, as trie questions wem not ahmys essy to 

1 TOTAL 749 669 89% 

Ovemll. th8 survey was very well received. and the response rate, at 8996 b very high. The representan'on of lnuit and 
Non Aboriginal responâents, at 44% and 56% respctbetly, is believed to be very dose to the total representation. 
Within the questionnaire the res~onse rate to indiiual qudons varies, aml the 'FC is noted so readers k n w  how 
many people have answered. ln open ended questions the response rate va- ftom 84.5% to 59.996, which is also 
high, particularly considerlng the length of the questionnaire. A very maI l  m o n  of the respondents 
anger at having to fil1 out the quesüonnaim but most Nunsvut educators did rsspond in a cooperetive spirit, as the 
response rate shows. Anyone hMng the opportunity to read ttie res~orrses on the questiomaires will set3 cornminnent 
to education and concern for students that has not been captured indhis quantitath exercise of tabulating the resuîts. 



Q. 1 (i) At p-nt 1 am wbrklng as : 

PrinciQaIslAssistant Pfin. 
S.N A s  
uc* S. 
CAS 
PSTISST 
Consultants 
Diredors 
Supervisors of schools 
Sctiool Community Counsellors 

For purposes of a n a m  these positions are &&mes 
collapsed as f6llows: 
ClasSman teactnrr: (51% of afl positions) 
Leadership sup* Pfinapals, Assistant Prindpab. 
PSTiSSTs, Dimctors, Supervisors of Schook. Likariarts and 
Sctiwl Counsefiors. (16% of slf positions) 
Classmm or student support and eâuctdon in 
Wning: S.NJ4.S. U C S s ,  Sctiool Community Counseltors, 
CA'S and NTEP stuâents. (33% of al1 pasitions) 

Inuit Non Aboriginal 

Librarians 2 r s w m  
S~IOOI CounseUor 1 a%- c - m  ZAQW 

-- -sw=t 

Zamb 
N E P  fnsbudors 6 
NTEP stuâents 57 

Clirmran 
27 responses are coded as mWng m.- amawmbwchin 

71 .O% 

mese resuits represent 89% of the people who wsro Aîthough 4% of all Nunavu! educators am Inuit. mly 28% of 
elQiMe to be surveyed. For more infmaüon on d a m m  teachets and 16% of senior (ieadBCShip suppoit) 
msponses rates by board and positions Mer  to the positions am heM by Inut Most Inuit am in dassmm/ 
data quality report.) shrdent support arid teaaisr in &aini- posiaons. 

CL 1 (ii) Hllten 1 am wotWng 1 speak 
Inuit 

Q. (iii) 1 c m  speak twd and wrih in: 
Inuit 

(~653.) - 
Total: male 3296 femals 68% 
Inuit= male 18% fernale 82% 
Non Aboriginal: male 42% fernale 58% 

Non Aboriginai 

Non Abonginal 

male 37% fernale 63% 
male 4% female 55% 
male 1796 female 83% 
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Q 1 (i) At p-nt 1 am working as : 
519 

For purposes of analysis t h w  positions are someümes 
collapsed as follows: 
Chssmom teachem (51% of al1 positions) 
LeademMp support Rincipafs, Assistant Ptincipals. 
P S T ' ,  Diredors, Supervisors of Schools, Likarians and 
School Counsellors, (16% of al1 positions) 
Chmwxn or stuctent support and OC(umtor8 in 
training: S.NA'S. UC.Ss, School Cornmunity C w ~ l l o r s ,  
CA'S and NTEP studerits. (33% of al1 posibions) 

Inuit Non Aboriginal 

U brarians 2 r w  - = - m w  I-ikrdrk- 
Schoot Counsellor t m- -- 5.0% 

a a b  
N E P  lnstnrdors 6 
N E P  studenls 57 

ClmmWm 
27 responses are coded as mWng . m . ~  ct&uman- 

Il  .O% 

mese nwuftt represent 89% of the peopie who wem Although 44% of 811 Nunmut duaiton am lnut mly ?B% of 
eliibie to be surveyed. For more information on dssstoom teadiers and 16% of senior (leadeiship sup~ort) 
responses rates by board and positions refer to the m o n o  am hald by Inuit Most Inuit are in dassc00ml 
data quality rsport.) student suppoR and teachef m training POS~~~IIS. 

Q. 1 (if) Wnan I am working 1 speak 
Inuit 

Q. 1 (ni) 1 can speaAq n i d  and wrih in: 
Inuit 

(nJ==W) 
Total: male 32% female 68% 
Inuit male 18% fernale 8296 
Non Aboriginal: mak 4296 female 58% 

Non Aborigind 

Non Aboriginal 

Classroorn temchm: male 37% fernale 63% 
Leadersnip support= male 45% female 55% 
Classro~m support male 17% female 83% 
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QI (v) l am aged: (9C) 
JN=648) Taal Inuit 

r 601 
Non Ab~figirtal 

The average age is 34 for total, 33 for lnuit and 35 for non aboriginals. The average age of dassroom teachers in 
Nunavut is 33, compareâ to 42 for elementary and secondary teachers in Canada in 1992 (Statistics Canada 
8 1 -229). 

Q. 1 (vî) 1 have wiorked in N. W T: education Ior: (DA) 
(N=651) Total Inuit Non Aboriginal 

A very significant proportion of Nunavut educators (more than 40%) have l es  than 4 years experierice in NMT. 
educaüon. 

Q. 1 (vii) 1 have worked in education for a total of: 
fl*so) Total Inuit Non Abriginal 

In addition to being slighüy younger (on average) than their non aboriginal CO workers, Inuit have fewer years 
experience in education. 54.6% of lnuit have worked in educaüon for 5 or more years. cornpared to 69.5% for 
Non Aborigiflals. 

Q. 1 (viii) My comrnunity srie is: 

3% of respondents lived in cornmunities of 200 or les .  8% lives in cornmunities of 201 to 400 people. 20% in 
cornmunities of 431-700 people. 51 % in cornrnunities of 701-2000 people and 18% in Iqaluit. the only ~0fTImunitY 
with 2000 or more people. 

Q. 1 (ix) Iam: 

44% of the respondents were lnuit and 56% were Non Aboriginal. 1 respondent is Metis and two are Dene. 2 



Q 2 1 have completeti (or wlll cornpiete tnis year): 522 

(Nt669 for total, E 2 3 2  for Inuit, W 6 3  for Non Aboriginal unless othsnivise stated) 

NO=: The part of question 2 concemirtg highest graûe kvel cornpleteâ was not compladhd by tht - 
majorïty of mspondents (65%). Most people chose only to report their wachirig qualifications or their 
highest level of schooling. Cadon must be used in inasrprsting these r e ~ r i h .  

For al1 respondents: 

Leaming on the Land 6% 
Elementary School 2% Grade 7-9 14% Grade 10 or 11 5% Grade 12 14% Missing 65% 
Some N E P  courses 13% 
N.W.T. Teaching Certificate 30% 
&Ede 50% 
Other degrees or qualifications: 

M.Ed. 4% 
MA, 4% 
working on Masters 1% 
Ph.0. -4% 

For h u i t  

Leaming on the Land 12% 
Elernentary School 5% Grade 7-9 31% Grade 1 O or 11 10% Grade 12 8% Missing 46% 
Some NTEP courses 27% 
N.W.T. Teaching Certificate 36% 
B.Ed. 13% 
Ottier degrees or qualifications: 

other 9% 

For Non Aboriginals: 

Leaming on the Land 1% 
Grade 12 19% Missing 81% 
Some NTEP courses 1% 
N. W.T, Teaching Certificate 25% 
8.Ed. 79% 
Other degrees of qualifications: 

MEd. 6% 
MA. 7% 
woFiong on Masters 2% 
Pti.0. 1% 

Most non aboiiginals chose only to report their B.M. and higher qualifications Most did not check that they have 
a N.W.T. teaching certificate atthough al1 teachers do. 

lnuit educaton have l e s  formal educaüon and training than their Non Aboriginal w+ofimS. This SUrV8y 
dernonstrates the interest of the lnuit educaton in aequirlng more teaching skWs to apply in their worlc and in 
receiving qualifications for medit. A Mief in Iifelong leaming (for themsaives) and a need for more training ta 
meet the daily professional challenges they face in the daswoom are a h  expmssd (Question 11). Most lnuit 
(71 %) agree tha acadernic upgrading should be part of any training pian offersd. (Quedion 11) and 63% express 
an interest in a univewity œrüficate and 50% express an interest in an M.Ed. (Quesüon 18). Most respondents 
were tooking into the future when they said they are interesfed in starüng an M.W.. and were able to i d e m  both 
immediate training and developrnent needs and long terni interes&, thmugh the suwey. 3 
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0.3 Career aspirations 
Uuîtiple responses mean Mat the total number of responses can exceed Me numbef offespondents. The 
posrtions Language/Cul&aî Specialist. Spectal Needs Assistant and b'branan wm? not on the list and 
fespondents m I y  wmte them in. 

