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Kahnawake Survival School: A Community

Based Case Study in Bicultural Education

Brain R. Arbuthnot '

*

This case study examines education in a wunique cultural
setting. It investigates the organization of a secondary school
at the Mohawk reserve of Kahnawake, Quebec. A thorough

description of this community and the events leading up to the

formation of the Kahnawake Survival School has been provided.

"Particular  attention is given to the interaction between

different grqups of community members involved 1in educational
decision making. Some dilemmas involved in “approaching the
organization of a new school and the development of a curriculum
with a local focus determined primarily controlled by a group of
native parents are illustrated. In particular; thé impact of one
grouﬁ of community members, the local Schools Committee, 1in the
ménagement of local decisions on education is highlighted.

¥

The methodology used in this study is participant

]

observation. Field work was conducted in the community during a

period of eighteen months between 1978-1979. Ny
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o Chapter 1

Introduction

i
I}

.+ Statement of the Problem

The purpose of this study is to re-construct the events

leading up to the establishment of the Kahnawake Survival
School. A fgcus is directed toward the decisions made by
Kahnawakes schoél's committee to adopt biculturalism into the
new secondary school's program of\studies. The method ¢to
achieve the intended educational goals is described
thoroughly. As well, this study attempts to examine the
relationship between human groups in the community and
school, and the 1level of impact these groups had on the
development of a new educational process. The conclusion
summarizes some dilemmas associated with decisiéns made by
the Eombined Schools Committee on the application of a
variation to biculturalism theory to educational practice.

In 1978 the ﬁohawk Indians of the Kahnawake reserve
near Montreal decided to establzsh their own secondary school
in the community. The impetus to establish the school came

when the'Quebgc government refusal to exempt Mohawk students

from obtaining certificates of eligibility for attending an )

English language secondary school in nearby Chateauguay.
Yet, while the impetus to begin the school in early September
of that year was an outcome of politics, the major influence
for educational change came from a large proportion of
community members who believed that Mohawk students were not

learning particular cultural competencies necessary for the
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survival of their culture. Attempts to design and implement
a culturally relevant curriculgm f-or‘Hohawk students within /
the context of the mainstream curriculum at Howard S.
Billings Isecondary school had largely f‘aiied during 'a ten

'year period (1968-1978). Community members,  through the

.efforts of the Combined Schools Committee, believed that thé
.

time had come to determine educational goals to meet their
needs and eventually develop a series of ;ducational
ehxpef'ien.ces reflected in a curriculum appropriate for Mohawk
youth. Tt.!e new secondary school was intended to serve as a
voice of the people for understanding and cooperation in

o £
education within the community. However, the decision to

apply a variation of biculturalism theory to educational /""’w

practice resulted in a fragmentation of support for the
school among community members.

{This study is about one native _community's decision to
change the pattern of education for its youth at the
secondary level. It will focuys ;)n particular elements of the

community that distinguish it from others, and the

interaction of human groups involved in educative experiences

at.- a local levél. It will provide a description of a model /\\
7

and method for bicultural education employed in the new
community school, and a review of some dilemmas encountered

while approaching this effort to improve Kahnawake's

[

‘educational system by the Combined School™s Committee.
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Theoretieal l-:r:amework

> 4 There is considerable disag?‘eement in much of the
recent literature on Indian education as’ to‘ the gpecific
'cﬁrricular approach that is most effective in the educati‘on
of Indian students.  The polemic consists of a culturally
relevant curriculum - one in which Indian students learn
about their own heritage within the context of the mainstream
’culture (Gill, et al, 1974, p. 103), and a culturally based
cﬁrriculum i which the student's native culture becomes the
starting point for lear;nir;g (Bryde, 1968, p. 57). Numerous
problems seem to be/associarted with the involvement of Jndian
students in a -culturally r‘elevant curriculum within the
context of a mainstream curriculum. Havinghurst implies that
Indian students become confused or alienated‘ by the ~conflict
between home values, language and tréditions and those of the
mainstream school (1957, p. /205—i15), while Hobart suggests
that this problem is compounded by unqualified native
teJchers, non-native teachers and administrators insensitive
to Indian culture, fewjrelated materials, lack of sypport
from the home, and racism within the student body (1969, P.
31).

In the case for a cultufally based curriculum, Bryde
believes that  beyond the basic biological and human needs
common to all human beings such as personal fulfillment,
security and love, all other needs are learned or culturally

induced. This type of curriculum, which teaches students the
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norms ‘and -cultural needs initially in the context of ' the
culture beiﬁg educated rather than the dominant culture that
is .doing the educating, has received wide eriticism. Reifel

suggests that this model limits the Indian students'access to

socio-economic opportunities in mainstream society and in a
. o @

~ sense keeps them culturally isolated (1967).

~ While much of the pertinent literature will support the
assumption that Indian students are culturally different~from

other mainstream culture students’\(King, 1967, MacKinley,

1970, Fuchs, 1970, Dumont and Wax, 1971), few sources support ,

the idea of a 3y1turally based curriculum for Indian stu-

‘dents. Yet, after a review of the educational literature, I

believe Margaret Gibson's analysis (1976) of some approaches -

*to multicultural education, and more specifically a
discussion. on bi-cultural eduCﬁtion, has practical

L
application to the theoretical basis of “this study.‘fﬁ\cibson
N

suggests that there are five existing approaches to the
conceptualization of multi-cultural education. One of these

approaches, bicultural \educétion, has the Qurﬁose of

producing learners who have cgmpetencies in and can operate
successfully in two»different qultﬁres.

She states that the key element of bi-cultural educatﬁon
which qistinguishes it from the other approaéhesv of‘ mﬁlti-
cultqral education is iﬁé; concern with Qeveloping bi-

culturalism. Gibson (1976, p. 13) believes that:
<

", ..bl-cultural education is an outgrowth of

minority groups' rejection of , both majority

enforced assimilation and of the melting-pot ideal.

Proponents assume that one's "native"™ culture

(including 1language) ought to be maintainéd and

et s M



. . . 3
preserved and that the "mainstream™ culture (if
diff'erent than 4the native culture) ought to be

, acquired as an alternative or "second" culture.

. . Further, supporters believe that students whose ‘

native culture is the mainstream culture will also

profit’ from the acquisition of competencies in a

second culture. Bi-cultural education programs are

seen as the avenue for providing instruction in two

cultures. "

& !

or i

\ The biculturalism approach .to education described by Gibson
\\‘ * .

seems to lie somewhere between the notion of a culturally

0
relevant curriculum and a culturally based curriculum in th!!'

¢
it is qpposed to both assimilation agd fusion. Rather, it
suggests that "acculturation can (and program proponenks say
should) result 1in biculturalism, thereby permitting dual

participation in cultural syste&s." Con

Gibson (1976, p. 14) suggests that biculturalism can be
N L3
.addregged only as a general educational goal. The variation

+ in the application of a biculturalism theory to educational
r‘ [

CI g . . .
practice 1is an important variable to consider since schools

-

that suppoﬂt bicultural education programs do so for numerous

reasons. ‘For instance, to meet local goals -or. needs in

A

education. Gibson's analysis of bicultura]l education was

selected for this study's theoretical framework becauge. it

closely parallels \thé goals for education supported by the y
‘Mohawks at‘ Kahnawake in théir new high school. The main
> | limitation which underlies, the agplication of Gibson's model
to this study is identified in terms of the assumptions
regarding tar&pt.populationsv Gipson suggests that bicultural ’
, education 1is a reciprocal process in which all s%ud%nts will

benefit from the development of compétencies/in two cultures.

i At the Mohawk school, Mohawk students from the community agg

~

\M o
- + C— - %
.. RIS - DR R Ades L asspoelrbab Lk © * ¢ st s s Wk s NI Ay, o £

. N N Rran s SRRl e R A S e
JPTURIUPIREE TR T TR IR S S s LI R - . . N
.




*
¢

the only ones allowed torattend kthe school (or other students
of native anceétry). Therefore, while the new community
school's model and method may display features from Gibson's
description of bicultural education, this factor of an
exclusive Mohawk | population 1limits the sharing of
cempetenciés'among studénts of different cultures.

The modei and methaé,;;r bicultural education supported

.'by the Kahnawake- secondary school is a variation of the

bicultural education framework described by Margaret Gibson.

~

This study will, however, attempt to use Gibson's analy;is
. - : . .
regarding assumptions to bicultural ‘education values and

strategies as a—guide‘to some critical, analytical discussion

v

at the end in light of the collected data. -

N
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This study is a community study. ' John W. Best (1977,

4

p. 127) explains that:

A community study is a thorough description and
analysis of a group of people living together in a
particular. geographic location in a-corporate way.

. The community study deals with such elements of
the community as lochAtion, appeanrance, prevailing
economic activity; " historical development, 'mode
of 1life, social structure, life value and
patterns, the ipgdividuals or power groups who
exert tRe dominant influences, and impact of the
outside world. It also evaluates the social
institutions ‘within the community that meet . .the
-basic needs of health and protection, making a
living, education, religious ' expression and,
recreation. Such studies are case studies with
the community serving as the case under investiga-
tion. Communities that are chosen for study
usually represent a typical pattern of social
organization, size, type or geographic location." _—

This study examines the Kahna&ake community today and
more specifically analyzes a social institution * established
by the Mohawk to deal ‘with the socialization of their young
ﬁeople. ‘ T ’ -

Research studies in the area of multicultural‘:ducation
are extensive. However, there are a limitedJ number of
studies that deal with a native community's response ‘to
developing its own educational goals and strategies to meet
those‘goals.' Few studies examine the level of impact of the
goéls on the school and community and, - soﬁe dilemmas
assoclated with educational change. ‘

This study is highly descriptive of events witnessed by

N
~this writer and employs sources from document research merely

to provide background information or to describe previous or



prevailing conditions associated with the topics.
In order to "'conduct this study systematic‘%ly; I
employed a fhree step process throughout the duyration of
fieldwork which was completed over :a period of eighteen
months. This three step process consisted of (a) observa-
tion, (Db) desdéiption; and (c¢) interpretation and analysis.
During the initial months, from September 1978 until J;ne
1979, a needs assessment was conducted withiﬁ the community:
‘Toward the end of this period a model fof bicultural educa-
tion- was produced and strategies identifiea for the design
and delivery of curricﬁla. The remaininé months were used to
identify and mQnitor characteristics from the model and
method for bicultural education that seemed to have an impact
on the school or community. )
The primary research method utilized throughout this
study was participant observation. , I have learned through
experiepce with this study that the first steﬁ in the
research process outliﬁed earlier is indeed a skill that
requires tﬁi%ivation. George "Willis (1981, p. 630-632)
summarizes the complexity and furnction of observ%tion -as a
research technique by suggesting:
"since no one person can perceive all the tangible
characterjstics of a situation, nor will any two
people perceive ~precisely the same intangible
qualities of the situation, observatidn is
ultimately a carefully disciplined and selective

~» * process of attempting to encounter the "What is
going on here?" of a specific situation"

p This 1is the question I endeavored to address throughout

the observation phase, I obtained information on a daily

basis through direct observation, involvement in planning



and school committee meetings, teacher meetings and work

groups, .participation in. teacher training, school !
newsletters, discussions with students and cqmmunity members,

I identified three members of the community, as key
{nformants, who were active in education in the -gpmmunity

and who I believed would be able to provide insight to the

situation and qualities I had observed.

' Primarily, information was gathered through informal i
discussions and observations. \ The natural'setting remained
throughout my fieldwork as I was viewed as an employée rather ?
than a researcher. Recordings of observation's'werg.completed
the same day they were made, wusually in the evening. The
objective for the description of observation was to recreate

<f as accurately as possible the most significant tangible
social facts. This "writing down" of details heightened my |
understanding of a given situation. ‘

R The interprétation and analysis of my data came at the
end. I have attempted to felate my analysis of the community

. schools" model and method to bicultural education with the
theoretical principles of bicultural education outlined by

Margaret Gibson. The conclusion addresses one specific ques-

tion with regard to what is going on. ~How has the presence

of the new school, its model and method for education,
e enhanced the communitx? Answering this question the way 1
have somehow reveals a part of my own value system which is
impontant to consider since the Mohawks and I are culturally

different.

%

Prior to the ©beginning of this research project I

et & W oy ANIATRI T A e Ly .8 - - e -
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informed the members of thé Cdmbined Schools Committee- kthe
local school council) of the intent and purpose of the‘
investigation. The committee beliéved that the results 'gf
the study may haveua positive effect on the ‘significance of
native people controlling education at the community level.
Yet, I was cautioned that there were certain subjects they
preferred I not become invdlved with or discﬁsslin the study
since I was an "outsider". Topics sueh as band politices,
reiigion, and cultural details shouldvnot be presented. I
have regpect;d their authority as community representatives
throughout thé reséarch process and have not included»ény of
these subjects in any part of this thesis. Many other
community\ members ﬁere informed og my role. At no time
'during my fieldwork was I told to discontinue or asked to
leave- the community. ‘ )

. Although ;any " questions rema{n unanéﬁered about the
effect of student achievement in a bicultural program this
study is an illustration of the complex nature of bicultural

e

education.

A

10
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Some Technical Background

Emile Durkheim in his classic wo;k on the validity of
the applicatién of sciem&ific techniques to the §tudf of
social phenomena sugge$tsf£hat Na social fact is every way of
bacting, fixed or not, capable of exercising on the individual
an.external constraint on everyway of acting which is general
throughout a given society, while at-the same time existing
in its own right indépendent of its inﬁividual manifesta-
tions."(Catlin, 1983,‘p. 13) This community study deals with
social facts as a sep of ¢ollective phenomena such that the

focus is directed toward the general population and not to

isolated ;ndividual behatviors and responses. The

‘ significance of Dfrkheim‘s work for, this study of

educational adaptation Becomes clear when one understands
that an individual, as part of a'collectivity, is essentially
forced into a socialization pattern modeled by adults\-from
that same society. In fact the universal aim of formal
’education is the socialization of the individual . to the
norms, values gnd folkways of the group. So that "this
unremitting pressure to which . the child is subjected is the
very pressure of the social milieu which tends to fashion him
to its own image, and of which parents and teach?rp are
merely the representé-tives and intermediaries.” (Catlin,
1938, p. 6)

In approaching the problem of developing a model and
method for bicultur?l education at an Indian Community

school, I am making an assumption that societies use schools

to shape individuals into a cultural mold. Put another way;

11
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although schools have been mandated to teach particular sub--
Jjects "such as mathematics, ‘sciences and languages they are
also responsible for providing experiences that _allow

students to learn about their cultural traditions, values,

N

beliefs and language.

From a theoretical viewpoint, the pfocess of bicultural
. ®
education is one in which all students, whether they are part

of a minority or part of the mainstream cultural éroup are

provided an oppértunity to develop competencies in two cul--
A .

tures. Historically, the native people of North America~have

not had this experience with formal education as ma& be

@

viewed in the folléwing:

"hitherto: but little good has been done by

. the educationa program, though abundance of money-
- has been laid out, and a great many endeavours
have been used...The young Indian, procurred from
the tributary of foreign natiens with  much
difflculty, were formerly boarded and lodged in
the town; where abundance _of them used to

die...Those of them have escaped well, and been .
taught to read and write, have for the most part
returned to their home, some with and some without
baptism, where they follow their own savage
customs and heatherish rites. A few of them have
lived as servants among the: English, or 1loitered
and idled away their ¢time in laziness and
mischief....now they are...taught to become worse
than better by falling into thq worst practices of
.vile nominal Christians,. which they add to their

own Indian manners and notions. (Jones, 1724)

The curriculum in most school districts has
traditionally ignored the positive contributions regarding
Indian culture and history to the cultural fabric of North
American socilety. In recent years, many school systems witﬁ
Indian students in.attendance have attempted to develop and
introduce cultural cohrses, however the vast majoritf have

v

12



been unable’ to provide these courses ‘d¥e to lack of funding

for teachers and materials. This. point is of particular

r“ dmportance. Mohawk pgpp}g from Kaﬂnéwake' believed Dbi-~

cultu?;;)competpncies were not being achieved. or acquired by
'their“stpdents a%tending the mainstream cultures school..‘One
,solution  to this problem was to obtain ‘ontrol of -their
fo}mal ésucatdon,*estapLg;h schoql.and progrém éoals,'develo;

- /

-~ a curEiqulum with a local relevance, and hire a® staff tq

-

~ facilitate the reduired‘changes.

. .
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\ _ CHAPTER 2
DEMOGRAPHY

1. Historical Development of the Community.

The folhowing:‘Brief historfcal account of Kahnawake's
emergence gp its ‘bcesenb location ., was obtained frgm an
examination of five main sources. (Blanchard 1980, Fenton
1949, 1961, 1978, Ghobashy 1961, Trigger 1978, Waugh 1916).

The Mohawk are a proud people. Their history is as
complicg}ed to describe as any other nation's history. The
kohawg a;e part of the old FiQe Nations from New York State.
The Iroquois group o; nations consiq's of the Méhawk, Oneida,
Onondaga, Cayuga and Senec; whose territory before contact
extended from the Scholarie Creek west of Schenectady to the
Genesse River in Rochester New York., After 1723 ‘#hen the
Tuscarora people arrived to join the other nations,‘ the
Iroquois became known as'the Six Nations Iroquois Confederacy
which they are still referred to as today. ) '

The Iroquois are best known as horticulturists. It was
the role of women to-mainta{n a system of slash and burn
agriculture in fields located near the village. The men, at
appropriate times in the year, clearedvthe forests, hunted
and fished the rivers and lakes. While the men were
" concerned with activities that took them away from the
village, the ;om;; were involve& in other activities such as
collecting roots, berries, greens, nLts and other edibles -

. located around the village." The main cultivated staples and

the foundation of subhsistence to the Iroquois were corn,

14



beans and squash. These crops were cultivated by . all

Iroquoians up to the territorial hargins of 120 frost-free

'y

days. Growing these crops was the main occupation of women
in the‘village. Their domain was comprised of the village
and itS.surrounding fields. Typical large Iroquoian §Fttle--
ments were clusters of 30 to 150 longhouses, surrounded by a
pali;gde and sitﬁated on a height of land/ accessible to
drinking water aﬂa not too far from a navigaﬁle waterway. The

Mohawk are reféqred to as the-keepers of the eastern door of

- the Iroquois conf;Geracy. Since they were the eastern most

of the Iré;ﬁgis/;ations, the Mohawk were thé first to feel
the impact of European activities along the eastern seaboard.
At the end of the sixteenth century the Mohé;k‘were at war
with the Algonquin and Montagnais who were trading with the
French at Tadoussac. One aim.of the Mohawk was to acquire as
booty some of the iron axes, knives and sword blades that
were making their northern neighbours (Algonquins and
Montagnais) more formidable. After the foundgﬂg of Quebec in
1608 the ,Mghawk spgnt the next fifty nine years raidiné
Algonquian peoples to the north to seize furs for trading
with the Dutgh and E;glish. They waged war on the Frenchv
séeking to coﬁfine them to their settlements and if possiblc

to force them‘to withdraw from Momtreal and Trois Rivieres.

LI
.

In the earl& 1640's the Mohawk obtained guns, first from
th& English and then from the Dutch. Firearms put an end to
the traditional combat of large parties meeting face to face,

exchanging taunts, and after a few volleys of arrows closing

to slug it out with spears and clubs before retreating

15



carrying their dead and wounaed"to some prearranged location.

-

New York became an English Colpny 4in 1664, 'but the
change little affected the ﬁ%hawks. J They continued to trade

Q?Ziyith Albany, dealing with the Dutech who remained there to

o

*~~carry on trade under the English flag. English goods were
t

~ .generaliy of betterwquality and sold at lower prices than

B ~

French goods - a égrcumstance that helped the Mohaiks mantain
their position in the fur trade and -their close ties withyk
Albany. The other Iroquois nations.made peace with the
French in’ 1665. They did this partly because they were
engaged in a war with the Susquehannock to the south that was
of 1little interest ¢to the Mohawks and did notg wish to

¥
continue war on other fronts, particularly as the French

threatened to attack the Iroquois. The other Iroquois
nations made peace because some wished to open trade
relationships with the French and thereby not remain $o
dependant on the Mbhawk—Albany trade. The Mohawk did‘ not
make peace, and that winter an expedition led by Daniel de
Remy de Courcelle went to attack them. By mistake the
expedition arrived near Schenecﬁady rather than at the Mohawk
Villages. The Mohawk ambushed de Courcelle which forced his
men to retreat. The failure of de Cburcelle's expedition
persuaded a man by the name of de Traty to 1lead another
campaign against the Mohawks in the fall of 1666. This
campaign .succeeded in .burning the Mohawk villages and their

supplies of corn and in 1667 the Mohawks along with the other

Iroquois nations concluded a Egéce with the French in Quebec.

16
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In the decade following the conclusion of peace. with
the French, a number of Iroquois, particularly Mohawks, ﬁoved
north and settled on the St. Lawrence River in the vicinity
of Montreal. T;o sucﬂ septlementé were established in the
1670's - one on the south side of the 3Saint Lawrence
(Caughnawaga) and the_other on'the rnorth *side on the island
of Montreal (Oka). Although they adopted Catholicism, the
Iroquois contrived to practise an economy similar to that of
théir homgland in the south. In the eighteenth century, they
played a prominent role in the unsanctioned.ltrade between
Montreal and Albany and also beqame voyageurs for the fur
companies who were expanding north and westward.”

The early residents of Caughnawaga (Kahnawake) took up
.residence on -the’ south side of the Saint Lawrence River
opposite Montreal at La Prairie (also Eﬁown as La Prairie ge
la Madeleinei. They were joined by others who also had

decided to live there permanently, and during the 1670's the

settlement grew rapidly.  Some who settled were members of .

other 1Iroquois nations who had come to the Saint Lawrence to
hunt and trade. Still others decided to move to La Prairie
after they had been converted by the Jesuits living in the
Iroquois villages south of Lake Ontario or héd "been
influenced by their friends to migrate to the St. Lawreﬁce.
The Iroquois wholhad settled at La Prairie founa the
sofl unsuitable for growing Indian corn and in 1676 they

moved a league and one-quarter upriver to Sault Saint Louis

(Lachine Rapids). As a result of this move, the name of the

mission was# changed from Saint Francois Xavier des Pres to
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. ‘ * | * ,
*Saint Francois Xavier~du,Saultn and the Indians living there .
came to be known as the Indians of the Saul\t,':Q The Indian

name for the place was Kahnawake. ’By 1714 the’ soil at ‘k '
Caughnawaga was exhausted as was thqﬁwood that could be
gathered nearby, .and the Mohéwks decided ;o mov;- their

vill gef two leagues farther up the St.a Lawrence. In 1716,

they begén the process of moving td the new village, ﬁﬁich
retained the name of the oia. Caughnawaé% remained” a
seigniory of the Jesuits until 1762 wheq“ the new fhglish
governor of Montreal Yrefused to recognize the~c{gims of the

©

Jesuits ’anq,the‘lands were retained by the Crown for hge by L

tée Mohawks . ' N : ’
The eighteénth century brought the expanding role of the

Catholic church at Caughnawagéi A Methodist (United) Church

was also established during at time. 1The economic changes

-

on this Mohawk”reserv; have followed much the same course as
those on otper Iroquois reservations in Canada and the'dnitgd
States:* 1in the nineteenth century reliance on huntiﬁg
declined and reliance on agriculture increased, \@nd in thex
Fxfntieth century, Mohawks have increasingly engaged ia ﬁage
work. In the eightéenth cehtury, so@e Mohawks from Kahnawaké
became raftsmen and iumberjacks. . Craft work including-

A

-basketry and beadwork were important sources of income on
this ‘keserve.‘\ More recently, Mohawks from Kahnawake have
bécome ;enowned as high steel workerg. They first learned of
this type of work in 1886 when the Victoni? Bridge was being
built across the Saint Lawrence River near their }eserve, and

. ~ '
- b l
.
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-optained Jjobs working. on the construction of this bridge.

4
2. mmm.o.n..an.dkr_na.i_n C s

The ﬁbhawk’called their community Kahnawake which means
"by the rapids"n The Kahnawake’ (Caughnawaga to the Englsph,

and Sault St-Louis to thé French) Indian reservation is a
&

. tract of approxlmately 50. 25 square kilometres (1981) located

just south, across,. the Salnt Lawrence River from their
. o

traditional site of Hoc@elage (Montreal)l The total acreage
of tﬁie. rese}ve has slowly -declined in recentﬂyears due to
expanding ufban and suRurban centers which neighbour it.
Each of the eaSt, south and west sides of the reserve border

the commuhities ,of Saint Catherine, Saint Isodore and

Chateaugugﬁ. The Saint Lawrence seaway'system cuts through

the entire. length of'ﬁhe"reserves northsihe. Although this

)

reserve is located geograph1cally ‘dn the province of Quebec

{ ———

Canada, Mohawks here do no; consider themserves as Quebec

Indians nor. as Canadian Indians but rather as Nofth

.

