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A SPECIAL EDUCATION SERVICE DELIVERY MODEL 
FOR DELORES D. ECHUM COMPOSITE SCHOOL: 

A FlRST NATION APPROACH 

Chapter One - Study Background 

Introduction 

The purpose of this action research project is to design and implement a Special 
Education Service Delivery Model for Delores D. Echum Composite School, a Moose 
Cree First Nation school. The project chronicles the first six months of the design, 
delivery, and facfitation of these services and makes recommendations for the next 
six months. 

First Nation is the term the Moose Cree Band prefer to use to describe 
themselves. Throughout this report when referring to  the Moose Cree the 
researcher uses this term. She uses other terrns such as Indian, Native, and 
Aboriginal with respect, as they are used in the reviewed literature, to describe 
some of the Indigenous people of North America. 

The ProblernlOpportunity 

Research Question 

What special education service delivery model will best serve the diverse needs 
of this school in this isolated First Nation community? 

Additional Questions 

How will the adoption of this service delivery model affect the learnùig outcomes 
of the students or change the learning environment? 

Is this model consistent with the Ontario Ministry of Education and Training 
Special Education Policies and Regulations? 

Are the programs and services within this mode1 relevant to and respecthl of 
the Moose Cree culture and community? 



Background 

Delores D. Echum Composite School officially opened on August 23, 1997. This 
school, with an enrollment of 211 students, is located on a Moose Cree Reserve on 
Moose Factory Island in Northern Ontario, a remote geographical location 
accessible by air or water. It offers programs consistent with the Ontario iMinistry 
of Education and Training for grades 7 to OAC. 

Historical causes of the problern include the construction of the reservation 
system, the effects of residential schools, and "ethnostress." Non-native people 
created the reservation system without regard for Native ways of living. For 
example, the river was of practical and spiritual importance to the Moose Cree, but 
the houses were built away £corn the river (Ross, 1992). Rupert Ross describes this 
situation. 

"Although efforts aimed at incleasing educational opportunities and 
irnproving housing were well intended, they were made in ignorance of the 
economic, psychological, and physical reality of the trapping year and the 
careful spatial separation which had always been maintained between family 
groups ... Denied access to their traplines, these men and women were 
robbed of virtually aLI sources of self-s&ciency, pride, and self-esteem" 
(p. 105-6). 

In First Nations Education in Canada: me Circle Unfolds, Marie Battiste and 
Jean Barman briefly dïscuss the results of the residential schools. They write: 

"Aboriginal youth were subjected to a combination of powerfbl but profoundly 
distracting forces of cognitive imperialism and colonization. . . . [residential 
school practices] ignored or rejected the world-views, languages, and values 
of Aboriginal parents in the education of their children. The outcome was a 
gradua1 loss of these world-views, languages, and cultures and the creation of 
widespread social and psychological upheaval in  Aboriginal communities" 
(1995, p. vüi). 

Furthermore, these youth had no role models for parenting. A s  a result, they 
have experienced great difnculties in raising their own children (Ross, 1992). It is 
clear that  the construction of a reservation system and the institution of residential 
schools caused serious cultwal disruptions within First Nation societies - 
disruptions in belief systems and in spec5c functions in the community, functions 
which made it possible for people to meet their basic needs (Antone, Miller and 
Myers, 1986). 

Ethnostress occurs when the cultural beliefs or joyful identity of a people are 
disrupted. It is the negative experience a person feels when he or she interacts 
with members of different cultural groups. It is most destructive when individuals 



lose their self-image and sense of place in the world (Antone; Miller and Myers, 
1986). Indicators of ethnostress in the Moose Cree First Nation community are the 
high incidence of alcoholisrn, family breakdown, and substance abuse. Fetal alcohol 
syndrome, fetal alcohol effects, and drug abuse may be directly related to the high 
incidence and the types of learning difûculties prevalent in the c o m m d t y .  It is 
important that  the  Moose Cree deal with these historical and conternporary 
destructive innuences now. 

However, alcohol and drug abuse do not account for the large number of 
students who are experiencing ~ c u l t i e s  with reading, language arts, and  
mathematics and are  performing far below grade level. Reasons for this situation 
may be poor attendance, educational programs and materials that  do not meet the 
needs of the student, teaching styles that do not match student learning styles, lack 
of study skills and good mork habits, aad "educational £raud" (the granting of course 
credits to students who do not e a m  them). 