NOTE. N E P  sWents am aiso indudeû in üte dsstrwm and dudent tuppoit 
pasroora and twchers in trammg category. 

Nunavut Boards of Education 
Positions by Ethnicity 

O '  ' 1 I I 

Inuit Non Aboriginal 

This chart shows the huge potenüai mat 
temains within the Nunavut education 
sysî%m for Inuit to advance in the tarching 
and leadetship support cabegories as 
these positions becorne availablo mrough 
turnover. 

Many Inuit in c1assroom suppofl 
positions (show in üle first bar in light 
grey) are indetasbed In wwking as 
teachers, or in leadership positions. 

4 



Q. 4 At the school Ievel I wouM prefec 

N=669 for total) (N=292 for Inuit) (N=363 for Non Abociginal) (Missing ethniaty mding = 14) 
Responses are ranked in order of response. Multiple response question. 

AIf respondents Cassrnom teachefi only 
UTatal il lnuit WNon Ahriginal =Total alnuit PNon Abonginai 

Support fmm Board LcML Consultants 
37 

In addition to the cfosed ended response categories Iisted above 252 respondents had additional comments about 
h0w they wouM like to be supported in their w o k  The most cornmon msponses were 'shan'ng M h  cofleagues' 15% 
(total) 13% for lnuit and 17% for Non Aboriginal. Call for additional materials and resources was the next request. 
made by 13% of respondents, 10% of lnuit respondents and 15% of Non Aboriginal respondents- 

The sMw statement k i n g  made about wishing to be supporteci by one's peen is demonnated when the aimulative 
effect is m W r e d .  64% of respondents wanted to be supported by team teaching or support from other teachen 
(70% of Inuit arid 60% for Non Aboriginals). 

Rie diffemnce. whether in needs or in working styles. between the two ethnic grnups is demons&ated in the 
respanseo to 'to be left alone to plan and teach'. Very few lnuit educato~ (0%) want to be lefi alone to plan and 
teadi. although the percentage did inmeas% with teaching expadenœ. Only 5% of lnul with l e s  than 5 years 
experienœ wanted to be left alone to plan and tsach, compared to 10% of those with 5 to 14 yean experience and 
19% of those with more than 15 years experience. For Non Aboriginal ducaton. 27% want to be lefi alone to plan 
and teach, and the pereentage does not Vary significantly by the number of yean teaching experience. 5 



Q. 5 I muid llke to take counes or workshops: 

(-9 for total. N=292 for Inuit. and N=363 for Non Aboriginal) (Missing et hnicity coding = 14) 
Resporises are mnked in orûer ar response. Muîtiple response question. 

Ziotal Olnuit MNon Abonginal 

A variety of ways of delivenng courses or 
worlcshops woufd be required to satisfy al1 
staff rnernbers. as indicated by the diversity 
of responses to this question. 

49% of respondents want courses in the 
communities and the percentage is high for 
both lnuit and Non Aboriginals. In Question 
11 66% of Nunavut educators agreed that 
courses should be offered at the comrnunrty 
level. (a further 26% had no opinion and only 
8% disagreed). 

The Nunavut Boards of Education have a 
stmng cornmitment to the development of 
lnuit educators. wtio are needed in the 
dassroorn and at al1 levels of the education 
system to teach. reflect and explore the lnuit 
culture, values and language. In this question 
about how staff would Iike to take courses or 
workshops, many lnuit have expressed a 
dear desire to have access to staff 
development opportunities in their 
communities or on a campus of Ardic 
Colkge and also show a preference for 
pursuing these experiences with colleag ues. 
52% of lnuit would Iike to take courses either 
with other staff rnernbers or with other staff 
mernbers pursuing the same training. This 
interest, along with Ming supported by 
sharing their dassroorn expen'ences with 
colleagues. is prevalent throughout the 
questionnaire and is expressed strongly by 
both Inuit and Non Aboriginal educators. 

Distance education and courses at Southem 
universities are popular choices with Non 
Aboriginals. 



Q 6 1 wuId like to take my training$mumes: 

(N--669 for total, N=292 for !nuit. and N=363 for Non Aboriginal) (Missing dhniaty coding = 14) 
Responses are ranked in orner .~i response. Muitiple response question. 

In tuio wmk modules 34 

O 10 20 30 40 50 

Q 7 1 would be interested in taking: 

Açain. respondents have indicated that a 
vanety of ways of delivenng courses is 
required to satisfy al1 educators, 
Education leave is a popular choice. 
followed by 2 4  day workshops and 
surnmer schoof courses. 

There are significant differences between 
how Inuit and Non Aboriginal educators 
would like to take training. Oifferences 
were greatest in the responses to 2-4 day 
wortishops and distance education (which 
Non Abon'ginal educators are far more 
interested in than Inuit). Responses to 
distance education options are 
considentfy low for Inuit. in questions 5, 6 
and 7. However. in question 11 a much 
higher number indicated they would be 
wilfinq to take distance education, 
aithough many agreed they would find it 
hard (question 17). 

Inuit would like to take training/courses in 
two week modules, mile on education 
leave, or at surnmer school for 2-4 weeks. 
Results suggest that the timing of summer 
courses would be important as 'in the 
sumrnet is ranked quite low in question 5. 
summer sd~ool for 2 4  weeks is quite high 
in question 6, and most educators were 
willing to take courses in the summer as 
indicated by question 11. 

(N=669 for total. N=292 for Inuit. and N=363 for Non Aboriginal) (Missing ethnicity coding = 14) 
Resporises are ranked in order of response. Muttiple fesponse question. 

OTotal a lnui t  l N o n  Aboriginal 
t 1 

Courses at NTEP 

Inuit show an interest in taking courses 
(or taking more courses) through NTEP- 

Distance education was again a far more 
popular choice for Non Ahriginais. as 
was a graduate degree in Me South. 
Ahhough few Inuit said they would be 
interested in taking a graduate dagree in 
the South, there was a lot of interest 
expressed in starting a Masters in 
Education by distance education 
(question 1 8). 

All Nunavut educators are interesfed in 
workshops at the school level either in 
their own schools or other schools. An 
interest in w o ~ h o p s  at the school levd 
refieds the interest in sharing with 
colleagues and taking courses with 7 
colleagues. 



Q 8 1 would IÏke to take my murses in: 

(N=669 for total. N=292 for Inuit. and N=363 for Non Aboriginal) (Missing ethniaty coding = 14) 
Responses are ranked in order of response. Muitiple response question. 

=Total Olnuit -Non Abonginal 

Study in lnuldmn 

Stuây lnumnaqtun 

Most lnurt indicated on the questionnaire that 
they are bilingual in InuMitut O r  Inuinnaqtun 
and English. IfluMitut swakers have 
indicated a willingness to study either in 
Inuktitut or English. 

Question 17 also asked respondents about the 
language they would prefer to have courses 
delivered in. lnuit generally agreed that they 
would prefer if courses were delivered in their 
own language. but it is Non Aboriginal people 
who are most interested in having courses 
deiivered in their own language, as they are 
less likely than lnuit to be bilingual. 

Many people chose not to respond to the staternentç in this question. The colurnn showing the 'N' value (#) indicates the 
number of respondents who answered yes or no. The remainder did not respond to the Satement. The potential number 
of respondents was 669 for total, 292 for lnuit and 363 for Non Aboriginal. 