Americans or Hotinonsionne (Mohawk for people of the

N
[

lbq?house).
! The entire reserve eonsists of flat' sections which are
excellent farmland, particularly for forage and row crops
(such as corn, bea;s and squash) which most peopleggrow.‘ The
soil Wis excellent and,ghe growing season long enough that
most households have well kept 1arée gardens which .provide
produce for each family during the winter months. '
Qhere are also large sections of forests with a wide

variety of soft. and hard woods. Many houses ghpplement their

v
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. heating.costs in the winter by using wood stoves filled with

wood cut in the community.

3.(m2rr;muagmm\ ,
\yhe village has -nestled itself clase to the Saint
Law é;ce River which 1is in the northern section !of the
reserve, Due to .the community's physical ifanﬂing and
location of public buildings, a neutral or buffer zone has
* been ﬁreated Between Kahnawake and the three neighbouring
comunities. Whereas many communities seem to "flow into" one
énother, Kahnawake has built the village asdfar away as
possible }rom the boundaries of its nearest neighbours.
ﬁost of the public buildings are located on what is
known ‘as the main road. This road begins and ends at the
southern end 6f the‘town aid carves its way through the
village east to the railway tunnel until it meets to highway
9C. There are three buildings located in the community that
are util;zed‘fo??ﬁrimary and elementary education. They are
-approximately one to three quarters of a kilometer from each
-other situated in the middle and western sections of the
villagé.' D;tted along the main road are numerous gift and-
- craft shops, two grocery stores, the polfce and fire stations
and the local band council office. The Catholic Church 1is
locatel at i£s briginal position by the rive}s edge which has
now been ‘ﬁaralled by the segwéy chanel. Mohawks of the
Protestant and Jehovah Witness faiths have smaller buildings
.to practice their faiths in other seéctions of the community.
Next to the Catholic Church property is a building called the
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Boys and Girls Club or as people in the village call it, the
Youth. Center. It has a gymnasium facility and a number of
rooms which have been allocated for a small library ‘and
classes for basket weaving, beadwork, painting and carving.

A short distancé from the Catholic Church and the Youth
Center is the Community Cuitural‘Centre (in Mohawk it is
known as Kanien'Kehaka Raotitiohkwa)._ This puilding houses a
small library whose collection is mainly of Iroquoian related
topies and fecearch, a newly formed radio station (CKRK
19815, and the storage rooms and planning offices of a, Mohawk
museum. A museum of log type cénstruction is still  under
construction at-the present time and is situated on the high
school property at the eastern end of the reserve.

*  Well out of the village itself and to the south is the

\‘longhouse and cookhouse of the traditionalists. . The

traditional Mohawk people use these facilities to 'celebrate
festivals (i.e. - Midwinter and Harvest), feasts (i.e. -
dead Egadt) and "social dqpces" throughodt the year. They
also meet in the longhoﬁse ts discuss issues which affect the
Mohawk nation such as land claims, political ’ideology and
news from othér nations in the confederacy. -

Throughout various parts of the community are buildings
which serve as facilities for "service clubs" integrated from
the mainstream society. Kahnawake has a Legién, Moose Hall,
and a Knights of Columbus. These social clubs host many

activities which involve large groups of community members,

while one in particular, the Knights of ColumbuS, is used for
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band meetings every month because of its central location and
size. ' ¢

Many individuals, especially women, have created_smail

businesses usually operated out of the home. Convenience

stores and bakeries provide an alternative to shopping at
.the two main grocery stores in the 'village or at other stotes
in communities nearby. Thése small home businesses are
located Qproughout the main villagé'andeith the exceptioﬁ 6f

the ©bakeries can be compared to the "cornerQstores" located
in every community.

Kahanwake has one main restaurant located on the main
road near the center of the Village. The only other competi--
tion to the existing restaurant closed down in 1981. During

the summer months numerous "hot dog" stands are opened and
conduct a thriving business.

bne of the most popular public buildings is the reserves
post office. ﬁIt is located in an older part of the village,
down_, the street from the church, and contains all the mail
bo;es in which an individual's or family's mail is placed.
There is no mail deiivery door to door which requires people
to check their mail boxes on a daily basis. It is a lively
meeting spot and a mé;ket place for information about Jobs,
faqily and" community issues. You can be sure to meet someone
you know as a member éf this community during the da!ly trek

to the "post"™ as it is referred to by the people.

4. Settlement Pattern

4
The settlement pattern on the reserve is one of isolated :

L
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farmsteads and a village. There is no real center of the

village as everything seems to be meshed together. Although

1 some homes cluster around the schools or churchs there seems
%to be no nucleus for the village as a whole. The streets

'ponnecting the village together do not have any regularities

ﬁo them in size and pattern. Some homes are very close to
ohe another while others are separated by fieids or creeks.
Cipsely related families usually live near each other. Most
households in the village are only separated by a few years,
whe}eas the segregated farmsteads which surround the 'village
are distanced by fields and tree lots.

Laneways function as streets in the village. There are
no signs which would inﬂicate to the unfamilian visitor whgre
they were. }There are no numbers on the outside of homes
although many have metal signs with the family's name posteﬁ
near a main entranée. People know eachu other through
ﬂéiendship or kinship making it a socially close-knit

c?gmunity.

5. Population

» Although there are approximately 5,105 people registered
at the local Band Council Office many men work in the United
States oﬁ steel jobs leaving the women to manage the home and
community. (Department of Indian and Northern Affairs, 1980,
p. 18) While one could suggest that the traditional role

relationship pattern of men and women has maintained itself

throughout Mohawk history'uﬁtil today, the opposite is tru%?

- Men and women together have a mutual responsibility for

23
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managing the home and community, providing financial support

and protection, and making decisions about community issues.
Traditionally, the Mohawks follow matrilineal -descent
lines  however cultural' or  national affiliation is
con¥licated by an extra-societal factor. This extra-societal
factor is the Canadian government; it reckons descent through

the male line (patrilineal). Albeit inter-cultural marriage

"between Mohawk and non-Indians is generally disapproved of

and rarely econsumated, a close examination of this issue will
. . P |
reveal a dichotagaly. \
(a) If a Mohawk male marries a non-Indian

female, that women gains "status" as an Indian and
is entitled to all benefits under the Indian Act

according to Canadian law. This non-Indian
"Indian™ will have no clan under the laws of the
traditional Mohawk system of kinship. The

offspring of this Mohawk male and non-Indian
female will have status as Canadian Indians, but
no clan 1in traditional Mohawk =society because
their mother is non-Indian.

(b) If a non-Indian male marries a Mohawk female,
that Mohawk female technically looses her cultural
right as a Mohawk Indian according to the Indian
Act of Canada. This woman would have no right as
an Indian and her children would loose all rights
and privileges available to Indian people. Under
Mohawk law children follow their mothers clan, yet
under Canadian law their children would be
classified as non-status.

The 1issue of the human rights of Indian women is complicated
further by the Canadian government not recognizing the
cultural staths of Inéians born in the United States and who
marry Indians born in Canada. There are many Mohawk women
from Kahnawake married to Mohawks who were born and grew up
in Mohawk communities‘in the United States and because of a
national boundary ‘line between two "foreign nations", these

women are listed as "non status" even though they may have
' \
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had a Mohawk mother and father.

Band membership can be briefly described as follows: "A
band consists of all those persons who, on May 26, 1874 were
legitimate members of a band for whom land had been set
aside; all male descendants in the male line of male persons
thus qualifying; the legitimate children of such.persons; the
illegitimate children of qualifying females, provided that
the Registrar of the Department has not declared that the
father of the child was not an Indian; and the wife or widow
of a qualifying person. . Persons listed above are no longer
eligible for membership in a band or for Indian status if..he
or she 1is enfranchised or if a women, has married a non-
Indian." (Department of Indian and Northern Affairs, 1978 p.

. 6) The result of this proceeding is that, with few excep-
*‘Nations, membership in a band is ascribed at birth. Although
membership is wusually associated with Indians living on
réser&e ‘land this is not essential to retain the status of a
band méﬁgfr. Mohawks who move away from the reserve and work
for long periods of time retain their band memberships as
long as their status is not given up by enfranchisement or
Joining another band. Confusion and frustration is exhibited
by many people when this issue is discussed. People of this
Mohawk community have had divided positions in this debate on
societal membership for a number of years. Evéntually the
people of Kahnawake will end the discussion and make a

decision. It 'will likely be a decision im which the Federal

government will have no voice and no response which will be
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Within the communiﬂ} exists a group of people who are

)

the strongest 1link to the Mohawks' past. -While religious

I
. taken seriously by the ﬁohawk.

affiliation 1is eighty-four percedt Rgman Catholic a small
proportion of the remaining band population consider
themselves "traditional"l Possibly the best description of
a Mohawk traditionalist from the Kahnawake r;serve is an
individual who views the elected band council as an extension
of the Federal Departmeﬁt of Indian and Northern Affairs and
totally rejects the elected council as a form of Indian
government. As well, they do not recognize the legitamicy of
the western religions in their community, nor do they
participate in practices held in those social institutions.
There are approximately U400 traditionalists at the
reserve. These individuals do not attend band meetings which
are conducted by the elected council. They are still
consigéred band members however they absta%n from voting in
ény community, provincial or federal election.
Traditionalists, also referred to as "longhouse people":
practise their ancestral customs‘ and beliefs in the:
longhouse. All Mohaigf, regardless of Eeligious affiliation,
are invivted ¢to partﬁcipéte in these ancient feas?s and
ceremonies throughout ﬁqF year however this participation
alone does not enable thém\to become traditionalists. If
members of the eommunity wish to "join" the léngﬁogse tradi-
tion they must be “reinstaﬁZd" back into the orggﬁis;f;on.
This requ%res time and instruction from the elders and clan

mothers to 1learn traditional beliefs and practises. Non-
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Indians are never allowed to enter the longhouse por/'ta

become members unless they are adopted into the,nafion which

rarely happens. I have not heard of any adopted cases into
—_— ]

the longhouse in this community. A
 The longhousg is as mich a political entity as it is a
religious one. Traditionalists, and not the elected band
council, have always been Kahnawake's link to the Six Nations
Iroquois Confederacy. Although the traditionalists are a
minority, many groups and»individuals in the community seek
the support of the longhouse during 'times of \personel and
group crisis. They realize that, through the longhouse, they
will receive immediate support from other Indian nations in
the Confederacy for their cause, whatever that may be ‘at the
time ana provided it is supported by the other nations.

Other Mohawks would like to be reinstated back into the
longhouse but have misconceptions that they hguld have to
give up the standard of living they possess presently. I
encountened. a number of yéung Mohawk adults who mentioned
that they would like to join the longhouse officially bﬁ§
were afraid £hat they would have to give up their cars,
modern conveniences and become farmers. While some members
of the longhouse do not drive cars, have modern conveniences
and conduct small scale farming operations the majority of
traditional people maintain a standard of living not unlike
any other faﬁily'who resides in Kahnawake.

Kahnawéke is unique in that it has maintained a semi-
rural way of life while existing in the midet of an expanding
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urban center. It has that small town flavour where news
travels quiﬁkly ana everybody knows whatJis going on in some
matter or form. The population density per square kilometre
is 103 individuals which 1is f&pical of most semi-rural

communities (Statistics Canada, 1978, p. 157). Kahnawgké

- Mohawks do not participate in any of the _provincial or

.

federal census; This maylbe related to the fact that Mohawks

\
do not view themselves as residents of Quebec or Canada‘ but

§

‘rather as North Americans. This is evident in the lack of

L

data submitted to thg most recent Census of Cénada completed
in- 1981. No data was submitted for any of the categories
l{sted by the Mohawks at Kaﬁnawéke.

The ratio of school age students to adult population is
not available from the pertinent literature; however an
approxi@ate figure in this category would be three to ohe.

This figure is based on all school aged students from nursery

.to post secondary and was derived by viewing enrollment lists

for each school level. The ratio of school aged children in
attendance at  nursery (including  Mohawk Immersion),
kindergarten and elementary to the reserves secondary school
declines rapidly once the students complete elementary
school. At least half of the total studenf population attend
high school off the reserve. This figure was reached based
on nominal rolls for schools on the reserve and discussions
with one of the elementary scﬁool principles. ‘This trend has
been evident since tPe emergence of the secondary school on

the reserve in 1978 and will be dfscussed in detail in later

sections of this study.




6. Language

The Mohawks at Kahnawake speak ‘a languag§ that is bart
of the Iroquoian - family. The Iroquoian speaking.Eeoples of
North  America include the Cherokee from the Southern
Appalacﬁin area; the Tuscarora and the Susquehanna of the
mid-Atlantié region; _ahd the Huron, Wenro,o Erie, Tobacco,
Mohawk, Oneida, Onondaga, Cayuga, and Seneca of the Great
Lakes, Saint Lawrénce River Valley regions of North Amgrica.

The Mohawk languagé, as part of the Irgquoian ?;mx}y of
languages( is extremely complex to describéng This ancient

language has specific rules for word and® sentence

construction as complicated as European languages but

entirely different. It has a rich vocabylary which fluent
speakers use to express their thoughts and ideas in meetings,
telling jokes and daily communication. I have noticed that
the style a Mohawk speaker employes té express themselves
is dictated by the social situations they find themselves in;
the 1language has been referred to by ﬁhe people of this
reserve as a_, descriptive language or a 1living language.
Since I do not speak ﬁhe language and believe it is important
for. the reader to understand the framework of Kahnawake's
ancient language I will wutilize the work: of Floyd G.
Lounsbury (1978) merely to provide a descrip}ion and
background information for this topic.

Lounsbqry believes that the Iroquoian language share the
;aﬁe patterns of an elaborate ve;b morphology, of phonenmic

inventory, and in many extents of underlying word roots,
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This shows them to be related but set apart from the
languageé of 6ther families. Theréfore-it may be assumed
that the languages of a family such as the Iroquocian type,
decended from a single ancestral lar‘;guage. This ancient
language could not have been the same as any one of the
descendant languages because each one has had -its awn history
of innovations and development - partly related and partly
unique. , -

The morphology in the Iroqoian language is of a

polysnthetic, fusional and incorporating type. In other
words, the words may be made up of many component parts,

whose relative order is strictly determined. These parts are
unintelligible and without meaning if taken out of‘ proper
“contgxt. o

While Kahnawake's social problems are no greater than
’am: other neiAghbouring community the ‘almost non-existant use -
of the Mohawk language as a functional cultural trait is s
major enigma. The native language on this reserve is
possibly the strongest 1link to the Mohawk cultural\\past.
Almost everyone over the'age ot.‘- forty can speak the language,
or at least understands the language, but are npot able 0
maintain a conversation with a fluent Mohawk speake;- for a\
sustained period of time, There are many families in the
copmunity with in-marrying gpouses, usually non-native y:o:nen,"
who do not speak the language. Many young adults between the
twenty-five and thirty-five have a passiQe

ages of
understanding of the language. They use the Mohawk language
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as a greeting,‘ a farewell, or emplpy short expressions which
symbolize feelings and emotions towaréé peg'ple or events. I
encountered only one student at the secondary level
(graduated in 1980) who was ‘fluent with the language. He did
pot, ‘however, learn the language in school but at home.

The most important component in the development of
language skills is the contribution of the home and since the
'Mohawk language”hé—s-,peen repléced by English, fewer and fewer
Mohawk children have the support of the home in language

@

'acquisit'ion. " The predominant- language of this reserve is
English while some Mohawks speak. .i-‘rench as a secom;'language.
Yet, there are some very old Mohawk; I encountered who speak
only Mohawk.. Any language will only be as good as it is
used,. and the Mohawk Language is not being used except for a

+

small cross-section of the society over the age of‘./forty who .

’

were brought up in a Mohawk home, In other wbrds both

ba}ents must have been Mohawk speakers themselves.

The Mohawk language was not  given_amy significant advantage
or emphasis in primary and elementary classrooms on the
rederve between 1971-1978. At a secondary school‘ of f the
" reserve Mohawk st.uden;ts were'provided some instruction in the
language however it was a token effort at best because not
one student graduate from high school was fluent in Mohawk.
One of my informants, who is a Mohawk speaker, commented to
me on several occasions about the negative attitudes held by
most young people prior to 1978 with reference to learning

the Mohawk language. Three of the more frequent comments by

students about their language were, "Why do we need to learn
* .
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Mohawk, it will not help us get a Jjob!™, or "The Mohawk

Language is too difficult to learn", or "I'm too old to start

-

léarning the language so I may as well forget about {it".

This same informant believed that the survival challenge the

Mohawk language was now faced with in this community toé;y
was a result of in-marriing spouses who did not speak the
language and not so much the formal schooling established by
the Department of Indian and Northern Affairs. She
commented, "Everyone use to speak Mohawk. around ‘here in
Kﬁhnayake when I was.growing up; even the white merchants
from Lachine and Montreal.: Kids would go to the 'schools and
learn English during the day, but come home to speak Mohawk
at night. Of course the schools did contribute to a decline
in Mohawk speaking éeoﬁle in this community, but the biggest
reason why young people do not speak it today is that so many
non-native women married Mohawk men years agé"; Undoubtedly

this is certainly an interesting perspective from a community

_)?ember. Nevertheless, the language has been weakened by both
f

actors.

After three centu;ies of contact 'with western society it
is difficult not to think of Kahnawake as a modern’ Canadian'
suburban community. ;et, the old language some of ';hgse
people speak has set thm apart and maintained a link to the
past. Many people who speak the language believe that in
order for the Mohawks to survive as a nation it is important
to re-establish the uée of their traditional language in the
school and honme. A small group 6f women comprised of

parents, school committee members and Mohawk language
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‘teachers from the prihary, elementarydand secondary schools
have begun working on developing language programs. In 1979
the community implqménted language immersion programs in
daycare fgcilities; nursery, kindergarden and \eleménéary
. grédes .one, two, three: I have been informed thap it 1s the -
. intention of this grbub>to teach students the language in a\
formal setting to grade four, after which the students will
be able to receive instruction in English.

[

‘-~ ., Although the Mohawk primary, eleme{tary and secondary

- séﬁbols willqhelp to @ggpforce'the impoytance of the Mohawk
languagé; the pattenn f%r language development must continue

to change if~the Mohawks who speak the language expect it to
survive, The challedfe is clear.for all Mohawks in this
communit& to be accountable for re-establishing their most \
important” cultural cqmponent. If they neglect this challenge

,%' - %t seems‘inevipéﬁle that the Mohawk language will becohe‘less'

.
i

common in future years.,

7. Economic Activity
The‘prevailigg economic activity among most male adults
between the ages of'qi;eteen apd fifty—five is construction N
or iron,work. Most of theée men work and live away from the

‘ community for long periods of time providing financial
hﬂmf’/f{support “wﬁiie the women manage the family home. The iron
| -~ working jobs are usuélly situated in various locations of the
_United Stéte§.

Education prbvides numerous Jjobs for teachers,

administrators, secretaries and maintanence support staff in

t
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the elementary and secondary schools,. The ratio of
native/non-native teachers at the elementary school is one to
one. This same ratio applies to the two elementary school
administrators. }t thel secondary 1level the ratio of
- native/non-native staff is approaimately three to one. The
two secondary school administratorg are native.

Many Mohawk women and men have jobs in Montreal. These
individuals are typical of most eeople who eommute to work,
//participate daily in the mainstream c¢ulture habits,, and then
return at night to their neighbourhoods. In contrast to
these individuyals there are others wﬁo are seasonal workers.
At appropriate times fthey work at ‘the golf clubs oda the,
reserve, bridge work and house paiPting during the spring,
summer and fall months and collect wunemployment insurance
beneflts durlng the winter. )

At any given time during the yéa}, there are numerous
governmen; grants provided to the band for work in areas such
as‘agriculture, economic development, road aad waterworks, or
land claims. These grants help to employ individuals _for
varying lengths-of time.

The local Band Council Office (something like a "city
hall) employs a few residént to work at a number of office
related taske on a full time basis. The Kahnawake Band

) !

Council hires two education counsellors, 'and a number of

— . -

people to work at the community hospifal which is esaentially

a chronic care facility. It also operates a home building

operation which employs carpenters, electricians and plumbenrs
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from the community to build pre-fabricated homes at a plant
building.

' Apaét from the various convenience stores, home bakeries
and two small grocery stores, many other individuals operate
small businesses in the community. To name a few there is a
lighting and furniture store, hardware, pizzeria, and prior
to 1980 a rock quarry which has since been q:losed‘for various
reasons. The only economic activity associated with agricul-
ture is the growth and sale of animal feed, namely hay. The
band is attempting to start up a large scale dairy operation
that will serve the entire needs of Kahnawake, however this’
economic activity is only.in‘the planning stages.

The/community has a few excellent sculptors, painters,
silversmiths and bead workers. Their products, especially
soapstone carvings, pZIEZIBg and silverwork are marketed by
Montreal and Ottawa art dealers. MWOrks of ar% from this
community are sold in compefiition with other works completed
by native and Inuit artists. '

Since the opportunities for.wage or salaried employment

tend to be concentrated in large metropolitian areas the

Mohawk take advantage of their locétiqn to Montreal and the
urban centers south of the Canadian—Amerfcan borders. Most
people, especially males, are highly mobile. They are
willing and able to reside for extended periods of time away
from the reserve at a job site. The employment op;ortunities
locally available are listed below.

1. structural steelwork

g 2. factory work

. \ .
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3. office work
4. education
5. tree su;gery
6. golf clubs
\X 7. other work common to a small town

~ - (i.e, corner stores, research work from grants,

construction, etc.)

The critical months of unemployment in this community
aré; ¥he winter months. There is a large proportion of the
post-secondary student population attending college and
university and theif success will ultimately alter the types

of employment opportunities pursued in the future either in

the community or outside of if.

L

8. Iypes of Schools U
;All schools on the Kahnawake res\rve receive funding
from fhe Department of Indian and ~N6rg1ern Affairs and are
classified as either "federal™ or "band" schools. Because of
the provisions in the British North America .Act and the
Indian Act, the federal government is responsible for the
education- of status Indians.
« Kahnawake has three federal elementary schools and one
secondary band school, The three elementary . schools,
ngenﬁ;noron (Nursery, kindergarten), Kateri (grades one,

o

two, three) and Karonhianonha (Efades four, five, six) are

directly controlled by the Department of Indian and Northern
Affairs. This federal ministry is responsible for operation

and maintenance funds to cover teacher and administrator
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salaries, school materials, transportation and costs for
building maintenance including support personal. ‘ The
department 1is also responsible for capital projects such as
investing in a new school facility or school extensions. The
government in this gase is the school board. The average

student enrollment at each school per year is listed in

approximate ffgures: .

\ Kawennanoron - 60-70 students '
Kateri - 175-200 students
Karonhianonha - 175-200 students

The student population is not expected to fall at the
elementary level until 1985 and even so the decrease will not
be more than ten. Only those students with band nugbers
identifying them as status Indians are allowed to attend:
elemegtary schools on the reserve. All non-status children,
those with non-native fathers, are required to attend
elementary and secondary school off the reserve.

The only band school is the newly established secondary
school. A band school is “one where all’ spending .is
controlled by the band. (Band, is tﬂ; Indian Act term which
is used to describe Indian pedple, 1i.e. the Mohawk band at
Caughnawaga). Budgets must be prepared and submitted for
approval to the Department of fndian and Northern Affairs.
In a band school, a non provincial school, the Indian people
determine the priorities and interpret how the budget wili be
spent. In most cases, the reserve's band council has control
over band schools, However in Kahnawake's case, the Dband

-
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council have delegated the Combined Schools Committee to

oversee all educational activities.

The approximate student enrollment per year at the

secondary school is two hundred.

L g

9. History of Education in Kahnawake to 1978
Traditionallf, the responsibility for education in

-

Kahnawake was vested within the community, in the early years
of a child's life with the grandparents and later with the
parents. Historically, the formal education of Mohawks can
be accounted in three phases (a) denominational, (b)
gbvernment including federal and provincial, (c) Indian :
controlled. ~

D {nati ]

' Denomidétional schools were the first type of schools
made available to the Mohawks in their community. ‘The
education of children has alway§ been one of the primary
objectives of missionary work by the churches. They
approached the education of Mohawk youth with such a vigor
that the consequences of a religious education were similar
to many other native denominational schools.‘Essentially, the
provi;ion of a reIigioué eéucation and the creation of a
"religious feeling" in each Indian student, was the main
goal.