Until last year, the Moose Cree First Nation did not have much control over the 
education of their children. Education services were purchased through tuition 
agreements with provincial schools. With the opening of their own school, the 
Delores D. Echum Composite School, they are now in a position to provide 
educational services to meet the needs of their childien. They have a unique 
opportunity to design, develop, and  deliver education services for the Moose Cree 
First Nation. Each student's unique needs will be recognized and planned for in the 
curriculum. This will create an environment that will enable each person to live an 
enriched and fidl life. 

If these special education services are not designed and implemented, Delores D. 
Echum Composite School wiU not be able to address adequately the needs of all 
students. Some students wiU not have the opportunity to access an educational 
program that  fosters their physical, social, emotional, intellectual, and spiritual 
development and to acquire the attitudes, skills, and habits that  will enable them to 
derive maximum benefit £rom the learning opportunities they encounter in the 
school and in He. They will not be able to meet the Ontario Ministry of Education 
standards or have the opportunity to go on to post-secondary education. Many of 
them will not complete their secondary school education. 

The Organization 

In 1976, the Department of Indian and Northern AffcUrs Canada (IhTAC) 
transferred to the Moose Cree First Nation the management of education services 
and programs for their oeople. On August 13, 1992, Consumer and Corporate 
M a i r s  Canada incorporated the Moose Cree Education Authority. Shortly after 



that  the Moose Cree First Nation transferred all education programs and services 
to the Moose Cree Education Authority (MCEA). Their mandate is as  follows: 

"to work towards realizing and exercising local juridiction of education in 
conjunction with the Moose Cree First Nation Chief and Council's 
mandate and in conjunction with the Moose Cree First Nation general 
membership; 
to be responsible for all directional aspects of education; . . . 
to actively promote and pursue the revisions, continuing development, 
and achievement of the  goals and objectives of the MCEA as  entrusted by 
the Moose Cree First Nation membership; 
to develop current and flexible education policies; . . . 
to assist people in attaining the necessary skills and understandhg in 
their field of interest; and 
to undertake necessary research studies and to develop evaluation 
methods related to the educational systems and institutions affecting 
First Nations members" (MCEA, l99'i). 

The Moose Cree Education Authority has a s  its primary goal the provision of 
excellent quality education for First Nation members (Moose Cree Education 
Authority Organizational Review, May, 1998). Both the Education Authority and 
the community are hopefid that the quality of education a t  the Delores D. Echum 
Composite School will compare favorably with the standard of education in most 
Ontario schools. If a goal were to be established, that goal would be to surpass even 
the provincial standards for education (Moose Cree Education Authority 
Organizational Review, May, 1998). Further, dl programs and  services are to be 
consistent with the Ontario Ministry of Education and Training Regdations and 
Policies and relevant to and respectful of the Moose Cree culture and community. 

With the opening of the Delores D. Echum Composite School, in the words of 
John Beck, the Executive Director of the MCEA, 

"The Moose Cree Education Authority brought to life what was nothing more 
than a dream of our community. We had accomplished what many thought 
to be impossible" (Corston, 1998). 

The Moose Cree Education Authority formed a school governing body in July 
1997, to oversee the operation of the Delores D. Echum Composite School. The 
School Governing Body consists of four voting members, three of whcm are 
appointed £rom the MCEA board and one from the community. The Moose Cree 
Education Authority's executive director, the school's principal, and vice-principal 
act a s  resource persons to the School Governing Body. The principal's secretary is 
the recorder. The school has  a staff of thirty-one hdividuals. Plans to form a 
school advisory council and a special education advisory council are in progress. 



Appendix A contains a diagram of the organizational structure for Delores D. 
Echum Composite School. 

The School Governing Body and the school do not have a vision statement or 
mission statement. All stakeholders wiU develop them during the coming year. 



Chapter Two - Literature Review 

Review of Organization Documents 

Moose Cree Educational Authority Organizational Review Final Report May 20, 
1998 

This review was commissioned to assist the board in reviewing where the Moose 
Cree Education Authority (MCEA) had gone in the last six years and to assist it in 
establishing where it will go in the future. The review was conducted during mid- 
February, 1998. 