There were two questions on the suwey which indicated significant differenœs between lnuit and Non Aboriginal people 
towarûs control of their own cafees. and having the skills and knowledge to plan their own careen. In q u a o n  9 ,5096 
of Inuit who responded to the question (and IO4 of the 292 total respandents. or 38% of ail Inuit) said Mey were Ulling 
t0 pay for courses I am asked to take by the Board', compafed to 15% of Non Abonginal people who responded to the 
question (or 40 of the total Non Aboriginal respondents. or 11 % of al1 non aboriginals). The other question that indicated 
pasivrty among Inuit, towards their own careers, was the agreefdisagree scale statement in question Il 'lt is my 
res~nsibility to organ~e my own training. 37% of lnuit disagreed with this statement and a further 30% did nOt respond 
or had no opinion. 

The implications of this finding is the need for a career development modal that racognizes this la& of infornation and 
power to make choices. 

Q.1 O Wno should coordinate the training Bat is provided to educaton Ïn Nunavut? 
(Na69 for total, N=292 for lnuit, N=363 for Non Aboriginal) Multiple response question. 

Total Inuit Non Aboriginal 
Yes I%L Y- (%) Yes I%) 

BoardJ 43 35 Q 
NTEPIArctit Cdkge 32 41 24 
Depumm of €duaion 42 34 40 

Other: 32 people said that teaches should be invohred. 7 people wmte in that the N.W.T.T.A. should be involved. and8 
5 people wrote in elders. The mmaining 34 people said that ail of the 3 organizaüons listed needed to be involved. 
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Q I  PIease cimfe your position on ihese sfatemems: 1 I donY agme. 5 = I reily ag- 
me mean (average) for each statement is reportecl. It indicates, generally. whettier people agreed or d i s a g m  ~h 
the satement. The N value indi- Me numbar of peuple who responded to esch quesiion. for Inuit and 
Abotiginal. It is irnpoRant to use ùoth tne chart and the table be!ow in iiiterpreting tesub for this question. 
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Q 12 Pkase tell us about the best training or staff deve/opment expetfence you have 
taken? M y  was it so positive? 
(Nt669 for total. N=292 for Inuit. and N=363 for Non Aboriginal) (Missing ethnicrty Coding = 14) 
Responses are ranked in order of response. Muitiple response question. 

'BEST 

N.W.T. Pnnapais œrt Pr;: tt 

=Total Ulnurt QllNon Abonginal 

Pactieal application 

Acquifing and improving practical teaching 
skills were stresseci by both lnuit and Non 
Aboriginal educators in response to questions 
about staff developrnent The importance of 
sharing with colleagues and peer advice are 
dernonstrated once again in resporises to mis 
question. 

413 What wem some of the most helpfu! things you leamed during your teacher 
training? 
(W669 Br total, N=292 for /nu& and W363 for Non Abot@hal) (Missing ettrnicity codhg = 14) 
Responses an? m k e d  in order oiresponse. MuüiIaP(e risspanse questron. 

a T  otal itw Inuit ENon Abonginal 

No response 

T ~ m a h o d s  - planning 

Praca# bachng 

c-mamm 

P m *  

Grwpmrrk 

Organmition 

Inuldihit 

This is the first of several times where the 
need for dassmom management slo'lls is 
expresseci, especially by Non Aboriginal 
educators. 

Questions 12.1 3 and 14 were not 
applicable to al1 respondents and had a 
corresponding ly lower rate of response. 



530 Q. 14 Ptease share some of the things you lé& wem missing from your teacfrer miniing? 
( N a 9  for total. N=292 for Inuit. and N463 for Non Aboriginal) (Missing ethniuty coding = 14) 
Responses are ranked in order of response. Mulîiple response question. 

OTotal O lnuit WNon Abonginal 

Assassrnent 

Planning 

t nsuffÏcient practical exPenence. 'reaiism' 
iwnich indicated that teachers felt 
insufkieritly prepared t0 deal mth the real 
classrnom environment. induding the soaai 
pmblerns that many students are 
expeffencing) and classrnom management 
are the three most cornmon things that 
Nunavut educators thought were missirtg 
from their teacher training, It is interesting to 
note that lnuit educators share these 
concems with Non Aboriginal educators, as 
they are amongst the most cornmon 
responses for each group. but fewer Inuit 
have expressed the Iack of preparation for 
the 'real' classrnom. 

This is the fi- of many instances in the open 
ended questions where botfi lnuit and Non 
Aboriginals express the need for more 
knowledge, use and understanding of 
Inuktitut and lnuit cuiture. Agreement on this 
need is also found in question 11. wtiere 76Y0 
~f lnuit and 62% of Non Aboriginals agreed 
ihat lnuit cutture and traditions should be 
mtral in any training plan. 

Q.15 M a t  do you feel are the most urgent training needs of classmom teachers in 
Nunavut? 
(W669 tbf total, N=292 for /nu& and W363 Ibr Non Abon'gnal) (Missing eanicdy codhg = 14) 
R e s ~ s e s  are ranked h ordw ofmsponse.  MU^' msponse queslion. Saveral themes in respnses am now 

becoming evident: The rieed for more 
UTotal Inuit =Non Abonginal Uwedge.  use and unde-anding of 

InuMitut and the Inuit aitture was expressed 
more than any other 'urgent training needs 

No f=P-= of dassmom teachers in Nunavut. The 
rnajow (58.5%) of Inuit educators see 

htuWàMnud culhirr lnuktitut and Inuit wfture as the most urgerit 
training neeâs, and so do 36.6% of Non 

C-maMgamcnt Aboriginal educators. Classroom 
management occurs as a statement of ne& 

In deptit trauiing again. along with counselling skills. mere is 
also a concem. expressed again in question 

A ~ ( b a s k e d u c a t i o n )  21. about the need for more in depth 
teacher training, and a need for basic 

0.16 results are found on Page 73. 

education (exp-&sed more comrnonly by 
the Non Aboriginal educators). For lnuit 
educators, no issue mentioned in this survey 
surpasses the need they have expressed for 
more knowiedga and understanding of their 
own cutture and language. lt is worth noting 
that this question (1 5 out of 21 in a long 
questionnaire) has a very high response rate 
of 85%. the highest response rate for al1 the 
open ended questions. 11 
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Q. 1 7 Please c j d e  your position on tnese statements: 1 4 don? agree. 5 = 1 really agree. 
The mean (average) for each statement is reported. It indiates. genedly. whethef people agteed or disagreed with 
the Satement. ~ h e  N value indiCates the number of people who fësponded to each question. for lnuit and Non 
Aboriginal. It is important to use both the chart and the table below in interpreting fesults for this question. 

It wwld be difficuft for me to orgariph rny awn trainmg pian. 
(Inult N=274 Non Abmgtniil N = X )  

it wwld k hard to lcavt my cmmunity m taka ûannng. 
(lnwt N=274 Non Abongml N = W )  

Imiuldfindithardtataktadi&arw#adumioncwrse. 
(Inwt N=273 NonAborigmai N=339) 

It is not Wiy importuit ta be irnridrsrl in tabng couses. 
(Inwt N=273 NoriAborrgrnal . . 

N=34l) 

I really agree 
Nœl Abadgml 

DSagml A g m  No Opinion 
(%) 

93 12 29 
s n  a 
46 ;i2 32 
62 2û 18 
33 32 35 
B 6 9 
9 76 1s 

62 12 26 
SZ 19 29 
'19 4 17 

This question addressed bam'ers ta further educaüon and training. it shows ( h m  the disagreemerrt to Vie last question) 
that almod everyone agrees that it is important to be invotved in taking courses. It is interesting to note that the QnIy 
statement wriefe the majority 'agreed' there was a banier. concems language. where 52% of lnuit and 76% of Non 
Aboriginals expressel a prefefence (whibi in many cases is a need) to have courses dekered in theif own language. 

Non Aboriginals feel fewer barriers to continuin9 their ducation than Inuit educatocs. However. the number of lnuit who 
agreed with the statements (which expressad a barrler) ranges from 32 to 52%. which is not high enough to sugged Viat 
their plans are overiy clouded with self douôt and the perception of mulUpîe barriers preventing them h m  mnünuing 
their education. Each statement and its msutts individually suggest that a signifiant proportion of Inuit perceive 
bamers to continuing their educabion. Taken together the quesüons certainly demonstrate mat the= are barries. But 
there is not a lack of optirnim. or barriers perceiveci to be so serious that they prevent oppominity. demonstrateci in this 
question. 



a16 What are your speci& trPining needs at this point in your carieer? 

