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ABSTRACT

This research analyzes the perception of assessment among parents of
Grade 4 students within the Lake Babine Nation. The Lake Babine Nation,
located in central British Columbia, represents 2228 members and has three
currently inhabited communities. Eighteen semi-structured interviews were
completed and parents provided perspective regarding their understanding of
assessment and how schools can better involve parents in the education
process. Major findings include the identification of communication as a key
component of student success in school. Communication was noted as
important in providing parents with information necessary to assist their children,
improve levels of trust and contend with historical factors influencing parent’s
perceptions of school. Parents emphasized education as necessary for
establishing a better life and placed importance on their children graduating with
a Dogwood Certificate as a measure of success. Parents supported measures
such as provincial testing to ensure the level of education a child receives is

similar anywhere in the province.

Keywords: Assessment; First Nations; Lake Babine Nation; Education; Parents;
Elementary; Culture; Communication
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1: CHAPTER ONE: INTRODUCTION

This dissertation is in large part a result of my continuing relationship with
the Carrier Sekani peoples through my involvement in Carrier Sekani Family
Services as the Director of Research and Policy Development. Carrier Sekani
Family Services is an agency responsible for health, social and legal services to
eleven member First Nations, including the Lake Babine Nation, in north central
British Columbia. | am not First Nations but have worked with the community for
10 years and have learned important lessons about conducting research
respectfully that serve as the core values in this dissertation. Carrier and Sekani
people maintain that they have an inherent Aboriginal right to be self-determining
which includes the ability to use Carrier and Sekani institutions in maintaining
social order in their communities, and that this right is now protected under
Section 35 of the Constitution Act, 1982 (Holyk, Shawana & Adam, 2005).
Assuming responsibility for the care and protection of children, as well as the

maintenance of family structures and governance systems are expressions of



self-determination. Indigenous rights are further affirmed in the United Nations
Declaration on the Rights of Indigenous Peoples (2007) which notes the right to
self-determination in pursuing economic, social and cultural development. Article
14 specifically addressing education asserting,

Indigenous peoples have the right to establish and control their education

systems and institutions providing education in their own languages, in a

manner appropriate to their cultural methods of teaching and learning (UN

Declaration on the Rights of Indigenous Peoples, 2007).

Premised on this rationale, Carrier Sekani Family Services has worked
hard to reassert control in areas that have been sources of attack on community
values and teachings such as maintenance of Carrier governance systems,
working toward the cultural relevance of classroom materials (curriculum
development and administration included) as well as preservation of family and
guardianship of children.

Working at Carrier Sekani Family Services enabled me to dialogue with
leaders who are at the centre of the political and social struggle and determine
sites of resistance, one of which, education, became the start of my general
dissertation topic. The Lake Babine Nation is a member of Carrier Sekani Family
Services receiving social, research and child welfare services. Leadership at
Carrier Sekani Family Services have continually recognized education as integral
to improving the lives of Carrier Citizens. Education is also understood within the
context of the negative impacts of colonization on the lives of First Nations

peoples in Canada, of which the Lake Babine Nation represented in this

dissertation are included.



Despite the negative impacts of the education system and its colonial
roots, the reality for First Nations students today is that in order to improve their
life chances they must negotiate the education system. Research indicates BC
youth who drop out before completing high school are less healthy and have
poorer family functioning than do those who graduate (Joint Special Report
2007). Clyde Hertzman (1998) argues, “if childhood interventions were to
improve health and wellbeing throughout the lifecycle, and fundamentally
address the socioeconomic gradient in health status, they would be more likely to
be social or educational interventions than health interventions per se” (p.19). In
Canada, not graduating is associated with a number of indicators of well being
including time spent on income assistance and poverty. Richards and Vining
(2004), examining the 1996 and 2001 Canadian Census data indicate, “as the
education level of Aboriginals rises, so do their median incomes” (p.2). Income
and education are positively correlated, increasing by stages between those who
graduate high school, those who complete a trade certificate and those who
complete a university degree (Richards & Vining, 2004).

It was in the summer of 2006, while at Simon Fraser University, that |
decided to focus my research at the intersection of Aboriginal parents’ and
educational assessment. During the summer semester, the Education Program
invited a number of guest speakers to the university to speak on topics related to
education. One speaker, Peter Cowley of the Fraser Institute, was invited to

speak on his co-authored report, Report Card on Aboriginal Education in British

" In this research, | use the term parent to generally describe caregivers of children. It includes
parents, relatives or other community members who may be looking after children. Foster
parents who are not from the Lake Babine Nation were not included in the study.
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Columbia: 2006 Edition. In his discussion, he noted the poorer achievement of
Aboriginal students and the need for regular assessment of Aboriginal students
and the public reporting of results. | questioned Peter Cowley regarding the
Fraser Institute’s determination of indicators of success, and, whether the Fraser
Institute had consulted with First Nations communities to obtain their views
regarding appropriate indicators. | also noted the potential damage results could
cause in terms of promoting racism by publicly presenting schools with
predominantly First Nation’s students in a negative light without explanation of
the social or cultural context. His response was, if First Nations are not happy
with our indicators they are welcome to produce their own (Cowley, July 19,
2006). His statement encouraged me to think about parent’s views of
assessment and whether First Nations parents had been consulted regarding
what they expect their children to receive from public education. Upon returning
to Carrier Sekani Family Services and discussing with leadership? the concept of
assessment and parents’ involvement in education the following questions
became the research topics of this dissertation; What do Lake Babine Nation
parents of Grade 4 children deem as important indicators of their children’s
achievement in school and; what is Lake Babine Nation parent’s understanding
of their children’s academic assessment?

The goal of this research became to examine the perceptions of parents of
Grade 4 students from the Lake Babine Nation regarding the education system

and in particular the processes used in the system to assess student learning.

% The consultation process with Carrier leaders is discussed in greater detail in the methods
chapter.



The analysis included definitions of student achievement and the concept of
education from the Lake Babine Nation parent’s perspective in order to address
what parents believe their children should know and thus identify those methods
most likely to be meaningful to parents.

The Lake Babine Nation is the largest community within Carrier Sekani
Family Services representing 2284 registered members® (INAC, 2008). Of this
total, roughly 1500 people live on reserve and the remaining individuals reside in
surrounding communities as well as distant cities (INAC, 2008). The Lake Babine
Nation currently has three communities/reserves inhabited year round, only two
of which are within their traditional territory and all of which participated in this
research. The Lakes District, School District No. 91, is the district servicing on
reserve Lake Babine children specifically as the Lake Babine community of Fort
Babine has a band run school to Grade 7. Post Grade 7 children travel to
Smithers to attend classes in School District No. 54. In total, during the
2008/2009 school year in which | conducted this research, there were 36 children

from 35 families registered with the Lake Babine Nation in Grade 4.

1.1 Colonialism and the Canadian Education System

The Carrier and Sekani people’s right to self-determination has been

eroded in part by provisions of the Indian Act and related policies that attempted

® The LBN Steering Committee contends membership is higher but for the purposes of the
research | used those registered with Indian and Northern Affairs Canada to determine
registered population.

* In the 1950s members of the Lake Babine Nation were moved from their traditional territory to
Burns Lake to ease service provision. The community of Woyenne was created for this
population. (Fiske, 2000).



to govern the lives of indigenous peoples in Canada. In 1876, all laws affecting
Indian people were combined under one piece of legislation known as the Indian
Act, which stated as its mandate the protection, civilization and assimilation of
Indians.The consolidated Indian Actis a comprehensive piece of legislation
providing legislated direction toward almost all activities and aspects of First
Nation communities. Under the Act, most vestiges of powers reside with the
Minister of Indian Affairs and Indian Agents. The underlying intent of this
legislation was the elimination of Indigenous worldviews and any jurisdiction over
their territories® (Joseph, 1991). The three areas in particular that were
addressed under the Act included band membership, local government
construction and land ownership® (Moore, 1978).

The government, aided by the Catholic and Anglican churches, enhanced
its programs of political and cultural destruction by attacking the family structure,
which is the mechanism for the transmission of traditional knowledge. This was
largely completed through the removal of children from their homes, and placing
them in residential schools in order to prevent them from practicing their culture
or passing on knowledge through separation from parents and other teachers
(Kelm, 1998). As noted by Ball (2004),

One of the main avenues for subjugating Indigenous peoples to colonial

culture and governance has been through the imposition of education,

most powerfully through the “Indian Residential Schools” program, that

denies the legitimacy of thought, lifestyles, religions and languages of First
Nations people (p.457).

® The legislation also solidified the lack of recognition, present from the arrival of Europeans, of

the matrilineal organization of Carrier communities and the organization of family and property.
® Land ownership included placing Indians on reserves to make way for further European
settlement.



Aboriginal education during the residential school era, from roughly 1867
to 1945, concentrated on eradicating all traces of First Nations languages,
practices and beliefs. The system, controlled by the Federal government and
largely administered by churches taught practical skills with “substandard
curricula and teaching practices” with no attention given to developing curriculum
geared toward language difficulties or sociological needs of students (Fiske,
1981, p.1). Construction of Indigenous education made public access
unattainable, excluding First Nations from the greater society while damaging
cultural practice. According to Graveline (1998)

Colonial forms of education, particularly residential schools, have

contributed greatly to the efforts to eradicate Traditional forms of

Aboriginal consciousness. The Ancestral practice of education as integral

to daily life and to family and communal relationships shifted radically

through colonial pedagogical measures (p.27).