Members of the community have very hîgh expectations of the MCEA- They 
want the MCEA to create a school that will better prepare students for post 
secondary education. The general consensus in the review is that members of the 
community are very proud of what has been accomplished. They speak highly of 
the MCEA and, in particular, of the new school, Delores D. Echum Composite 
School (DDECS). 

However, there are some parents with valid concerns. They are hopefùl that 
with local control of education through the MCEA, the quality of education for their 
children wiLl improve. They have expressed concern that over the years their 
children have not been prepared adequately for academics in the south. Now that 
the MCEA is managing their children's education, they have high expectations. 
They want the school to prepare the5 children better for post secondary education 
than they were prepared in the past. 

Students are concerned about the quality of education at the school. They see 
ciifferences between the schools they have attended. They feel unprepared for post 
secondary studies and are experiencing academic difticulties and diEculties 
adjusting to He in the south. For many, this is the fist time they have experienced 
academic dif6culties. Some students talked of not havuig homework while 
attenduig school in the north. Yet when they attend school in the south, homework 
is expected daily. Parents of children presently attendulg DDECS also have 
concerns about the lack of homework. 

Overwhelmingly, the parents feel they would like to be more involved in the 
education of their children, but they are not quite sure how they can become 
involved. Parents express an interest in playing a stronger partnership role with 
the school. They want home and school to be rnutually sup~ortive when a child is 
having academic or behavior dif6culties. Parents Say repeatedly that there is 
Limited communication between home and school and that they would like to see 
more. To improve this situation, they suggested things like open houses, 
newsletters, student handbooks, and community meetings with plenty of advance 
notice. 



The review states that parents recognize their own responsibility to support 
their children's education. Some feel ill-prepared to help with homework because of 
their own lack of formal education. They would like some support in learning how 
to assist their children better. 

The Elders of the community want to be resource people to the Composite 
School. While the Elders see themselves as being in a very strategic position to 
have influence in the education of the young people, they either do not feel involved 
at aU or, at best, see themselves as having very little involvement. They want to çit 
in classrooms as observers, be involved in the teaching of cultural activities and 
nutrition, participate in disciplinary actions regarding students in a manner that 
makes discipline a positive experience, and become involved as counselors to 
students. 

Assessrnent of Special Education Needs at Delores D. Echum Composite School, 
September 1997 

This report addressed the need to develop special education services and 
programs at the school, identifïed the great need for professional development and 
in-servicing for teachers, and identined the funding required to design and 
implement the services and programs. 

The Delores D. Echum Composite School recognizes that to serve the diverse 
needs of the special education student there must be a continuum of educational 
services and settings. Thus, it is necessary to develop an organizationd structure 
that will defhe, design, deliver, and facilitate programs and services that are 
consistent with Ontario Ministry Regdations and tailored to meet the unique needs 
of First Nation students of this community. This will require research, information 
sharing, discussion and decision-rnakuig activities. 

An overview of the special education services and programs to be developed and 
implemented is as follows: 

an organizational structure for the administration and the delivery of special 
education programs and services; 
a policy and procedures manual; 
a Special Education Advisory Committee (SEAC); 
a special education plan; 
an Identification, Placement, and Review Committee (IPRC); 
assessments and reports; 
individual education plans (IEP) ; 
a parent's handbook; 
a parent education and involvement plan; 
a description of the student services required for 1997-8; 



curriculum development and program modification; 
programs and materials; 
special equipment; 
professional development; 
in-servicing for teachers and special education assistants; 
professional and teacher resources; 
special funding; 
community and professional contacts and meetings; 
a peer tutoring program; 
a First Nations Leadership program for the gifted students; and 
a Bridges to Employment with Students with Disabilities program. 

Report on the Moose Cree Education Community Survey, Februaly 20,1997 

The purpose of the Education Community Survey was to get community 
involvement in the decision-making process for the curriculum for the new 
composite school. Dr. Emily Faries developed the contents of the questionnaire 
during three brainstorming sessions held in the community. Faries used the 
results of the survey to o u t h e  the main elements of the curriculum fiamework for 
the school. There was one direct reference in this report to special education: "We 
need to explore testing and measurements which are culturally relevant" (p.51). 