(W669 total, &292 fur Inuit. and k 3 6 3  tbr Non Abongriral) (MWng edhnicrty codhg = 14) 
Responses are ranked rn order of response. 

Tomi mlnwt N o n  Abclnginl 

Speak teacher training t 4.4 

S p a d k  sbpct training 8.9 

8 

Q, 18 1 would be interested in: 

Compleüng rny B.Ed. 
Total 29% 
Inuit: 60% 
Non Aboriginal 6% 

Most lnuit who do not have a BEd, are intetested in 
cornpleting their B.Ed. 

There was only one response (for each 
! respondent) codeci to mis question because the 

respondent was askeâ for their 'specific' training 
needs, and was allowed to check any number of 
interests ftorn the checklist on the last page. 

The resuits show an interest in gairiing pradical 
skiifs that are neeâed in the dassroom; in fad 
125% of respondents did not state a subject or 
type of training but responded that they need 
practical strategies to address day to day needs in 
the classroorn. 

If Inuit educators are to access the more senior 
positions in the Nunavut educaüon system, many 
of them m'il require further education and training 
as dernonstrated by Question 2 on qua1ificaüons. 
Question 3, on career aspirations, showed that 
many lnuit ara intefesfed in positions more senior 
than those they cumntly hold. This question 
indicates that the interest in pursuing further 
educaüon exists. 
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Q. 18 I wouid be interested in starting a univers* certificate by disiance education in: 

(Pi469 for total. N=i92  for Inuit. and N=363 for Non Aboriginal) (Missing ethntcrty coding = 14) 
Responses are ranked in order of response. Multiple response question. 

Responses to question 18 (parts i. ii. and iii) 
show the interen of Nunavut educators in 
continuing their education. 60% of lnuit were 
intefested in cornpleting a B.M.. 63% are 
interested in a universrty certificate in one or 
more of the areas in question 18 (i) and 50% 
were interested in starting an M-Ed. 

lnuit educators are very interested in studying 
their own culture: 44% said they would be 
interested in staRing a university ceiüficate by 
distance education in Inuit edudon and 33% 
said they would be interested in starüng an 
MEd. in lnuit Mucation. 

A signifiant proportion of Non Aboriginal 
educators share the interest in lnuit education: 
11 -8% of Non Aboriginal educators are 
interest4 in lnuit education at the certifieate 
level and 12.4% at the Masters level. 

39% of Non Abonginal educators are interested 
in stafting a university certificate in distance 

Q. 18 1 would be intemsted in starüng an MEd. by distance education in: 

W669 hr total, W292 hr Inuit, and W3ô3 Ibr Non Abon'ginal) (Misshg ethnicify coding = 14) 
Responses are ranked in order of response- MuIa'ple msponse question. 

C3Total =Inuit UNon Aboriginal 
Nunavut educators also felt that courses at the 
Masters leve! could be offered in Nunavut 
(question 11) so distance education may not be 
the only option for pursuing graduate level 
courses. 

Counselling and lntegrated €ducation are 
subjeds that stand out as im~ortant to Nunavut 
educators in various questions, and these 
questions indicate there is stmng interest in 
these areas of study and wofk. 

50% of lnuit said they would be intetesfed in 
starting an M.M. by distance c d u ~ ~ o n  in one of 
Viese amas of study. For most of these people, 
this is a long term goal mth other steps 
preceding Mastes level shidy, as demonstnted 
by the pereentage of lnuit who airrently have a 
B.Ed. 

55% of Non Aboriginal educators are interested 
in starting an M.Ed by distance education. 14 
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Q 21 P k s e  share any general commenb and ideas you feel might be important in 
planning to meet the needs of ducators in Nunavut 

(lW669 Ibr total, N 2 9 2  for Inut. and W363 hr Non Abongrid) (Missing ettrnicdy coding = 14) 
Responses are ranked in orde, of response. Muaph? msponse questr'an. 

ClTotai alnuit ENon Aboriginal 

Ptamng for Nwiavui 

Although just under 60Y0 of 
respondents chose to rwpond. this 
question provided an opportunity to 
address any issue that was not r a i d  in 
the questiorinaire, or to reiterate 
concerns or needs, Again. lnulditut and 
Inuit cuiture are the main çoncem of the 
educators wtio responded to this 
question. The sarne nurnber of people 
identified 'planning for NunavM: these 
people were concemeci that changes are 
happening ai a mpid paœ and planning 
is not keeping ug. 

The themes that emerged in question 15 
mur: there are concems abut the 
need for consistent standards for 
teacfiing staff and that some teachers 
are not fuliy qualifieci. 

Access to learnirrg for Nunavut students 
of al1 ages and grade levels was alsa 
expressed- 

Emoüonal Index 

OTM minuit N o n  Abmgmal 

fhe information in this chart was not derbed from a survey 
questiun. An additional code was added to the questionnaire to 
capture the ton@ of responses. Very few people were angry. either Pm 
at having to fiii out the questionnaire or at some aspect of the 
Nunavut educaüori systern. Some were positive but irnpassioned 203 

in expressing #eir needs are educaton, of what ?hey saw as an 
urgent situation in Nunavut education. T m  specific wncems were 
coded: the cal1 for additional materials and resources. and the 
concem about applicabiltty to the North (where the respondents 
consistently addressecl this need throughout the questionnaire), 



Q 22 (Nn6æ) (respoiuas mked from highest ta 
I would like to learn more about: 
Note: -ch =pondent chose, on average, 24 items from the Ilrt 

The percentage who want to learn more about individual items on the checklist anged fmm 68% for Inuit culture 
to 14% for consensus building. 



Q 22 for Inuit (N=292)(respo~as ranked fiom hig- to loumst] 
1 would Iike to Ieam more about: 
Nom: eâch Inuit mpondent chose. on average. 27 idbmr nom the l i s t  

Rie peramtage who want to leam more about individual items on the deddist ranged from 65% for Inuit ailtUm 
to 12% for consensus building, for Inuit. 



Q 22 for Non Aboriginal people (N=363)(raspon?rcrr mked nom highest to lowart) 
1 would like ta Iearn more about: 
Note: each Non Aboriginal respondent chose, on average, 22 items *om Ute list 

The percentage wtio want to leam more about individual items on the checWist ranged from 71 % for Inuit culture 
to 9% for managing persona1 pmblems, for Non Aboriginal people. 18 



Representanveness 

Staffand student teacher l i s  fiom the three Boards of Educahon and hTEP rndicated that 749 
people were eligible to be surveyed. 669 people responded to the questionnaire. The followng 
table shows the number of people who responded compareci to the number of people who were 
eligible to m e r  the questionnarre, by position and Board. The response rate was very hi& at 
89.3% and the data (as a sarnple) o statstically representative within IYo of rhe value that would 
be obtained if everyone responded, if we assume there was no bias in who chose nor to respond. 
However, as samples of srnaller populaaons are used tn anaiysis, such as by posinon or by Board 
the error associated with the sample increases substanudly. 

POSKION XLMBER RESPONDESTS RESPONSE RUE 
Teachers 
PnncipaWAssinant Prin. 
S.X.As 
L K .  S. 
C.As 
PST/SST 
Consultants 
Directors 
SupeMsors of schooIs 
School comrnunity counsellors 

NUMBER of responsa coded as missin3 or other categories is 30. 



BOARDS hXMB ER RESPOhDEhTS USPONSE R U E  
(wtfiout >TEP) 
B M F m  347 139 839'0 
KlT"KiMEOT 120 110 90% 
KEEW4TI'I 192 169 8 77% 
TOT AL RESPOXSE RATE FOR BOrlRDS 87 89% ( 5791659) 
Sott thar neither response rate (by Board or >TEP) wdI reach the SgOb ovedl rate because some 
quenionnaires had rnissinq pos:r:on andor community codes and could nor be coded to a Board 
or >'TEP 

>TEP hI3IBER ESPOPrDENTS RESPONSE RATE 

TOTAL RESPOE;SE RATE FOR 'iTEP 70% (63/90) 

Overail, the survey w a  very well received and the response rate, ar 39% 1s very hi*. The 
representation of Inuit and Non Abonginal respondents, at 44% and 56?G respectiveiy, 1s beIieved 
to be very close to the total representaaon. Withui the questionnaire the respanse rate to 
individuai questions varies. In open ended questions the response rate d e s  nom 845?/o ta 
59.906, which is ais0 hi@, pamcufarly c o n s i d e ~ g  the lengrh of the questionnaire. A very sndl 
proportion of the respondents expressed anger at having to £31 out the quetio~aire but'most 
Nunavut educaton d ~ d  respond in a cooperative spirit. as the response rate shows. 