The Jesuits entered the Mohawk community shortly after
it was established in 1670. They believed it was their
responsibiiity to protect the Indians from the poor morals of

the French society that was devéloping rapidly around thém.
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The early Jesuits at Kahnawake did not establish a formal
school setting at first. It was their belief that the
traditional pattérn of education for Mohawk youth should
remain with the grandparents and parents. In this way, the
spirit of cooperation and community—which they believed to be
ngood christian values", would be maintained by Mohawks. If
the Mohawk parents believed that it as necessary for their
children to learn about Europeans they would send them to the
Jesuit priests or the local Indian agent from the French
controlled government. This pattern remained throughout the
eighteenth and early nineteenth centuries. (Blanchard, 1977,
P. 3)

A conflict over education evolved in the mid 1800's apd

!

the major issue was not on learning, but rather on the
efforts of the British to gain control of the educational
procesgf/"The British had recently_overthrown the French as
the seat of power in Quebec. These new European people soon
discovered that the people of Caughgawaga were primarily
Mohawk speakers, and that theif second language was French.
Only a few of them actually spoke English. The Jesuits, who

did not force the Mohawks to change drastically during t"ﬁe
¢

early years in the community were informed by the British

that they intended “to send Anglican Missionaries to

Caughnawaga. The Anglican Missionaries' purpose was to teach

the Moh%;F-French speaking Indians at Caughnawaga the King's

English, and to incorporate them into the fabric of the non-
natives' new world. The Anglican view of education was much

different from that of the Catholic. The Jesuits entered the
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community and leafned Mqghawk then school was taught in
Mohaﬁk; the Catholic mass was celebrated in Mohawk; and
government business was carried out in Mohawk as well.

The Anglican Missionaries were not as successful as the
Jesuits, although English was introduced énd learned by many
people. In 1915 the Sisters of St. Anne arrived 1in

Caughnawaga to establish the first school for primary to

grade six: Soon after, the Protestants began a school along
the same format. Formal education during these years until
1920 went as far as grade eight. After an elementary

education Mohawk youth would continue their post-grade school
education under the supgrvision of their parents. Boys:would
learn’ about construction on the job and girls would learn
about the roles of homemakers and mothers at home with their
mothers. (Blanchard, 1977, p. 6) o

Government: Federal ' -

In the late 1940's, the federal government formulated a
new Indian policy. The old approach of paternalism was
replaced with an attempt to integrate Native people with the
rest of Canadian society. The government decided that the
federal schools would follow the curricula of the respective
provinces and that the aim of native education was to become
one of assimilation and integration as opposed to isolation.
However the oppdsite took pléce.

The federal schools attended by Mohawks fell into two
categoryés, (a) day schools, and (b) residenfial _ schools.
The day schools were loc;ted on the reserve and provided
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education for Mohawk children living on the reserve. Only

Mohawk children were allowed to attend the day schools. It
was controlled by the Federal government, héwever the
influence of the church was still present as they were still
responsible for providing instruction, The ideology of this
type of school was to have the Mohawk remain on the reserve
to Dbe trained.solely for life on the reserve. Once Mohawk
youth graduated from the elementary day schools, ‘they were
provided an opportunity to pursue .a secondary education
outside the community at a residential school.

The residential school that Mohawks attended was
situated in a town by the name of Spanish in the province of
Ontario. The residential school in Spanish was segregated
and provided education for Indians only. (Indians from
other reserves attended this school as well, vmainly Ojibway
from Nothern Ontario). The language of- instruction and daily
interéction was English, Mohawks who attended the school
recall not only werg they a long distance away from home but
they were forbidden to speak their native language at any

time, If they were caught doing so, they would be punished

severely. The residential school taught primarily English
and Agriculture. Much of the time was spent completing work
in the school to keep it functioning. Activities such as

hauling water, chopping wood, preparing food, cleaning the
living quarters, and maintaining the small farm were
completed daily. The Mohawk experience at this residential
school is still talked about today as one which did not

prepare them for work in the outside world but rather kept
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them busy and furthered segregation,  —Mohawks stopped
attending the residential school in Spanish around 1958.
Government: Provincial

After 1958, the people from Caughnawaga became more
involved in the economic life of North America and education
about that world became import;nt. A high.school educaﬁion‘
was necessary now for those young‘adults who wished to work
at jobs other'thén constrdétion or homemaking. Many Mohawk
young men and women attendedeuﬂiic and private high schools
on the island.of Montreal. Most high school aged students
attended secondary schools in Montreal up until 1968. .

In 1968, after a tuition fee agreement was signed by the
Protestant Regional School Board of Chateaugay Valley and the
Department of Indian and Northern Affairs, Mohawk students
began attending Howard S. Billinés Regional High School in
nearby Chateauguay. The tuition fee agreement guaranteed a
secondary education for Mohawk youth for a total of twenty
years. With the inclusion of Mohawk students the total
school population was raised to 3,200 students. 0f those,
three hundreﬁ and twenty-five were Mohawks. This secondary
school in Chateauguay became the main high school for the
majority of high school aged Mohawk students to attend while

a small proportion opted for private and public schools in
' ?

Montreal from 1968 until 1978.
While attending high school in Chateauguay, Mohawk
students were required to follow the samé curriculum as other

students and it was not until 1971 that two elective courses,
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Indian Studies and Mohawk Language were offered which

acknowledged some Rgsic social and cultural needs of ‘Mohawks.
Since these cburses were only offered as electives, many
students found it difficult to enroll in them due to career -
goals wpich Eequired a specific course of study. Although |

"these- two elective courses were not participated in my all

Mohawk students, their implementation identified that Mohawks
had different educational neer. (See Appendix 4)

Many Mohawk students graduated from Howard S. Billings
during the ten year period of 1968-1978. They participated
in all school activifies and became an important‘ part of L
school life, Yet the provincial system of education was not
an adequate response to Mohawk needs. In light of the
Feasability Study on. Indian Control of Indian Educatiorf
conducted by two community residents (Beauvais and Deering,
1977) and pressure from a large proportion of the parents,
the Combined Schools Committee cﬁangea fhe pattern of

- education for Mohawk ‘stﬁdénts once again. By acquiring
control of the formal schooling process the parents acquired
'control of a destiny for future éenerations of youth. The
next chapter will describe the interaction of people involved
in the new educative events the community experienced. A
description of ihe model and methqd for education adapted by

this Mohawk community for its new secondary school will be

¢ .
-

examined.

L2y ' , ‘
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CHAPTER 3

Mohawk Community School.

1. Copbiped Schools Committee

It is of importance for the. reader to have some
acquaintance with information on Kahnawake's Combined Schools
Committee to comprehend this thesis since they were the most
%nfluential group assoclated with the origin of the new
community school.

The Combined Schools Committee of Kahnawake is composed
of ten volunteer members who are elected or appointed by the
people of the reserve in a general election every two years.
Prior to 1967, both the Prbtestant and Catholic Mohawks had
their own schools and committees. This scenario was typical

- of most ‘schools in the province as, Protestant and Catholic
'Children attended denominational institutions. 1In Kahnéﬁake,
the tradktional' people usually sent their children to the

-

Major reforms emerged in 1967 as the province of Quebec

Protestant schools.

reorganized its educational system. Subsequently, these
reforms effected Kahnawake's two school committees, The
committees decided to unify as one and create a new school
system. The new school committee would be coméosed of ° four
Catholies, four Protestants and two longhouses -
representatives, Each of the Catholic and Protestant
represéntatives would have to be nominated and then elected

with votes at a géeeral election while the two traditional
\ .

At
)
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representa?ives would be chosen by other traditional members
at a.meeting in the longhouse,. This membership criterion is
still maintained today (1981). |

The Combined Schools éommittee is certainly a power
group who exert major influences within the community\f The
formation of this parents committee in Kahnawake has enabled
community members to participate 1in the daily problems
"associated with s;hool life by Mohawk children. Howevers, the -
bureaucratic procedures of the. federal elementary schools
have réstricted éhe .power of the committee. The school
cSmmittee does not administer the federal elementary schools
agd the volunteer Mohaﬁk schools committee sees this as a
major dysfunction in edhcati?nal planning. For instante,
while the federal schools seem anxious to adopt major reforms
in curriculum from the provincial ministry of education the
parents committee are as equall} determined to take control
of the federal elementary schools, incorporate them into a
locél structure, ‘and change the entire curriculum to meet a
local focusq o ”

The. Combined School’s committee is the local school
council in relation to the bands secondary school. Their
responsibilities include staffing, finance, curriculum
development, capital building projects and special services
such as psychological, speech and health care. The
responibilities of this committee at both the elementary and
secondary level 1includes (a) care of school property and
school grounds, (b) student attendance and 'truancy, (c)

acquisition of band funds for field trips and other related \\
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activities, (d) orgapization of school bus routes in the
village ;£d to the outlying areg!E'“(e) subsidizqd school
lunch programs, ' (f) attendance of Indian students at non-
Indian schooigj\\ég) and the preparation of student cheques
for scﬁool ‘attendance. The ambiguity in administrative
responsibilities between, federal and band schools has
resulted in limited power for decision,ma;ing aﬁ one 1level,
and maximum control at another. <.

This parents school committee as B _group take an active
apd intelligent intérest in the educaiion of their cﬁildren.
Most members of this committee are women. However, while
there are usually one or two men on the committee from time
to time,‘the women take a more aétive role. Individual educa-
tional . achievement and experiences vary ranging from sixth
grade to university. All participants dedicate themselves to
the improvement‘ of education in both the fedefal and band
schools, They do so by intuitioﬁ; by what the commpnityp;s
thinking - and on information provided to them by consultaris
in education. They are guided by many forces, some obvious
others not, into making decisions about the schools and
schooling in their community. Women on the’.committee . are
more active than thé male members since many do not have Jjobs
and aré primarily ﬁomemakers. It is not uncommon for most of
the women to #pend a great deal of time, (for example 25-30
hours per week in some cases), wo;king én‘ school related

projects besides attending the regular weekl} meetings. The

activities of the school committee indicate a tremendous
L 4 . .

-
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desire to participate in the tasks they have been mandated to

complete for educational improvement.
«“

As well, the committee has to contend constantly ,with .

major obstacles. The biggest[problem they deal with is the

financial one 4t the sébondary level. This committee is
responsible for negotiating the funds required ﬁg’operate the
school. Whilz\\pﬂe overall pup;l-teacher atio in the
federal and band/schéols is fifteen to\ e, the pupil teacher
ratio  in the'/provincial schools is.twenty to one. This
provincial ratio fs the Department of Indian and Northern
Affairs argument for providing 1less secondary education

fuhding for this commuﬁity. Funds are constantly being

*sought by the committee to administer special educational and

/

v :
extracurrjicular projects, The Combined Schools Committee in

this comﬁunity is a directdlink to the regional Indian
AQ{airs branch 1in Quebec City and represents‘ a democratic
prb:;dure for decision - making on important educational
problems and policies ‘at ::j/ﬁg%ondary level. i
The procedure for cision ‘making with the Combined
Schools Committee itself may best be viewed through lhé work
of sopioloéist William Sumner. His basic assumption was that

evolution is a basic force and law. A sociefy evolves to

higher 1levels of organization through the processes d{

r \
l \“eompetition, cooperation and survival of the fittest. Sumner

{

.. .also assumed that behaviour is patterned b& folkways anﬁ

mores; fhe habits and customs of social life. Underlying the
. “
operation of folkways and mores are human interests or

mofives; in the school committee's case, concern for cultural
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survival and concerns for bi-culturalvadjustment. Folkways
thenefore_ develop in an unconscious \ spontaneous and
uncoordinated pattern. |
The method employed by the schools committee ih a
decision making pr&cess is that of trial and erfor. ‘Their
decision making process or ritual, however incoﬁéistant,
becomes the established norm which guides the grodg‘s yelQ
fare. Below 1is a brief account from fieldwork of the deci-
sion making process employed b} parents on this school
committee.
A _problem or issue 1is placed in the haﬁds of éhe
committee. The time it takes to make a decision ‘ii an
unknown factor in most instances unless the grbup has been

asked to dedal with a serious problem in which case a time

allotment 1is determined. Any issue is discussed at , great

length by a;l the @emﬁers. All possible "sub-problems" such
as .fears about community reaction, suddep change, etc. are
brough£ oﬁt in a somewhat sefioqs and intense atmosphere
which at times is brokeﬁ b§ a joke or a sarcastic remark.
Béhavior such as this 15‘;;Zdent at all meetings ;nd is
embloyed so all partic}pants feel comfortable. This behavior
in tbrn creates. an environment conducive for ;;rticipation
from all Committee members. “

It is an unwritten goal of thisﬂ grouﬁ to agree by
concensus yet the reality is quite contrary. The committee
members who have remained on the committee for {he greatest

number of years have thQDmOSt influence in the decision
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making process. Their folkways guide the group to making a
decision or delaying it by establishing work priorities.
There is no observable data that would suggest there is
a direct relation between the religious composition -of the
school committee and the influence pf certain members in the
procedure utilized for decision making. In other words the
religion of members, which se;ved as a‘basis for the
organization of the committee, is not viewed as an influence
in the decision making process, becéuse all members are
conSidered equal. Instead, through the verbal presentations

and non-verbal cues presented by the ‘"oldest surviving"

:

committee members a collective response to a problem is’

formulated. This procedure becomes institutionalized as a
basis for decision makiné within the social structure these
individuals find themselves in: an education committee.
Ihis behavior is By no means qusual as it projects a pattern
for the group to remain consistent as an important. dimension
in the community's social s;ructure.

Since 1978, the Combined School Committee's main concern
has been with the organization of the new secondary school.
A polarization of the elementary and secondary schools
occurred for a short time while phe‘committee spent most of
its efforts to secure funding for capital, operations and
maintenance projects at the Kahnawake Survival School. Time
on task prevented them from completing all the work at the

elementary level. It was not unusual to hear people in the

reserve saying "Oh, it's hot a school committee for.Kahnawake

“any more, 1it's a Survival School C@mmittee". At the time,
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people of this community had quickly forgotten there was no
high school prior to 1978 and therefPre the committee's work
was focused on eiementary school problems most of the time.
Unfortunately the committee was in an unfamiliar situat?on
with the community and their responsibilities. When a new
school develops it naturally requires more time and energy.
Yet committee members were pecceived by‘fhe community as not
being able to complete their duties. Most community members
did' ;ot realize that committee parents were working twelve
to fourteen hours paily to keep the school operating.
Without a doubt, it would be easy to say that all schools'
committee members take their respongibilities seriously. The ~
daily pressure is ev;dent on the part of members to meet the
community's expectation of the groups mandate.

¢

responsibilities between federal and band schools, and the

In spite of the ambiguity in administrative

procedures employed in the decision making process at
meetings, the schools committee of Kahnawake has been
successful\\in leadiﬁg and ﬁreparing Mohawks on this reserve
to take advantage of a formal system of education which most
feel is alien to their culture. This committee has actively
encouraged bi-culturalism in secondary education and believe
that this type of training is important if Mohawk students
are going to meet’' the goals of the school which are based on
competencies in two cultures. Without question, .the large
amount of time, energy and motivation exerted by this

volunteer group to accomplish their responsibilitigs do not
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outweigh the committee's devotion to a quality Mohawk

educa‘ion.
2. Establishing the High School

In July of 1978 the Kahnawake bombined Schools Committee
called a general méeting to discuss plans for developfng a
high school in the community. During that meeting the people
voted overwhelmingly to start plénning the organization of
this new school. There was a suggestion that the new high
school be planned to begin after the tuition fee agreement
with the Protestant Regional School Board of Chateauguay was
finished 1in 1988. Thus, 1988 became the arbitrary target
dat;)for a new high sc;ool to emerge on the reserve. ’

A }ear before the July vote by Mohawk parents, the
provincial government of Quebec passed and made law Bill 101,
A Chgiter of the Freﬁch Language. This 1legislation was
intended™ to serve' as a mechanism to protect the French
language and. to reform its daily use in the entire public or

jness sectors of the province. It had as its 'primary

ive‘ to ensure that French became the official language
‘ebec. This bill, with regard to it's appliéation \on
federaX or reserve land, states thaty"...Indian reserves are
not subject to this act". This only applies to those schools
situated. on reserves," and not to the 1Indian students
themselves who attend schools outside their reserves in
another community. Once an Indian student leaves the reserve
to attend high school, the Quebec government does not
recognize‘ them as Indians with special rights and freedoms.

Consequently, native students are ,required to obtain a
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certificate of eligibility from the Minister of Education
before acquiring an English education outside the reserve.

In August 1978 the Mohawk, a minority within Quebec,
demanded an exemption from the regulations of this law since -
they were indigenous people. The French, ; minority within
Canada, initia¥ed Bill 101 as a claim for equality and
survival of their cultured heritage. Two minorities were
st;iving to reach §imilar oéjectives albeit under varying
strategigs and proportions. The Mohawk did not recognize the
provincial government's legislation while the provincial
government was not willing to provide exemption for native
peopie ’to.acquire certificates of eligibility without having
to negotiate with other minority groups in Quebec.

Awareness of ©position and attitudes of both groubs
toward Bill 101 was clear as Mohawk students began the 197%-
1979 schéol year in early September at Howard 8., Billings
Regional High School in Chateauguay without the certificates
of eligibility. The Combined School Committee and other
parents from Kahnawake waited for a reaction from the
Protestant Regional School Board of Chateauguay Valley. The
Chateauguay School Board as part of the provincial ministry
of education had no choice but to ask the Mohawk students to
acquire’certificates of eligibility for admission to schools
in the Chateauguay district. On September 6th, the 350
Mohawk students who were enrolled in Howard S. Billings
marched 1in protest from Chateauguay back to Kahnawake .with
approximately 600 supporters who were all members of the
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community. (see Appendix B)

That evening, planning began.for the school. As the
events were totally unexpected and of a political nature, the
community rallied qhickly to gain support for their projéct
b;# publicizing the issue on local radio and television
stations while urban news journals printed the story.‘ It was
decided to name the school Kahnawake Survival School under
the assumption that a unique secondary education may be
achieved by Mohawk students if they were given the

opportunity to enhance their knowledge\ahd abilities within

their own culture and simultaneously develop skills to enable )

them to function 1in the larger society outside their
community, The word Survival, ih the school's name reflects
this outcome as it represents survival of cultural skills and
those.skills that are shared or bi-cultural in nature.

The Kahnawake Survival School opened on September 11,
1978 with <classes for grades seven through eleven. The
school was organized, staffed and assisted by volunteers. The
majority gf volunteers were from the community, however
several qualified non;native teachers from outside Kahnawake
volunteered their teaching services. Organizatipns and
individuals in Kahnawake offered their premises for classroom
space. The administration was located in the community's
cultural ceﬁtre and classes were held at the Knights of
Columbus, Marina, Moose Club, United Church Hall, rooms at
the two elementary séhools and private homes and farms.

Of the approximately 350 8591%&:: who made the historic

march from Chateauguay, 280 remained as full time students at

t
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the school. The others obtained the eligibility certificates
and }eturned to Billings. or other high schools in the
Montreal area. The teaching staff was large: eighty-three,

During the first ﬁine weeks the entire volunteer
teaching staff were not paid. Since the education of Mohawk
youth was included in an agreement between the Department of
Indian and Northern Affairs, the Kahnawake band and the
Protestant Regional School Board of Chateauguay Valley,
negotiations had to take place among the parties Dbefore
funding was allocated to the new school. Every, volunteer
teacher, both native and non-native, worked in the spirit of
keeping alive something that was viewed as a political and
cultural response to educational change. Although teachers
were not paid initially, the Combined Schools Committee and
several people from the community made an effort to elevate
the pressure of no pay by providing free lhnches. The lunch
time gathering of the teaching staff became a sociaf function
and served as ah orientation to the community for many
non-na£ive staff.

Staff selection was first completed after funding was
received for salaries. The teaching, suppoft and
administratioﬁ staff were all hired by the Combined Schools
Committee. The ratio of male to female staff was almost
equal, however as the school progressed the female staff
increased as many male personnel could not continue to
support their families on such a low pay being offered by the

school. The majority of female staff working provided a
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second income to their family unit.

There was no established curriculﬁm and teachers taught
what they wanted to after discussiqg unit and lesson outlines
with other teachers and their students. Prgject education
was a very popular method that first year and implemented Qy

all teachers. It served as a daily tactic until some .formal

‘plan for a curriculum could be created. The first year was

certainly an alternative because it had no resemblance to any
otﬁpr séhool these students or this community had known.
Initial funding was received about three months later
from the Department of Indian and Northern Affairs- after
extensive negofiétions with the Combined Schools Committee.
The Kahnawake Survival School is now located at the. eastern
edge of the reserve in between highway 9c and the St.
Lawrence River occupying 154 acres. A number of classrooms
have already been built and the school is on a five year
building project- uﬁtil all required second;r§ school

facilities are completed.

i

3. A Model and Method for Bicultural Education
of the numerous aspects of school planning: and

organization, perhaps the most critical is that of setting

educational goals. The schools goals were established by thé' \

Combined School's Committee. The goals, stated in a general
' L3

‘manner, were then used to designate more specific goals for

curriculum and instruction. The committee believed that
there wquld be no way .of telling how well the school was

performing 1its function; or even knowing what its function
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actually was until educational goals were established.

With the sudden emergence of a new secondary school in
the community, the Combined Schools Committee were faced with
the task of trying/i} determine a set of educational goals.
Much of‘ the confusion in the early days and weeks of the
Mohawk school was centered around discussions on goals for
education. This perhaps, was a result of many ingividual
styles, socialization, general expe;tation§ for schools, and

the content or generality of goal statements being examined

" by the persons involved in setting goals. The distinctions

of committee opinion is not to be discussed here although it
is intended as a suggestion that their open discussion on the
subject of setting educational goals brought an order and
logiec to all subsequent school planning. They recognized
that goals needed to be stated as a basis for adequate school
management in the future.

The experience of this community's secondary school with
bicultural education should begin with the experiencé of goal

setting. In numerous planning meetings that lasted well into

. the 1late evening and early morning for several weeks 1in

September and October of 1978, the members of the Combined
Schools Committee reviewed existing educational goals for
native education, formulated others and then determined a set
of goal statements realistic and relevant for their
community's secondary school. ‘Since §he Combined School's
Committee represent the parents of the community the goals

had to reflect the wishes of the parents. In an information

~ meeting the new goals were identified and explained by the
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committee. The parents who attended the meeting at the

) e
Karonhianonha elementary school gymnasium and who sup ted

thé idea of a secondary School in the cbmmunity, unanimously
agreed- with the goals detailed by the Eommittee.

The educational goals established for the Kahnawake
Survival School are not unlike those " of other secondary

institutions in North America. Its goal statements are

'bfoad and pry to encompass all the desired od}comes for -
students; serving the dual needs of the individual anq ‘the
society the individual finds themseiyes in. The goals were
taken primarily from the Beauvais, Deering study (1977).
They suggest that a  high school education in this community
should instruct students to: '

" a) learn to live good lives, meaning that they learn

~to become self-reliant T
- to have respect for tpemselves, one another and
for their elders.
- .to live in harmony with themselves,‘ the
' community, the .people 1living outside the
community, and the sociél and physical environ--
ment. |
b) 1learn to make a good living, meaning that they learn
- to read and wr1£e effectlvely
- to upderstand and use mathematics

- to develop skills necessary to get a good job"

The ,stated educational goals complimented the schools

—

committee desire to develop a school program that maintained
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balance and relevancy between academic/skill éubjects and
Indian cultural courses. They believed that if a student was
"to really know themselves and their poténtial as a human
Jbeing they should learn the things that shape them such as
their history, language, and values. lLikg Gibson, the
p\arents school committee. assumption regarding outcome was
that a student will develop coinpetencies in two cultures - and
be able to function in each one simultaneously and
. comfortably once pro‘vided a bicultural -education. The
schools goals for education are s?éported by Gibsons
assumptions on biculturai education. .

It has been suggested that bicultural education, as a set
of theoretical principles, is employed to produce a student
who 1is capable of operating successfully - between cultural
boundaries. The Mohawk, through their broad goal statements
for education, agree with this theory of education. Ih the
subsequent sections of this cha.pter I will describe the model
for Dbicultural education adapted by the Combined Schools
Committee, the method employed to appro'ach program - planning
and delivery,’ and the level of impact on both the school and

community as a result of this strategy for education.