Ontario Ministry of Education and Training Special Education Regulations and 
Policies. 

A number of sections of the Ontario Education Act deal with the provision of 
special education programs and services to exceptional (special needs) students. 
The relevant sections of the act are discussed below. 

In 1980, the Ontario Legislatue passed Bill 82, The Education Amendment Act. 
For the f%st tirne in the province it established in law principles, policies, and 
procedures for the education of students with special needs. EU82 provided the 
following def i t ions :  

"An exceptional student is one whose behavioral, communicational, 
intellectual, physical, or multiple exceptionalities are such that he or she is 
considered to need placement in a special education program (1.(1)2 1). 

A special education prsgram is one that is based on and modined by the 
results of continuous assessrnent and evaluation that includes a plan 
containing specinc objectives and an outline of educational services that 
meets the needs of the exceptional pupil(1.(1)63). 



Special education services are the facilities and resousces, including support 
personnel and equipment, necessary for developing and implementing a 
special education program" (1.(1)64). 

Subsection 8 (3): Powers of the Minister of Education and Training authorizes 
the Minister to do two things: 

"Require school boards to implernent procedures for early and ongoing 
identification of the learning abdities and needs of pupils, and shall prescribe 
standards in accordance with such procedures to be implemented. 

In respect of special education programs and services, defne exceptionalities 
of pupils, and prescribe classes, groups or categories of exceptional pupils, 
and require boards to employ such de f i t i ons  or use such prescriptions as 
established under this clause." 

Section 170, paragraph 7 d e h e s  the duties of school boards. 

"Every board shall provide or enter into agreement with another board to 
provide in accordance with the regdations special education programs and 
special education services for its exceptional pupils.. ." 

Regdation 181/98 (formerly 305) outlines identification, placement, and review 
procedures and appeals. The purpose of the Identifkation, Placement, and Review 
Cornmittee (IPRC) which consists of not less than three people, one of whom must 
be the principal or supervisory officer, is to ident*, place, and then review the 
placement of an exceptional pupil. The IPRC is the key feature in the process by 
which students become involved in special education. me IPRC process is as 
follows: 

"The principal of the school refers a student to the consideration of the 
IPRC. AU refends are made by the principal either a t  his or her own 
election or upon written request of the parent. When a student has been 
referred to the IPRC the parent must be notined in writing. 
Parents (and pupils aged 16 years and over) are entitled to be present and 
participate in all IPRC discussions about the pupil and to be present when 
IPRC decisions on identification and placement are made. They also have 
the right to have a representative attend the IPRC meetings to speak for 
or support the parent or pupil. 
The IPRC attempts to determine whether or not the student is 
exceptional. It must obtain and consider an educational assessment of the 
student. If necessary it may obtain a psychological assessment with the 
permission of the parents. Policv/Memorandum No.59: Psvcholoeical 
Testing and Assessments outlines the principles to be taken into account 
when assessments are done. The IPRC must provide copies of any written 