NOTE: working wirh the stafflists nom each Board was very difficult. The number of positions 
in these tables represeno the ben possible count that couid be obtained hom these lim. The lins 
here are reasonably accurate for the purpose of determining response rares but may not accuately 
reflect either number of positions, rype of positions or accuate status with regards to vacancies. 
When specific problerns were encountered between the staff lim and the questionnaire results, 
Board personnel s-or Directors were called for clarification. 

For most of the questions in the s w e y  the unit ofanaiysis, or the peson to whom the m e r  
refers. is the responderit. For example, references to what type of training you need, or want, and 
the ways you would like to takc it, refer to the respondent. Two questions ( 1  5 and 2 1 )  had a 
broader unit of analysis, either teachea, or educators. Question 1 1 has both uni& of anaiysis. 



This does no< create problems in :nterpreung data as long as the correct untt ot'analysis 1s 
reponed when using the resuln. For example the statement in Quemon 1 I Teachen are roo b- 
to rake courses' shouid be incerpreted as an ~ndiwduai's comment on whether teaches are roo 
busy to rake courses, not whether he or she (the respondent) 1s too busy. 

Envy and Edinng 

The data entry was done with the SPSS ( S t a t ~ s ~ c a I  Package for the Socid Sciences) Data Entry 
program. E r o n  are created dunng the data en- process. The data was edited usmg the 
folIowing procedures. 

>A randorn check of s w e y s  to emure responses were the same on the data base as on the 
questlonnare. 
>A check for numbers (responses) within the range vdid for rhat queman (i e the quemon on 
gender shouid have only 1's , 2's and 9's (missina as responses) was done for every vanable. 
Erron were corrected usin5 the onginal quesaonnaire. 
NncompIete records or records created in error were searched for and checked or delered as 
necessary Xo incornplete records were found. Three cases were created in error (keyboard 
error) and were deleted. 

The overdl rate of error detected usmg these procedum was about 05% ( 5'1 00). This means 
that for every 200 responses, 1 would be in error and the remainder would be valid. The oveal1 
rate of error still eximng in the edited file is welI under 1% and wiI1 have no impact on the 
reliability of statrSÉica1 procedures. However, it could produce results that look odd such as an 
e.ma teacher in a school. 

Vaiidity of Questions and Responses and Codinq 

Generally responses to the questions indicted that the questions were understood, aithou& in 
sorne cases the respondents demonmated a lack of understanding of the question in their 
responses. In many circumstances this lack of understanding is assumed to be due to a lack of 
reading comprehension in Endish. Overail the open mded questions were well responded to. 
For example, question 15, conceming the most urgent ne& of classroom teachea in Nunawt. 
was answered by 85% of respondents. The response rate on open ended questions ranged korn 
59.9% ta 84.5% , which is very hi& 

Because the questionnaire was desiped for teachen (aithough it was delivered to ai1 educators) 
there were sorne questions d i c h  did not apply to some respondents. This is noticeable in 
questions such as number 12, which referred to 'the best training or staffdeveloprnent you have 



taken' 'vlany of the people who drd not respond had no traxning or staffdevelopment -enences 
to reporr. The same 1s for quesaon 13. whtch refers to 'your teacher naininff btany 
rcspondents, pmcularly Inuit in classroorn suppon postnons, were not expected to answer this 
question. There IS a correspondingly Iower mponse mes on these questions. 

In mâny cases the respondent provided infôrmaaon in the open ended response secaons that he or 
she would be able to provide later m a ciosed ended quemon. In some cases the respondent 
provided information to j u n i f y  or subswaate his or her position. For example many people 
wrote in quesaon 5 that they feit tt was imponanr to provide courses in die communmes because 
people need to be near their fàmiIies whle they take training. 

The inukntut questionnaire had rfim probiems that occuned tn tramlanon and Iayour One q e  
category was missing in quemon 1, but most respondents wrote in their e e .  In question 4 two 
response categones were cornbmed: Support fiom Board level consultann and Suppon fkom 
Board level administraton. This was handled in &ta entry by checlang both responses unies the 
respondent clarified their need in rhe open ended part of the quesaon. which some did. And on 
the checkiist on the finai page ' C m n g '  was added as an item on the list. It was added as a 
response catepory 1n data e n q  but since oniy about 70 people who fiiled out the questiomare rn 
Inukntut had the opportunity ta check it off (5 of whom did) it has not been reponed uith the 
rest of the items in question 22. 

Posrnon 

Respondents wmte in their own position which created a few coding problern. Where a person 
had NO titles such as assistant pnncipaUteacher, they were coded to die more senior of the IWO. 

b h y  school community counsellon were coded as school counsellon. either because the). wote 
ths on the questionnaire. or the error codd have occurred in translation. This error has been 
conected. One final error has occurred in the coding of program suppon teacherdmident support 
teachers.. . 

Question 9 

Almon dl closed ended questions in the questionnaire were structured so that a check mark 
meant yes and nothing meant no, with the exception of question 9. hrhy respondents continued 
to use the same method and did not check 'no'. The questionnaires were coded so that a non 
response was distin~ishable nom a 'no'. However. in ths quenion, a non response and a 'no' 
rnay be the same. A different set of instmction for this question, a s h g  people to check 'yes' or 
'no', may have helped. 



Open Ended Quesaom 

Ai1 open ended quemons were coded. The response categones were created by Fiona 
O'Donaghue, d e r  reading approxlmateIy 100 qu~onn;ures, and by Barbara Guy (the 
researchericontractor) and Debra King, who did the data entry. . King is a recent B.Ed. 
graduate, and her siulls were usefüi in knowing how to code responses and when to create new 
response caregories. The open ended ques~ons were coded to ailow naastical procedures and 
tabulanom with the resuits. The rsearch, to date, has not exploitecl the information contained in 
the open ended questions to the extent that it could, and probably should, be used. There is 
considerably more information, usefiil for bath planning and evaluation, in the open ended 
responses. F d e r  coding and analpis of the responses Û recommendd despite the tact that the 
quaiitaîive research wouid be very M i e  consuming. F&er transcription, &ch wouid be much 
l e s  time consuming, wouid &O provide meaningfid mfomiaaon Question 15, refcrencing the 
most urgent needs of classroom teachers in Nuna- contains the most wful and insi@tfid 
information 5om the open ended questions. The system file contaking the other data is stnictured 
so that the open ended questions, if recoded loroughly for qualitative mearch, codd be added. 