The United Nations report on the situation of human rights and
fundamental freedoms of Indigenous people concluded, “Aboriginal peoples in
Canada are still trying to overcome the heritage of a colonial education system,
which severely disrupted families, their cultures and identities” (quoted in Helin,
2006, p.210). The history of education within First Nations communities since
contact has reflected a lack of rights to choose appropriate education options and
the lack of power to make decisions on specific issues including facilities,
locations, teachers, curriculum and programs’. As noted in transcripts from

testimony, including the McKenna-McBride Royal Commission Report (1916),

First Nations’ parents and leaders continually voiced their concerns about

! Steps have been made at a National level, Residential School Truth and Reconciliation
Committee and a District level, Aboriginal Education Enhancement Agreements to improve
communication with First Nations and reconcile the legacy of residential schooling.
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education® and made recommendations for change (Haig- Brown, 1995).
However, the government largely ignored these requests, focusing instead on its
agenda of assimilation.

From the first introduction of European models of formal education, First

Nations’ people saw education as an important tool in their interaction with

non-Aboriginal society and attempted to participate in structuring effective

education for their children (Haig- Brown, 1995, p.50).

Beginning in 1945, the provincial government introduced an open door
policy allowing students to travel off reserve to receive an education in the
provincial system. This was a departure from earlier policies of isolation and
reflects a government shift in discourse to integration.® The federal government,
responsible for First Nations, relies on provincial curricula and standards. The
provincial education system, designed for white, urban and middle class culture
and values was alien to life on reserve. Battiste (2000) suggests that for children
whose languages and cultures are different from the mainstream expectations
the education system has been a site of “cognitive imperialism” denying First
Nations people the right to exercise their own culture (p.193).

Education, or the transmission of knowledge, whether formal or informal in
structure, plays a significant role in the perseverance of a community or nation.

Education is the manner in which the worldview, practices, values and

knowledge system are transferred to subsequent generations. Education is the

® Concerns included selection of teachers, public boarding or day school selection and curriculum
(including the importance of literacy and learning viable skills)

® The Second World War forced re-examination of policies and previous treatment of First
Nations as separate and inferior was questioned. Recommendations included First Nations
integration into universal social programs. Social programs are provincial responsibility so there
was negotiation as to how financial arrangements could be developed to integrate (assimilate)
First Nations into provincial education.



principle means of teaching citizens the lessons of membership within a society
and thus preparing members for life within a society. Education provides an
important component of human development, teaching citizens important
knowledge regarding their environment, culture and intellectual heritage
(Gutmann 1995, p.60). As noted in the Royal Commission on Aboriginal Peoples,
education “shapes the language and pathways of thinking, the contours of
character and values, the social skills and creative potential of the individual”
(1996, Volume 3). The effectiveness of education is measured by how well
citizens are prepared for their roles within society and course curricula is
culturally constructed, grounded in the worldviews, beliefs and norms of those
who conceptualize and teach the curricula (Ball, 2004). Battiste (2000) argues
that through the education system, since there in no single culture in Canada,
those in power use education to affirm the social and political status quo.
Western society typically uses schooling as a core institution for preparing
citizens.'® In British Columbia, at the age of five it is compulsory for children to
enter the formal education system. While family and other social forces also
influence children, from age five until their late teens it is expected that children
spend a large portion of their day in classrooms learning curriculum approved by
the Ministry of Education. As such, the formal education system is a compelling
presence in the lives of all citizens of British Columbia, including First Nations,
and is a significant contributor to the manner in which each citizen envisions their

connection to others in society, or social imaginary as termed by Taylor (2004)."

"% First Nations children in BC are now also required to be enrolled in the BC school system.
" The concept of Social Imaginary is discussed in greater detail in Chapter 3.

9



Battiste (2000) indicates, “public schooling has not been benign. It has been
used as a means to perpetuate damaging myths about Aboriginal cultures,

languages, beliefs and ways of life” (p.194).

1.2 The Current Situation of Aboriginal Education

Despite the historically damaging impact of the school system, Carrier
parents reflect the same aspirations as all parents in terms of having their
children graduate and go on to university (Holyk & George, 2003). The Lake
Babine Community Needs Assessment (2003), designed to determine the social
service needs of Lake Babine peoples, sheds light on the fundamental
importance of education to the Lake Babine members. High school graduation
was very important to 93% of the respondents, 3% said it was important, 1% said
somewhat important and 3% did not answer'? (Holyk & George 2003, p.27). The
vision of the members who took part in the survey is for the younger generation
to lead the Nation to become independent and self-sufficient. They believe
educated youth will be better equipped to help their Nation, including less
fortunate members. Participants also saw the importance of post-secondary
education as very significant. Eighty-nine percent of respondents said that post-
secondary education was very important, 7% said it was important, 1% said it
was somewhat important and 2% had no answer (p.28). Respondents felt that

continuing to gain education beyond high school would improve the quality of life

"2 This research asked questions of 100 Lake Babine community members, a Carrier First Nation,
through structured questionnaires.

10



for children and all people in the future. They also reflected the need for more
professionals in the community and viewed education as the manner to achieve
this goal.

While there have been broad changes in First Nations education over the
past 30 years, the achievement gap in education between First Nation and other
Canadian students still exists. As noted by Ungerleider,

Canadian public schools have failed the majority of

Aboriginal students. Their success rates are much lower

than those of students from other backgrounds. Significantly

fewer Aboriginal students graduate than do non-Aboriginal

students and those who graduate have too often been the

recipients of an inferior education. Aboriginal students attend

post-secondary education at about half the rate of non-

Aboriginal students (2003, p.143).

Current education policies fail to realize the parity of First Nation
achievement in education compared to other Canadians. The majority of
Aboriginal youth do not complete high school and they leave the school system

without the requisite skills for employment.™

As a result, rather than nurturing the
individual, the schooling experience typically erodes identity and self-worth (Watt-
Cloutier, 2000).

School District No. 91, one of the two districts in which Lake Babine
Nation is situated, is a reflection of the lower success rates experienced by

Aboriginal students. As of the 2005/06 school year, 30% of the total student

population was Aboriginal and 868 students had Indian status and belonged to a

3 The Royal Commission on Aboriginal Peoples also notes that students leave without First
Nations’ language or cultural knowledge of their people.

11



specific Carrier First Nation (School District No. 91, 2006)." As noted with the
general trend of Aboriginal education, in 2005 the school completion rate for
Aboriginal students, while continuing to improve since 1996, was still low at
43% —compared to non-Aboriginal completion rates of 72% during the same
period (p.7). Students of Aboriginal ancestry in the district achieve at lower rates
than non-Aboriginal students in Grade 4 and 7 numeracy as well as reading and
writing, '® the areas noted as indicators of achievement for the Ministry of
Education. With only a snap shot provided through quantitative statistics there is
no analysis as to why this is the case. Additionally, without knowledge of how the
parents view assessment and assessment outcomes, it is difficult to determine
how meaningful such statistics are to the community and how important the

community feels it is to change such indicators.

1.3 Assessment

A reduction in the gap between the general student population and First
Nations in areas including literacy, numeracy, and school completion requires
action on a number of fronts. Assessment is an important area for further study
because information provided in such assessments guides direction of teachers
and administrators in their performance plans and can have a direct impact on

the community’s engagement in educational efforts. There are two main

' In British Columbia an Aboriginal student is anyone who self identifies as being of Aboriginal
ancestry.

'*In 1996 the completion rate for Aboriginal students was 21.1%.

'8 2005 scores for those meeting or exceeding standards: Numeracy Grade 4 (58%), Grade 7
(51%), Writing Grade 4 (74%), Grade 7 (63%), Reading Grade 4 (49%), Grade 7 (37%).
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purposes of assessment, assessment on a student level and assessment on a
system level (Laitsch, 2005). Teachers and administrators use assessment at a
student level to evaluate and improve instruction and student performance.
Administrators use system assessment to measure system performance and
improve the education system, including educator performance at a school,
district and provincial level (Laitsch, 2005). Within this research, | kept the term
assessment open to interpretation by parents asking questions of a systemic
nature and classroom student level to gain parent perceptions of various types
and levels of assessment. Questions included examination of parents’ views of
the role of school, determining success in school, Foundation Skills Assessment,
provincial comparison of students as well as specific questions regarding
information received, knowledge of classroom assessment, and strategies used
to check student progress.

Student assessment provides feedback regarding student performance in
order to inform professionals and parents about the progress of their children and
the effectiveness of educational programs and as such teachers use a variety of
assessment methods for gathering the information they need to assess,
evaluate'” and report on regarding student learning (Ministry of Education, 2000;
Ungerleider, 2003). Achievement is typically gauged through performance
indicators that describe and analyze key aspects of schooling. Indicators have
three basic functions. First, they assist in evaluating and monitoring student

performance by providing an at-a-glance indication (measurement) of student

"7 Assessment is generally used to refer to all measurable activities teachers use to determine
student knowledge and skills whereas evaluation is typically used to determine the value of
programming.
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learning (Hulpia and Valcke, 2004 ). The second basic function is communication
- indicators help to inform stakeholders about the state of student learning and
the education system in general. Lastly, indicators provide standardization by
illustrating to what extent the situation deviates from established benchmarks,
standards or goals (Hulpia and Valcke, 2004). This research provides insight
into the importance of assessment functions, particularly communication between
parents and teachers.

On a day-to-day basis, teachers use classroom assessment as an
information gathering device. Classroom assessment methods include such
activities as questioning, homework, projects, lab work, journals, tests and
quizzes (Laitsch, 2003). The results of classroom assessment are not
generalizeable beyond the context of the classroom but do provide immediate
and detailed feedback to teachers and students regarding how effectively
students have learned subject matter (Laitsch, 2003). Teachers use each method
depending on the purpose and intended impact of the learning opportunity. The
range of assessment tools has expanded improving opportunities for
communication with stakeholder and parents within the public school system
(Ungerleider, 2003). As noted by Laitsch (2005), “educators argue for the use of
multiple measures in evaluating students—so that a more complete picture of the
student can be generated” (para.8).