The Model
The model for bicultural education at Kahnawake's
secondary school may be viewed as a network. of skills or

compefences. The rational underlying this model evolved

after several visits to private schools in the Montreal area,

an examination of programs being taught by these private
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schools, and the Sc/:hools Committee desire to offer a ‘qualit)[;;
education. It seens that the major influence in deciding
* what the network of skills should be was the Schools
Committee concern for academic equivalency. That'is;, they
attempted to examine the pattern of bagsic ‘course offerings at .
three private schools in Montreal with the‘ goal of retaining
those courses, including general objectives, 'sk\ills and con-
tent, that every regional secondary school student was
required to complete for graduation. Simultaneously, the
committee replaced other course offerin'gs with specific’
programs designed to meet the cultural needs of Mohawk
students or to take direct advantage of the natura} envir:on-
ment surrounding the schoql. The result of this impo\rtant
sStep was a model with a cross-section of courses; some deter-
minéd by external standards and others generated by the
community.
)\ The bi-cultural model, or network of skills, consists of
five domains. T'I‘hey are:basic skills, 1language skills,
science skiils, health and physical education skildls, and
social and cultural skills. Each domain is centered around
the domain of basic skills. The entire model has been
conceptualized in figure one.

In many respects, Kahnawake's unique physical and
cultural environment directed the framework of this model.
The small geographic area of the community, its population
density, economic opportunities, the proximity to a large

urban center and the Mohawk.  value for upward mobility’,
! 14

i
suggests that the model for education adapted by the schools

i
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committ.ee0 would have to reflect the prerequistes to socio- !
\ Ay

economic opportunities in the larger society. Whereég the

committee simply may have rejected all that may be

i B ‘ ,
Figure One - The Kahnawake Model for Bicultural Education

e A )

Social and Cultural Skills 9 Science Skills i
history ' Environmental .
geography _ Ecological )

cultural immersion Biological
law . Chemical
Government Physical.
economics - Agricultural
literature ; | Physiological
drama v ‘
arts & craft
values /

s

Basic Skills
reading writing
speaking listening ’
analysis synthesis
problem solving evaluation
mathematics
multicultural comprehension
appreciation
research and study skills . d

R

1

Health apd Physical Education Skills Language Skills

healthy body and mind through English
nutrition and environmental French

awareness . Mohawk
physical o education ;

P

ehrly childhood education, *
athletics :
recreation and leisure activities

developmental psychology
education

i
2
;
kb
i

¢

considered part of the Canadian educational procesh and

* 4
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determine - to tea;h native content they elected té examine
both strategies. In Light of a previous discussion, the
nétwark of skills‘ adopted by the school is close to a.
cultﬁrally relevant curriculum. Hhile'the aim was directed
toward bigultural competencies.

3

The schools committee took a caréful look at several

curriculum materials being used in the private Tijbol

programs. One of their immediate concerns with -some of the

materials viewed was that the content was meaningless to the
Mohawk‘.student's cultural needs‘fulf?llment and that most
promoted rote learning- and continuous drill exercises.
Although sev?ral text;~were adaptable anq most were desigdeq
well, the committee thought students would have a r:iifficult\l
time relating to the material since the Mohawk were not part
of theﬂ largér studént audience textbook publishers prepare

-

books for. It was determined thatt the relatively °'small

.
student apopulation should be immersed in a curriculum that

- N 1

had a regional focus; such that selected curricula would take
advantage of éthe local commppity.' ,Thus there was a need to

develop relevant curricula’ and learning materials that drew

heavily on Kahnawaye énd the environmenf of other native and

non-native people to help 1illustrate basic themes .and
concepts. It was assumed that a combinaﬁion of basic skills

with 1local relevance would provide broader insights. for
. . , - ‘

' students on more abstract ideas in the future.

- ’ il’ 'y
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: .
The Method ' .
The method employed to actualize the bicultural model
consists of a five step process. The steps are:
1. Needs Assessment | . -
. Establishing a Curriculum Framework

®

. Dissemmination and Implementation

.

2

3. Planning and Production
. '

5

. Management

The present analysis focuses on the method wused in
planning for bicultural edué%éion at a Mohawk secondary
school and itS level of impact on the community. The
analysf; is based on:the premise .that a schools! éoals for
education have not only a significgnt imbact on - the
characteristics of its g;;}iculum and means fof instruction,
but a%so on the reshonse and reaction ‘to theh community
propef. I have organi;Ad the analysis to describe method
components, their effectiveness in m;tching the schools goals

for edgcation and the level of impact on the school and

community.
.

1. Needs Assessment - The basic referent for "what

should be" after students leave the formal school system 1is

minimal self-sufficiency and contribution to society.

-

(Kaufmen, 1972, p. 23) This concept serves as a basis for

w

external needs assessment (Kaufman, 1977, p 58) because {t

roots are in society and not within the school or school

- /
system. This method for bicultural education'employed the
use of an external needs assessment. It calls for planning

to Dbegin by determinipg the requirements for individual and

14
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collective self-sufficiency in society. The significance of
thij approach is that it goes beyond the boundaries of the
school and provides a direct 1link between curriculum,
instruction and society.” Determining what self-sufficiency

is through an external needs assessment requires the use of

-

. {
inqications rather than absolute criteria since self-
sufficiency is culturally dependant (Kaﬂ(ﬁan, 1977, Pp. 55).

For example, what may be se;f-suffigiency for one ethn;c

group may not be adequate for another. Iyéicatﬂ{s are thé\\\“
basic set of competencies required by students living in a
given society to become and ma;ntaln self- sufficlency.

Roger Kaufman and Fenwich W. English (1979) suggest~

: .there is no correct way to design _ and
¢ conduct an external needs assessment. Each
community is differgnt and each group of people is

_unique; thus reduc1ng the advisability and utility
of kits, packages and checklists of how-to-do-

its."

o
14

They continue,
\J

_ "in a needs assessment process, if it is to-
. - be valid and useful and if it is to be acceerd
. and wused, should include the involvement of" a
planning partnership: learners, - educate and
community members." -

?he strategy to conduct this external %eeds assessment

included the use of the three planning partners referred to
by Kaufman and Engligh. ;?he purpose of this particular needs
assessment was to determine a set of 1nd£?ator£ that people
believed were essential to the growth of a school program and
student outcomes for a unique community and peo?le. A‘gwo by
three needs statement matrix wasg’ﬁsed to classify the

., collected data.(View Appendix C) Not only did this technique
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\clarify what was being said aﬁout a particular subject it
showed which of the,planning partners was‘saying if.

Results of this ongoing needs assessment were discussed
weekly with the Combined Schools Committee from November f97B
until - June 1979. - They felt it was important to closely
examine every aspect of assessment results since this would
effec£ the decisions they made and ultiégtély the students

. ¥
- success and failures after completing a course of study at

the commpnity school. :

+

The subjects for this external needs assessment

A

consisied of the following:

a) learners: all Mohawk students who attended® the band
- L 3

controlled secondary school as well as

Sy

_some Mohawk "studgnts who once attended
”high,“schools offt the-reserve and .had

N
since graduated prior to 1978.

<
b)  educators: native and noanéﬂive educators w%gh
va;yiﬁé educational backgrounds
éxperiences‘- ‘and expectations.
The majority of people in this }category
:> were Mohawks from tue cowwuunity.
¢) community members: primarily members of the Combined
Schools c;mmittee. Data was also
collected from people who supported and
" who aid not support the schogl.
The data for this external needs assessment was obtained
through informel q¢scussions, interviews, or large and small

1)
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group meetingé. The following questions were posed to each
partner. 1. How would you describe the present state of

ﬂ prograﬁ Mohawk students are involved with?

This., question sought indicators to the question of what is?
in the needs assessment matrix. &he next question sought an
alternative indicator to the first responses. 2. What

educational purposes should the new high school seek to

obtain ﬁi;h . ? What are the students needs in

) ?

- community, they did not suppor

~ Data collected in the needs assessment were analyzed, to
determine‘if'the development of a bicultural approach to
education was suitable for this community school, and if so,
what vere ‘some of the indicators appropriate to this
community.
The actual total number of individuals k(planning
partners) interviewed is unknown. However of all the

/ -
participants, fifteen community members mentioned that

* "although they agreed with h:j>ng the high school in the

its goals". Through rough

L.estimates* the following was determined about the number of

participants ‘Nvolved in this external needs assessment.

1. Students - About half (120) the total number of students

.at the new secondary school during the 1978-

1979 academitc year were iqterviewed from
grades seven to eleven.

2. Educators -All native and non-nativé‘Xeaching staff at
the new secondary school during the 1978-1979
acadenmic ’year (59 Mohawk, 24 non-native)

& 3
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About eight teachers from the elementary
' level and two principals were consulted.

3. COmmunity Members - Approximately 100 individuals.

It has been established that schools have been created‘ to
serve and perpetyate socie&y. At Kahnawake the goals for
education were a means to an end, that gf preparing students
with competencies to participate in two cultures. .Therefore,
by conducting what Kaufman refers tp as an external. needs
assessment, the outcomes should point to indicators that had
the most utility f&r this specific community. For the
purpose of this sectioﬂ, data for three subject areas are
displayed and analyzed as an illustration of results to”{his
needs assessment. ’

t : , o
Needs Assessment - Display :
Section Opne -
Subject - Social Studies il
Planning Partners - Learners, Educators, Community
Members
a) Learners

1. How would you describe the present social

, Studies program you are invelved with?

The typical response from Mohawk students who were

L

interviewed was that they were learning too much about the
"whiteman“ or "French-man®™ in schools 1like Biliings and
hardly‘anything.about being Mohawk.

Displayed below are several responses:

1. ""Indians" in textbooks are always bad. This does not
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make me feel good about béing Mohawk, "

2. "I'm not learning aboug m;se;f but somebody else whé
does not even think like me", |

3. "Teachers never talk about Indiansdin North American
History. The focus is always on the Whiteman - the English,

French of Dutch".

4, "It doesn't do anything for me". ¢

5. "When teachers Ealk about Indians, they group all Indians
together, They are different you know just as European
people are different™®,

6.. "I can not describe %t because I do not attend social
studies 2 classes".

7. "The program is good but there should be more projects on
native people",

8. "Good".

g. "] don't know". . -

10. "IT'm ashamed because I cannot talk about my people's

.culture or  history. It is not for Indians but for white

!

people from Chateauguay".

11. "I don't want to be a whiteman but with everything I
know about them I could be".

A

12, "It is mostly CanadNan and American History with some

geogrgphy"{
From these responses, it appears that most of the Mohawk

siudents are not satisfied with the present social studies
program they are involved with while a few seem satgsfied or
do not have definite opinions. They inditate that ‘ cultural

needs are not bebng dealt with in the present social studies

AN
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program, Most students have negative feelings towards the
traditional mainstream curriculum. |

The next set of responses are to the second question
posed to Mohawk studeqts.

2." Hhat do you believe the students' needs are in 2 new

Most students believed that the entire content of a new

AR

social studies .program at the school should be based on
native peoples. They wanted to learn about Mohawk history
and culture as well as'contemporary problems Indians are face
with in a North American context. Student response to this

question foliows:

1. "We should learn about ourselves and other native
beople.o We need to know this for our survival",

2. "What about Indian law and government?"

3. "[Legends, creétion stories; history and traditional
crafts, etc..." ©

4, "We need to khow about the Indian Act to protect

ourselves, so that is one thing we can study".
|

) 5. "American  history, Canadian history, World
history".
6. "OQur schools social.studies program should have us

earn about our history, culture and songs. We should also
learn about white people and their history".
T. "Whatever 1 need to go to college",

.

8. "History and Geography of North America. No Roman

or Greek history please".
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A majority of the answers are 1in agreement about
learning‘ Mohawk culture and histor& of other native peoplé.
Students do not think it is a bad idea to learn about the
"non-Indian"™ histories and would not object to learding
Canadian, American or World history as long as they have
sufficient time to learn their own history and culture. |

b) .Educators

3. How would you describe the present social
studies program Mohawk students are involved with?

The Mohawk and non-native educators felt that the
present social studies program Mohawk students were involved
with was inadequate in that many:of the basic cultural
competencies were not being attained through‘the mainstream
curriculum. However éhe non-native educatbré agreed that the
present social studies program was ﬁqt causing any harm to
Mohawk students; while the Mohawk teachers observed problems '
with content, resource materials, instructional methodology,.
and cultural bias. It seems that the Mohawk people
(educators) were more detailed and sensitive to personal

cultural needs. The typical non-native educator response

{
would be "There should be more time spent with all students

to discuss the positive contributions native people had to
Canadiaa history however ‘I do not think that learning
Canadian history will have a negative effect on Indian
students™., On the other hand, the Mohawk educators, believed
that, "Mohawk history and culture is the foundation of this

nation and therefore should be passed on for 4 all

generationsn, While the non-native educators' responses are
. \
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not geally negative they do indicate a cultural perspective
Which is narrow. _ Typical responses.of‘both native and non-
naéive educators follow:

1. M1t does not meet the needs of our people",

2. "99% of all material learned is on the non-Indian. 1% of
one pfogram (Canadian history) gives some acknowledgément
that native people existed for centuries' before phe arrival:
of the whiteman and even then a true picture is not given".
3. MCulturally discrimintory”.

., nmour culture and history do not ‘exist. We‘are considered
savages by most history texts and not really considéred
important?”.

5. "The students as Mohawks are deprived of their history,
but they are getting their fill of whiteman's history".

6. "What social studies program".

1

7. "It seems adequate for most .students however probably

losses some meaning for Mohawk studehts".
8. "As an elective course it does not mean very much to

most Mohawk students®"..

9. . "Students know more about the history of Chateauguay

than they do about their own community".

4. What educational purposes should the new school seek

to attain with social studies?
All Mohawk and non-native educators felt there shopld be

a greater emefsis placed on Mohawk or native content. This -

would include culture, history and so on. They also agreed

that althougﬁ students should be learning relevant content
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they should not give up the social studies skills they would
learn 1in other high schools, therefore a program should be.
developed which combines these two areas. 4

Within the high school native or Mohawk content lsh‘ould
bg“examined first prior to dealing with world history. Both
groups agreed that it would be a bad mistake to eliminate
world history from a student's course of study. Some

L
responses follow:

1. "More positive'native content, possibly Mohawk histdry,
should be included. It should be meshed with typical content
from a provincial curriculum. The students will need this in
college”.

2. "Mohawk history, Iroquoian .history and the history of
other native péople should be the f{irst thing our children
learn. After that anything will have meaning".

3. "™Whatever the Mohawk people decide for their social

studies program will be fine. No ohe should criticize it
because they are the ones who know what is best for their
children".

4, "The purpose of the new social studies program should be
to develdp logical thinking skills based around our
history".

It seems that while most non-native éducators, approached a
response to these two questions seriously and with laréely
individual perceptions some responded with a disadvantaged
understanding of the culture that Mohawk students bring to

the classroom. The Mohawk educators app§oached a response to
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similar questions with sensitivity to personal cultural needs

as opposed to primarily professional ones.

(e) Communit!/ﬁemﬁérs ‘

5. How would you describe the present social studies
krogram Mﬂki&ﬂd&ﬂ&.&ﬁﬂ:iﬂﬂllﬁ%ﬂihnﬂi

Most community members were not satisfied with the present
social studies program Mohawk students were involved with and
felt it was ex?remely important to focus on Mohawk history.
They were very concerned about the effect a social studies
program wpuld have on their children. One school commftﬁée
member mehtioned to me late one evening "I consider social
studies as important as ou} language. If we do not)practice
and learn both we will loose them", ’ '

Of all the Community members interviewed, fifteen égreed

with the new school but did not support it. In referencg to

this question, nine felt that the present social studies

program was sufficient for Mohawk students while ‘the

remaining six felt it was a good program but more native
content should be added. However the nine pare’ts who
believed the present social studies program was fine in its

present state could not accept the inclusion of more " native

~ content. They felt that if this was done, the Mohawk

students would become "too Indian", Some responses follow:
{. "Our children are not learning about their history, or
about themselves. This, to me is a real shame".

2. "I speak my language; my son does not...Both of us do not
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know our history. As a parent I would like to 1learn
both...Right now all he‘knows is about Canada or the United
States...It's no good". ' .
' 3. "A whiteman's history".
Y4, "It seems fine to me".
5. "History is history. It cannot be changed. I learned
. ‘about Canada and European hiétory in'school and my kids will

* 6

“too. It won't hurt them", )
6. MAnother asSimilation trick by the non-native".

The majority of c;mmunity members did qotragfee that the
basic cultural"ngeds were being met with the presént social

studies program.
) ’\,\\‘ ; [N ‘ . ‘ .
(6) Mhat are the students’ peeds in social studies?
All community mémbgrs; wf%h the exception of the above
mentioned fifteen,' agreed that students need to study Mohawk
history and culture first and¢then the history and culture of

other people,. "Other peoplef would include native and .phon-
- native groups. Some commdnity mémbers were against anf
changes and felt ;t Would be satisfactory to adopt a

provincial curriculum into the school.
1. "They need to learn about their own history and the
i hiEtory of the other Ifoquoian nations. After,shis, world
'%%f history should be studied because native people gTare

international"”, ‘
2. “Hhat is wrong with the social studies program student
receive at Billings High School or Lacbine High? I do not

see the need to change anything in social studies",

3. "To live with the whiteman, you need to know his history.

. L T4
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\
To live as a Mohé;k, you need to know your history. To live
as a human being, you need to :know both",.
4. "Lef the student decide for themselves".
5. "Sgudents should 1learn about their community as it is
today with all of its problems so they can see the problems
and help ;o change. them. I think Mohawk history would be
good as well as Canadiap history". . '
6. "Geography and His:3§y9?fﬂthe world".
In sum, a%l planning partners agreed that there was a
definite need to re-organize the present (1978) social
‘studies program MohaWk~studenfsCM§re involved with and would
be taking-.in the future. _Itiwas‘showed that students should

{
be able to learn about their local community, culture and
o

history (the things that shape them as ﬂbhawks) before
* investigating the larger maipstréém's cdﬁture.

wEducators and comﬁuhity menibers ~ did not\ want to
compromise on leafning \skills.for é new social pgtudies

program and  therefore emphasized that content and social

studies skills Dbe preparéd t%’devélop cbppetencies in  two

-
~

cei}pfes. )
’ [ 3
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: Subject: Science , )
Planning Partnera: Learners, Educators, Community
o Members’
N A /
" (a) Learners: ' - .
1. How mould ybu describe the present science program
- - . you are invelved with? o -

o

The typical response was that they enjoyed their present
science program. Of course, there wre those étudgnts who

disliked the subject ~of ‘science and, therefore responded

.
’

negatively. In general, students had more to say about.‘r
social studies -than tﬁey did about science or mathematics.
when'qéked'specific questions on éontent, most students could
noﬁ' recall concepts and topics covered in their previgus
acienbeeé%urse. Many grade ten and eleven students had few
problems discussing coﬁtent from previous courses.

2; ¥hat do you believe the students’ need ar® in a néy
science program? o 3

sbggeﬁts did not believe there was a need ‘to change
Qnything in the science prbgram. ’They were satisfied~;uith '
everything. Students felt their needs were in the,areés 'bf

feachers and classroom materials,. Their concefns arexlistéd

"~ below. - . ' W . ;

. " ”I. ‘
) 1. "The program seems ' fine, I tRink ve sjould haye a;

-

. science lab to do experimgnts". ' . \ g

.
S e temn e 25k
.

w

»

. . AN
2. "Change the teacher. Sheg:oesn}t teach us ‘anything. All

U\ - / :
she does is complain about wwlking: to the trailer on ‘foy
' : ¢ ! ~

5
/ [ "

(4 .
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roads".

3. ®I can't learn biology when I ha;e to look at ; ﬁggfher
who's face is full of holes", b

.’ "We need books that are new", : .

5. "We need books".

It is espécially interesting to look at these re;ponses.
Stpdents did not report any problems with the _science
~courses, powever they took\considerable time to be‘]critical
with the teachérsranq materials they had.. Many a;§o feit
_ that to learn science, one had to be in proper environment,
suchb as a s?ience laboratory or a science classroom. Sincev
- the school was on{y a few months old, we had to rely on old
homes with small rooms and rented trailers as referred to 1ih

response 2..
(b) Educators ) .
3. .How would you describe the present science program

[

On this question, all educators polled felt that the -

“present science 'program Mohawk stqdents were involved with
" was sufficien£ly‘ meeting their needs, They responded as
follows: . |
1. "Simple movipg to, the mofeﬁcomvlex".‘
2. "General sqiencé in the lower secondary grades is easy
enough for all studemts to comprehend. Thefe are a
m{nimum amount ‘ of experiments and most students consider
it an exciting class. It is really then to generate interést

\ a
I suppose, with the younger minds... At the higher grades the

sciences beoo@e more complex.' All of theae programs . come

)

» LI .« o, ..
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from the Ministry of Education and are standard. Each
program is usually a cha;lenge to mqst students".
3. "Good" "Excellent" "Very Good". ‘

The educators beifeveq that the science program was’
"good™ ta "excellent”. ‘There was no contast between native
Qnd non-native educators in this question.

" 4. Hnat edycational purposes should the new high sehool
Seek to attain with science?

The typical response from educators was that the science
program in this new high school should be Similar to that
outlined by the provincial Ministry of Education. No changes
should be made. o
(c) Community Members:
 Mohawk students are involved with now?

For the most part, ‘community members usually have little
‘of nothing to do’with education apart from attending school
committee, general meetings or monitoring their son or
daughter's progress in school. Howsver this group was quick
to respond to the question.  Typical reéponses follow:
1. "I'm not satisfied with it at all. My daughter passed
all of her scienee courses at Biliings...but when she went to
CEGEP, the first day they told her she had to do some kind of
make up work, Now to me, you either pass or fail. What does
- she have to do over? Why couldn*t they work with her at high
acpool on those problems. To me it is all a joke and the

young peéople have to suffer. for it®,
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2. "It seems fine to me. I guess I will have a better
opinion when my daughte; gets to high school".

3. "Those provincial exams are not fair. They do not take
into consideration the work a student has done all year, I
find it unfair to the student".

4§, "My son does ‘-not take Qciénce...". .

5. "Our people have roots in Mother Earth, Students don't

lean about agriculture and myself, I think this 1is not

good..j¥§§Sother science courses are ok, I guess",
6. "Thos non-Indian teacheri/know that subject but they

don't know our children and science is a subject our children
have trouble with so they have trouble with the teachers™.
Parents exhibited some frustration to the mechanics of a
successful_science program; the instructors, the examination
procedures, the cultural differences. Most could not comment
on-science content but all were extremely eager to respond.
In working with the community members, the researcher
felt that this group, above the educators and learners, Lere
more sensitive to fhe overall needs of each subject
discussed, Although none were experts in the subject matter,
many had been involved in experiences which 1lead them to
believe that something was wrong with science instruction at

y 3
® the non-nitive high school.
6. Mhat are the students' needs in science?

Community members were the only group to suggest a
change. Some of their responses follow:
1. "They need all the regular sciences, but it would be good

if they had some plant science and agriculture".
79
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2. "™Traditional medicine and biology and knowing about the

trees and soil",

3. "] grew up on a farm and iearned all the science I need.

I think our young people are too soft, They need some hard

work at a farm to learn about agriculture...It will help them

understand the need to plaht and harvest. What is going ~to
happen to people in this land if there is a food sho;tage?
Right now most Mohawk people depend on the whitzaan for food.
If we cannot feed ourselves then we cannot call ourselves

self-reliant. This self-reliance business is one of your

‘goals isn't?" -

4, "How about forestry included with other science courses".

5. "Of course biology, chemistry, physics. Maybe some human

physiology".
6. "pAll the normal science subjects. Do not <change a
thing". * .

7. "We need mqre agriculture taught in school. If you can
start, at the elementary schools".

Community members felt that there should be more time
spent on environmental studies, forestry and agriculture.
The suggested these possibly out of fear for cultural or

A

community survival'or to meet the educational purposes of the
new school.

To review, all planning partners agreed that regular
science courses could still be covered at the new school.
These courses could include biology, chemistry and bhysics at

the senior level and general science at the junior level

.
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(grades ‘seven, eight, and nine).

Learners and community members had contrasting
perspectives on what should be in the schools science progran
while they both agreed that there were some problems with the
instrunctional staff. Educators, for the most part, do not
see any problems adopting or adapting a provincial science
curriculum into the Mohawk secondary school.

The community members observed that they would be able to
meet some cultural needs though a revised science program.
The main cultural competency was in the area of agricultural
science. It was determined that the new science program for "’
this community school would be a Cmeination of regular
science courses from the provincial level and a series of
courses directly relative to the local community and its
environment.