Pauqatigiit Questionnaires 
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(iii) 
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(iv) 

November 1 S94 

A ; presznr I 3m ~mrk~ng as a: 
When 1 am pm/iImg 1 speak- Inunrnir/lnuinnaqrun - Engiish F r e n c n  O t h e r  
I ran speak. read and wire in: Inuktinit/lnuinnaçnin - English - French-Other 
/ 3m: Male - Fernale - 
Iamaged: 2 0 - 3 0 y r s  31 - 4 0 4 1  - 5 0 5 1  - 6 0 6 1  i- 
/ h a v e ~ 0 1 ~ e d i n N . W 7 : e d u ~ a ~ a n h r  l -3yfs-4 - 9  10 -20-21;- 
1 have wurkwW In educat~on fora rotal of: 
My communrry sile is: 1 - 200 - 20 1 - 400 - 40 1 - 700 - 70 1 - 2000 - 200 1 - 4000 - 

I 
l am Inuit - Dene - Metis - Non-Aboriginal - 

I 

1 have complerea' (or wrïl complete mis part 
Leaming on the Land E l e r n e n t a r y  School G r a d e  7 - 9 G r a d e  10 G r a d e  12 - 1 

Some NEP Courses - N-W.T. Teaching Certmcate - B. Ed. - l 

Other degrees or qualifications: i 
, 

In the h r e  1 wuid be ~nrerested in workng as an: t 

,Elementaiy Teacher Jigh School Teacher 
,Program Support Teacher/S.S.T. ,School Counsellor 

1 
,School Communrty Counsellor ,Assistant Principal I 

,hard Level Consultant ,Principal i 

,NEP Insuunor ,Supervisor of Schools 
,Direcior m e r  Positions 

1 
b 

A t  the schaol level 1 muid pre fer: 
,Daily support with rny program ,Weekly support with my program 
,PS.T./S.S.I support with planning ,Principal support in my classrnom 
-The rnodelling of appmaches in my cfass -Support from mer teachers 
T o  be left alone ta plan and teach ,Support h m  8oard level consuitants 
,Team teaching wrth another professional ,Support fmm Board level administrators 

UIease tell us how p u  would Iike to be supponed in your wok 

' wauid Iike to take courses or workshop- 
-In the communities 
,At a southem university 
-8y distance education 
W i t h  other staff members 
,In the summer 

,On a campris of the Arctic College I 

,At summer schools in a central location , 
-In small groups 
W i t h  wlleagues pursuing the same training 
,During the school year 

Piease share any other ideas: 



- :n m e  week modules 
- Ar 3 summer senoot for W weelcs 
-3 aisance taucatron on rnv own 
- 'Nhiie an aàucational teave 

, , 1 wulb l e  meresid rn mkmg: 
,Cwses 3t NE? 
- A degrae on a pan-tirne basis 
,Workshops in orber schools 

&as2 aescnbe any ortier kmd o i  audies p u  would like ta take: 

-A graduate degree !n the south 
- Workshops at the school level 
-Courses by distance educatian 

b . 1 muid like [O rake my courses in: 
English - Inukitut - fnurnnaqtun F r e n c h  - Other: . i / am m n g :  

I 

I to complete training on my awn time in the evenings or during the sumrner. y e s  - No 
6 ro use pmfessional irnpravemem funds for courses I choose to rake. Y e s  N o  

ta pay for the educarion I choose to take. Y e s  ,No 

i to pay for courses t am asked to take by my floard. Y e s  N o  
I 

to use professional irnprovement funding to take training suggested by my Board. -Yes N O  

I Comment 

; Phse cMe yowposirm on these statements: 1 = I don? agree. 5 = 1 really agree 
i 

! 
I 

I have sufficient training to meet my daily professional challenges. 1 2 3 4 5 

i When 1 take a course I would like to gel credit towards a degree. 1 2 3 4 5 
I Teachers are too busy to take courses. 1 2 3 4 5 

Educators need to be involved in a continuous process of leaming. 1 2 3 4 5 

Courses at the Masters level could be affereâ in Nunavut 1 2 3 4 5 

Courses should be offered at the cornmunity level. 1 2 3 4 5 

i Inuit culture and traditions should be central in any training plan. 1 2 3 4 5 

1 Northern educators should delier courses whenever possible. 1 2 3 4 5 

~ 1 would take courses by distance educatian during the school par. 1 2 3 4 5 

I wauld take courses in the summer if they helped me in my w o k  1 2 3 4 5 

Taking training beyond the 8.Ed. is a waste of tirne. 1 2 3 4 5 

Acadernic upgtading should be part of any training offered. 1 2 3 4 5 

It is my responsibility to organize rny own training. 1 2 3 4 5 



PIease &are some of the drings p u  feir were missing ftam your teader training. 



Wtrat are specific training needs sr d i s  poht in your career? 

PIease cide yuurposTtion on these stamem 1 = l don? agree. 5 = I really agree 

tt wuld be difficult for me to urganue my own training plan- 

It woufd be hard to leave my cummunity to take training. 

My farni fy responsibilities l e m  litde time for sûdy- 

It would be hard foi me to organb a year of study in the south. 
Tiaining in the muth mighî not meet the needs of nortberners. 
My academic skill levels might prevem me from doing well on cornes. 
I w u l d  prefer if courses ware delivered in my own ianguage. 

I often find it hard to speak out in groups. 
I would find it hard to take a distance education Lowe. 

it is flot mIIy important to be irnroived in taking courses. 



liid S m n g  an M. E& 3y diSrance &ucdtlon ln: 
Educational Adminimtian lntegrated EducationlS~ecial Education) 
c u m c u l u m  Inuit E d u c a t r o n  Counselling__ Other: 

Nardiem educarors have many sklls m share. We are inrerested ln knocving if p u  wuld iike m be swlwd ;n ofen'ng coums in the 
' fume. Thrs may nor m e n  for &ur twa years but we would like tu sran a lis ai~e0,ole who could M p  in the ddivery of training across 

Nunawr mmmunrtres. P!ease s h m  yaur name and telepnane number wrth rhe commitcee or cal1 one of us and sdd your'name m the ;;sr. : 

t 



- m t  uirure 
_rrsgnm rianning 
_:;acitrcnal sklils 
- rhe wnt in~ process 
- w m ç  sc:encz 
~ e a c n t n g  an 
-teacntng social studies 
,reachtng heaith 
- teacning Inuktitut/lnuinnaqtun 
,teaching thtnking skiils 

-evaluating studenrs 
oreparmg individualired pmgrams 
,behaviour management 
-buildicg selfrsteem 
-preventive discipline 
,assesstng special needs children 
-rnanaging multilevel instruciion 

- irnproving my inuktitut/lnuinnaqnin 
,E.S.L 
-using cornputers 
,using technology in the ciassroom 
,using centres 
,outdoor skiils 
,dance 

,using more active leaming 
,authentic assessrnent(portfoIios) 
-teaching in the prirnary 
Jeaching a t  the junior high 

,personnel managemem 
w a r k i n g  with parents 
Jeading graups 
communication skills 
,consensus building 
,assertiveness training 
-retirement planning 
c o p i n g  with stress 
oersona l  organizôtion 
,staff ewluation 
-school/camrnuniry business ennepreneunhip 

,:cino :oc31 reSOUrCeS in vOUr 3fûgram 
,:~ss-:~irurai iwreness 
-ame lianning 
,?~nic.~ium 3no program implemenratian 
,:ractring mathematics 
,:23Ch1ng music 
,:eacninç jnys. xJ. 
,teacl'iing ianguage a m  
,teaching practrcol pmgrams 

,iaentiiying special needs 
j r e w n n g  LEP. s 
,counselling midents 
,anger management 
,chiid sexual abuse 
,oqanizing malt gmups 
,warking as pan of a team 

,reading and wming in lnuktitut 
,Inuktrtut/lnuinnaqtun as a Second bnguage 
, telecommunications 
cooperative leaming 
,questioning skills 
,drama 
,teaching research skills 

,hole language 
,using games with children 
,teaching in the intermediate 
,teaching high schooi 

,presentation skills 
,using community resources 
,adminisuarive tasks 
,faciiitation skills 
,conff ict resolunon 
,budget management 
,tirne management 
,managing personal pmblems . ..- 
,kgal responsibiirties 
,building pamerships in the wrnmunity 
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J jimems s u l m  na bma~onmes cours: 
332 

- Ateliers ae ~ewc/auatre jours , Modules d'une semaine 

Je seta~s rnteress~el par 
, Cmrs du N E ?  , Dipldrne universnaire dans te sud 
- Diplorne sur une nase de temps pamel -Ateliers au niveau de l'%oie 
- Ateliers aans d'aums Scoles , Coun d*~uca t ion  à distancg 

S.v.p.. décnvez taut autre Flpe d'inides que vous aimenez faire: 
I 

! 
I 

1 J'aimerais su jm mes murs en: 
anglais - inuktitut - inuinnaqtun - français - auue 

Je suis prèW d: 
compléter ma formation par tes soin ou durant l'été. Oui, Non - 
utiliser les fonds de formation pmfessionnelIe pour des cours que je choisis de suivre. Oui, Non - 
payer pour I'4ducatian que je choisis de suivre. Oui - Non - 
payer pour les cours que ma commission scolaire me demande de suivre. Oui - Non - 
utiliser les fonds de formation professionnelle pour suivre les cours suggéréspar ma commissian salaire. Oui - Non , 

Qui devrait caordonner /a famarim faumie aux éducateurs du Nunawt? 
Commissions sco taires - NTEP/Coll. de l'Antique - Ministére de l'éducation - Autre i 

l 

 SM^.. cochez le *ombre spprupné: 1 = pas d'accord. 5 = tout a fair d*accord ! 
I 

Je suis suffisamment formé(e] pour faire face a mes defis professionnels sur une base quotidienne 1 2 3 4 5 1 

Lorsque je prends un cours, j'aimerais qu'il me soit crédité en vue d'un dipidme 1 2 3 4 5  1 
Les enseignants sont trop occupés pour suhe des coun 1 2 3 4 5  

Les éducateurs doivent gtre impliqués dans un processus continu d'apprentissage 1 2 3 4 5  ! 
! 