A key component of assessment in the modern education system focuses
on testing. According to Ungerleider (2003), “teachers use tests to assess

student learning and the success of their teaching. Tests are also used to
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motivate students to learn prescribed material and to make sure that all of the
students in a school or district at a particular grade level have achieved common
outcomes considered important” (p.249). Norm-referenced assessments are
aimed at determining how well students perform in relation to one another.
Criterion- referenced assessments are primarily used to test an individual
student’s knowledge of information deemed appropriate for the students taking
the test (Ungerleider, 2003). Criterion reference tests typically include tests and
quizzes performed by teachers in order to determine whether a student has
learned desired curriculum.

Volante (2006) affirms the mixing of large and classroom-based
assessments as a method of supporting or challenging the limitations of each
method. Another advantage of this utilization approach is that it leads to
improved student retention rates.'® Systems that rely on multiple measures such
as portfolios, performance assessment, grades in courses tied to provincial
standards, and student exhibitions of learning tend to maintain higher and
steadier rates of graduation as opposed to test-only graduation systems

(Volante, 2006).

1.4 BC Context
The Provincial government requires schools to report regularly about
student progress to parents. School Districts'® administer public schools under

the School Act (1996). The Minister, through the School Act directs learning and

'8 \iolante argues over-emphasis on high test scores as pre-requisites to graduation have the
unintended result of pushing students from the school system.

"9 School District No. 91 in particular.
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assessment in provincial schools through Orders outlining the responsibilities of
schools. For example, the School Act defines assessment and provides
guidelines for Board responsibilities as well as duties in the administration and
completion of assessment. The Ministry of Education also provides a set of
standards (success indicators) for reading, writing, numeracy and social
responsibility designed to help teachers improve their in class assessment of

student work.%°

Most jurisdictions, including British Columbia, provide curriculum
guidelines for teachers outlining recommended materials, instructional strategies,
and methods of assessment (Ungerleider, 2003).

In British Columbia provincial examinations count for 40% of a student’s
overall mark in examinable Grade 12 subjects (Ungerleider, 2003). For students
in British Columbia, graduation requirements begin in Grade 10 with students
completing specified courses and writing at least five provincial exams.
Mandatory exam?' subjects include English 10, Principles of Math 10,
Applications of Math 10 or Essentials Math 10 and Science 10 (which count for
20% of final mark), Socials 11 or Civic Studies 11 or First Nations 12 (which
count for 20% of final mark) and Language Arts 12, including English 12 or

Communications 12 (which count for 40% of final mark) (Ministry of Education,

2010b).

20 performance Standards are broken down by Kindergarten to Grade 3, Grades 4 and 5, Grades
6 to 8 and Grades 8 to 10.

Student progress reports are legislated Under the School Act through the Student Progress
Report Order. Outlined is the content required for Kindergarten to Grade 3, Grade 4 and 5,
Grade 6 and 7, and Grade 8 to 12.

! Students have the option of taking examinations related to specific Grade 12 level courses. Full
credit may be earned for these courses whether or not the related provincial examination is
taken. If students choose to write these exams, results will count for 40% of the final course
mark. Many Post-Secondary institutions continue to require students to take exams for all
provincially-examinable courses as an entrance requirement.
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Important to this research, and described in greater detail in Chapter 2, is
the Foundation Skills Assessment, first administered to children in Grade 4. The
Foundation Skills Assessment is an annual province-wide assessment of
students’ academic skills. The skills tested are linked to provincial curriculum and
performance standards, designed and delivered by teachers, and administered
each year to Grade 4 and 7 students in public and provincially funded
independent schools. The main purpose of the assessment is to evaluate how
well students are achieving basic skills (criterion referenced) in reading
comprehension, writing and numeracy (Ministry of Education, 2008b). According
to the Ministry of Education, Foundation Skills Assessment reading scores are a
reliable predictor of a student’s likelihood of completing school on time (Ministry
of Education, 2008b). The Ministry of Education reports results of the annual
Foundation Skills Assessment at the provincial, district, school and individual
student levels enabling school districts to provide support for students through
early intervention and inform teaching strategies for subsequent years and
provide feedback to districts for regional and local improvement. Foundation
Skills Assessment scores do not count toward student grades.

With lower success rates of First Nations students and recognition at a
provincial level to improve the education outcomes of First Nations students,
Districts track Aboriginal student progress, including information linking students
to particular First Nations’ communities. The tracking includes both information

from standardized tests such as Foundation Skills Assessment as well as local
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measures defined in Aboriginal Education Enhancement Agreements and Local
Education Agreements.

Aboriginal Enhancement Agreements, which evolved from a Memorandum
of Understanding signed in 1999%2, are agreements between a school district,
local First Nations, and the Ministry of Education designed to enhance shared
decision making and goal setting in order to improve education outcomes of First
Nations students (Ministry of Education, 2010a). Agreements also recognize the
importance of First Nations culture and language and require the incorporation of
the culture and language of the local First Nations where the district is located.
The Nechako Lakes School District No. 91 Agreement includes such goals as:
improved relations between the district and local Aboriginal communities and
parents; improved literacy and numeracy and graduation rates; improved
attainment rates of Dogwood diplomas for Aboriginal students and increased
student and public awareness of Aboriginal languages and cultures. The
performance indicators associated with parent satisfaction with school-home
communication, a major component of this research, are addressed in detail in

Chapter 5.

1.5 Involving First Nations Parents in their Children’s Education
The provincial government has recognized the need for improved First
Nations outcomes in the school system throughout the province (Ministry of

Education, 2008c). However, the involvement of parents in the assessment

2 The Memorandum of Understanding was signed by the Chiefs Action Committee, the Provincial
Education Minister, the Federal Minister of Indian and Northern Affairs and the President of the
BC Teachers Federation.
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process continues to be an absent component in the Ministry’s strategy to
improve outcomes. This research analyzed not only parent involvement in the
school but also the parent’s involvement in their children’s schoolwork. Research
indicates that family participation in the education of children improves the quality
and impact of schooling (Grolnick, Benjet, Kurowski & Apostoleris, 1997;
Martinez, Martinez & Perez 2004; UNESCO, 1995). Weiss et al. (2009) indicate
after-school learning, summer learning, and family involvement in learning are
major predictors of children's development, educational achievement, and school
success. Epstein (2001) and Martinez, Martinez and Perez (2004) indicate that
families from low socio-economic status benefit most from school-parent
partnerships because parents may lack academic knowledge is assisting their
children. Brady (1996) suggests that difficulties in school faced by many First
Nations’ students can be explained by low socio-economic status than any other
indicator.

While this is the case, literature suggests First Nation parents’ involvement
in the school system remains low due to some of the historical issues
surrounding parent relationships with schools and districts in the province
(School District No. 91, 2006). In addition, the number of First Nations individuals
involved in the school system as teachers also remains very low.?® This research
attempted to understand parent involvement in homework and communication
levels with their child’s teacher. If parents do not understand the tools used or do

not agree with the measures, community participation can be difficult to achieve.

2 At the time of the writing of this document there were two Aboriginal teachers in the district, one
of Carrier ancestry.
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Research indicates cooperation, shared vision and goals, frequent
monitoring, evaluation and positive reinforcement, communication between
stakeholders regarding pupil rights and expectations and parental involvement
are keys to school effectiveness (Hulpia & Valcke, 2004). The National Indian
Brotherhood document Indian control of Indian Education (1972) policy statement
marked a watershed in Aboriginal education sending a clear, unequivocal call for
local control of education by First Nations communities and parents. It highlighted
the failure of federal and provincial governments to implement appropriate
policies to address First Nations goals for education. One of the key
recommendations was local control over education, including First Nations
parental involvement in culturally based curriculum. Control, as defined in the
National Indian Brotherhood policy is defined as “the right to direct the education
of our children. It includes the freedom to choose among many options and
alternatives and to make decisions on specific issues” (Haig-Brown, 1995, p.25).
Freire (2009) suggests, “pedagogy must be forged with, not for, the oppressed”
(p.48).

The ability to choose from options and make decisions is contingent on
having information and parents must be involved in determining the education
outcomes for their children and communication with teachers and school
administrators in order to be informed. Direct involvement also includes parents
being a partner in defining education as well as education achievement for their

children.?* The UNESCO report (1995) supports the need for parent involvement

% The principle of this research, the need to define culturally appropriate indicators, is shaped by
this position.
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stating, “it is unproductive to focus exclusively on school-based programmes
when research indicates that family processes and participation in the education
of children greatly enhances the impact of schooling and improves its quality”
(p-12).

The goals of education that are embodied in assessment strategies are
defined by non-Aboriginal authorities, and while some Aboriginal parents and
communities may share these goals, it should not be assumed that they will
place them above their own goals for the education of their children (or that all
First Nations communities support the same goals). According to Pushor and
Murphy (2004), the assumption that educators must overcome is the notion that
school culture and environment are superior to home culture and environment,
particularly in marginalized communities, and that parents’ ways of knowing are
of lesser value than professional experts.