information relating to the pupil to a parent (and the pupil if the pupil is 
16 years of age or older) as soon as possible aRer obtained. 
The IPRC concludes that the student is not exceptional OR that the 
student is exceptional. If the student is not exceptional the procedure 
ends unless the parents appeal. 
If the IPRC determines that the student is exceptional, it is required to 
identify the student according to one of the definitions of exceptionalities 
defhed by the Ministry. (See Appendix B) 
Before considering the option of placement in a special education class, 
the IPRC must consider whether placement in a regular class, with 
appropriate special education services, would meet the pupil's needs and 
is consistent with parental preferences. If, after considering all the 
information before it, the IPRC is satisfied that placement in a regular 
class would meet the pupil's needs and is consistent with parental 
preferences, the IPRC must decide in favour of regular class placement. 
If the IPRC recommends placement in a special education setting the 
recommendation must be based on which setting has the program and 
services deemed necessary to best meet the needs of the exceptional 
student. The parents must give written consent to the placement. If in 30 
days the parents have failed to respond to the notice of the IPRC's 
determinations the board may direct the principal to place the student. 
The IPRC's written decision must set out whether the pupil has been 
identifïed as exceptional and if sol the categories and defkitions of any 
exceptionalities, a description of the pupil's strengths and needs, the 
placement decision and any recommendations regarding special education 
services and programs. 
If, following receipt of the IPRC's decision, the parents request a follow-up 
meeting with the IPRC, the IPRC must send notice to the parents stating 
whether it has made any changes in its decision after the follow-up 
meeting. 
At least once every twelve months afier an IPRC places a student. that 
placement niust be reviewed. However, a placement rnay be reviewed 
after it has been in place for three months a t  the request of the principal 
or parent. A placement cannot be changed without discussion between 
the IPRC and the parents and with the parents' consent. 
If parents of a student disagree with the IPRC's identification or non- 
identification, or placement decision, they may appeal any of these. The 
appeal process outlined in this regdation does not apply to federal First 
Nation schools. 
Within 30 days of the pupil's placement in a program, an Individual 
Education Plan (IEP) must be completed and a copy must be sent to the 
parent and, if the pupil is 16 years of age or older, to the pupil. 
The IEP must be developed in consultation with the parent and, if the 
pupil is 16 years or older, with the pupil. 



The IEP must include specinc educational expectations for the pupil, an 
outline of the specid education services and prograrns to be received by 
the pupil, a statement of the methods by which the pupil's progress will be 
reviewed, and if the pupil is 14 years or older (except where the only 
exceptionality is gifted), a plan for transition to the appropriate post- 
secondary school activities. 
Each school board must prepare by January 1, 1999, a parent's guide 
which sets out the IPRC process, the special education appeal process and 
parent appeal rights; includes a list of parent organizations which are 
local associations of the board; contains a list of Ontario's demonstration 
schools; indicates the extent to which the school board provides or 
purchases special education programs and services; and explains that no 
IPRC placement can be irnplemented unless a parent consents or the time 
for a p p e a h g  has elapsed" (Weber, 1993, p.145 & Anderson, 1998). 

Regulation 262, Section 35 discusses class sizes for special education classes. 

"The maximum enrollment in a special education class shall depend upon the 
extent of the exceptionalities of the pupils in the class and the special 
education services tha t  are available to the teacher ." 

Various special education settings with different exceptionalities are listed with 
maximum enrollment numbers. 

Regulation 2'74 addresses the need for a special education plan for the school 
year. 

"Every board s h d  maintain the special education plan in respect of the 
board and ensure that the special education plan is amended from time to 
time to meet the  current needs of the exceptional pupils of the board." 

Regulation 464197 establishes and defines the procedures and responsibilities of 
the Special Education Advisory Committee (SEAC) . 

"Every board shall establish a special education advisory cornmittee.. . One of 
the members s h d  be a member of the board of education." 

The role of SEAC is to make recornmendations to the school board on aU matters 
related to the provision of services to its exceptional pupils. 

Review of Supporting Literature 

The Literature Review begins with an overview of special education services 
with First Nation Schools. It is then grouped into five themes that  discuss major 



issues in Special Education with First Nation students. These themes are the Cree 
Culture and Community, First Nation Learning Styles, Teaching Styles and 
Teaching Ways, Assessments, and Special Education Service Delivery. 

Special Education Services with First Nation Schools 

The literature reviewed indicates that there is a lack of special education 
programs in local First Nations and federal schools in Canada (Charleston, 1988). 
Mike Charleston (1988) states: 

Y . .  many FVst Nations students are required to leave their home to attend 
provincial schools to obtain the needed services [special education programs]. 
. . . Improved methods of diagnosing special education students and increasing 
special education service delivery must be developed. It is essential that  
federal, provincial, territorial, and First Nations education systems be 
accountable to parents of First Nation students who are in special education 
programs. 

More special education programs are needed to  meet the needs of advanced 
learners. Comprehensive special education policies, developed with the 
participation of First Nation community members at the local and national 
levels, are necessary (p. 19). 

... Research is required to increase the knowledge about FLrst Nations 
learning styles which influecce teaching techniques used in the  classroom. 
Appropriate teaching techniques ensure that  students receive effective 
instruction. . . . Research and development of cultmally relevant tests are 
needed"(p. 16). 