Les cours au niveau de la maîtrise pourraient etre offerts dans le Nunawt 1 2 3 4 5  

1 2 3 4 5  
i 

Les cours devraient &re offerts dans les communautés 

La culture et les traditions huit devraient 8tre au cenue de tout plan de fannanon 1 2 3 4 5  
i 

Les éducateurs nordiques devraient dispenser des cours à chaque fois que cela est possible 1 2 3 4 5  

Je prendrais des cours b distance durant l'année scoiaire 1 2 3 4 5  

Je prendrais des cours d'été s'ils s'avéraient utiles pour mon travail 1 2 3 4 5  

La formation audalà du Bacc. est une perte de temps 1 2 3 4 5  

Carnéliaration académique devrait faire partie de toute formation offene 1 2 3 4 5  

II est de ma responsabilité d'organiser ma propre formation 1 2 3 4 5  1 
i 



Citez quelques-unes des cnoses les pius ut~les que wus ayez apprises dmnr votre f imaMn il t i t ~  doenseignant ! 

:i?ez cmjnes des &ses qui wus ont manqué lors de w m  fornation d titre d'enseignant 





adminisraion ducanve - mcation intqree iscec:alei - 
cumculum - &uutron inuit cuunseilinç - aune 

I mrearendre une maimsz par iduunon 8 aisrance IR: 
aaministration éducative -2uucation rntSgree kpècrale) - 

I 

wmculum - éducation inuit counselling , aune 
! 

k s  Sducareun nordiques ont beaucoup d ;?ahriet& a wmger Nous sommes intéressés à sa wir  sr mus aimefiez mus imciiauer 3 3%r 1 
des coun dans le futur: Cm puunart ne pas se produim avant deux ans. mats nous souharmns dresser une hste de gens QUI soumrent i 
alder a uispec7sef de la h m n o n  Cans les communautés du r\lunavut veuiiler s- v.p. foumrr au camifé. MIS nom et numéro de re/epnone CU 

cummunrquer avec nous afin d aouter voue nom B la lisie I 

I 

1 
Je wudrais ,maminander que les éducateurs suivants soient ~nvires à otfnr des cours dans le funr~: i 

S.  p.. panaga avec nous cemines idées et commentaires qui pennetaaient selon mus. une meilleure pianification dans le but de 
&pondre aux besoins des enseignanteh du Nunawt 



- :ianifictrion x m ~ r a m m e  
- - m e m  :roairionneiles - - - .  
- - 4  - 
- ~rcctssus de : 'mture 
- ?.iisagnernenr =,os sc:ences 
- tnseiçnement ses ans 
- inseigriernent 3es 4tudes sociales 
- magnement aes soins de santé 
- m. de I'inuktitut/inuinnaqtun 
-2ns. des haniletes de penser 

, tvaluation des Sudiana 
- rsparer des programmes individuels 
,;estion des componements 
,développement de I'emme de soi 
, aous sexuels chez l'enfant 
,organisation en petits groupes 
,rnvail d'iquipe 
- amëliorer mon inuktiM/inuinnaqain 

,ordinateurs 
, utiiiser la technologie en classe 
, utilisation des centres 
- habiletes de plein air 
,am - danse 

, utiliser un apprentissage plus a d  
, évaluation amentique (panefoliosJ 
,enseignement au primaire 
enseignement au secondaire/junior 

,gestion du personnel 
,travailler avec les parents 
,diriger des gmuoes 
, nabiletés de communication 
, itablissernent de consensus 
, formation en afftnnation de soi 
,planification de la retraite 
,cornposer avec le stress 
,organisation personnelle 
,évaluation do personnel 
,entrepreneur en affaires deécole/de la communauté 

-n , -,nst:encr siunc~ltweile 
- aian~iicâti~n 3s :hemes 
- :nuuitut'unurnnaqnin langue seconde 
, ??aciissement ae curriculum et de programme 
- ansagnemect tes mattiematlques 
, meicjnement de la musique 
enseignement ee i'iducation physique 
, snseignement des habifetes languagieres 
- ons. des programmes pratiques 

, raentification des besoins spèciaux 
, oreparatm des 1.E-P. 
-comment conseilter les étudiants 
, genion de la mlère 
- ivaluation des zniants avec des besoins spéciaux 
,gestion de l'enseignement à rnuitiniveaw 
, pianification de themes 
- tire et  &ire en inuktht 

, téiécarnmunications 
,apprentissage coopératif 
, habiletés interrogatives 
, thédtre - la musique 
,enseignement des habiletés de recherche 

,approche glooale du language 
,utilisation des j e u  avec les enfants 
,enseignement intemiMiaire 
,enseignement au secondaire/s&tior 

,techniques de présentation 
,utiliser les ressources de la communauté 
, taches adminimtives 
,habiletés de facilitateur 
,résolution de mnilits 
, gestion budgétaire 
,gestion de temps 
,gestion des problémes personnels 
,responsabilités légales 
,développer des partenariats dans la communauté 

VeuiIIez maDumer ce quesaannaire au: 
Carnité de formation du perwnnel Commission scolaire de division de Baffin 
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t il daja navaaça 
:favaamni uaoqaqninga: tnuqarutllnuinnaqtun, qabiunaqnin- 'fiewiinrn- Ida- 
uqaluatunga. Taiguqnunga. ongaqnungalu:lnuqaftlt/Inuinnaq~n~ qaolcnaarun-Wwiinin_ Ada, 
uvang a; .4ngut- Angnaq_ 
Uqiukaqtunga: 20 - ? C l 3 1  - 40- 41 - f 0 51 - 6 0  61 - 70- 
Havaantrnalunga ~Vunaaamr uqtuni: 1 - 3 , d  - 9-10 - 20-21 - 20- 
Havaanimapmga iliqnranim miqnaanun uqiun. 
Nunauau havaqviga Inuqamq: 1 - 200-201 - 4OO-4ûI - iQO-7Ql - 2000, ZrJOt - 4000, 
Inuuiiimalunqa: Irrurnaq, itqiliq- Itqitiq/adalu Nunatiam Nanminigingiraanga- 

Hapqoa ilihrmqa~a/a~urratqalu: 
audlaagiahammq ajungimnga, Miqiplunga Iliniaqhimajunga, kitaga 7 - 9, 
lqrtaga 10,Kqimga 1 2 N f E P  aiuihaqhimalaaga Nunatiami 
ilihatjamni Engaqaqnrnga- ausirnit Ilihaqnimaiunga ritigaqaqtunga , 
Aadanlu ntrgan pihimajaun 

Hiwnimnun lhumajunga iravaagijumalaga: 
, Nutaqat ilihagumajatqa aqitinagin 7 - llihaqnu jumajunga Inulgangniq 
- lqapqoulunga Ilihaijumun/S.S.T. , I huma tuutiqaqata uqaqnu juma junga 
, Siquqviq/nunamnilu lhurnaalutiqaqtain - siquqnin angajuqanginluuqaqtiujuma~unga 
, Siquqvium A~angujaata Tuqfigijumagijaga - Siquqvipmi Aîangujaujuma junga 
- fliniaqniqmun mrqhaanun qatimajiit uhiagaiqpata - Nunavumi Ilihaqutiiuma junga Siquqtitiujurna junun 

iqa juqpagumajunga havaagilugu , A ~ n g u  jau juma junga llinianim miqhaagun 
, Atangulau juma junga Siquqviqnun - Katimajiinun haMqnulunga 
,Atlan Havaagijumajaqa 