Carrier and Western systems have different ways of perceiving and
creating meaning about the world. Translation and exchange of knowledge
requires mutual acknowledgement and acceptance of what the other has to offer
(Edwards, 2007). To foster resilience at an individual and community level
multiple types of knowledge and knowledge holders are essential. Janet Smylie
(2007) argues that each type of evidence requires different approaches and skills
for assessment. Developing innovative approaches to assessment will help
rebalance the historical and current marginalization of Indigenous knowledge.
Nelson-Barber and Trumbull (2007) posit,

If in fact, the use of local wisdom, recognition of culture, and active
involvement of community are mainstays in the established standards of
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education practice in Indigenous communities (and contribute to student

success), why is this understanding not applied to the realm of

assessment? Are we confident that test developers have broad enough
understandings of Indigenous students’ ways of knowing to enable them

to construct appropriate assessments? (p.134)

The inclusion of the voice of parents and determining their knowledge and
perspective of the system also relates to another core strategy of both this
research and education in the province, creating conditions for members of First
Nations communities to become involved in the public schools their children
attend. As stated by Ungerleider (2003), “many Aboriginal parents feel
uncomfortable approaching teachers and principals about issues affecting their
children” (p.146). Past experience, whether due to residential school abuse or
experience in the public school where parents had negative experiences of being
sent to the office results in avoidance of the school, particularly if they must meet
in those same offices because their children are now the ones in trouble (LBN
Steering Committee, November 6, 2009). Often parents are unaware of their
rights involving the education of their children, such as the right to consult with
the principal or to see their children’s work and progress. Parents may also be
unaware of how tools such as assessment are used by the school and the
impacts this has on children.?

The level of education of many First Nations’ parents compared to
teachers and the culture of colonization is still a significant barrier to

communication. Negative experiences of parents within the school system,

including residential school experiences and systemic racism experienced in the

%% Both in terms of student sense of belonging but also impacts on a student’s future. The level of
parent knowledge will be examined in this research.
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post residential school era, create situations where parents are less likely to
become involved or feel empowered to advocate for their children in a system
that has historically been demeaning (LBN Steering Committee, November 6,
2009). In addition, parents who have experienced negative school experiences
are more likely to accept what teachers and other professionals claim regarding
their children without adequate justification, if the teachers consult parents at
all.?®

As noted by Freire (2009), cultural invasion has resulted in many
individuals who consider themselves inferior, which is a necessary tool of
oppression. This is the case for many parents who have been influenced
negatively for generations within the residential school system or been influenced
by systemic racism in a system that has not respected their culture or world-view.
A Lake Babine Nation Steering Committee member noted that her cohort was the
first group of First Nations students allowed to attend the non—Aboriginal school
in Granisle and were victimized daily by students and adults upon entrance (LBN
Steering Committee, November 6, 2009). The discrepancy undoubtedly results in
difficulty for parents in advocating on behalf of their children in the education
system. The inequity of input manifests in a number of ways including lack of
parent involvement in meetings with teachers and principals and lack of
understanding of their rights as parents (LBN Steering Committee, November 6,

2009).

%8 This is an area that will be researched in greater detail in the study.
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1.6 Parent Involvement and High Standards

Parent involvement in the development of indicators of success is very
important for First Nations communities because how districts determine success
will influence the e ducation students receive including the curriculum topics
deemed important. The definition of achievement focuses the attention of schools
on specific outcomes in order to improve targets in defined areas. If the indicator
of success is completion rates?’, the result may be simply reducing the challenge
and pushing children through the system in order to meet targets (Watt-Cloutier,
2000). As noted by the provincial government “the key indicator of success will
be reducing the discrepancy in high school graduation rates by 2015 between
Aboriginal and non-Aboriginal learners (Ministry of Aboriginal Relations and
Reconciliation, 2008, p.8). This is an important indicator noted by parents in this
research only if it results in graduation with a Dogwood and not a leaving
certificate.

International research reflects similar apprehension with parents from
American Indian communities alarmed that public schools often assessed and
placed their children in special needs programs (Robinson-Zanartu & Majel
Dixon, 1996). Kavanagh suggests that too often First Nations’ students are
labelled as having special needs due to inappropriate testing techniques. Thirty-
four percent of respondents, representing 55 Bands in the United States
indicated their children had been evaluated for placement in special education

(Robinson-Zanartu & Majel Dixon, 1996). While the schools believe alternative

a7 High School completion is typically the success indicator used to define how students, and thus
school districts are doing.
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classes best meet the academic needs of these students by reducing the class
size and increasing teaching time, clearly, there is at times a discrepancy
between school and parent viewpoints and additional analysis is required. This
research adds to this discussion reflecting the need to inform parents of the
assessment techniques used and continue communication so that parents are
aware of how their children are progressing in alternative or extra classes.

The knowledge of parents in providing direction to their children also
relates to provincial exams, as many students are unaware of the impacts of not
participating in provincial exams that are not mandatory. As a result, students
are not prepared for entrance to university programs because they have avoided
subjects required at a university level (P. Michell, Personal Communication
February 11, 2010). Similarly, parents who have not graduated high school
typically do not understand the implications of their child entering alternative
programs and what that will mean for the child in the long term.?® The use of
alternative schools is a contentious issue with districts arguing that intensive
remediation and support for students not succeeding in the regular school
system will improve outcomes and many Lake Babine Nation parents seeing it as
a method of removing children from classes based on ethnicity (LBN Steering
Committee, November 6, 2009).

Parents who have not completed their own education are ill equipped to

assist children in areas such as homework. This places children at a

%8 Children who have been placed in alternative programs will not have the skills necessary to
pass provincial exams necessary for university entrance. This is important from the beginning
of the education system because if a child falls behind even in grade one, with the first
assessment at grade four it will be very difficult to bring children back to standards required,
setting the child up for lower achievement throughout their academic life.

25



disadvantage systemically and practically. Bourdieu and Passeron (1977), term
this concept “social capital” asserting forms of knowledge, skills, education and
values provide an individual with advantage or disadvantage based on status
within society. The mismatch between home and school language often directly
influences First Nations students’ achievement in literacy and numeracy placing
children at a disadvantage when those skills and knowledge are the focus of
testing (Klenowski, 2009). %

Helin (2006) argues for a focus on educational achievement that is
demanding of children in order to reduce the sense of failure that occurs through
watering down programs or segregating children. This argument supports the
parents of the Lake Babine Nation who call for completion of Grade12 as well as
successful completion of core subjects. According to Helin (2006) “given the right
environment, it is evident that kids, whether Aboriginal or otherwise, respond to
high academic expectations placed on them with results” (p.213). Watt-Cloutier
(2000), argues, “the watering down of programs, the lowering of standards and
expectations is a form of structural racism that we must make every attempt to
stop” (p.115).

In some communities, academic standards and rigour have been lowered
in the name of respect for the “different learning styles” of Aboriginal peoples or
in order to meet targets set (p.115). As an example, Helin cites the
Grandview/?Uuquinak’uuh Elementary School in East Vancouver, which is

roughly 50% Aboriginal and demonstrated a considerable improvement on the

* A one example, in 2005 only 20% of Aboriginal students took the Grade 12 English Exam and
5% participated in the Grade 12 math final exam. This will have implications for university
entrance.
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Foundation Skills Assessment between 2001 and 2004 by focusing on shared
vision for academic success. In 2001 only 22% of Grade 4 students passed the
reading test, 63% passed writing and 42% passed numeracy (Helin, 2006,
p.212). The school avoided culturally centred curriculum that segregated
Aboriginal students focusing instead on creating an atmosphere of success.
Some of the key elements denoted in creating a learning environment included
high expectations, focus on academics, early literacy programs, regular
assessment and strong parent and community support (p.214). By 2004, 88% of
Grade 4 students met or exceeded expectations in reading, writing and
numeracy (Helin, 2006). It is useful to set high goals for students and ensure
students are encouraged to meet those goals. Research supports the East
Vancouver example indicating there is a strong correlation between teacher
expectations and student achievement (Rampal, Singh & Didyk (1984) cited in
Kavanagh, 1998, p.80). In addition, failure to develop literacy and numeracy skills
during primary school related to a disproportionate number of Indigenous

adolescents not attending school (Mellor & Corrigan, 2004).

1.7 Final Remarks

There is a considerable amount of information available to direct
educational policy at a macro-level but community specific research is limited
(Hulpia & Valcke, 2004). The assessment tools used, even those of School
District No. 91, while providing important information in specific areas, do not

reflect the complete picture of community needs. Beyond the narrow scope of the
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research, there are philosophical issues in how assessment is conducted when
working with First Nations’ communities. Research that focuses in-situ, or within
a particular culture, is much more appropriate to First Nations conceptions of
knowledge (Berkes, 1999). Methods of Indigenous knowledge generation and
application are participatory, community based, experiential, and reflective of
local geography (Smylie, Martin, Kaplaan-Myrth, Steele, Tait, & Hogg, 2003).
First Nations communities have argued against pan-Indian models that do not
reflect group differences in the knowledge utilization process. Lafrance (2000)
argues that while careers require knowledge provided by the sciences and
mathematics, comprehensive education must not displace the values and
knowledge of First Nations peoples.