Section Three
Subject - Mathematices ’ . K
Planpning Partners - Learners, Educatorsh‘\ Community

Members ~

(a) Learners

1. How would you describe the present mathematics
program You are involved with?

The typical response from Mohawk students was that the

program was fine. Displayed below aré several responses:
1. "Math 1is good".
2. "My teacher spends to much time on addition, subtraction,

multiplication and division. I did all this in elementar‘
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schoo}".

3. "Its too easy".

§y. "I can't follow because I have no book™".
5. "I guess it is alright".

Most students did not describe the program to any
length. They merely focused on‘a couple of problems which
were evident at the time ~ teachers trying to determine what
to do with students and the 1lack of materials, Again,

students were not able to ‘speak out as openly about

mathematics as they were about social studies.

2. ¥hat do you belijeve the students need are in a new

mathematics program?

Every student interviewed felt that they should receive’
exactly the same mathematics program as students attending
high schools. Another similarity among student responses was
that they felt their should be moré time for tutorial work.
with teachers because mathematics was a difficult subject forr
most. Some responses follow: :
1. "It should be like other high schools...like what my
brogher got a Billings™.
2. "] didn't know there was a new mathematiecs program. If
its easy that what students need”.
3. "Class should be quiet and small so we can understand,
Our teacher should work with every student?®,
4. "A good teacher, not like the one wWe have now".

Students in general commented that mathematics was an

important program. Many mentioned that this was the one
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subject they wanted to do well in but had { hard time because’

H

the material was complex.
(b) Educators .
3. How would you describe the present mathematics
program Mohawk students are involved in? '
4.  What educational purposes should the new high
school seek to obtain with mathematics?

All educators interviewed believed that there was no problem
with the present mathematics curriculum and that it should be

adapted in the new school.” (i.e..the provincial curriculum)

(c¢) Community Members

5. How would you describe <the present mathematics
brogram Mohawk students are involved with.now?

The community members response on this question follows:
1. "It seems to be a good program‘at the elementary level,
but I'm not very sure what they do at high school".

2. "It 1is poor at the elementary and secondary levels.

There are no mathematics specialists at the elementary
level to deal with individual problems. At the
secondary level the class size is too big for students

to get proper attention".
3. "There must be problems with the program when almost
/every student has problems, It used to be that

mathematics was one of my son's best subjects, now it«is his

worst®,

4, "The books seem complicated and hard to follow". !
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Community members were not satisfied witha the present
mathematics progfam. They pointed to a number 'of factors but
nothing as a specific cause of the p?oblem.t They wanted the
mathematics progfam reviewed and revised. One parent sumed
the other concern. "My daughter was doing fine in elementary

school, at least this is what I was told by her teacher, but

when she gets to high school she has terrible problems with
mathematics™, ‘ B

6. NWhat are the students needs in mathematics?

While community members could not pinpoint specific
prgblems on the question of mathematics, they had very strong
suggestions for solutions and students needs in a math
program. Typical responses follow:

1. "The students need qualified mathematics teachers"”,

2. "More effort from the elementary school teachers would
probably help, with more informatioq-being given to parents™,
3. "Good teachers who are able to make a boring subject
fud",

4. "Small classes for more individual attention".

ﬁ. "Good teachers",

6. "Streaming".

-

7. "Extra homework for all students...maybe some extra
classes",

Parents believed th?t mathematics was an important
subject. They were generally dissatisfiedewith the results
of most stydents in mathematics achievement at the elementary

" and secondary level and wanted the problems resoived.

¢
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In conclusion, all planning partners agreed that
mathematics was an important- subject. The non-native
educators emphasized that mathematics was the most important
subject in the schools curriculum and that it should be given
hiéhest importance” by planners aﬁd teachers. The native
educators agreed that mathematics was important but not - as
important as Moha#k language or “3ocial studies. Most
students beljeved that mathematics was difficult but enjoyed
the subject provided the teacher\vwas "tough". Community
members felt that the problem Mohawk students were having
with mathematics was impqﬁéant to look at. They agreed with
the non-native educators that it was a very important
subject, although they considered every subject in the
program important. Albeit there is no element of a
mathematics curriculum which is "Indian" or "Mohawk", this
subject was considered a priority for the development of
competencies to exist in another cuiture. The strategy to
include mathematics as part of a bicultural education would
suggest that the Mohawk were concerned about socioeconomic
opportu}ities in the mainstream cultures workplace.

Component Effectiveness

One could suggest that the effectiveness and efficiency
of schools may be eﬁﬁénced by reviewing the relationship
between the school and hommunity. Discussing schgoling
issues among the planning partners enabled thos .responsible
for educational design to examiﬁp societal expectations of

P

students.

This external needs assessment process 'produced data
(5
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relevant to the commuqity. By focussing on external
considerations (as opposed to internal) there was a greater
chance that the results would be socially acceptable to the
community, and theréfo}e increase publ}c awareness ‘and
support for the school (Scriven/Roth, 1978, p. 38). There is
little doubt that the use of needs assessment was . an
important step in the planning process.” It provided a broad

focus for what the school should do with students.

Level of Impact

Many persons involved in the needs assessment process
appeared to profit from the informal discussions about what
the new community sthool should represent. Not only did they
feel they were contributing to the direction and development
of the school, they provided interesting feedback on personal
concerns such as student behavior, teacher selection, ‘job
opportunities after high school ;nd many other related
topics. The wuse of informal discussion succeéded in
establishing a climate people felt comfortable in and
therefore responded more freely. People were aware that much
detail was being placed on the planning process and that
their contributions were considered important.

The needs assessment process increéased public awareness
however did very 1little to gain community support fqr the
school. Somehow it is difficult to imagine that a community
the’size‘of Kahnawake not totally supporting the growth of
a new secoqdary schooi. Yet several persons believed that

it was in their son or daughters best interest to attend a

[ ]
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well established secondary school instead. It seems that
this group's immediate concern was with the physical aspects
of a Bchool. They suggested that since there was no school

f‘ac‘ility hool could not be conducted adequately.

The leveli of impact of this needs assessment was
moderate given the fact that many individuals were involved
with the organization of the school. This assessment was
viewed as one example of what people were do:l:ng to make the
school "a good school™, In other words, the use of an
external needs assessment was not considered the most
significant component of school planning, but only one

\‘dimension. The final results were viewed in relation to what
the school committee was thinking about in terms of what
should a Mohawk education be and information they were
réceiving from others interested in the shaping of the
school. The involvement of various groups and the results 61‘

assessment were useful in setting direction for adopting‘ a

' »
new school program.

2. Establishing a Curriculum Framework

) The word "curriculum" comes from the iatin root meaning
“race coursen, Traditioﬁ*ally the school curriculum has
represent‘ed something 1like that; a very precise route
students must cover in order to complete the “race" and their
goal of a school diploma, A schéol's program of studies may
include various levels of mathematics, lanlguages, social and
natural sclences, art, physical education as well as inany' x

\ . \
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other courses designed to enrich a students formal education.

!

The following description‘ of the Kahnawake Survival

Schools curriculum framework is intended as an overview of
(o :
the approach to bicultural education taken by the Combined

Schools‘ ‘Committee. \:I'he outline consists of coursé titles,

Y

basic course objectives and subject content.

Program: Mohawk language

¢ . . .
Objective: to provide students an opportunity to learn and

-

be able to function usihg the native’langauge. -

L " ‘ ~
Content: There 1is no established curriculum for the

Mopawk language program. The succe#s or out-
comes of the ‘program rely great1§' on ‘the
ability of the Mohawk language teachers to
work on a tutorial basis with the students. h

Time .Allotment : Every student is required to take Mohawk

language for fifty minutes per dayj. This

course is compulsory from grade seven to:

eleven,

Progran: Social Studies

Objectives: To build the students' knowledge and value of
'xah';}k culture, other native societies, and
the mainstream cultures history. To develop a
knowl edge and values that will <create
aftitudes of healthy curiosity and genuine
‘interest in their native culture and in the

world of the non-native,

Content: Grade Seven: A cultural immersion progran.

“Students reflect on their traditional values-as

; o L 88
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Content:

prééented by elders from the community. They
participate 1in traditional ceremonies at the
fbnghouse (festivals) and in the b&sh (sweat
lodges). Studqu? are introduced to the Mohawk
creation’ story, kinship and the family,
traditional roles of men and wo;én, the
foun&ing and workings of the Iroduois
Confedenacy. Areas such as foqd, food prepara-
tion, crafts: ®leather worksz pead: and cradle-
board, and‘nat}ve games such as snowsnake§ are
focused on.

Grade Eightr A History and Ge&graph} of the
Mohawk. Studeﬁts study a
comprehensivé history of the Mohawks from

Hochelaga and the Firsg Algonquin War until the
eséablishment of the Kahnawake Survival School

(seé\text: ”Seven lenerétion;, A History of(}he7

Kanienkehaka by David Blanchard, Center for

Curriculum Development, Kahnawake Survival

School .1980). The history component deals

LW
sﬁﬁpainly with the history of the Kahnawdke

reserve. It incorporates the develobment of

social studies skills, equivalent to those that

may be found in a provincial sghoblf‘ As well,

the grade eight program teéchés geography. It .

includes many of the standard skills 'students

learn in geography  yet the content used to

i

L8
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Content:

" world geography which sug
»

4

- N \

teach. and reinforce these skills 1is selected

p
from the ancient territory once inhabited by
Mohawk people. Students examine some ideas
about the features of the earth's }ace and
basic concepts of geography. "It introduce's
) /iests the distribution
and great diversity of the world's people, and
the importance of the earth's surface to human
society. The program also explores the
ééography of traditional and contemperary
Mohawk territory and contemporary Mohawk

territory and the relationship between the

‘environment of this terrpitory and the lifeways

of the Mohawk people. The‘progtam identifies
and describes. the major‘phyaical features‘ of
Mohawk territory and presents an examinatiop. of
the ways in which the Mohawk used their
environpment, ;uch- as hunting; fishing,
gathering and family practice. It ends with a
focus on the Mohawk today in the territory they

*

presently control. .

Grade Nine: A History and Geography ef Nine Native

Culture Areas of North America examines the

environment and material culture of these

- N

groups prior to contact with the  non-native

¢ L

explorers, TQe impact of ,this change is also

traced, Social”® studies skills are developed

. simultaneously with' this materiai. This ‘is

) 90
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Content:

often referred to as area or cultural studies,
The last twelve weeks of the grahe nine. program
are devoted to a study of Canadian histo;y. It
is a survey course examining the period of 1867
to present, Some attention is given to the
role of native people in a'Canadian context.
Grade Ten. A'séandand world history program
taught,

Grade Eleven. Iroquoian Studies, Contemporary

" Issues and-Currents:Events, .-'Students examine

Time
.. AMllotment:

Program: Science

“Objectives:

"
A R R T RN Bk R Re A fr dyR b

isues that are effecting Irbquqién communities
today. These issues would range from
environmental to economic, - The analysis of
contemporary world issues is also dealt with,
NeWwspaper and journal studies of locgl,
provincial, national and internatinal concerns
are the focus.

Grade 7, 9, 10, 11: Four fifty minute periods

per week.

Grade 8; ”Fivé Fifty‘minute beriods per week.

1 4

To familiarize and sensitize Mohawk students to’

the importance of their community and the
‘natural environment that surrouﬁds their
community. - )

To, provide adequat; training in the pure

‘éciénces'go enshre that Mohawk students have an
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Content:

Content.:
e

'ConPent:

«

equal opportunity in future career selections.
Grades Seven and Eight:. These two courses are
rooted in the environmental -sciences. Topics
such as eco=systems, water, "air, soil, plant
life, animals, reproducﬁipn and other environ-
mental aspects are 'coveFed. As Aften fas
possible these environmental concepts are
related to the environment of the reserve. The
program suggests that the“matural. environment
becomes the laboratory and that experiments bé
conducted out of doors frequently.

Grade Nine: This course is equivalent to a
standard provinciéﬁ program that introduces

A\

biclogyp chemistry, physics, and agriculture.

- Grades Ten-Eleven: The only required science

course 'in grade ten or eleven is agriculture.

The ' curriculum offers the standard biology, //

chemistry and physics courses found at all
provincial secondary schools, however these are

selecped by the student for career preparation.

-The agricultural science course traces ' the

-

contributions to agriculture "by the native
PeOple\ and divides the presentation of' the
program into three areas, (a) soil science, (b)
plant science, (c) animal science.‘ As-part of
the laboratory experience, students are able to

work in a small seed. farming operation

developed by the school on the school site.

92

L 2]

\\

-

ul

RTINS TR WEUYI™ VUG - re



Time
Allotment:

E R S TP
v

)

Grades 7, 8, 9{ Four fifty minute periods per

week. Grades 10 or 11: Agriculture. Three
<

fifty minute periods .per week. Akl1l. other

senior science courses are four fifty minute

periods pe} week.

Program: Mathematics ' p

Objectives:

Time:
Allotment

Program:

Objectives and

"intend to encourage students to unde{stand the

e b LR T VORIV - L K - ¥ ’

-

To §eyelop a practicql understanding to the
usage ‘'of mathematics in daily life.

Tolprovide a standard mathematics
program.. to ensure that thé student has the
opporéunity to compete with other students for

entrance to college and university programs.

- To build a wusable collection of skills in

B
mathematics.

Conteﬁt: The entire mathematics curriculum
is a stanﬁard, general.level program. A -course
in functions is also pﬁovided.

Grade 7: Five fifty minute periods peq week.
Grades 8, 9, 10, 11: Four fifty minuté periods

per week. The course offered in functions has

s e

the same allotment.

English

Content: Seven broad components and their
concepts characterize the English language arts

and curriculum.

(a) Language-use concepts 'which -

93
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cultural and historic roots of languégéﬁusage.
(b) Oral skill concepts Which intend to
encourage active student articulation of ideas,
observations and experiences. '

(¢) Multi-cultural concepts which intend to
promote appreciation and understanding for
one's culture as well as an understanding of
the complexities of cultu}al diversity.

(d) Listening and  viewing concepts which
intend to promote critical understanding of
media and environment.

(e) Literature and poetry concepts which
intend to expose the student to
diverse literacy forms and encourage thoughtful
and creative responses to human experienées and
conflict.

-

(f) Writing concepts which intend to encourage
LY
writing confidence and achieve competancy in

self-expression in writing.

(g) Information gathering concepts which

¢ ‘ intend to 1instill confidence in finding apd

evaluating information. / . ,\x
Time Grades 7, 8, 9: Seven fifty minute periods per x
Allotment: g -
week. !

Grade 10, 11: ' Four fifty -minute periods per

week. ] -

Program: French Language
Objectives: To develop a ppsitive a%titude towards learning the

. 94
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French language.

¢

To build the students' knowledge and practice
. : 4

»
.

‘ .- 1in prai French usage. \
, . C Wy To gdive t;he student “a realistic um;‘erstanding"
- and per;pective to the largely French cﬁlture-
surrouﬁ%ing their cémmunity and to develop
o prigtical skills ‘in the Frenéh language to

participate«in thatﬂcultural mileau. -

Content; Grazf:‘ 7-11:' Almost entirely conversational

Content — is drawn from daily

ﬂFre
. experiences. Areas such as 1language usé, )
~‘4 ’ liséening and viewing skills are inéoréorated
- ‘ thfoughopt the progréam. The*‘prog}ah-/ is 'i
compulsory for gradés seven, eight and nine and
g optional for’grades ten and eleven. No formal “
curriculum h;s yet been prepared, however many o
of the “skiils included in a &proviﬂcia% A ,
curriculum hav°e’ been incorporated. \ )
Time . Grades,?f 8, 9: Two fifty minuée periods per
Allotment: . week. (a - .
SRS Grades 10-11: Optional:. three fifty minute '
‘- periods per week. | “ '
' E;anam? wPhysicdl Education’ ) ]
- Obiectives: To increase the students' sense of personal.
' confidence, I :
To dincrease mental support within a group.
To develop an increased level ;f agility gﬁd
—_ n \ L . o
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Content:

i

A

Time - .

Allotment:

Component Effectiveness

Eithgr

3

physical coordination. ‘ o
To develop a true spirit of cooperation and
competition. .
To develop an increased familiarity and
“identification with the natural world.
Activities to 'develop coordiﬁation and cardio-
vascular movements as well as flexibility. All‘
couraeé, initiative games and activities fake place
in thé scheol gym of a specially designed ropes
course situated out of doors on the school site.
Grades T-11: Three fifty minute periods \pér
week.' .
To ‘completé the curriculum framewg?ks' course
offerings, swudents would be able to sefébt
elective courses in traditional and contemporary
art, auto mechanics, weldings, carpentry and
cabinet making, ‘hu ; development: typing,

l.

computer technology a reading.

for adjusting or reviewing the curriculum,

presentation of a framework can raise awareness and increase

comprehension of a given area to some extent, The use of a

curriculum framework was extremely effective in

that

it

served as an outline for discussion with parents and was used

as- a basis for building the intended curriculum.

‘The

;ntended curriculum may be defined as that content which 1is

expected to be conveyed ﬁo students. This component was an
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important asbect of the pre-planning stages.

Leyvel of Imnag& ’

Upon compietion‘of the external needs assessment, th;
néxt- step taken by the, local school committee was to bring
the ideas about a school program to the attention of the
parents. At a public meeting in one of the commgnity's
school's, the framework to a curriculum was described by
several school committee members. They emphasized that‘the
schools progr of study was intended to teach students ‘how
to be good Mohawks and thg skills necessary to get a good job
or to succeed in higher education. . f\\vjél

The major influence 1in deciding what the cw#}iéaldm
framework should be was the parent's concern for basic skills
such as reading, writing, spéaking and mathematics. Although
there was reasonable agreement about_the broad categories
represented 1in the cu:;iculum, several parents responded
cautiously to the possibility of'the cﬁ;riculum alienating
students from other schools' general programs and
subsequently future economic opportunities. Many ©parents
preferred to maintain the status quo with a high school
curriculum réther' than gamble on suggested changes on
improvements regardlEss of the unique situatio;. In other
words, they were suggesting total adaptation of the

provimcial curriculum in the school.

By adopting a curriculum framework such as the one

proposed'by the schools committee, several parents refused to-

allow their children to attend the new school. Many opted to
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return their son or daughter back to Howdrd S. Billings
Regional High School, or enroll them at one of the numerous
privgte schools in the Montreal area. The level of ‘impact of

.8 new curriculum framework was signific;nt in this community.
Although it made people aware of how the 'school intended to
fulfill itQ. goals for education with an approach to formal
1nstruct;pn unlike. other schoois, it gave some community

members reasons for not supporting the new school.

‘3. Planing and Production

There {s always a risk of failure in .atiempting
something for the very ff?%é time. People, and especially
entire communities, do not like the thought of failing at
something they believe so strongly in. Although the School's
Committee believed 1in "~ the ultimate suc;ess of théir new
school, the thought of possiPle failure served és a reéipder
to them of the importance to cérefuflb plan the new schools
curriculum.

At issue was the question of how do we plan for what we
believe 1in? The schools' committee had identified the
particulars they thought/Mohawk students needed to learn at
the new school, Yet,- there were several gaps or
discrepancies between what the school was proposing in order
to meet its' goals for education and what was available in
te;ms of curricula and materials designed to support a series
‘of goals with a local focus, S,

The schoéls' committee deﬁermined a plan of action to

meet expected outcomes for eaucétion. A master development
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plan for curriculum and instruction was formulated and
subnitted to the pepartment of Indian and Northern Affairs
regional office in Quebec City for funding purposes. TQe
five year plan ‘proposéd,that the school would ‘'conduct a
comprehensive review of existing secondary curricula for all
subject areas outlined in the cufriculum framework and adopt
or adjust programs that best matched the schools' goals.

Furthermore the plan called for the research, development and

design of programs“uith a local or cultural focus, ‘

The plan was approved ‘by the Department of Indian
Affa%rs and funding for thé unique idea arrived approximately 5
two months after the original submission. The schools
committee establiShgd a curriculum office which had as its
main function the development, improvement and management of

v

‘a secondary curriculum for the community based school.

.Component Effectiveness :
K " The development of new and improvement 'of existing '

curri?ulum products may be viewed as a search for ideas¢/

idea; that are importﬁnt for students to learn and teachers

fo teach. The 1ideas for a locally based Furricplum were

v

‘derived "not only from research reports and various state or
prov}ncial curricula but largely }rom the ideas and
experiences of local people, e ﬁﬂ
_Initial planning of thé‘éurricula uifh a cultural or
local focus involveg’obtaining input from native teachers,
and other community members interested in suggesting content.

Other components of the schools curriculum were developed by

99

W ik b dd Gy, e g e | 'i-»i . i e

o ST IR e B e e e ——de . - eos " - M




native and non-native teaghfrs, curriculum personnel and
several community members; The importance and significance
of a new curriculum to the school was viewed as a high
pfiority by the schools cbmmittee. It was assumed that the
combination of generally accepted skills and concepts from
the rq;ional level mixed with local examples' would ensure
.interesting experiences for students and overall successful
outcomes in tﬁe classroom. The ideaS, skills and concepts

<

taught at the regional level were contrasted to what was

o

expe;ted at the local level. The results consisted of a
curriculum unigue to a‘particular school setting derived from
community go?ls for education involving 1local reside:}ii,..

.through each phase of the planning p;ocess. The design and

production of curriculum guides and instructional materials
J'was also controlled at the local level.

‘ The local focus provided three benefits for component
effectiveness 'in the planning and production pﬁase in the
community school. The first concerns the use of community
members to translate the communities goals for education into
some tangiable, written ;tatement about what the intended
curriculum should be. The knowledge, suﬁﬁort and 1n§ﬂ£;:31'
of native staff was crucial to the success of the cu:}iculum
being developed. It allowed the teachers who would be using
the curriculum and materials in the classroom to Dbecome
"1nvolved in the research, writing and development phases. It

seems that this interaction helped the teachers comprehension

of the community's goals for education but more significantly

made them feel thit they were closer to the program they vere
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teaching since they had contributed to the organization of
it. Their involvement in piloting the programs they ‘had
worked on developed a greater commitment and understanding of
what they were doing in the classroom: n'

¢
The second benefit of local planning concerns the use of

non-native teachers and other school personnel to plan the

gcﬁoola' curriculum. Their understanding of the regional
focus for skills and concepts to be téught, mixed with local
expectations helped to bring 'about a perspective for
bicultural education in the community school. The sharing of
ideas,. experiences and expertise-helped to bridge cross-
cultural differeq?es between the staff while deXeloping the
curriculum. Both the native and non-native .staff were
committed to the idea of bicultural education. Their commit-
- ment ;elped to reduce the amount of time between the planning
and development phase and classroom implementation of the new
prdgrams. \ . )

The third benefit was the local control of producing the
finished products. Support personnel were hired from the
community to aid in the design andoproduction aspects of the
materials develop¥d. Individuals weré hired to Qype drafts
on a word processor, illustrate pages and text, design for-
mat , ty%eset manuscript copies and pa;te up blﬁeprints of all
‘publications. Since tﬁére was no equipment or Dbusiness
available in the community to actually print the quality and
quantity of the schools' publications a small Montreal based
printing company was contracted to do the printing work.

L)
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Other than this aspect of external help‘in the production
phase the school, through the Combined Schools Committee and

local talent, succeeded in developing and proddqing materials.

- -
with local significance. The school retained all copyrights

to each publication and maintained control over community,

regional and international distribution. L.,

“~ The planning and pro@uction phaéé in this method or

strategy to approach bicultural education was considered an

‘effective means of reading the schools stated goals in a

A\
relatively short period of time. It was established as —a-

systematic,’ process “for maximizing human and finan?ial
.resources available to the community school. The planning
and production phase.broqght phe intended cu?ricu%um one step
c}oser to being implemented. In other words; thé theoéettcal

approaéh to bicultural education for this community school
r '

Wwas one step closer to-being applied as educa®ignal practice.
e \‘“

Level of Impact ~

The development of a 16c91 or bicultural based
curriculum often drew criticism for being too "progressive{,
Munrealistic™ or "éhanging too guick". Initially, resistance
came from seve;al native and‘non-native teéchers working 1in
the federal schools in the community. The presence of a new
high  school in the community which egphasizgd' a ew
curricular focus for atud?nts was not supported by many of
_tgese teachers. It is suggested that this lack of support by
several federal teachers was the result of a political gain

. by the Combined Schools Comm&tiee toward the notion of Indian

Control of Indian Education. The concept of Indian Control
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v the elementary system. *"The notio

was defined ‘iniﬁially by the National Indign Brotherhood
policy paper (1973) on Indian education. Federal teaéhers
ﬁqré in fact worried that the Sehoais Committee would "take
control of the administration of all elementary schools and
therefore they would loose their tenure as federal unionized
employees and becéae non-unionized band employees. To many
of these elementaEi‘ teachers, the power of the Schools
Committee and the development of a new secondary program had
a thréatening impact on jgb, securjty. The non-native

~

control would mean a greater proporiioh .of’ native staff

teaching in the schools". It was never the intent of +the.

schools committee to elgminate the non-native teachers from

of Indian Control does not

suggest exclusively of native stafi\ (teachers) at the local

[y

~‘ﬁevel.‘ On the contrary, native and\non-native staff would

still compéte for teaching'positions. Non-native teachers

T

(and staff) . would still be employe however a greatér

emphasis in terms of the ratio of nativé\to non-native staff
at the elementary level would be pursueat
¢ ’ ¢ ﬂ .