/Iihaqtirlunga namua p~umajatqa: 
, ubluq ramman iqajuqtaujumajunga , Sundaangniq tammniqajuqtaujum junga 
, PS.T/S.S.T lqajuqtau@najunga upabngaiJaguma , Iqa juqtaujumajunga atangujaqun 
, ilihaiiigaiguma , fiihaigaiguma ilihaqnimnun iqajuqujunga 
,Atlanin tliniagtiu'juunin iqajuqtaujumajunga , uvamniq upalungaiiaguma junga llihailungalu 

lqajuqtaulumajunga qatimajiit - Havaqtiiniq 
- lqajuqtaujumajunga tliniaqtuaqhimaiurnin - iqa juqtaujurnaiunga ibtimajiit havaqtiannin 

Ilihaguma;u~qa: 
, Nunalanni 
, Ilihaqviqmi Aosaimi 
,nunarnnun Aquiqtuqlugin ilihaqtahafqa 
, Havaqatitqalu 
,Aojami 

, Ilihaqviani auqtiq qollage 
, Aojagaiqpan qanittumi 
, Iqitluta iqajuqatgiiqluia 
,Adan ilihagiahirnajun ajiqutamiq ilihaqtarnniq 
,Atlan ilihaqhdugin 







-- - 

'huagijan titi~lugu: 1 = lhuagingittaga S = ii-iii2~iqgleqtaga 

UMmniq ilihaqtahaga ayungnaqniaqtuq titigangnahuagupqu 1 2 3 4 5 

Ajunangniaqtuq aulaqlunga iliniagiaqtuqfunga ? 2 3 4 5 

llihangnahwgaluagurna nutakadca iladtalu ajuhaqtiniaqtanga 1 2 3 4 5 

Ausaimun aulagalwguma ajuhangniaqtunga 1 2 3 4 5 
Ausaimi iliniagumiq nunatiam piumajain ayuilimaittungaqhijawn 1 2 3 4 5 
llihaqluaqhirnainarna ajuqhangniagungnaqhijunga ilihagiatugumma 1 2 3 4 5 

lhuagitqijagijaga ajuihaguma uhuhimni 1 2 3 4 5 

Ajuhaqpaqtunga ukagiamni innugiagangat 1 2 3 4 5 
Ajungnagijaga iliniagiamni aquiqtuqhugin 1 2 3 4 5 

llihagiami hunuangittuq iluangitqaluaqlunga 1 2 3 4 5 



; :ii 7t1qaaagurna~unga ausarrnm~ 
!Irnianigum rniqhaanun : ; t igaanrL iîarrtlugin ilihangnigin (rniqnaanun alunaqluaqtununl- - 
1 itigaqumqatqa ~ i i n u a t i n a r  ;nuit I l i h a ~ t t u g i n  M u l i  ju rna jungz  Atlan 

1 [ i d  iliiraiigumaj~nga iManws m14naanun.- 
1 llinianigurn rniqhaanun ririgaqniq,, Qatitiugin iiihangnigin (miqnaanun alunaqiuaqtununt- 

! - 
i rtigagurna1atqa ilinuatinar- Inuit i i ihaqnrlugin Ukauli j u m a j u n g a  Artan 

Hunaliqaq &igainagialiq hamunga inumagrjangniq miqhaagun iiihaqniqmun N u n a m i  



I -  Inuit inuuhiinnra 'nunçnic miunqa : iinaatarnnia nunamni 
! . -  Lloaiungaijagramni iiihaijutrnarnniq - h u a  inuitl'Caoitinaat !nuuvagianaita 

& 

' - Nunamiutut quigumaiunga - tr:;aunirr 
- Iftiiai~urna~unga qiqiisiangniqun - ! tinatiuma~ungs gamqrauriniqmi 

i 
I - Iliitaipmalunga nananiomun. minguqniamun - ~icsaliungniamun~~ 
1 - lliiiailumalunga amantqmunBianagaitlu - Iihailurna!unga inuniqmtq. oirtra naqniqmikanuqlu atfan Inuin 
- lnnuuvagianalta - Ilinaijuma!unga uiaçqiniqqut 
- il ihai jumalunga trmipta pinianmganun - ilinaipmalunga uaauhiqniq 
- Ilihaijumalunga Inuktitur/lnnuinaqnin - Ilinarlumalunga qanuq inuniagaluaqitra 
- naqujumiq 

- llihaijumajunga lhumaningningmun - fittgauhiq/ili~ngniq qanuq piniagalwqqa 
- lliniaqtun uuqtualugin iligiaharta - Naunaijaqtuqin iliniaqtun amiqtahainiq. ilaani Iltniaqtun ajuhaunqangmata 
- Atauhim ajuihautrhainiq - ûanuq naalaqrnrniagaluaqrnga 
- Ihuaqhailunga 1.E.P niq - I liniaqtun inmingniq naqugipqainahwqlugin - Ukautilugit iliniaqtun - Nurtaqan qahaqmugaiqpata huliniagaluaqqin 
- Qunniaqqaqlugin nutaqan aluhaqnin/ajuhautiqaqtunlo - Iqqinuniq inungniq ha~qtrtiiunga iiiniaqtun aiiqingitkangata 

ilinaliqtinnagin ilinautain. qanuq 
- Upalungaijangniqmon amuhingmiq ihumajautqaguvin - iiihaaniagaluaqigin 

- innuinaqnin/lnu)rtinitlo ajuijumi jumajunga - ES-L - ukauhirnnun 
U k a u t i n  
- anuguma java 
- Attuqlugin ilihaqviin - Nunamiunun 
- Anungniq 

- Hananiq/rninguqniq 
- Numiqniq 
- tlihaktun atuqlugin ajuihainahuaqlunga - Nanminiq Uuqtuhirnajun(hanajutin) 
- llihailunga ajuilihaaqninnun 

- Ha~qtiqaguma qanuq ukautinniagalwqigit 
- lhuiguhuqqurna qanuq ihuaqhiniagaluaqqa 
Anga juqaan  havaqatigilugin 
- Nunatiamni innuin anuqlugin 
- Havaahan havaqvingmi ajuiqlugin 
- Upalungaijangniqmun ajuigumajunga 
- qanuq qanguhuiqniagaluaqqinga 
- fningninguguma qanuq upalungaijaqniagaluaqiq 
- lqaqniq atuqnia ihuaqturnig ajuigumajunga 
- ihumaaluutiqaqtugut uvaptingniq - lnnuhiga i hurnaaluutiqagaluaqhuni. havaamni 
- Ha~amni  titigaqhimajun havaqtahah 

- Ta~guqiunga/migaqlungalu lnuktitut 
- Ajuigomajaga lnnuinaqnm/lnukmunlu tuqliulugo 
- Kagrtaujan - llihaqlunga kagitaujan/ukautm 
- llihagomajunga havaqatigiiqlugin atlan 
- Apihuiningmun 
- Piqsasuliuqtutun - Ilinarjumajunga ilihaqraharnniq qiniqhianiqmun 

- Ilihailunga iniqjuqittunnun 
- llihailunga ajuihaqhimajunun 
- L'qauhiit tammapqiqlugit qangiqhianahuaqlugu 
- Ulapqiujaniq atuqlunga nutaqanun 
- Ilihailunga lnulgangnun 

- lnnungnun amigaitunun ukagiamni ajuigumajunga 
- Sikuqviqmi/Nunaptimni qiinau;aliugumagumiq 
- lllani ukagumavagalwqtunga. qanguhuinaqtunga - lnnugiaqpan Uqaqtiujangni 
- Ukagaiguma ulcatiagumajunga 
- apihuitigilimaitatka 
- Kiinaujaqut munagitianiqut 
- Nunamni havaqarigiiqfuta 
- Ihuumaaluligurna qanuq ihumaluguiqniagaluaqingallaani 
- qanuq ihuaqhiniagaluaqqa 
- ula piqutig ijumang itaga 

- Havaqtitqa havauhiit naiunaijagumajatqa havaahaqhiulutiq 

Una uwavan rnigungni uwnpar 
T k  Staff Develoment Camminee. B.D.B.E. aux 1330. Iqaluit NT. XOA OH0 
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