In 1991, Patrick Brady of Lakehead University analyzed the program delivery 
services in First Nations, federal, and provincial schools in Northwestern Ontario. 
His analysis indicated tha t  special education services and programs are  "less 
prevalent7' in First Nation schools than in the federal or provincial schools. He felt 
that this may be because First Nation schools are in the  process of developing 
education service delivery systems and often lack the financial and human 
resources they need to develop comparable systems. H e  states: 

"First Nations schools have the potential to correct many of the past 
deficiencies that  have contributed to the low rates of educational 
achievement experienced by many Native children in the past. However, in 
order for First Nations schools to reach their full potential, they must have 
the resources that wiU enable them to reach this goal" (1991, p.71). 



In many First Nation schools "the special education program is largely 
community based and rnakes extensive use of Tutor Escorts" (Brady, 1991, p.70). 
Tutor Escorts are responsible adults £rom the community who are hired by the 
school to work in the classroom with students who have special l e a r M g  needs or 
require behavior management. Some First Nation schools have a special education 
teacher who provides remedial instruction and withdrawal services (the student is 
withdrawn fkom the regular class activities for a specified period of time each day) 
(Brady, 1991). 

The Cree School Board in Mistissini, Quebec, has nine schools under its 
jurisdiction. The Director General, Gordon Blackned, expressed the desire to 
develop 

"an integrated approach to deliver services to children and families where all 
of the 'partners' work together as  a team ensuring that every child has the 
opportuni@ to succeed and have a meaningful Lifey' (Cree School Board, 1997, 
p.8). 

However, the information reviewed in the annual report did not clearly indicate 
that there was a service delivery system in place for special education or that one 
was in the development stage. References to special education contained in the 
annual report were as follows: 

Regional services provided assessments and follow-up "for a wide range of 
students" with support to parents and teachers "offered through community 
visits and workshops." 
Educational consultants " designed a diagnostic instrument for mathematics to 
assess students' abilities at  the beginning of Secondary 1." 
They hope to design a diagnostic assessrnent for language. 
Waskanish School has a peer-tutoring program (Cree School Board, 1995, p. 19). 

Joe Duquette High School is an alternative high school in Saskatoon, 
Saskatchewan. The school itselfis a special program in that  it provides an 
alternative educational environment for urban First Nation students "who for a 
variety of reasons h d  it di£ûcult to gain a meaningful educational experience " in 
other programs or schools (Haig-Brown, Hodgson-Smith, Reigner and Archibald, 
199'7, p.181). When a student registers, staff administers the Canadian Tests of 
Basic Skills. Students who score low on these tests are required to take upgrading 
courses (Haig-Brown, Hodgson-Smith, Reigner and Archibald, 1997). 

To encourage more student success, the school uses a unique course delivery 
format for grade ten courses: "twenty day credit courses". Students work an one 
course a t  a time for twenty days. With this format they can complete four courses 
each semester. For some students this is a more realistic approach, particularly for 



those who require upgrading in only one area. It allows them to move on to a 
higher level quickly. However, for other students, working in one subject area for 
five hours a day may be tedious and boring (Haig-Brown, Hodgson-Smith, Reigner 
and Archibald, 1997). This format is worth exploring with some students at Delores 
D. Echum Composite School. 

The Santa Fe Indian School, a secondary school in New Mexico, has a student 
enrollment of 550 students in grades 7 to 12. This school had many students who 
were experiencing learning difnculties and were performing far below grade level. 
Staff at the school reported signincant student improvements after many of the 
teachers used a 4MAT instructional mode1 to address the learning needs of their 
students. 4MAT, a registered trademark of Excel Incorporated, is an active 
learning process approach developed £rom the learning theories of Bernice 
McCarthy. It is a flexible instructional delivery system. It teaches teachers how to 
develop and present lessons that involve the use of right and left brain strategies 
within the four phases of the learning cycle: experiencing, conceptualizing, 
applying, and creating (Lippitt, 1993). This system warrants further investigation. 