. Much of " the  progress and success of the Kahnawake

Survival School depended upon the ability of the school to

o,

attract students. As a band school, it receives money on a

per-capita (per-student) basis. This per-capita funding is

used ~ to create an operations-and maintenance budget and

subsequently . to employ a teaching staff, A ‘%ow student

énrollment‘ would result in.a small teaching staff offering

a
-
. : 8
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fewer special services and skills and possibly the 8chools
closer. ‘
There is evidence to show that many elementary teachers

recommended to'pérents of children they were -instructing 'not

to enrol them at the Kahnawake Survival School, that it ng&EL

be more beneficial academically to enrol their children in an

older, welllestablished school in Montreal or Chateauguay.

Ve ,
It may be argued that the bghavio; of the:federal elementary

teachers recommen&ing parents they%“not support the new

!

community school by enrolling their children in more

_established scpools was. a deliberate or unintentional attempt

to ensure failure,. however the outcomes were obvious.  The
result of'teachérvinfluence was an approximate'fifty percent
enrollment’ rate af the Kahnawake‘SurVivaf School with the
remaining student population opting to attend public and
priVate schools off the reserve. The mere sugéestion by
elementary teachers that parents consider other public or
private séhools QQes‘ not necessarily ;mply they did net
support the presence of the cbmmunity high school .and its
goals for educatjion. On the contrary, many parents solicited
the . p}ofessional opinions - and recommendations of elementary
teachers apoﬁt what school or schools offered programs to
meet the needs‘of their children. ' This exchange of ideas or
opinions.ais certainly valid and ultimately it was the
responsibility of the parents to decide where their son or
daughter yill attend; school; not the teacher. However,

4
unlike other communities, Mohawk parents highly respect the

viewpoints and opinions of a schools teaching staff and will

104

hal



make personal decis}\ns heavily influenced by Phe ideas

expressed by tﬁose ’teachers. Teachers are respected as
professionals and because‘of this they have a unique pover o
base., While professional and persohql opinions may have been

offered without malice or intent by elementary teachers, the
impressioﬁs that oné school or another ié "better™ than the

Survival School rests‘iq the parenis mind. The level¥~of

impact of q}ementa teacher opinidﬁ was significant not only i
on the final deciskons made by parents' about what schools
their ﬁ;;ildren should attend'but s&bsequéntly,on the . per
capita'funding.received‘by the communihy secondary school.

'The impact of " the creative'asgects of planning and
groduction was significant. At the local level, interest was
renewed about ‘the importance'of schools and schooling -4nd in
~ particular. the value of learning one's own history and
culture. . The planniﬁg and production of 1océ?ly relevant
materials facglitated some enthusiasm generally throughoui
the community on the importance 6f re~vitalizing cultural
values. The levél of impact of planning !%d producing
curriculum and . support materials speciffbglly for this ////

community school generated a greater sense of cultural Y

awareness in the community proper. At the national  level,

I

native organizations across Canada expressed approval }or'the J
schools model for -education and wrote le£tens ‘or sent
delegates to inquire how the school planned and produced‘ its‘
materials. In fgct, the regional department of Indian and
Northern Affairs {federal government) consulted the school on

]
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&
the mechanies of planning and producing curricula and

materials hhiéh reflected goals for bicultural education, for
a departmental report oﬁ the regions juJ&ification fqr
budgets to the head office in Hull/Ottawa. *

The planning and production phase also had an impact on
phe economic opportunities,. for skilled workers,
Opportunities arose for primarily those with clerical skills,
however native artists, illustrators and. research assistants
were also employed to complete distinct tasks.' The

~ employment of local people created a sense of unity in the
' planning and production of a locally based curriculum.
stide providing a source of incomé, the use of local talent
and human, resources was assurance to the\ Combined Schools

Committee that they were able to use community members in

every aspect of the school. They'viewed the use of native

talent in the planniA% and production phase 43 natuﬁal‘

circumstance given the nature of the schools goays :for

education. . *

4. Dissemination and Implementation ) ~
The dissemination of new curricula and‘materiéls can be
viewed as an explanation of a blueprint for‘ work to be
completed by a tgaahér during a course or semester. It is a.
systematig process that considers the following ‘questions.
Who are the clients for this program, What skills and
concepts are they expected to become involved with, and what
do they need to know before entering the program? It is an

attempt to precisely translate the intended curriculum to
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those responsible for managing 1its implementation. - The

subsequeént implementation of a curriculum involves the

teacher deciding how might the program bést be delivered?
Questions like: Who are my clients, What is the learning
environment 1like, What will the support of the home be if I
meet .any obstacles from my client, What othef problems'sﬁoﬁld
I consider before planning my unit lessons and entering the
classroom? Ultimately, the key to what happens in a
classroom is guided by the téacher.

Dissemination workshops_ were always held at the
begiqning of a new acadgmic year and. ifvolved 'school
administrators, teachers directly involved' in - tPe
implementation of thé program, curriculum or conteﬁé
qpecialists and curriculum writers. The group systematically
reviewed this expected skills and concepts, ihe séope and
sequence of subject content and the suggested instructional

strategies of a givén program which was either developed

locally or adapted to meet school goals. These meetings,

. usually one or two at most, had a direction of approximately

foﬁr hours. - Teachers received copies of the written
curriculum at least two weeks in advance for initial review.
This allowed them time to’conside} questions to ask those
involved in the planning or writing of the document, ébbut
the nature of thé intended curriculum. The dissemination
;neetings were the critical early stage of implementation.
Their ~main purpose was to provide the teacher with important

clues fo prepare for successful .instruction, Particular

attention was given to a teacher's comprehension of what was
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intendéd in the written cur(iculum. Any diécrepancies
between what was intended and what the teacher perceivgﬁ was
discussea in detail until an'agreemenp was reachediﬁi Th@%
process ensured optimum teacher exposure and understanding,to
the questions addressed initially: Who are the clients this
program is targeted for, What skills and concepts are they
expected §9 ggcome involved with! and what do they need to
know before entering the program?

The delivery (implementation) 9f the curriculum at tpe
Mohawk community school was provided by a combingd group of
native and hon-native teachers. The ratio - of native
teachers . to non-native teachérs always remained at three to
one. The local sch&ols' committee, who were responsible for
the organization and selection of a teaching staff,
deterﬁinéd that the schools' goals for bicultural educétion
may best be met through a cooperative effort by native and
non-native teachers. When the school first began operating
in 1978, the community was able to offer one qualified native
teacher in the area of social sciences, a group of
enthusiastic hgmemakers, some seasonal workers (primarily
ma;es), an unemployed ironworker and numerous other community
members willing to help out. All of these volunteers, with
the exception of the one qualified teacher, had no experience
'in a classroom setting. A decision was made by the Combined
Schools Committee to wutilize the native personnel as
facilitators or teacher aids until a more organized plan was
developed. The roles of the facilitators were modelled after

3
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the fedéfal elementary school teaqhers and'bosition. Since
most  of .the ' native volunteer staff  were somewﬂbt
uncomfortable witq the responsibility of teaching §nd the
tasks related to éhe profession,' most, if not all of them
perceived their new roles in much the same manner as their
elementary counterparts; that of classroom aids. However,
the school’s goals for bicultural education required a unique
teaching sfaff‘that possessed a variety of skills necessary
to develop student competenciés for living in two cultures.
Thrge months into the Survival Schools f;rqﬁ year

initiél funding was secured by the Combined Schools Committee
from the Department of Indian and Northern Affairs. Now that
monies had fimally frriyed the selection and organization of
a Secondary school‘ teaching staff became an important
procedure. Pfhe selection of a salaried téaching staff was
completed very carefully by the Combined Schools Committee.”
The demography of chapter two in thi§ thesis suggests a very
closg knit community and this factor subsequently controlled
the committee's final decision about the comﬁosition of a
native teaching staff. At issue‘were the questions: who,

from among the present native facilitators, would best be

suited to teach Mohawk students in a formal s?tping? QWill
our selection decisions be éupported by the people in the
community generally? The criteria for the selection of
native teachers were never discussed openly by the Combined
Schools Committee. Yet, of those men and women fiﬁally
selected to work as teachers, and not teacher aids, the

following may be said. The native staff selected were
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reSpected members of the commuﬁity; in other words they
didn't have poor reputations. They had positive attitudes
-‘about teaching and learning, special interests in various
Subjéct areas, ahd“qere willing to participate in a teacher{

<

certification. program. Although most of the native staff

.

seleqtsd, all of the native staff were parents or
grandparents., The ratio of native %emale staff to male staff
was six to ome. Native staff were selected on the basis of
their willingness to teach and learn and their good standing
.in the community; academic achievement or qualif;éétions were
not considéred primary ériteria f&r the employment of native
teachers. What essentially began as a response for volunteer
help as a classroom:aid or facilitators quickly evolved/ to
fulltime teaéhing énd learning experiences for the Mohawk‘
community members in a period of three months. -~
The new native intern teachers were expected to enrol in ~
university courses offered in the community,. These courses
Qere sponsored by the University of Quebec at Ehicoutimi as
part of an off campus undergraduate education program in
Native Education and held in the evening. During the day,
native staff taught with non-native teachers. The Combined
Schools Cqmmittee assumed t%at this combination of practical
and theoretical experiences would be the most beneficial
process for native sfaff to acquire an adequate professional
training. The Mohawk staff approached the daily classroom
encounters aqd evening coursework with such a vigor that
their previous routines in life became pre-occupied with ‘the
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preparation of daily lessons Yor their students and the

1

organization of course assignments for their professors. For

. - .

most, this new routine would become a way of 1life and a
4

source of income for seyeral years. While - others,
disilIutiéned about their role, the added mental and physical
fatigue, or family pressure tg spend more time at héme would
result in their 1e;vin§. - )

All  of the non-native staff who were hired  had

undergraduate or graduate training in various disciplines

With specific skills to offer.‘ The gioup were primarily

youné, new graduates willing to work with insufficient

méterials, inadequate facilities and receive below average
salaries for 1long hours. Many ngon-native staff in the early

months had a difficult time adjusting to the  poor teacﬁing

facilities offered temporarily Aintil a permanent location
could be acquired by the Combined Sghools Committee, This,
along witﬂ the low pay, caused_a high turn over of non-native
staff. The non-native ?téff were hired on the basis of their
academic qualifications and their enthusiasm to work in a
creative setting with Mohadk students. The Schools Committee
suggested to all of the non-native applicants this just as
they (the studenté) would be willing to learn from them, they
(the teachers) should be willing to learn from students and
the community they would be working in. In contrast to the
non-native .staff, the Mohawk teachers were at least thirfy-
five years of age or older with elementary or high school
aged children.

‘ -
The Combined Schools Committee made it clear on several
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occasibns that it was their intention to engage a school
staff to meet the schools goals for education. }he new
secondary schéol, although band controlled,' was not to be
considered an egyloyment agency for Mohawks from the

community.  Tje Committee suggested that the best way to
' A3

achieve their goals for a bicultural education would be, to:

hire and maintain a bicultdral instructiona¥ staff. The
following 1is a brief representation of how the school
approached the formal implementation of its bicu%tural
curriculum through the cooperative effort of & ‘native and
non-native instructional staff. This is an illustratioh from
‘the 1978-79, 1979-80 academic years and does not represent a
prescribed model for %the sélection and placement of teachers
at any time. Rather, it should be noted, that the policy
regarding staffing in this school is as fluid as any other
school system and neither the native nor the non-native staff
have exclusive rights to any position. |

1. Program: Social Studies Q\

Grade 7: Cultural Immer.sion - A Mohawk

Grade 8: Mohawk History and an Introduction to Cultural
and Physlical Geography - A Mohawk

Grade 9: Area/Cultural Studies
Canadian History - A Mohawk

Grade 10: World History - A Mohawk

Grade 11: 1Iroquoian History and Current Events - A Mohawk

2. Program: Mohawk Language

»
(9

Grades T7-11: All Mohawk speaking women. . Three Mohawk
language teachers are responsible for the
entire secondary program.

3. Program: French Language {

Grades 7-11: The schools Committee believed that a non-
native person would be best suited to meet
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program goals. The individuals/‘who tga§h .
French at this school are of French heritage.

«

4, Program: English
Grade 7: One Mohawk, one non-native ;e
Grade 8: Two Mohawk, one non-native .
. Grade 9: One Mohawk, one non-native K
.Grade 10 & 11: Two non-native
5. .- Program: Mathematics
) Grade 7: One Mohawk /
~ Grade 8: One Mohawk, one non-nativ
Grade 9: One non-native
‘Grade : One non-native
Grade One non-natjive '
Functio and all other related mathematic courses

non-native,

6. q;wgram:

Grades 7, 8, 9: One Mo
Grades 10, 11: Two no
Agricultdre: One Mo

Science

- 7. Program: Physical Edu

Grades T-11: Two Mohaw

hawk, two non-native.
n-native "

hawk, one non-native
cation -

k

i

- oneé

Other courses of study have beern staffed by the following

Automechanics and Small
Welding - One Mohawk

Carpentry - (has been
non-native
Human Development - one

- has
native staff.

Typing

Engines - One Mohawk

a combination of
staff)
non-native

both

been a combination of both native and

native and -

non-

Crafts (Pottery, Beadwork) - several skilled native people

from both this
Computers - one native,

Component Effectiveness

The continuous involv

curriculé resulted in th

recognized by those wh

reserve and others.
one non-native.

ement of teachers in

e development of progr

o were responsible

planning
ams easily

for tﬁeir

implementation. Dissemination, as part of an ongoing process

AR C s LI = Sl O ok TN W YRR

113

B O R NI ¢ L3, v g

.

R W



with teadhers, was vigﬁed as a very necessary step prior to

»

instruction. Dissemination ‘r%etings served to stimulate
discussion among teachers,

dministrators and curriculum
developers who all brought_a wide range of knowledge and
experiences pith them. Considerable energy was expended by
all staff in.these dissemination m?etings. N This ‘type of
activity ;:cilitated chanhges and improvemeng in'staff rela-
tionships, increased responsibility and accountability for
work to be completed during a specific“ period of time,
improved school based planning between teachers and
curriculum personneI, increased awareness of school, program
and personnelt goals, and increased awareness F? the
importanqg ‘of loc%l adaptation of existing curricula.  The
significance of a dissemination process for ihis school (and
in fact any school) was not only critical but - a necessary
procedure to review program prioriti€s.

The strategy to inéofborate a native anpd non-n;tive staff
to ‘implement programs at the Kahnawake Survival School can
oply suggest that the schools goals for bfcultural education
have been takeﬁ seriousiy by ‘school' planners. Since
bicultural educatién rejects enforced assimilation and
éepanation as a method for group“preservation a bicuiturai
teaching staff reflects the commun¥ty's goals for developing
students who are able to operate successfully across cultural
bouhdaries. Because of this, the implémehtation component

was successful in bridging the interface between design and

delivery of the intend&d curriculum. In other words, this
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implementation strategy ‘brought biculturalism theory to

educational practice for this community school.

Level of Impact

(a) Teacher Training

Much of the success.and failure of the Kahnawake method

for curriculum implementation rests heavily gh the teacher
training program for native'staff and the lack of adequate
orientation and continuous field support'services for non-
native teac;ers. The level of impact each had on the school,
its' course af study, and the community is displayed iﬁ the

following account.

°

]
In an attempt to meet the -established goals for

bicultural education, the Combined Schools Committee decided

it was essential to train native residents hired to teach in

i

the school, " in a recognized university program, Since a
teacher training program was being hosted for elementary
based teachers, the secondary staff was asked to enrol in the

same program, The training program was sponsored ﬁb#r the

. University of Quebec at Chicoutimi through funding by the

Department of Indian and Northern Kffairs. The program 1is
called the Amefindianizatiqn Project.

Init}aily, at its inception in 1967, the program was
designed to sensitize non-native teachers working in federal
schools located on Indian reserves to the cultural aspects of

Indian life and folkways. With the emergence of more native

-

adults participating in community education as a result of

the moyement toward greater 1Indian control of Indian
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education the program objectives changed to train only native

teachers 1in the areas of primary and 'ﬂsmen?ary teaching.
The f;cus on the training of native teachers for the prim\ﬁy
and elementary leve;s ln reserve schools has been in effeét
since 1977. |

The Amerihddanization’Program at the University of.Quebec
at Cﬁicoutimi was designed to train native‘ teachers from
reserve iﬁ Québec through a series of off campus courses
. provided in the local communities,. Students reg;stered in

the part-time program work toward achieving course credit,

~
d

similar to fhE“\structure of other prowincial  university
programs, Nand eve?tually completing a certificate in the
sciences of education and.a specialized bachelors degree in

primary and elementary teaching. The objectives: for the

program suggests that upon completion of the course of study

for the certificate ;hﬁ\specialized degree the Amerind¥an

will then provide a more human and more effectiVﬁ,'education

by: y )

M

'~ providing education in terms of Native culture lapguage{

- making the school the guardian of efﬁhic survival.

- developing professional attitudes and "better
understanding in the milieu in which they evolve and
which they help to change;

understanding” of the language and cultuyre in  order
that they may become efficient promotors and
tq?nsmitters of this language and culture.

- gaining the psycho-pedagogical knowledge necessary for
understanding the child and his learning process, for
creating an atmosphere which will facilitate - learning
for young Amerindians, | and for the preparation of,
appropriate teaching materials. .
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Since the’Bevelopmentxbf,the secondary school the teacher
training program has done little to replan the coﬁrse content
or’st;;ucture of certificate/degree requirements to meet the
.needs of secondary 'nafive te;chers "eﬁgaged in - training.
Thesé‘ seco;hary native teachers continue to participate in

off-campus courses with other native staff who are eﬁployed

by the federal elementary schools. All Amerindianization

courses are given in the qxening in one of Kahnawakes three
- elemeqtary schools'. Thé prog}ém providés one course in each
of /the Fall and Winter semesters and two courses in special
| Summer semesters. The course duratioﬂ‘for the Fall . and
Winter semester isﬁfifteen weeks, three hoﬁrs per evening.
 ~The Shmmgr session consists of two, two week l6ng courses
each ét fort}-five hours. All courses are pré-arrangeé

through a cognizant at the University level without prior

consultéti;n of the népive student teachers. .

One of tﬁe terms of the n;tive"staffs emﬁloyment at the
.secondaﬁy level _was that they actively pursue profesgional
develoﬁmeht and complete certificate 3gnd degree requirements

- sdécessfully. The characteristics of thé’secondany native
.staff in this training prog}am were such that eight of ten
lwere women, all had a minimum of high school leaving, thre;
had 1qcomp1etq céllegeuor university training and with the -
‘exception of one male adult all ‘had between one and five
' children. It is imporﬁant to note here that six other
members |of the nat}ve/staff were.enrplled %nd involved in

L

" specialized training programs in areas such as physical

v v
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eduéation, vocational  education and student/guidance
counselling at other Montreal area English institutions and
6ntario based university's.‘ The secondary teachers were

expected” to take courses designed for elementary school

_teachers. Many . secondagy teachqrs expressed 'ﬁo' this

researcher that-the courses were boring and inappropriate to
L

their needs as classroom instructors. The comments of one

Mohawk woman enrolled in tﬁe progranm serve as an example of,

the frustration most secondary school teachers had with the

»

program. ‘She mentioned:

"I cannot understand why I have to take a2 course

in Native American expression and communication.

I know how I express myself and I gertainly know
how to communicate with my students. Why do I

need some white scholar to tell me, a Mohawk

Indian, how Indians are suppose to express,

themselves and communicate. I just don't see the

purpose as a course for me to learn how to become

a good teacher?,

Although two coursesg§ were offered that had a special

»

applicatioﬁ to secondary -education | in _Kahnawake, the

Amerindianization program did l1ittle to change its focus for
the. secvgdary~staff, even after a special request from the
Combined Schools Committee -to the Department of Indian and
Northern Affairs.

‘ The University of Quebgé’at Chic¢utimi is a francophone’
qniversityl locqted on' the north shore of the St. Laﬁrence

river sSeveral hundred miles east fyom'Kahnawake. With the

9
»

excepﬁion of the Mohawk linguistic ~courses, all of the

courses are given in the English language. While two English

-

universifies are within a fifteen minute drive from the

»
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. -rese}ve no attempt has been made to enrol the majority of
native teacher interns in progréms offered there.. The host
university from’ Chicoutimi maintained a contract with the
Department of Indian and Nortﬂérn Affairs to provide all of
the Eourses at some point in an interns training.

All interns were at different levels in their training.
Whilé a.student may have been near thé completion of his/her
Ccertificate or degree requirements another may have been
enrolled in a class with the same student for a very first
course, Although the certificate and degree requirements

N

have ‘a series of compulsory courses, the order in which a
student completes the program depends upon the time a student
enters the program and .the availability " of courses as
scheduled by the University of Quebec. Little 'importancé
was gix;nv to the sequence in which a studenﬁ completes
progra% requirements. u ‘_ |

It was evident that the University of Quebec at
Chicoutimi engaggd a\selected numbe; of adjunﬁt professors to* '
teach céurses in the Amerindianization_ program. A native
intern teacher was likely to take several courses with the

same professor throughout their certificate and degree

training. One native teacher commented to me on this point.

t

"I've had him for four of my courses in my
certificate and three in my degree. 1In fact, tlis
semester I have his wife teaching me a mathematics

course. We are like a big family",

Ironicall&, all of the Eourses were held in one of the
elementary school's library. Intern teachers were never
required fo complete any coursel requirements wusing the

'
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' facilities of the two local English ﬁnivers}ties. Students
did’ not have an chance to attend a unviersity campus where
they would have had adequate resources to conduct reseérch,
the selection ‘of a wide variety of courses and an'opportunity
to profit from the acquisition of competencies in. a second
culture. o ‘
\ Many naEive interns from the secondary school suggested
the: following about the courses they were enrolled in.
"These university courses are really easy. The
professor, (name), wants us to complete two book.
reports of three pages each and would like to give

us a mark for a short oral exam",

"Course requirements are easy: fifty percent .-for a
ten page double spaced book report and fifty
percent for keeping good cldss notes",

"We watched at 1least one movie every week,
sometimes two. All we had to do was to write a
. short five page review of a movie we enjoyed and
the rest of the mark was on attendance and

participation". .

Some of my research data indicates a lowering of
standards or course expectations for student achievement by'
professors working in the Amerindianizatipn program. As a
result of this behavior, the native teacher interns developed
a distorted view of an actual university training. Yet, the
secondary native teachers enrolled in the University of
Quebec 'program did develop skills in primary and elementar§
education. ~ This served as a positive reinforcer for those
who felt that they were not qualified to teach; 1in other
words, the pa;ticipation in "university" courses, Powever'

inconsistent, helped to legitamize the native teacher interns

presence in the classroom on a daily . basis for the community
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and ‘the Combined Schools Committee,

One of the objectives for bicultural education at the
Kahnawake reserve was to teaby skills and concepts equivalent
to the norm taught in other communities to enable Mohawk
students to participate in the socioeconomic opportunities
provided by the mainstream culture, 'qge problem here with
outcomes for the native teacher training program stems from
! the fact that the progrgm does not congider the skills which

are necessary to teach in a secondary school environment.