In most school effectiveness research there is an over-reliance on large-
scale quantitative research and positivist epistemology at the peril of more
detailed qualitative methodologies (Thrupp, 2001). As such, Ministry-derived
standards often neglect the social situations of parents, diversity of school aims
and community perceptions of achievement. Parent feedback at a community
level regarding performance of students, classes and schools is an integral
component of assessment that will guide the improvement of processes at a
micro (community) level (Hara & Burke 1998). Large- scale testing results in a
narrow focus of achievement and defines educational success only in terms that
can be quantifiably measured (Morley & Rassool, 1999). The result is that we
know First Nations children are achieving at a lower rate than non- Aboriginal

children but this information does not explain why this is the case. As noted by
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Ungerleider, 2003), “large- scale testing schemes do not by themselves improve
the performance of students. Without making sure that a large number of other
factors are present, it would be unrealistic and unsound to embark upon such
assessment. The use of large- scale assessments to inform changes at the
school and classroom level must address the aforementioned obstacles and
challenges” (p.263).%°

As has been demonstrated throughout the history of interaction between
the Canadian governments and First Nations, working in isolation within the
perspective that external researchers and policy makers know best without
involving those directly affected, is ineffective. Allowing parents control over the
development and maintenance of their children’s education is an important step
for all parties. There remains a lack of understanding of parent’s understanding
of assessment and the perspective of First Nations parents remains limited within
the literature creating an important area for dialogue.

This research, through qualitative methods outlined in Chapter 4, invited
parents to address the complex interplay among community, school, class and
individual factors affecting what children learn (Ungerleider 2003). In doing so, a
secondary goal is to raise awareness of the importance of assessment and
strengthen the role of communities and families in children’s education. As noted
by Martinez, Martinez and Perez (2004), traditionally families have been left out
of the assessment process despite parents’ awareness of the needs of their

children. The research process will create a grass roots approach in which

% While all schools are required to use the FSA, and report the results at the school and district
level, most schools also use a variety of school-wide literacy and numeracy assessments to
learn more about how students are doing with regard to specific literacy and numeracy skills.
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stakeholders are actively involved in implementing improvement strategies. The
research adds to the field of assessment by shedding light on parent knowledge
of assessment and involvement in their children’s education as well as providing
some suggestions for better practice in Aboriginal education. The research
contributes to ongoing consideration of partnerships between parents and
teachers when developing and administering and analyzing student assessment
(Martinez, Martinez & Perez, 2004).

The structure of the dissertation in addressing parents perceptions of
education and assessment are as follows. Chapter Two provides a brief historical
overview of assessment and the political and social movements during varying
eras that have influenced assessment. The discussion provides context for the
perceptions of Lake Babine parents regarding assessment. It also assists in
explaining how First Nations, as people on the margins, have been excluded
from the assessment process and thus their views of what is important for their
children to learn have not been included in methods or curriculum.

Chapter Three addresses the colonization process and its impacts on the
social imaginary of the Lake Babine Nation. The forming and reforming of Lake
Babine social imaginary due to the influence of other societies and the
reconciliation of the colonization process provides an important lens for
addressing contemporary Lake Babine society and parents’ understanding of
education and assessment. The multiple social imaginaries present in community

are reflected in the research findings in Chapter 5.
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Chapter Four provides an explanation of the methods used in the
research. The methods exemplify how research should be conducted in First
Nations communities and reflects the overall theme of the research that First
Nations should be included in all decisions affecting their nations.

Chapter Five presents the findings of the research. Within the chapter, |
share the voice of parents by providing their understanding of a number of
concepts including definitions of education and assessment. Chapter 6
concludes the dissertation by discussing the key findings of Chapter 5 and

providing recommendations and implications.
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2: CHAPTER TWO: ASSESSMENT IN HISTORICAL CONTEXT

The transmission of knowledge and the mechanisms for assessing what
students have learned (education) can be seen as a cyclical process in virtually
all cultures. It begins with the premise, whether conscious or unconscious, of
what members need to know and the method for conveying this information, both
of which are embedded in the community’s worldview. Knowledge transfer also
includes an approach for determining if the learner has acquired the information.
This process, often termed assessment, determines learning through a variety of
strategies from informal observation to formal examination. The word
assessment comes from the Latin “assidere,” which translates “to sit by one’s
side” (Wiggins, 1993). The process is cyclical in that the knowledge provider and
student continually engage in the process to determine what the student has
learned and what information requires further explanation.

The assessment process can be conscious and unconscious, however, for

the purposes of this research | focus on the process of measuring, documenting
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and reporting student understanding, knowledge and skills attained in British
Columbia Ministry of Education delineated curriculum. While a historical overview
of assessment could be a dissertation topic on its own, it is important to this
discussion to provide a brief historical overview of assessment, particularly the
influence of large-scale assessment and the imposition of Western concepts of
assessment as it shapes the perceptions of Lake Babine parents regarding
assessment and testing.

Historical, social and political systems influence parents understanding
and views of the role of education and assessment within the school system.
Assessment is inherently a social and political event, as reflected in the historical
and contemporary use of assessment tools both internationally and specifically in
British Columbia. Members of the Lake Babine Nation are influenced by the
larger social debate regarding what children should know and how what they
know should be assessed. It is clear from discussion with the Lake Babine Nation
Steering Committee guiding this research that the current influence of large-scale
assessment has entered their consciousness when talking about assessment.
The steering committee wanted the term assessment replaced with test or testing
when speaking with parents, as they believed this would be the term parents
knew. There was considerable dialogue regarding this point as testing is just one
facet of assessment and | did not want to narrow the scope of the question solely
to tests, as there are many forms of assessment available. *' However, testing

pervades both Western and Lake Babine cultures alike through mediums

¥ As seen in chapter 4, parents also use the term test more often than assessment in the
interviews supporting the suggestion by the LBN Steering Committee that this is the term
parents recognize.
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including schools, media and trivia-based leisure activities. There is a general
perception that tests indicate achievement and are a legitimate means of
determining who succeeds and who fails, and, while some parents challenge the
validity of testing, they are still proud when their child improves on a spelling test.

The means of assessing student achievement - including instruments,
rationale and formats - have changed over time reflecting broader social and
political epochs. Assessment informs societal goals for education in relation to
what the government, guided by public and economic pressure, deems important
knowledge for students. In terms of assessment, public confidence in the
education system has specific consequences for policy. Reporting standard
performance measures reassures the public that the government monitors the
education system and maintains efficient use of public funds (Volante & Ben
Jaafar, 2008). In addition, the government, when challenged by the public
regarding education, favours poll sensitive reforms such as standardized testing
and shifts in curriculum standards in an attempt to satisfy public confidence
(Guppy & Davies, 1999). The easiest goal to implement is directly measurable
standards, typically through manipulation of standardized tests (Hillocks, 2002).
Linking politics and education further, Hillcocks (2002) indicates, “when the
demand for testing is made law, someone has to decide what the tests will
examine, what the content of the subject matter is, and what part of that subject
is legitimate for testing” (p.16). Just as curriculum development is a political

process, determining what will be included in assessment is also political
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(Shepard, 1989). Canada attempts to balance the standardization of assessment
with the concept of diversity within the nation (Volante & Ben Jaafar, 2008).

In Canada, while each province is responsible for education and thus
assessment, approaches to large- scale assessment reflect the global trend that
urges educational reforms through accountability measures (Ben Jaafar &
Anderson, 2007). In Canada, the historical use of large- scale assessment
continues to increase. Every province and territory in Canada, with the exception
of Nunavut, administers some form of mandated large-scale assessment
(Volante & Ben Jaafar, 2008). A provincially mandated school system means that
there are different curricula in each of the educational jurisdictions and
subsequently a different criterion-referenced assessment. However, Canada still
has a role and attempts to verify its global position within education by
participating in various international large- scale assessments. According to
Volante and Ben Jafar (2008), the assessment process in Canada embraces a
common standard for assessment despite 13 independently governed
jurisdictions. The assessment process attempts to satisfy Canadian citizens that
action is being taken at a local, provincial, national and international level,
preparing students to compete worldwide.

The democratization of education has also changed the role of
assessment with public demanding access to education and standardized
outcomes for all students. Allowing access to education for all is important within
discussions concerning First Nations because it also parallels human rights

movements designed to be inclusive of all peoples in accessing services such as
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education. For First Nations, this also becomes complex because inclusion has
been associated with policies of assimilation imposed by provincial and federal
authorities. It was with amendments to the Indian Act, in 1951, which coincides
with examining human rights on a global scale post World War Two, that the
Federal government altered policy of segregated education for First Nations
children allowing attendance at public schools. Groups questioned previous
treatment of First Nations as separate and inferior and there was a move towards
increased assimilation, termed integration.

The present assessment culture in British Columbia is a legacy of early
Western societies and practitioners have adopted assessment procedures of the
past into the mass education system of the present. Testing developments in
British Columbia have been similar to initiatives elsewhere in the western world.
Assessment, even in the early stages of Western Education, was a reflection of
political and knowledge systems of the day and played a key role in shaping
curriculum and determining readiness or selection for occupations. Before the
beginning of the twentieth century, many of the motivations and procedures that
characterize assessment today were already present (Wilbrink, 1997). Large-
scale assessments since their inception have typically been used as
accountability mechanisms serving broad societal and political goals and large-
scale assessment is well entrenched in government practice within the province
of British Columbia. It represents a key feature of organizational structures and
practices of public school over time, well beyond recent recognition and debate

(Raptis & Fleming, 2006). Politically the government of British Columbia has
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generally been interested in assessment of group learning, largely dependent on
large-scale student assessment, for promoting accountability of public schools,
rather than the assessment of individual learning, which officials view as the role
of the classroom teacher (Raptis & Fleming, 2006). As such, provincial large-
scale assessment programs originate in legislation, which sets out the academic
areas to be tested and the grade levels for the tests to occur (Hillocks, 2002).