’Rather, it neglects to recognize the positive co t#ﬁbutions

that could be made by native teachers at the SEZKJZary level

with regard to ‘an "equi;alent" standard in education and
continued to train t;achers for positions in primary and
elementary = education. - The outcomes of the teachér training

3

program are also reflected ih the outcomes of instruction, ’
Can you expect a high school to acHieve its' objectivé of
eqyivalent student skills as a result of appropriate or
3 quality instruction if the teachers have not been\ provided
professional development equivalent to other teacher training
programs? Can you eipect a teacher to teach composition to a
group of grade nine students if he/she does not understand
how to organize a composition; or can you expect a teacher to
teach research and study skills if he/she has never completed
any research? : s
Finally, involvement in dissemination sessions and off

campus university courses do not ensure successful and 1long

term implementation, While participation in the University
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of Quebec program functioned in developingjsome instructional
skills and maintained positive feedback from the commuéity,
it al?o created a dysfunction,. The schools goals for educa-
tion indicate a desire to develop competencies to enable
students to 1live and work in two cultures simultaneously.
There was 1little doubt that' these skills were being
developed, however with very litéle impact from qualified
native personnel at the senior level. The primary/elementary
traieigg///?acilitated a movement of native teachers to
instructional positions at the early secondary school grade
levels (7-8). It was not entirely clear whether or not the
native teaching staff working at these grade 1levels were
completély confident in their skills as teachers. This may
be attributed to the fact that the native staff showed a
tremendous resistance to any type of professional . evéluation

-of their work.

It seems that the program of training offered by the
University of Quebec was inadequate in the development of

native teachers who work in Kahnawakes secondary schools,

(B) Cultural Orientation for Non-Native Teachers

A. Renaqd (1964) once said of non-native teachers
working in Indian reserves with Indian pbpils that they are
professionally Jjust as culturally isolated, scientifically
un-informed and technically mal-equipped as Epe Indian
themselves 1in general. Hence, they too have to apply to
themselves the methods of cultural change. This experience,
Renaud believed made it easier for the teachers to understand

-
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with <the larger non-native communities and are expected to
survive socially and economically.

The non-native ‘teachers who entered the reserve's
secondary school to work were academically qualified to teach
their preferred disciplines however at the same instance they
were overm%elmed py the cultural change they were expected to

(2

learn: and accept with very 1little instruction from the

Mohawks themselves. In fact, at no point in the research— -

process did the Mohawk school administrators nor the Combined
Schools Committee make an attempt to develop .an adequate
"cultural"® orientééion for non-native personnel to the school
and the community. The only training or guidance the non-
native teachers received was in tﬂe form of .a very brief
introduction to the reserves folkways and a brief review of
Mohawk history at Kahnawake. This introduction was usually
provided during the 1nt;?viewing process.

Every non-native teacher was provided with some informa-
tion. about the community and the purpose of‘the school. This

was considered by the Mohawk school's committee representa-

tives and school administrators as not only an introduction

\

but a definition of one's role as a teacher working in an.

culturally different school and community. The information
used as an introduction was provided near the end of the
interviewing process and was descr;bed by one of the school
committee members or administrators, One Mohawk male
involved in teacher interviews had an interesting approach to

a

providing this information which is paraphrased below. While
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the entire interview was conducted using the English
langu;ge, the Mohawk language was used to initially discuss.
the contents of the Two-Row Wampum Treaty. Later, after the
speaker had concluded a deseription“bf the treaty, he
translated the meaning to the dumbfounded candidate in
Enélish explatning that he used:the Mghawk language to rein-
force the notion that the Mohawk and the‘non-native Canadians
were culturally different. The orator would say the
following: |
Many years ago the Mohawk and the Dutch peoples made a
treaty of friendship and peace. These pgople called this
treaty, the Two Row Wampum, It is seen by a belt‘of white
wampum in the middle and two rows of purple shells to the
outside along the entire length. The two rows of purple
shells are the Mohawk and the Dutch, one row for each nation.
The Dutch and the Mohawk agqeed to respect each others
xbulture, territory, religions and politiecs. Each nation
agreed not to interfere in the affairs of the other. Mutual,
respect was important for both nations to maintain if they
were to remain on friendly terms. The Mohawk agreeded that
they should travel in their canoe while the Dutch traveled in
their ship. The symbol of the canoe and the ship suggests
that the Mohawks would not try to get on the Dutch ship and
tell them how to steer a straight course; nor would the Dutch
t;y to tell the Mohawks how to paddle their canoes. So both
agreed to respect each ;thers territory and culture,. ‘
In this way, the role of the non-native teacher working 1in

the Kahnawake Survival School was explained. To the Mohawk,

'

124 /



this ancient treaty represented their goals f6r bicultural
education at the community secondary school. Although an
understanding was established during the interview, many non-
native teachers could not adjust to the cultural settihg of
the classroom‘and a school environmént. The outcome of this'
form of culture shock was a high attrition rate among non:
native teachers. Two examples may best illustrate this:

Most non-native teachers®'entered the classroom in good
falth. Yet, some were sSubjected to ridicule or racist
remarks from some studénts. Others entered the classroom as
missionaries to s$ave whom they (thé' teachers) may have
thought were the *poor disadvantaged Indians'. The teacgher
who could not accept the students attitude and establish a
wquing relationship with their students léft the school on
their own accord. The "missionary types®" on the other hand
Wwere asked to leave shortly after their arrival. Teaching
. French as a third language claimed the‘higﬁest number of
teachers to leave during the first three years with twenty-
two. The longest engagedént in teaching this particular
program by the French language instructors in a threé year
period was one academic year and one semester of the second.
French teachers left after various durations while the shor-
test period of time was two days. The total number of non-
native teachers who left the school as a result of not being
made fully aware of what they could expect in a classroom
situation was approximately forty-seven. The ratio of non-
native female teachers to their male colleagues in the entire

school was three to one,. Of the Yorty-seven who left
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the school, between thirty and thirty-five were women.

Several had, taught at private schools in Montreal on a2

3

time basis. They found the transition from this setting to

part

the one on the reserve and the larger work load d;ﬁ@icult to
handle. At least six of these women suggested tha théy
found the job of teaching in this school non-rewarding due to
the boor effort and lacR o} cooperation from their students.
The.other teachers who left provided a Variety of reasons for
doing so such as inadquate pay scales, no benefits, poor
working conditions, other employment, family transfered or
pregnancy. The most frequently offered recommendation~ by
these téachers to the school administrators for new teachers
entering the situation was "let them know honestly what they
are.- getting themselves.into because it is hard to work in
you} type of environment™. Most non-native teachers™ were
simply not prepared to deal with the cultural and social
characteristics of the schools environment.

A second example will clarify the problem of misinformed
and ."culturally isolated™ individuals working in a minority
setting. It may be argued by some, however most teachers
would agree that staff meetings for school personnel are
considered forums to discuss mutual problems and should serve
as a basis ¢to facilitate effective communication. The
business of all teachér or staff meétings was conducted 1in
English however many Mohawk women frequently used the Mohawk
language in asiﬁes with one another while the main discussion

continued among:the remaining stéff. Many of the non-native

126



’
o

teachers mentioned that they felt uncomfortable and alienated

when the Mohawk women would begin speaking Mohawk at the

staff meetings or among themselves 1in the teachers
lounge/work room., One non-native teécher said, "I don't know
why they have to speak Mohawk in a meeting where we are
discussing mutual problems of the school™. Another
hentioned, "It is unprofessional and <ignorant for the Mohawk
speaking teachers to speak Mohawk at staff meetings or in the
lounge especially while a non-native teacher is involved in
the discussion? I think it creates a gapvbetween us”.

One may'interpret the reaction of the nonvgigive teacher !
in this case as insecurity, possibly as a result of the
cuitural environment they were in and not. being complétely
sensitive to the foikways of Mohawks. However, this
researcher believes that the ability of the Mohawk women ‘to
sgeak their 1language and use it in a teachers meeting or
lounge 1is a cultufal advantage which was used frequently to
clarify information among themselves and to limit access of
information from non-natives and other Mohawks who did not
speak the language. In soﬁ; instances the switch from
English to Mohawk was a deliberate attempt to cut someone out

of a discussion or conversation yet for the most part these

women (and some meh) spoke Mohawk among themselves because it

was their first language and more natural than English.

These Mohawk teachers, although perhaps insecure in their new
roles as secondary school teachers, werg¢-able to communicate
much more clearly and comfortably using the Mohawk language.

Throughout the ‘Eesearch process I had the opportunity to
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observe this behavior and reaction numerou,s times: I/n

"~several pPlanning meetings with the Combined Schools Committée

and school administrators it became a common behavior for the
Mohawk speaking women to linguistically break away from the
main discussion which was in‘,English and delay the meetings
progress until they had discussed the: tc;pié further to
synthesize and interpret the literal translation of the
topic. This behavior was expiained b_y'on;: of the women on
the school committed this way: " -

"I thought it would be good for you if I
explained why we use Mohawks at certain points in
our meetings. You see, I think in Mohawk and
speak in English but my meaning does not make
sense, If I think in Mohawk and speak in Mohawk I
am understood. Mohawk and English are very
different and sometimes I have a hard time to
select the right English words to describe what I
mean' . I don't think I have to apclogize to you
because I speak my own language when I feel 1like
it. At least I am free to do that, eh".

On several occasions, I have been informed that Mohawk
speaking teachers would wuse the language to commfen.t or

~—

complain about the behavior of a teacher or administrator

"while the individuals they were commenting on sat in the room

at the same time. The advantage of being able\to speak a
native langauge 1is also credited with giving th Combined
Schools Committee the power to guide budget meetings with
representatives from Indian Affairs.

The interchangeable use of the Mohawk and English
languagt;s by the Mohawk speaking teachers helped many. ‘mon-'
native teachers realize that they were in a different type of
school environment, It served as a consistent reminder to

L
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all non-natives working' at the s&hool who they were, what'

their functions were, and how culturally disadvantaged they
really were 1in this particular situation. The lack of a
cultural orientation for non-naﬁiQe educators working at this
school has created a problem. While some non-native teachers
felt that it was pot proper for the Mohawk speakers to use
the Mohawk language in meetings or the stéff lounge when the
discussion was 1in English, most did not feel isolated or
concerned about this since they had become sensitive tb the
Mohawk culture. They viewed the use of the Mohawk language
as a natural phenomena in this native §chool.

fhe competencies required by non-native teachers working
in a school that is providing a bicultural curriculum suggest
that the staff should require skills that sensitize them( to
the native cu%iure, including the language, All teachers
need to feel that they are part of the school. The outcome
of - a poor cultural introduction for non-native teachers
created’ resentﬁent and a poorly equipped individual who was

expected to provide a quality education for a group of

.

‘'students -culturally different from themselves, The non-

native teachers, therefore, were culturally disaéﬁantaged at
this school and this it seems made it quite difficult to
initially begin work in the classroom. )
Finally, the continuous interaction of native and non-
native teachers on a daily basis helped to maintain the goals
of the school brogram. Both groups of teachers, while having
mutual mandates, had sets of problems that were dealt with on

an individual basis. Both groups helped to stimulate one
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<\continuous involvement of staff together on school related

another; the non-native teachers spent a great deal of time
learning about the Mohawk's cultural,tradit;ons and their
e}pectations' for the formal education of their youth, while
the native teachers$ learned, by example from the non-native
ways and ﬁeans to develgp further professionally and.ito
fétually feel good about the jobs they were -doing. The

issues resulted in unique and creative ideas and approaches

to the implementation of a bicultural program,

%
(C) Dissonance from the Community :

In the e;rly days of the school practically every
eligable secondary school student attended. As Christmas////
1978 approached the Combined Schools Committee became .alarmed
at the decreasing student ‘enrollment and the apparent loss of
enthusiasm and support by some falmilies in the community. -
What was once a defiant, emoézonal response qirected at a

separatist provincial government in collective- support  for

aboriginal rights in education on the Kahnawake reserve was

slowly eroding away. Instead many families decided that the BN

new secondary school wasn't good enough for their children
and would rather sign'the eligibility forms t; be ailoﬁed to
obtain an English education at a provincial school. Two
reasons emerged asécauses for th{; disagreement in supporting
the new school. These were the use of unqualified native
teachers and a curriculum that was culturally relevant,.

Many parents were concérngd for the t&pe of education

their son or daughter’ would receive. Althoughﬂﬁhe entire
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native staff were participating in the University of -Quebec
program, numerous. parents with children attending the new
secondary school voiced their displeasure with the
Committee's decision te employee unqualified teachers.
Parents were not opposed to having members of the comﬁunity
. U o teach in the scﬁool. Oon the contraay, they.ﬁelived in-having
a native ahd~non-native staff as ‘long aa both groups were
qualified. )

Seteral parents had assumed that the new high 'school
would merely adopt a provincial Jhrriculum for implementation >
- TN at tﬁe communi 'ifchool. The idea of developing and teaching'
"h Mdhawk and: Iroquoian history.program gas not adequate forﬂ’
some.parents.

. [ 4
For thesewtwo reasons approximately forty-five to fifty-

five students were forced to leave the school by \their‘

/

-~ ﬁarents to return to the regional high.acqeol they hae just
‘left ~a few months previously. To add clarity to the
dissonadce'vparents had with regards to the decision by the

- school to have an unquaiifieg native staff teaching full time
and engaged‘_in prpfessional development part time, and a
curricylﬁh.that reflected the development of compete9ci<a
two cuitures; I have assembled a series of statements‘hade
by parents. These quotes were recorded after meetings with

“”;'L/{M q the . Combined Schools Committee where theae . issues were

ihitially learned " and later on in direct contact with some

e parents who had already sent their children to other high
f schools. "
§ .
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unqualified native teachers the parents said the following:

. "I want my boy to

2

With reference to dissatisfaction with the use of

"] am t#e same age as hér and I went to
school with her in town and in Spanish. Shes
dumb. I don't want no‘dummy teaching my boy".

-

"She never even finished high school as far
as I know and now she is teaching it."

"You gotta have péople who know how to teach
working there, How can you take somebody off’ the
street one day~if you want to put it that way and
put them in(the classroom. You know they don't
even take irdn workers ‘like that because being a
teacher is rder and you have to have somebody
who know what e re doing, right?2"

a good education. I don't
want no mistakes for him because you only ha;@ one
chance to make it in school™”,

"Ah, what does he know. . He's a damn drunk and a
no good for nothing. No you's put him in the
school to teach kids...whats he goin' to teach
them?"

"She 1is my best friend, ﬁut she is not going to
teach my daughter anything". .

"How can«you pay someone to teach when they are
not real teachers. My sister in law-has been in
training to be a teacher longer than any of  those
Survival School teachers and now they are getting

- paid. Besides my sister in law is smarter than

most of those teachers but I wouldn't 1let  her
teach my kids anywhere than those Survival School
teachers".

"She is there because her mother is on the school
committee.. .besides she is not a teacher".

]
"I don't care if an Indian or a whiteman teach- my
children as long as they are qualified to do the
Job". )

Parents exhibited extreme displeasure at the idea

of

having unqualified native people teaching their children at

the

new school. While tﬁé purpose and importance

of

including native people on the teaching staff and pPoviding
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professional development simultaneousiy was explained, the
thought of utilizing unqualified teachers confused parents.
Although many of the quotes exemplify a jealous attitude
about the sudden change in roles and responsibilities of some
community members, most parents were concerned about the
quality of education and more specifically the: quality of
instruction their children were invdjved with. For many, the
decision to send their children to another high school was
met with ridicule and disapproval from other family members
and friends, |

With reference gp the schools .goals for bicultukalism,

parents responded.

"Why should the young people 1learn Méhawk.
It isn't going to help them get .a job",

"A1ll this Indian history business will turn my kid
into a longhouse person and I don't want that™",

"It's a longhouse school because they teach all
about the Indian culture. That's not good
enough". ’

)
A}

"It is too much Indian content',

"Teaching farming is going to make the kids become
traditional™. ’

"Mohawk history and language are not that
important to me. I think they should 1look at
regular history and teach good English and French
so students can get a jobm.

It was evident after discussions with some parents and
several school committee representatives who related
feedback, that many parents were apﬁrehensgve about sending
their children to.the new secondary school since the school

had decided to include culturally relevent programs along
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with equi@alent courses from the mainstream curriculum.
Parents believed that by developing competehcies in two
cultures, students would somehow become  "traditional"

Indians. Even after the goals of the school had been

detailed to ﬁbe parents, many cdntinued to suggest that they:

could not support 'the school out of concern for their
children becoming “too Indian". With this their children
were trahfered to other schools.’

i Clearly the deéision to employ an unqualified native
staff and a culturally relevant curriculum had a significant
impact .on the support of the school by many community
members. These two decisions alone facilitated the departure
of at least one .quarter of the schools total student popula-
tion. Of the parénts who decided to returh their children to
another high school because of unqualified native teachers,

"at least seventy-five percent‘did/so_beCause of their concern

gfor the iype of instructiog'expgcted in schools, while the
remaining twenty-five percent were upset with the individuals

.selected to teagh; a result of personnel jealousy or rivalry.
On the issue of a culturally relevant curriculum,
approximately fifty percent of ‘the students who left the

school came from mixed marriages.

5. Management

The management of the schools goals for education cou}d
be c;tegorized as eithef policy or operational, with
different groups of individuals involved in each domain.

Since 1978, and the origin of the Kahnawake Survival
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School, the Combined School Committee was designated by the

“~band council as the body responsible for managing the

operation and development of the school. The -committees
5ecision making process outlined earlie; in this chapter may
seem unnecessarily long and a simplified version may have
been preferable, however, since they, as an elected and
appoint®d representatjon of the Mohawk community, make deci—
sions with regard to every aspect of education at the local
level (with limited-pdwer at the federal school 1level) an
extended discussion on theif decision making process was.
deemed appropriafe.

The policy decisions would include such areas as school
Staffing, finance '(budgets), curriculum development and
implementation, buildihg projects, professional dEVelobment
and special services that include curricular change (i.e.
Mohawk‘ Immersion), and health and.psychological care for
schools. ‘Operational decisions would include the supervision
of an education center staff and facilities, the care of
school property and school grounds, .student attendance and
truancy, acquisition of band fgnds for %ield trips and other
related activities, organization of all local school bus

routes, subsidized school lunch programs, attendance of

‘Indian students at non-~Indian schools and the preparation of

student cheques for school attendance. The policy and opera-
tional decisions were never.written down or at 1least none
were accessable, yet they were®interpreted by the group and
passed on in the oral tradition. All policy and operational

decisions seemed to be open for review by community members;
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adjusted to meet existing needs.

As a group of policy makers, the Combined Schools
Committee developed and oversaw the implementation of a
general school policy for tqg secondary séhqol. The director
and gssistant director were directly accountable po the
committee for the operation of the school baged on their
leadership skills and guided by the general school policy.

Few changes were made to the general school policy.
When a change in policy was requested, the decision making
process‘ may have been slow or fast, simple or complex,
depending upon the factors or circumstances surrounding the
recommendations from the school level. Teachers and students
were. not directly effected by operational decisions and
indirectly by major policy decisions. Yearly staff salaries
Wwere controlled by an operational budget (based on expected
student enrollment), prepared at the school level, submitted
to the schools' committee for review and revision And then
submitted to the Department of Indian and Northern Affairs
for adjustmgnt and approval. The type and duration of field
trips and other educative activities for students we}e also
Shaped by the availability of school funds and operational
decisions. Curriculum materials and guides wereoplanned at
the school level and submitted to the schools committee for
approval prior to implementation.

A hierarchy of a management decision making process for
the band school 1s illustrated in figure two. It suggests

that the decision making process for policy and operational
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issues in education for this community is an.adaptation of a
process employed at a regional level in education., However, -
the major differences between the local Kahnawake method for
decision making and that at the regional ievel are the
following (a) lack of ‘ clearly defined roles and
responsibilities at each 1level in the decision making
process, (b) the organization of time and, (c¢) the community
served by the school. The lack of clearly defined roles and
responsibilities and the organizatidn of time in this context
are the result of the Kahnawake's rejection of the mainstream
cultures complex and sophisticated bureaucratic structures
for decision making and management of resources. The proce-
dure employed here ¢to "décide" and “ménage" assumes. that
flexiability is a key to assist groups and individuals at all
levels in arriving at a good decision appropriate for the

-

community.
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Figure Two - Hieraraéhy of Hanagément and Decision Making
at local'School Level in Kahnawake

R

People of Kahnawake (Parents)
The Combined Schools Committee (Local School Council)

Director (School Administrator) ‘ L~

- * /-//
Assistant Director (School Administrator) - —
;]
\\_._}
Teacher ~
- Student ' )
Department of Indian Kahnawake
and Northern Affairs Band Council
(No Influence in (Political Support System
Decision Making at for the Combined Schools
Local Level, Some Committee, However Little
Influence in Valida- Influence in Either Policy
tion of Local Policy or Operational Decisions) N
or Operational - )
Decisions)
’
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Component Effectiveness

The rise of a Mohawk method in a decision making process
was quite evident at all levels of school interaction. ‘It
evolved naturally in the school setting and increased an
understanding and awareness of the complexity of Kahnawake's
cultural environment for the non-native teachers. One could
not help but be left with the impression of "this is thé way
it is done here and not necessari}y where I come from",

The 1local schools committee did not need specific
guidelines (nor did they request them) to assist in reaching
a decision. They did not need specific responsibilities
"written down" since it was they, as a collective group, who
made the final decision'. Their role was simply defined as
the schools Committee of Kahnawake and their responsibilities
were to identify the educational needs of the commun;ty and
serve those needs.

Everyone at all levels of involvéhent the school, with

tpe exception of the Department of Indian and Northern

s, were part of the decision making process at some
Deci;ion making and management\were viewed much the
Q:y the needs assessment process was; to get a complete
perspective all participants should be involved. Althougﬁ
tiWe schools' committee and the director of the school usually
made the final decision, students, teachers, parents and
support staff were consulted and asked to provide input or

ideas. In a sense everyone was accountable for the manage-

ment of the schools goals for education.
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Tﬁe management of the school ihrough a-defined policy
and operational scheme <clearly indicates the Schools!
Committee de;ire to make gooh decisions and to have control
of a situation to maximize desired outcomes, Management was
represented as a non-threatening component in this method to
achieve bicultural goals. By obtaining input from all levels
of education, however unsystematic and unscientific the
process may have been, the Schools Committee believed the
fiqal decision wéuld not only become a mutual effort but

better utilized once implemented.

Level of Impact

While the lack of defined roles and responsibilities was
not a ma jor factor most of(the time, there were occasions
&here it did indeed become a problem. For example, when new
staff entered the school very little was done at' the adminis-
trative level to direct those individuals to the staff who
conducted certain functions necessary in aiding the comple-
tion of their’jobs effectively. As well, some decisions made
at tﬁe managemegf level were met with major oppoéition and
disapproval due to poorly defined responsibilities. This
factor created many misconceptions about the individuals
working at all 1levels in the school and seemed to be an
undérlying source of tension among many of the staff.

The organization of time was approached differently at
this school. Decisions ab;ut time for learning were also
viewed as very flexible com;gnents. On several occasions,

usually at the end of a semester, time requirements for some
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Programs wvere either increased or decreased. The impact of
the time allotment changes resulted in an altered'~ subject
content. i

Some of thg native staff had a diffeent conception of
class time than their non-native tounterparts. Two or three
nativg teachers consistently allowed their students to leave
class egrly, sometimes up to twenty minutes from a fifty
minute period. Their explanation of this behavior to the
administration as the mainstream culture knows it, and their
teaching peers was that as Mohawks, time had no meaning in
their culture. Their time was based on the movement of the
sun (day and night),~tﬂe changing moon, and the four seasons,
Accordfng to them a time allocated for a class was not an
important factor in teaching their classes. Once they had
finished what they had intended to do, they beligted that
they were justified in allowing the student to leave and do
something else. ' However, the general policy of the school

disapproved' of this type of behavior for teachers regardless

" of its cultural merits or applicability. The school policy

on the use of time was built around the parents expectation
of a fairly structured duration and sequence of  blocks of
time that were devoted to the subjects in the curriculum. }n
other words, the" organization of "time"™ at the secondary
school was conéid;red in light of existing models from either
regional schools and adapted to suit the intended curriculum.
The native teachers who resisted the policy definition of

class time eventually adjusted their behavior but not
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necessarily their attitude about the issue. Occasionally it
was observed that students were allowed to leave early from
their classes. When questioned about this in staff meetings

responses like, "oh'I forgot what time it was" were offered

as an excuse.

1

The impact"of the community in the decision making and
management process on a daily basis was not a direct
influence but rather an indirect one. A set of school

¥

policies was developed with the expectations of the

‘community in mind. An organized school had a sophisticated

series of checks and balances to‘guide decision making since
this is what the community wanted in their secondary school.
With regard to the formal management of the organization, "the
.Eommunity had very little }mpact-in determining who should

administer and how the adminiﬁtration would operate,. This

responsibility was 1left' to the auspices: of the Combined
- L]

+

Schools Committee.
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Chapter IV
;ummary and Conclusion
. Summary

‘Before reviewing the main components and suggesting some
generalizations to this study it is impgrtant to focus
briefly 6n,the limitations which underly it. First, although
I was viewed by members of the community as an employée
rather than a Fesearcher, my social role as an - outsider
;es%ricted the degree to which some information was made
available to me by community members. The overall knowledge
and understanding of the community and school is factual, as
I ha;e observed, registered and interpreted it, yet much‘of
the information was socially determined. That is to say,
social forces within the community, like the Combined Schools
Committee, faciligated my participation and inevitably
liﬁited the scope of what knowledge was rélevant for an
outsider to be aware of, why information was or was not
appropriate to the setting, what behaviors were appropriate
to display, and how knowledge was intended for use in the ;
school and community. Consequéntly, my social role limited
the acquisition of data (any relevant social facts and
meaniﬁgs) and as a result, gaps or discrepancies could arise
in any future “research on this éopic in this particular

community and lead one to draw diverse interpretations \and

conclusions. Second, I have described only one Mohawk
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community and the organization of one secondary school.
Third, I have focused on ‘h!’application of a biculturalism
theory to educational practice pﬁimarily "regarding the
schools goals and strategies for educatién. .Therefore, this
cdmmunity study cannot point to any main findings, provide
evidence of success or failure with outcomes for student
achievement in a bicultural program,‘ or show dapa that would
suggest if a similar study were to be conducted in another
community, the organization of the school, the social forces
which guide ifs operation and the level of”imﬁ;ct on ;iéﬁﬁae
would be similar. There are someﬂinterestingngeneralizatidis
derived from this study and some implications for further
research in the area of bicuitural education.

Various government reports and researc? studies have
been conducted on the education of native people in \Ca£ada
and the United States. Historical and efhnographic findings
suggest that the type and qﬁality of education available to
native people‘is inferior and directed toward their Eurtural
and social assimilation into a mainstream culture. The move-
ment by government aqd religious agencies to educate native
people neglecting their varying 1linguistic and socio-
historicarlcu}gural needs, have largely failed‘ (McKinley,
19}0; Dumont and Wax, 1971; Bryde, 1968; Hobart, 1972;,6 M.C.
Wax, 1964§ R. Wax and others, ]971). One sad legacy of this
experience by native children in a formal system of education
was the doubt cast on the importance of teaching the students
about their native culture, 'includ%ng language, by school

A
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teachers, administratems.school board representatives, an;ld
occ'asionally‘ the Indian parents themselves. ’

Since 1972, and the National Indiam Brotherhood policy.
paper on Indian "Control of Indian Educati’on native parents:
have been increagingly involved in the formal education of
their children. The personal involvment of parents can be
viewed as A search for understanding of their particular

situations: underst'anding what is important to tf{c) and

what social, professional characteristics teachers should
e v

possess to work with native children. This understandifg

.comes from participating in various 1levels of school

organization established in each native community.

In an attempt to illustrate how native parents act in an
organized group on educational matters in their community I
have‘ provided a detailed &escription of the ComSined School s
Committee of Kahnawake. ' The brief demography of the
community ir; chapter two suggests that kahnawake has unique
physical and cultural characteristics. This uniqueness is
derived from a poli-ty{ recognition of the Mohawks being a
nation of people -~ a part of the Iroquois Confecieracy. (The
term nation as used by Indian people does not have separatist
connotations, Rather,‘ it means a group of people with a
common language. culture and history who identified with
each other as belonging to a common political entity. ~(H0use
of Commons, 1983, p. 12)) Mohawks possess a separéte land
base and prac‘tice an ancient language, and participate in a
social system and s&etting separate from the, mainst:ream

cultures. The historical background of this community
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suggests that Kahnawake has progressed through a relationship

of simultaneous association and separation with the world

\
around themn, In a sense, a similar relationship continues

today and is reflected in the new secondéry school's goéls
for education. Thus, certain groups ofacommunity members
feel there is an important need to address thg/historical and
cultural experiences' of Mohawks, while,lsuppqrting the
development of skills necessary to maintain an on going
relationship with the "outside" world. Te a great extent,
the ‘educational focus for the new school directed by peoﬁle
from this community has primarily been on iocal or cultural
affairs, Yet, the importance of understanding the general
population which surrounds them is coﬁsidered by most a
critical factor in developing a perspective for the
maintainence of Mohawk Culture,

.From the description provided there were four

influencial groups of people who all had various levels ,of

'impact on the new secondary school. The four groups were:

a) the longhouse or traditional peole, b) elementary school
teachers, <¢) members of the community, 1like the Combined
Schools Committee who supported the idea of bicultu}al
competencies, and, d)‘ status quo pahents (members of the
community who may have supported the idea of the schoo}'hin
principle but not practice and those community membe{; who
rejected the thought of a community high school since they
were pleased with the present situatibn offered by the

mainstream schools and curriculum).
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Beside the Mohawk language, - the traditional people of
Kahnawake are the community's stongest 1link to the past. In
a very small group, they have maintained ancient traq%tions
and customs. The influence of the traditional people on the
organization of the school consisted of (a) participating as
appointed members of the Combined Schools Comﬁittee, (b)
providipg direction to decisions on content to be included in
the schools intended curriculum, and (c) teaching in the new
school at the grade seven level and leading discussions on
Mohawk culture at other grade levels periodically.

'The elementary school teachers were comprised of
Mohawks from Kahnawake and non-native teachers from outside
the-«community. Their impact on the Kahnawake Survival School
consisted of lack of support primarily out of fear for job
securitﬁ. This ;ack of support had a significant impact on
the new community high school’ gnrollment figures. The
influence of the ;lementary school teachers is at least
partly responsible,for a proportion of the fifty percent of
total eligible secondary school students opting to attend
schools of f the reserve.

One of the main features to develop in this study was
the desire of the Combired Schools Committee to encourage
other community members to take advantage of the formal
‘system of education which most felt was alien to their
culture (and their ancient forms of informal education).
From the data gathered in this study it is evident that the
parents involved in the local schools' committee sought to

develop a concensus for the goals and strategies of the
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schools in their community and in particular the new

secondary school. Regardless: of political or religious

affiliation, the Monawk parents on this committee believe

that reaching an understanding of the goals for ejementary
and secondary.education in their community is their/ primary
purpose, Data from this descriptive study focus;es on the
Combined Schools Commit-:tee as 3 group of policy makers who
exert a’' great deal of iﬁfIUénce in 10051 education and who
had a significacnt impact on the organization of the community

secondary school, it 's model for education and the method

~employed to bring about the desired changes.

!
A major focus of this thesis has been that 1local

f
control of education is determined in large measure by
community reaction,  While the Combined Schools' Committee

exert a major 1influehce in the operation of Kahnawake's

schools in varying degrees, the general population of this

community control the ultimate success or failure of its
schools.

It was established that the Kahnawake Survival School
was organized in protest to a political system ant-i a human
rights' issue as much as it was organized to preserve an
ethnic identity through the route of formal schooling.
Circumstances evident in earlY September of 1978 precipitated
a climate that projected the ;:ommunity to a "we" versus
"them" situation with the outside world. The data suggest
that this climate in the community f‘acilitated‘a decision to

establish a school, It seems that without the initial
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significant support of the community to the proposed idea: of

a community high sch‘kl (August 1978) and the suggested goals

. ’

for @ secondary education (September 1978), coupled with a
height of anticypation and "rallying of the people", the
establishment of the Kahnawake Survival School may never have
taken place during this time. This is derived from data
which, foy example, indicate a brief period of consciousness
raising by almost the entire community on the preservation
and revitalization of Mohawk culture, including language.
This was follqwed by a brief period of supporé by those
parents who believed [in maintaining the status quo. Instead
of suppoﬁ%ing tﬁé n school, which initially wa$ surviving
in a spirit of innsvétion, status quo parents opted for :ell
established schools with professional trained personnel and

\\gdquate facilities to educate their children. One could
suggest that the status quo parents, who intially supported
the school and subsequently sent their children to other
schools, were involved in a movement by an entire ' community
to c¢reate a change; even though they did not support the idea
of a community based secondary school. These individuals
supported the school by enrol%}ng their children because
evg&?one elsé was doing so, however once the school began to
take shape arguments were developed to support their deci-
sions to change schools.

Further, it is my contention that community reaction to
particular decisions made by the Combined Schools Committ;e
facilitated a refusél to maintain support of the school bi
some status quo parents. For’eiample, on the decision to

-
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develop a curriculum which had a portion devoted to a 1local
or cultural focus, status quo parents objected. The data
suggests that parents believed the high school program should
be represented as a provincial or mainstream qurriculum.

- From all of the data gatheréd in this study, and in

particular an examination of the parents' impact on the
develop;ent of the school the following might be said. For
the most part, parents. from Kahnawake supported the
development and operation of local high school. As well,
they agreed to the goals for a bicultural education and the
design of a curriculum ﬁﬁZch reflected compélencies in two
cultures as it's oﬂtcome./ For the status quo parents, the
intitial excitement of a secondary school in the community
waned after two or three weeks once they thought about the
implications of their chidlren attending such a schoql. Many
felt that the risk of sending their children to an

inexperienced staff and a totally new school was too great to
consiaer.

A brief analysis of Kahnawake's application of a
biculturalism theory to educational practice revealed the
following similarities and wvariations to _the approach

outlined by Gibson (1976).

a) On assumptions regarding values, Gibson believes
that one's native culture, 1including language, ought to be
maintqined and preserved and the mainstream culture ought to
be acquired as a "second" culture.. The Kahnawake scho&l

supports these assumptions completely.
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b).'On assumptions regafding étrategies, Gibson says
that bicultural education, as an approach to  formal
instruction, parallels, and is adapted from the methods énd
techniqueé of bilingual education. The variation Dbetween
what Gibson suggests for strategies and the method used in
the formal instruction of students at‘the Mohawk secondary
school is that while goals and strategies for bilingual
instruction are presumptive the strategy to conduct
bilcultural competencies was not formalized among the staff.
Rather, it was assumed that the presence of native and non-
native staff in daily interaction with students would be
sufficient.

(c) On assumptions regarding outcomes Gibson Dbelives
the acquisition of bicultural competencies will enhance a
students ability to function in both the native culture and
the mainstream culture. The school suppocts this assumption
and regafds the areas of mathematics and reading for example,
as competencies necessary for participating in the socio-
economic opportunities of the mainstream culture. Also, the
mainstream culture is perpetuated by a mainstream curriculum.
This, therefore was used as a basis fdr bridging the 1link
between native and mainstream cultural competencies.

(d) On assumptions regarding target populations,
Gibson says that bicultural education is a reciprocal process
such that it is aimed at all students. The target population
of the Kahnawake Survival School consists of only Mohawks (or
other native students periodically). However, while the

schools student population 1is comprised of only native
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students, the school supports the sharing of experiences that
would enhance a students bicultural perception by
facilitating numerous field trips, and cultural exchanges

with mainstream culture schools.

Certainly, there are probably other similarities or:

variations between the model for biculturé& education adapted
by the Kahnawake Survival School and the theoretical
perspective discussed by Margaret Gibson. Both approaches
tend to equate the learning of bicultural compeLencies
primarily with formal schooling and overlook the availability
of learning experiences outside of school. Consequentdy,
there rests the possibility of disagreement on the curricular
approach that best serves the neéds of the students in a
bicultural program. At Kahnawake; the question of learning
out of school skills was addressed in the planning of a
curricular appfoach. One issue, for example, was the idea to
tra%n young men as irdh workers. Proponents for including
. this as part of the school curriculum for grade eleven
students bélieved that it would (a) help them get ahead of
other young men working in construction, and, (b) seperate
the highly motivated and skilled workers from-those who just
wanted to‘"try a hand" at ironworking since thié type of work
was held in high esteem by most men in the community. It was
suggested that a program which taught ironworking at the
secondary 1level would help the industry by placing skilled

men on the job and not'young men who only wanted to work for

six months of the year arid collect unemployment the remaining
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time. Proponents against this type of program in the
secondary curriculum believed that (a) students were to young
to accept this type of responsibility and (b) tradiiiqnally,
the skills for iron working were always learned through on
the job training. The point of this discussion 1is 1in
relation to the assumptions regarding outcomes for bicultural
education. It is an approach to developing competencies that
will lead ultimately to participation in the larger society's
socioeconomic opportunities. Given‘ this outcome for
education and the summary discussion on the inclusion of
ironworking 1n\ the sécondary curriculum, one could then
surmise and ask the following questions. Since most young
male Mohawks from the community have aspirations of one day
becoming iron workers, should a rélated program that taught
appropriate skills be integrated into the curriculum? If it
is part of the school's curricuium, how will the course be
designed and taught? Of course the conclusion to this was
that ironworking would not become part of the curriculum,
however it does illustrate the complex and diverse
possibilitiés for an interpretation to bicultural education.
Indeed, the answers to questions regarding the application gf
a biculturalism theory (including precise 55§Umptions
regarding goals, values, strategies and outcomes) ' to
educ;tional practice in Kahnawake reflect the essence of
human nature ¢toward change and are represéntative of the
cqommunitys unique characteristics.

The application of a biculturalism theory to

educational practice is not an éasy task. Its application at
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this community school is compounded by several dilemmas.
They were, (a) tremendous rivalry's between groups of
community m?mbers and individuals at q;l-levels 3{ school
organization’ (and every other institution in the community),
(b) 1lack of clearly defined organizational structure in the
management of school affairé; (c) poorly "eguipped" native
and non-native teaching st;ff to deal with the implementation
of 'a bicultural education program adequately; “(d) apathy
toward the improtant link of the school with the home by
parents in general (i.e. "let the school baby sit my kid"),
(e). ambiguities between federal and band responsibilities for
Combined School's Committee, . (f) scattered racism toward
"white" people by the native staff in/schools, with prejudice
toward Indian student achievement by many non-native
teachers. (g) little emphasis on long term planning, and no
short term planning resulted in "spur of the moment"
.decisions at every level. (h) influence of mainstream
culture on students (rock music, fashion, dancing, etc) over
the instruction of values in the students native culture -
this is related to a geographical factor; close proximity to
a large wurban center. (1) the lack of opportunities
‘afforded to Mohawk students out of class to become oriented
to tw? or more cultures (in a sense the presence of.a school
in the community which allows only Indian students to attend
and which Promotes biculturalism, invariably 1limits the
students access to daily bicultural experiences unless they

are done .so by design). (J) Further, given the variation in
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types of schools (i.e. federal and band), it would seem that

the well established federal politics for education and the

organization of local federal schools are counter-productiye

to the local band schools' attempt to maximize an innovation

in education which is directed by fhe Mohawks themselves.
—_—

Certainly there is doubt cast on the ability of the

unqualified, inexperienced native schools' committee to

conduct and manage the band school by many parents. While

most community residents support the idea of native coﬁtrol, a
iarge\ percentage of the general population believe it is
important to have people who know what they are doing before
they get the position rather than filling the position with a
native person just because they are native, The lack of a
defined organizational structure in the band school and the
clearly - defined, bpreaucq?tic’ structure of the federal
schools has led the community to perceive the federal and
band schools as opposites.

There 1is no guarantee of an effective bicultural
program even if the assumptions regarding theory were applied
systematically. The model and method to biculturalism
through a formal education is only one component for a
successful school or school system. Together with the
administration, community syppo;t. staff and teacher
training, 4in services, student attitude and schoql climate a
progrdh for ©bicultural education, designed to meet a
particular need, becomes an important approach to learning.

' The conceptualization of a bicultural education model

- often drew criticism for "reinventing the wheeln® from many
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people in the community. Yet, of those-who supported the
schools goals for a program which encouraged biculturalism in
the commuﬁity secondary school the focus of this criticism
was countered with a pride in stressing the importance of

local control of education and creativity in planning.

Invariably, the model and method for bicultural'

education have resulted from a trial and’ error

., experimentation, with great detail given to the expectations

of most community members. - Within the mbdel described here
little or no attention was given to actual course content.
Rather the focus was directed toLard the model as a frame of
reference or schema design to a bicultural education.
Decisions about what the competencies are (course concepts
and skills), specific content, the techniques for organizing
content, 1learning experiences, and student evaiuation are
beyond the scope of this thesis. Assuredly, the inclusion of
such data would provide greater detail to a conceptualization
of the Dbicultural -education approach distinguished by
Margaret Gibson and possibly serve as a basis for further
research. For example, one could examine the extent to which
the values, and strategies to bicultural education are
congruent with outcomes. Also, one could explore the

application of a biculturalism theory to educational practice

4
from the perspective of curriculum. What is the intended

bicultural curriculum for a particular school? The

implemented curriculum? The attained curriculum? An

examination of the congruence between what students are

»
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supposed to be taught, what they are being taught and what

they are learning could be studied. Another possibility for.

research could be the development of a set of gompeﬁéncies
for a bicultural program, in botp the bognitivé and affective
domains of 1learning and measﬁre the effects of a series of
sPecial lessons on nati;e and @hinstream students; ' in
culfurally based schools and mainstream schools. However,

[ ] .
incomnplete as this study may seem, it provides a description

of one communitys attempt to design and develop a mpdel and

method for'bicultural education, its direct application in
the school environment and subsequent impact on the

—~

community.
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I Conclusion
< o

Undoubte&ly, there aré limitations to the Kahnawake
Survival Schools planning and ofganization of a bicultural
model and method in educmation. However from the strategy or
approach employed in the design it is evidgnt that the resﬁlt
of what has transpired and what will coﬁtinue to nuture is
now part of the community. -This school is something that
'cannot be’ taken away 1n'spirit since it has become an
impo}tant aspect for most of the Mohawks living there. " The

. ultimate test of the Kahnawake Survival School's success- is
not the measurement of studeqt outcomes as a result of
completing a curricular path, but rath?r how the community
served by the school has enhanced itsel} as a result of its
presence. The new Mohawk secondary school was successful in
‘that it was established from the expressed needs of tﬁe
Mohawk people themselves,‘ attempted to meet those needs, and
began serving as an integral part of the community. ‘

The Kahnawake Survival Schools Curric&lum mirrors the
wispes of the majority of parents in the comunity to (a)
preserve Mohawk culture including language, and (b) teach
skills necessary to survive in t large.non-native world.
Parénts who -support the community school realize ﬁhat it 1is
' exactly this approaéh which will facilitate a Mohawk students
bicultural ad justment.

Proponents of bicultural-bilingual education have
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qffered similar descriptions yet one of the most inclusive

statements comes from Castaneda, Harold and Ramirez (1975).,
They suggesf ;hat Qhe basis for a childs learning about
his/her own fnd other cultures must include the languaée,
valuesa history, thinking and motivafional fréheworks with
thcg the child is initialiy familiar: These elements serve
as a basis for exploring and developing selectivg loyalities
to alternative expressions of thought, ;}Calues and
lifestylsg. Theﬁ, “they conclude, 'the child would learn to

function compieteiy and 'effectively in, .as wvwell as to

" contribute to the development of more than one cultural

world, This 'statement underscores the qubined Schools
Committee belief that a bicultural education at the ‘kahnawake
Survival School should grow out of the life of the community

and be a means to pérpetuate and enrich it.
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Appendix A

~
.

A  secondary school education afforded by the Quebec

provincial school system may be viewed as 2 general

éducation; such that«the objectives for secondary education

examine common values while also attemptigg to téach respect
for cultural diversity. Most curriculum components are based
on provincially acceptedfcriteria with very little input from
the local school boards where the curriculum services for

i

Indian an¢2 Inuit student® in Quebec, in particular native

languages, - are presecribed in sections 37 and .38 of the

Charter of the French Langyage and in secfions 577, 660 and

710 of the Quebec Education Act very 1little emphasis was

placed on the importance of Mohawk students learning ., their

native. language at Howard~S. Billinés Regional High School

between 1968-1978... The provincial curriculum consists of ‘the

_following: o \\\&‘;/ '

\ < . . "
Grade 7 = (secondary one)

1. English A

2. Mathematics

3. Introduction to Geography,

4., French as a second Language

5. Religion (Protestant-Catholic) o :
6. ?hyaical Education .
T. Art ' 4
8. General Science
I r
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Grade 8 (secondary two)

1. ﬁnglish

2. Mathematics )

3. Intro&uction/to History

4, French as a Second Language b

5. Religion (Pro;estant-datholic) X b o
6. Ph§sical Education . ‘\

T. Art L

8 Home éconoﬁiés'

Grade 9 = (Secondary Three) LT , .

1. English - "‘ T L

. Mathematics
. Ceﬁgraphy of Canada and Quebec

French as a Second Language -

Physical Edycation ‘

i v <

é
3
y
5} Religion (frotestant_- Qaiholic)
6
7
8

. “Biology ' \
. Elective programs in the = "shop" areas; i.e.

g

automechanics, electricity, welding, 6arbentry.

Grade 10 (seﬁgndary fbur)

1. English

2. Mathematics ‘ -

3. Religion (Protestant-Catholic) . s

4. Physical E&ucation ,ﬂ’ )

5. French as a Second Language T
-
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History of Canada, United States, or World History
Chemistry or PHysics

A selection from elective course offerings

"

Grade 11 = (secondary five)

English

.v“’"

Mathematics

Religion (Protestant-Catholie) '
French as a Second Laqguage\, a ’N » ] )
Physical Education ’ (
North‘American Literature L ' )
Chemistry or Physics N ) '

A selection 6f electiyve courses
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Appendix B

Exerpts of Correspondances Between the Provincial Government
and the Protestant Regional School ’Board of Chateauguay
Valley, - and Between PRgBCV-and the Mohawk Parents through
Kenneth Deer, A Mohawk Guidence Counsellor Working in the
Secondary School at the tiﬁe.
.’About the "saméizzimg parents of Kahnawake were voting
‘overwhelmingly to start their own high school on the reserve,
the Director General of the Protestant Regional Board of
Chateauguay Valley received a letter from the Minister of
Education of Quehec, Jacques-Yvan Morin.
He w;ote: '

..Tousfois, les 1indiens qui frequentant. les

ecoles des commissions scolaries seraient sujets a

.1'application du chapitre VIII de la vharte de la

. langue officielle et par consequent tenus d'etre

juges admissibles pour recevoir l'enseignament en
anglais." /

H
This portion of the letter, roughly translated reads
-as follows:

" ..As a result, whefe it corcerns the application

‘ of Bill 101, the Indians educated in the schools
- .* , situated on their reserve would not be subject to
" the . application of Article 97 of the said. law.
vertheless 1Indians who attend schools of the

hool Commissions would be subject ot he
application of Charter of the Official Language

and as a result must be judged admissable in orqer‘

to recéive their instruction in English."
\

~On August 9, 1978, Mr. Kenneth Deer, v Kahnawake Mohawk who
worked as a guidance counsellor ﬂt Howard S. Billings
Regional High'School, received a letter from M.C. Tyler,

1

Director General of¢the school board in Chateauguay.: It was
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written in response to concerns expresséd by ‘parents

Kahnawake students who did not feel they should or

of

were

) t
obliged to sign application forms for their children

attend schools in Chateauguay. Mr. Tyler stated:

Y,

. for English féstruction."

"under the Tfirst ©part of the 20 August 1968
agreement entitled "Purposes™ and specifically

-Section 2, the status of Indian students vis a vis

white students .is defined, (quote) "The
Caughnawaga pupils attending the said school shall
have all the 'rights, privileges and

responsibilities of all other pupils attending the
same."

From the above, the board feels that far from
contradicting each other, the reply from the
Minister and the terms of the Agreement with
Indian ° Affairs compliment one another,
particularly in the statement above "shall have
the respondibilities of all other pupils”.

The Board therefore resolved that Indian students
shall have -to comply with registration for and
Bill. 101 in the same manner as the other sttdents
who wish to attend its schools. We cannot enrol
students _for instruction in English unle they
have the'authorization form described in BIll 101.
Since we are still responsible by contract to
educate Indian students and since without the
authorization a student cannot receive instruction
in English, we would have no choice but to arrange
for instruction in the French language from one of
our neighbouring French boards,

The Board sincerely hopes that from this letter
you may be able to satisfactorily explain both the
necessity and the urgency for signing  the
application forms in order that we can expediate

- the request for authorization, since failure to do

so means this Board cannot accept such students

|
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Appendix C
» \
- : Conceptualization of a two by three needs statement matrix
E.W. English-De¥eloper
,
Yo What is? What Should Be?
1. Student: Perception Contextual
: . , Response... Response...
2. Teacher: ‘Perception Contextual
. Response... Response...
( .
3. Community: ,Perception Contextual
Member : A .
Response... Response...
\ - , ,
&
’
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