In terms of accountability, large- scale assessment in British Columbia
tends to have high stakes consequences for students rather than teachers or
administrators (Volante, 2006). Teachers and administrators may feel pressure to
improve test scores, particularly when scores are published or schools are
ranked, and teachers may be required to develop an improvement plan
submitted to administrators but there is rarely official sanction (Volante, 2006). As
well, no bonus or merit pay incentives are attached to improved test scores, as is
the case in other countries. The high stakes for students are reserved for upper
divisions, where assessment results may count as a percentage of the final
marks for graduation. In the lower grades, including Grade 4, large-scale
assessments do not have direct consequences for students and are intended to
be used for improvement purposes rather than passing a grade or graduation.

An area of consistency has been the divide between government-initiated
large-scale assessment and teacher-implemented classroom based assessment.
Large- scale assessment creates a system where instruction is the responsibility

of the teacher and assessment is the responsibility of experts who use elaborate
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measures for test development®* (Dochy & McDowell, 1997). The work of experts
regarding assessment started largely due to demand for objectivity and fairness
in assessment through standardization. It fits with the scientific paradigm of
external observers viewing an object from outside as a scientist does using a
microscope. However, educators have also used assessment as a political tool,
accepting the scientific methods associated with assessment to increase
professional designation, particularly beginning in the 1920s, and for challenging
methods that threaten autonomy throughout assessment periods.

On a national and international level, examinations are used to assess
what students have learned in common areas of curriculum in order to gauge
levels of performance nationally and internationally for comparable age groups.>?
Beginning in 1993 the Council of Ministers of Education Canada established a
national testing program known as the Student Achievement Indicators Program
(SAIP). SAIP consists of tests administered to Canadian students from 13 to 16
years of age in mathematics, reading, writing and science (Ungerleider 2003).

Canada also participates in international assessments of student
achievement including the Programme for International Student Assessment
(PISA). The PISA assesses the performance of 15 year-old students in over
6000 schools across 32 countries in reading, mathematics and science literacies

using common tests (Marks, 2006).

%2 |n recent years the Ministry of Education has involved teachers, as experts, in the development
of tests in an attempt to connect teaching and large-scale assessment.

% While the majority of national and international examinations are at the post secondary level, it
is important to note their use as well as the fact that it is important to prepare students from a
young age so that they do not fall behind prior to partaking in provincial, national or
international exams.
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2.1 Assessment and Indigenous Students

The policies and practices of educational assessment have not met the
needs of First Nations students (Nelson-Barber & Trumbull, 2007). Historically,
curriculum and assessment has imposed a Western worldview on First Nations
people with the implication that the imposed worldview is superior (Battiste,
2000). Klenowski (2009), in discussing the lower performance rates of Australian
Indigenous students, argues that improvement is more than an equity issue and
must be addressed pedagogically and in terms of assessment practice.
Research from Canada, the United States, New Zealand and Australia affirm the
connection between cultural continuity and education outcomes, and call for new
assessment practices that link to culturally responsive pedagogy (Gould, 2008;
Harris, 2009; Hickling-Hudson & Ahlquist, 2003; Klenowski, 2009; Pewewardy,
2002; Robinson- Zanartu, 1996; Sheilds, 1997; Svihla et al., 2009).

Assessment is a cultural process associated with assumptions about how
it should be conducted and how students should participate (Nelson-Barber &
Trumbull, 2007). In some cases, assessment policy interferes with attempts to
make assessment appropriate for First Nations learners by driving curricular
change, rather than measuring learning in an equitable manner (Klenowski,
2009; Nelson-Barber & Trumbull, 2007). Researchers have indicated the
negative impacts of curriculum that does not reflect First Nations cultures and the
role of assessment in perpetuating such biases (Battiste, 2000; Bordeaux 1995;
Klenowski, 2009; Nelson-Barber & Trumbull, 2007; Robinson-Zanartu & Majel-

Dixon, 1996; Kavanagh, 1998). Control of history legitimizes the social structure
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and the decisions of those who are writing the accounts. From first contact,
European writers distributed negative characterizations of First Nations
throughout the European continent in order to justify expansionism (Klug &
Whitfield, 2003). Writers portrayed First Nations as lacking culture and Christian
morals, rationalizing the Western duty to save indigenous peoples. The negative
characterization continued through generations entering the curriculum of the
school system. Materials used in school reveal that while the majority of events
depict the European viewpoint, a large number of historical events were not even
recorded, diminishing the role of First Nations in Canadian history. The message
sent to children through such materials is that they no longer exist, having no
future in current societies (Klug & Whitfield, 2003, p.280). Taylor argues through
omission those excluded receive a demeaning picture of themselves as though
creativity and excellence is solely a Western male endeavour (1994, p.65). He
continues, “enlarging and changing the curriculum is therefore essential not so
much in the name of broader culture for everyone as in order to give due
recognition to the hitherto excluded” (Taylor, 1994, p.66).

Assessment plays a large role in the lack of integration of culturally
appropriate curriculum. Assessment is directly associated with education
standards and the determination of school effectiveness, based on narrowly
defined core subjects, and plays a large role in promoting teacher focus on
largely Western forms of knowledge. Even if there is recognition of the need for
inclusion of First Nations culture in curriculum, not including culture as a core of

assessment sends a subconscious message to teachers who typically prefer
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formula-based methods or rely on principles and formats of large-scale testing
when they construct informal assessments (Nelson-Barber & Trumbull, 2007).
The culture created under longstanding testing policies and practices
communicates to teachers that programs created outside of the standard rubric
are less valuable than rigorous coursework of the mainstream educational
program, thus limiting their inclusion in the classroom (Klenowski, 2009).
Shepard (1989) indicates, “researchers have found ample evidence that testing
shapes instruction” (p.5). A statement made by Principal Krause, from BC,
reflects the perception of culturally centred curriculum when she suggests
curriculum based on Indigenous principles is “long on cultural sensitivity, self-
esteem and hugs, but very short on literacy” (quoted in Helin, 2006, p.213). With
the pressure to meet targets, schools often view programs related to culture or
language as add-ons or supplementary.

Despite improvements in materials and curriculum, educators often do not
write texts and design learning environments specifically for First Nations’
students resulting in a cultural gap between the home and school. Curriculum
guides for public schools now address inclusion of First Nations’ culture in
materials. However, educators have typically not fully incorporated Indigenous
culture in the curriculum nor have they integrated parental involvement into the
broader educational decisions made in schools (Robinson-Zanartu & Majel-
Dixon, 1996). Shifts in pedagogy must be holistically driven and focused on local
wisdom and recognition of culture and worldviews as main components of

standards of educational practice in First Nations communities (Nelson-Barber &
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Trumbull, 2007; Reyhner, 1992). True integration does not rely on one-time
activities, or "add-on" units, it employs materials from the child's culture and
history to illustrate principles and concepts (Hilliard, 1991/92).

Determining what will be included in assessment is a political event
associated with culture-based assumptions (Nelson-Barber & Trumbull, 2007;
Shepard, 1989). Learning and assessment are socially negotiated and
embedded within cultural communities that have different views regarding the
nature of learning and valued knowledge (Klenowski, 2008). Nelson-Barber and
Trumbull (2007) argue “those who are not members of [privileged] groups, and
have different experiences and values, will be affected by those assessments
developed using the perspectives of those with power” (p.85). Without changes
to assessment and curriculum in unison, standardized tests, in effect measure
how well First Nations’ students learn curriculum deemed by the larger society to
be appropriate but may not necessarily reflect parent’s views of what their
children should know.

Standardized tests go through a consensus building process where teams
of curriculum experts and teachers agree to the content of the tests (Shepard,
1989). First Nations are typically under-represented in the rank of expert and
teacher and as a result, the learning needs of First Nations people are under-
represented in standard tests. In addition, content analysis is completed to
ensure test objectives are well matched to widely used textbooks. While
educators have made efforts to increase First Nations content in text books, and

remove content that is offensive to indigenous peoples, the content is still not
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significant enough to represent First Nations, particularly the geographic,
linguistic and cultural diversity that exist (Nelson-Barber & Trumbull, 2007).

Procedures to develop standardized tests can also have a homogenizing
effect, limiting depth of content in order to reach the breadth of material covered.
As a result, cultural content is reduced to a few questions on an overall exam.
Similarly, test construction is constrained by emphasis on basic skills needed to
move forward, often excluding the full range of important instructional objectives
(Shepard, 1989). Stiggins (1997) found that similar issues are reflected in
classroom assessment where teachers often use formats of standardized testing
when constructing their own informal assessment.

As noted by Nelson- Barber and Trumbull (2007), “given the longstanding
detrimental effects of testing policies and practices on the educational outcomes
of countless Indigenous students, finding ways to minimize testing biases and

reveal students’ strengths is a high research priority” (p.132).

2.2 Eras of Assessment in British Columbia

Raptis and Fleming (2006) note that since large- scale assessment of
student learning began in 1876 in the province of British Columbia there have
been four specific testing eras. The First era of assessment (roughly 1876-1924),
began in order to determine who had gained knowledge and skills needed to
move beyond primary education. The Victoria High School, which opened in
1876, was the only institution of higher learning in the province. The provincial

government required a system of determining who was appropriate for admission
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and followed the lead of other Canadian provinces, particularly Ontario, and
implemented its first large-scale examinations (Raptis & Fleming, 2006). The
high school entrance exam consisted of problem solving and open- ended
questions requiring students to use subject matter to make connections and
support solutions within the subjects of arithmetic, spelling, grammar and
geography. For admission, the evaluation guidelines required at least 30%
knowledge attainment in each subject, with exception to grammar, which was
determined to be foundational to all further study and thus required 50% (Raptis
& Fleming, 2006). The assessment was elitist, using assessment instruments to
select limited numbers of individuals to continue their studies and enter
professions of teaching, law and medicine. No such measures were created for
northern British Columbia or rural communities at this time.

The concerns of educators raised during this period are similar to those
noted today including the pressure felt to teach only information contained on
exams. The pressure from government and others placed on the assessment
results created a system where unprepared students were excluded until
teachers were reasonably sure they could pass. Still, the average pass rate over
the era was roughly 55% (Raptis & Fleming, 2006). The exams were successful
as sorting mechanisms, illustrating what students did not know and used to
exclude individuals from high school, and as a result admission to professions,
rather than as tool for improved education (Raptis & Fleming, 2006) .

As with the social, economic and political pressure influencing assessment

in earlier periods around the world, social reformers, community leaders,
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politicians and educators during this period of history in British Columbia
challenged the structure of assessment and the impact that student inability to
pass high school entrance exams would have on the province. Leaders
challenged the focus on grammar as an unnecessary barrier to those students
who would not require linguistics for future endeavours. By 1911, pressured by
employment demands of an expanding economy, the Education Office prepared
different exams for rural and urban schools to increase pass rates and in 1918,
the Education Office regulations were eased to allow promotion to high school
based on recommendations of teachers and principals (Raptis & Fleming, 2006).
The exclusive nature of schooling and assessment shifted dramatically in
the mid-1920s when the province’s social context and views of schooling
changed. The urbanization and industrialization of British Columbia resulted in a
second phase of assessment created through demands on schools to prepare
increasing numbers of students for trade and commerce. Mandatory school
attendance laws>* resulted in increasing numbers of students who needed to be
assessed to determine their progress. Instruments used to assess student
performance changed with a shift in views of schooling and curriculum, regarded
by administrators as the tools for preparing as many students as possible with
the knowledge and skills necessary for life within an industrial economy. Mass
education was, in part, a response to the requirements for a skilled and literate

workforce (Macionis & Gerber, 2005).

* In 1920 the Canadian government adopted mandatory education to age sixteen (Macionis &
Gerber, 2005, p.521) .

45



The second phase of assessment (1925-1972) - influenced by the
modernizing of the provincial economy, promotion of greater access to education
and higher levels of learning for all citizens - focused primarily on standardized
intelligence testing as an objective measure for assigning student placement®®
(Raptis & Fleming, 2006). In addition, the department of education introduced
standardized, multiple-choice testing used throughout this era in various
subjects. The multiple-choice format used during this era differed from earlier
methods, which focused on open-ended essay style questions.

Reflecting the social and political nature of testing, particular subjects of
study have dominated the testing agenda of specific eras, determined to be
indicators of the key learning needed by students at specific times. For example,
in British Columbia from 1925 to 1972 the majority of government-administered
tests were multiple-choice with mathematics featured prominently. Since 1976,

literacy and numeracy have dominated large- scale testing as the foundation to

learning in other subject areas (Raptis & Fleming, 2006).

2.3 Intelligence Testing
Intelligence testing developed during the 1925-19723 period was highly

political and created great mistrust of testing in minority populations. The

% |t should be mentioned again that First Nations were exempted from public schools until 1951
and at this time were only allowed access when numbers resulted in the need for increased
enrollment.

% In 1905 Alfred Binet and Theodore Simon announced the development of an objective
measure capable of diagnosing different degrees of mental retardation. In 1916 Stanford
psychologist Lewis Terman released revision of Binet's work that became the Stanford-Binet test
(Becker, 2003). The tests have been used since with the fifth revision occurring in 2003 (Becker,
2003).
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American Psychological Association, in response to the debate regarding
intelligence testing during this period suggested that “research findings were
often assessed not so much on their merits or their scientific standing as on their
supposed political implications” (Neisser et. al, 1996, p.77). The evolution of
intelligence testing, while turbulent, must be considered because much of the
theory of standardized assessments evolved from work done on standardized
intelligence testing (Laitsch, 2005). Historically, institutions used intelligence tests
to establish the inferiority of non-white peoples, largely based on cultural biases
contained within the testing measures (Gould, 2008). Intelligence testing in the
education system often resulted in placing immigrant and marginalized ethnic
groups into low-level courses and vocational schools arguing they had low
mental abilities (Laitsch, 2005).

Intelligence testing has been used in other controversial ways including
the eugenics social movement of the mid twentieth century (Depew, 2010;
Laitsch, 2005; Leyva, 2009; McLaren, 1990; Roman et. al, 2009). Proponents of
the eugenics movement attached themselves to intelligence testing as a scientific
foundation used to identify individuals, including First Nations, who could be
defined as mentally incompetent on the basis of genetics (Roman et al., 2009).
Proponents of eugenics then used the information gathered from intelligence
testing as justification for the institutionalization of individuals or placing them on
basic skill tracks. During this period many countries, including Canada, enacted
eugenics policies and programs including genetic screening, promotion of racial

and genetic segregation and sterilization based on the eugenics movement. Law
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in two Canadian provinces, BC and Alberta, enforced eugenics. Alberta enacted
a Sexual Sterilization Act in 1928, creating a Eugenics Board with the power to
authorize the sexual sterilization of individuals. BC enacted similar legislation in
1933 and both provinces had the laws in effect until 1972 (McLaren, 1990). In
Alberta, at least 2822 individuals were officially sterilized while in BC the number
is unclear as records of the program were destroyed (McLaren, 1990).

Opponents of the early use of intelligence testing argue that its use in
assessment failed to account for factors including cultural bias, language and
socio-economic status when attempting to determine cognitive competence
(Gould, 2008; Klenowski, 2009; Turkheimer et al, 2003). Scholars opposed to the
intelligence testing have argued intelligence testing to be the basis for scientific
racism against marginalized groups (Croizet & Dutrevis, 2004; Cronshaw et al.,
2006). Gould (1996) states intelligence-testing supports,

the abstraction of intelligence as a single entity, its location within the

brain, its quantification as one number for each individual, and the use of

these numbers to rank people in a single series of worthiness, invariably
to find that oppressed and disadvantaged groups—races, classes, or

sexes—are innately inferior and deserve their status (p. 24).

The importance placed on scientific measurement in British Columbia
shares similar support with the rise of modern states in nineteenth century
Europe. State influence, particularly the bureaucratization of states, was critical
in assessment shifts all over Europe. Where earlier family background and
wealth were decisive in obtaining attractive government positions, merit was

becoming a key criterion. Assessment, as noted by Wilbrink (1997), played a

large role in occupational acquisition as, “examinations were the main way of
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becoming a civil servant” (p.42). With bureaucratic states basing systems on
meritocracy, the marking system shifted to reflect changes and objective
assessment based on competitive examinations gained favour. In addition, the
curricula itself was changed as objectivity demanded curriculum content be
narrowed and adjusted to make objective assessment feasible (Wilbrink, 1997).

In British Columbia, various groups supported standardized assessment
instruments for social and professional reasons. Educators supported the
scientific approach of standardized testing as a means of raising professional
status by linking education to scientific enquiry. Educators and researchers
viewed the adoption of a program of standardized testing as a more accurate and
objective assessment of students’ academic abilities, ranking standardized tests
as the pinnacle in the hierarchy of tests. Administrators also supported
standardized intelligence testing as an objective means for ensuring teachers
followed curriculum at all grade levels. In addition, the use of standardized tests
allowed for comparison between schools, increasing public awareness of testing
results and challenging performance based on tests rather than other social
factors. Governments provided data regarding provincial and district averages so
that educators and the public could compare their school’s results with other
districts, including rural and urban schools as well as schools in other countries
using standardized exams (Raptis & Fleming, 2006).

The idea of objective measurement is reflected in teaching and learning
models of the era. Science attempts to understand the entire universe by

reducing all of the mysteries of the universe into a finite set of laws (Knudtson
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and Suzuki 1992). It is the responsibility of educators to teach students those
laws in an objective manner. In mainstream education, proponents view culture
as something separate from learning and from relationships. This attitude is the
result of the Western reductionist worldview, which tends to compartmentalize
and categorize life and institutions including learning (Robinson-Zanartu & Majel-
Dixon, 1996). The principle of philosophical realism premised on the argument
there are universal truths outside of individuals and independent of their thoughts
that individuals can study empirically, pervades the school system. The teacher
is an objective individual responsible for presenting facts.

The dominance of normative tests reflects the form of subject matter and
teacher’s beliefs regarding the nature of evidence and principles of fairness
(Shepard, 2000). Standardized assessment methods are consistent with
theoretical frameworks closely aligned to scientific measurement; assessment is
an official event separate from instruction. The methods of assessment include
recall, completion, matching and multiple choice questions designed to measure
specified ideas within curriculum through formula-based methods designed to be
objective (Shepard, 2000). Traditional views of testing, curriculum and teaching
reflect the view that learning occurs by accumulating bits of knowledge and
precise standards of measurement are required to ensure mastery of each skill at
the desired level. Teaching and learning operate under the same model as the
factory assembly line. Learning is sequenced and hierarchical and tests are
frequent to ensure mastery prior to moving on to the next objective (Shepard,

2000). In this method, schools require students to learn pieces of overall
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concepts, indoctrinating students with facts and memorization so they are
prepared for the future (Klug & Whitfield, 2003).

By 1972, the provincial government phased out standardized intelligence
testing, again largely as a result of changing social and political views including
heightened calls for social equality (Raptis & Fleming, 2006). The debate
regarding large- scale assessment has gained momentum since the 1970s
resulting in unprecedented calls for reform and accountability within public
schools (Berliner & Biddle, 1995). In addition, social movements of the 1960s
and 1970s challenged the validity of large-scale measures of student
achievement and the assessment of individual students as focused on White-
middle class values. Provincial governments were cautious regarding individual
rights and reported only aggregated data designed to revise education practice.
The provincial government shifted attention from individual students to the
government itself through a system of program evaluations designed to measure
effectiveness of government programs and services, including education. The
focus of assessment became informing the public about student achievement
and assisting teachers and curriculum developers in improving courses through
curriculum design, professional development and resource allocation. As one
example, the 1976 language arts assessment resulted in one-hundred
recommendations related to curriculum development and teaching strategies

(Raptis & Fleming, 2006, p.1202).
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The major assessment model of this era, initiated by the new Education
Minister in 1975, was the Provincial Learning Assessment Program (Raptis &
Fleming, 2006). The purposes of the program were to “evaluate student progress
over time, account to the public for strengths and weaknesses of the K-12
system, provide individual districts and schools with performance data, support
curriculum change and educational research, and provide management
information for resource allocation” (Raptis & Fleming, 2006, p.1202). The
program was in all provincial and public funded independent schools and with
limited exceptions, all students in Grades 4, 7 and 10 were expected to
participate (Ministry of Education, 2008a). Based on the provincial curriculum,
panels made up of 60 teachers, 20 from each grade category, determined what
knowledge and skill level students from various grades were expected to obtain
(Ministry of Education, 2008a). The children were assessed relative to provincial
standards and expectations set by the panel. With the exception of reading and
writing, the Provincial Learning Assessment Program focused primarily on
multiple-choice as the most frequently used format to determine subject

knowledge.

2.4 Foundation Skills Assessment

In 1999 parental pressure and requests from numerous district
administrators resulted in the government changing the provincial testing

program to its current form, the Foundation Skills Assessment (FSA). As with the

¥ The Social Credit Party was elected in 1975.
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Provincial Learning Assessment Program (which was not officially supplanted by
FSA but has not been used since FSA’s inception), the Foundation Skills
Assessment is an annual province-wide assessment of students’ academic sKills.
The skills tested are linked to provincial curriculum and performance standards.
The Foundation Skills Assessment narrows the scope from previous assessment
programs, focusing instead on reading comprehension, writing and numeracy as
areas requisite to all other learning (Ministry of Education 2008b). The
assessment, designed and delivered by teachers, is administered each year to
Grade 4 and 7 students in public and provincially funded independent schools.
The Ministry of Education reports results of the annual FSA at the provincial,
district, school and individual student levels. Parents receive their child’s
individual FSA results indicating whether their child does not yet meet
expectations, meets expectations or exceeds expectations in the three core
areas. The Foundation Skills Assessment also breaks out data on First Nations’
students at a school, district and provincial level.

The Foundation Skills Assessment remains highly politicized and
contested by various groups. Educators continue to resist the tests as measures
of educational quality (Volante, 2006). The BC Teachers Federation does not
support the assessment method arguing that it is used solely to rank schools
when money could be better spent elsewhere (BC Teachers Federation, 2008).
The Federation encourages teachers not to assist in distributing or marking the
student assessments. Critics of large-scale assessments such as the Foundation

Skills Assessment argue the tests hold teachers responsible for such results
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when results are dependent on other external factors, provide information that
does not translate well to improving classroom practice and damages student
self-concept leading to disengagement (Darling-Hammond, 2004; Meaghan &
Casas, 1995; Stiggins, 2002). Critics suggest that the tests widen the gap
between groups such as First Nations because they do not account for factors
known to affect student performance such as socio-economic status, language of
origin, and physical and emotional health (Valencia & Villarreal, 2003). Volante
(2006) argues that more attention should be given to communication strategies
that report the results including reporting limits of the test and avoiding ranking
systems that promote misinformation or inappropriate competition (Volante,
2006). Other unintended consequences of improper reporting of results can
include the possibility of narrowing curriculum by guiding what knowledge is
measured, and by extension taught. This often means teachers may not
emphasize subjects related to First Nation’s culture that are supplementary to
other subjects in the curriculum and thus not included in testing at the same
levels.

One of the reasons for rejection of the Foundation Skills Assessment by
the BC Teachers Federation is the manner in which organizations such as the
Fraser Institute present the information. The Fraser Institute uses a number of
indicators, based on a school’s average scaled FSA performance to rank the
performance of individual schools (Cowley & Easton, 2007). Reflecting the
interconnection of politics and assessment, the Fraser Institute, a right wing

political organization, uses assessment measures in an agenda noted as an
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attempt to discredit public education in order to privatize the education system
(Cowley, July 17, 2007). As noted by Guppy and Davies (1999), “teacher’s
unions have been reluctant to admit that confidence [in education systems] has
declined. Instead, they have pointed to “special interest groups,” often the New
Right and religious groups, as the sole doubters of the merits of public education”
(p-278). In the Report Card On Aboriginal Education in BC, 2006 Edition, Cowley
and Easton (2006) argue that Aboriginal educational performance compared to
other Canadians can only improve if “Aboriginal Students’ academic achievement
is regularly assessed and school-by-school results are publicly reported” (p.3).
Public debate has resulted in calls for the increased use of other
assessment methods to take precedent over large-scale assessment.
Assessment practices in British Columbia are changing and teachers recognize
the need for alternatives, or enhancement, to standardized testing methods. In
response, the Ministry of Education has created an assessment handbook series
devoted to student self-assessment, student centred conferences, performance
assessment and portfolio assessment (Ministry of Education, 1994). The range of
assessments, including notification of risk of failure, conferences, performance
based and standardized tests and written comments have expanded assessment
tools used in the public school system (Ungerleider, 2003). However,
assessment tools that carry the most weight are the standardized measures that

are typically publicized and that schools use to track performance.
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2.5 Final Remarks

Parents perceptions of assessment are influenced by the images portrayed in the
media and through political debate. As noted in this chapter, assessment is much
larger than what takes place in the classroom, and is influenced by historical,
social and political systems. As members of those systems, parents are active
participants in assessment both acting to create and reacting to the information
provided regarding assessment. The Lake Babine Nation is not exempt from the
influence of philosophies of objectivity that permeate the climate of assessment
and the methods used. The focus on large- scale assessment in this chapter is
not to suggest that it is the only process of assessment, it is discussed as a
means to demonstrate how social and political systems influence how we
determine the best methods of assessing students. Parents’ perceptions of
assessment, including large- scale assessment, will be explored in greater detail

in Chapter 5.
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3: CHAPTER THREE: THE LAKE BABINE NATION: WORLDVIEW
AND EDUCATION

The role education plays in the lives of members of the Lake Babine
Nation has changed significantly with the introduction of Western economic,
cultural and social systems. The involvement of the Lake Babine peoples with
settlers and the Canadian state in the past two hundred years, and relationships
fostered continue to affect the worldview of the Lake Babine peoples.®® The
concept of social imaginary, as termed by Taylor (2004), is very useful in
examining the changing worldview of the Lake Babine peoples and is important
to this discussion in terms of what Freire (2009) terms the “duality of the
oppressed” (p.55). Freire argues that often the oppressed “are contradictory,
divided beings shaped by and existing in a concrete situation of oppression”
(p-55). The more those invaded are alienated from the spirit of their own culture
and from themselves the more they take on the characteristics of the oppressor

and reflect the duality of their own and invading cultures. The social imaginary is

% Earliest European residency in the Lake Babine Region is noted as circa 1822 (Fiske, 2000,
p.36).
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the manner in which people imagine their social existence and conceptualize
their connection to others within the society (Taylor, 2004, p.23). The exploration
of this notion is important to later discussion regarding parents’ conceptions of
assessment because social imaginary guides understanding and the present
Lake Babine Nation worldview cannot be understood without explanation of the
colonial history that has affected the nation. The colonial culture, and its
oppressive nature, is embedded in the education system. To understand how
education in Canada continues to suppress Lake Babine consciousness | must
address the shaping of modern social imaginary.

This chapter will contribute to the dissertation by addressing the Lake
Babine Nation social imaginary through a discussion of the spiritual, economic
and political spheres present in contemporary Lake Babine moral order as a tool
for examining parents’ understanding of education and assessment. Freire
(2009) argues “societies which are dual...invaded, and dependent...cannot
develop because they are alienated; their political, economic and cultural
decision-making power is located outside of themselves, in the invader society”
(p.161). In keeping with the premise of this research, that quality research with
First Nations must empower individuals and provide tools for resistance by
increasing understanding of the impacts of colonization, the discussion provides
an opportunity to address the historical influences on the Lake Babine Nation and
their role in shaping the Nation’s modern social imaginary. Battiste (2000) states,
“Aboriginal consciousness cannot be maintained without first challenging the

assumptions of modern society” (p.193). Itis a useful tool in understanding the
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establishment of a philosophical shift from community to individual focus and the
issues created when the shift in social imaginary remains in flux all of which
shapes how parents view the concept of education and the information it is
important for their children to learn.

Indigenous social imaginaries, including the Lake Babine Nation, are
unique and require analysis because they diverge from the Western social
imaginary largely because of the different historical circumstances of colonization
that continue to shape their worldview (Dussel, 1996, 2002). The understanding
of colonization and its impacts on the oppressed builds on the premise of this
research to be a tool of resistance, empowering the Lake Babine Nation. As
Freire (2009) indicates “the resulting comprehension tends to be increasingly
critical and thus constantly less alienated” (p.81). Divergent worldviews play a
role in the manner in which parents view education and the education system in
general. Western society has forcefully placed notions of a just society over
Indigenous spiritual, political, economic and cultural systems already in existence
at the time of contact and while Indigenous nations have incorporated some
aspects, others are continually challenged because they remain too divergent
from Indigenous philosophy. The Indian Act (1876), the main piece o