The Cree Culture and Community 

To understand the present Moose Cree culture and comrnunity it is necessary to 
have a sense of the past. The Swampy Cree were a subarctic hunting culture. For 
approximately 7,000 years, they occupied the land around Hudson and James Bay 
in Northern Ontario, Quebec, and Manitoba. They hunted moose, caribou, geese, 
ducks, and small game, and they fished and trapped. Even though they lived in a 
harsh, vast, sparsely populated environment, they had a remarkably stable culture 
(Canadian and World Encyclopedia, 1998). The Cree lived in small bands or 
hunting groups. They were a hunter-gatherer society in which the basic social unit 
was the single, extended-family. People spent the f d ,  wuiter, and spring with the 
extended family on traplines deep in the bush. In the summer, families came in off 
the traplines to a central location to trade, to participate in cooperative 
undertakings, to visit, and to f h d  n o n - f d y  marriage partners (Ross, 1992). 

There was no formal education system. The child learned to hunt, fish, and trap 
by observing and imitating others (The Grand Council of the Crees of Quebec, 
1976). In the article, Learr~ir~g Processes and Teachir~g Roles in Natiue Educatior~: 
Cultural Base and Cultural Brokerage (1991), Arlene Stairs discusses this "native 
learning teaching process." In a section on the Northern Baffin Inuit, she writes: 

"isumaqsayclq is the way of passing along knowledge through the observation 
and imitation embedded in daily family and community activities, integration 
into the immediate shared social structure being the principal goal"@. 281). 



Dr. Clare Brant, a Mohawk and a practising psychiatrist who worked for twelve 
years with the Swampy Cree of James Bay and Hudson Bay, supports this view. 
He says, 

"Native tribes use modelling almost exclusively. One is shown how rather 
than told how. The teachers who usually are parents and older members of 
the extended family . . . through their own actions convey useful and practical 
information. . . . Modelling seems to increase attachment to the older 
members of the group, promoting group cohesiveness and continuity" (Brant, 
1990, p.537). 

Rita Jack, a member of the Secwepemc Nation in British Columbia, concurs with 
Stairs and Brant. She writes the following: 

"The methods used to teach skills for everyday living and to instill values and 
principles were participation and  example. Within communities, skills were 
taught by every member, with elders playing a very important role. 
Education for the child began at the time he or she was born. The child was 
prepared for his role in Life whether it be hunter, fisherman, wife, or mother. 
This meant that  each child grew up knowing his or her place in the system ... 
Integral to the traditional education was the participation of the family and 
the community a s  educators" (Jack, 1985, p. 9). 

Cree children had clearly d e h e d  roles within their cornmunities. In these roles 
they interacted fkeely with nature and  their extended families. Through the 
rhythms of the seasons and the patterns of predictability in this way of life, they 
developed profound and quiet communion with the natural and spiritual worlds. As 
a result, they each had meaningfd, personal identities (The Grand Council of the 
Crees of Quebec, 1976). 

A number of ethical principles were central to the conduct of the Cree way of Me 
in traditional times. The people had  to have harmonious interpersonal 
relationships, and they had to cooperate to survive in this harsh environment 
(Brant, 1990). They practiced non-interference for twenty-five or t e  thousand 
years. Accorduig to Brant, this ethical principle, one of the most pervasive in the  
culture, promoted "positive interpersonal relations by discouraging coercion of any 
kind, physical, verbal or psychological." Garrett and Garrett (1996) support this 
view. They note that  to interfere or even comment on another's behaviow was 
considered rude. Interferkg with the activities of another was disrespectful. It 
violated the natural order of harmony and balance in which "each being has to 
learn about and experience life in his or her own way" (p. 184). A related ethical 
principle, one of repression, was a necessary survival tactic that  facilitated the 
cohesion of the family, tribe or clan and  protected a certain privacy for individuals 
(Brant and Sealy, 1988). 



Chances for survival were enhanced by other ethical principles such as  a 
requisement for excellence and sharing. People had to give their best effort and, 
then, share the products of that effort. Since everyone had to perform all the 
necessary survival tasks with excellence at aU times, performance was not a reason 
for praise or gratitude. It was expected. A person took no more than he or she 
needed. Everyone shared fieely mss, 1992). 

Conservation and withdrawd were fundamental to survival. To survive, people 
had to slow down activity intentiondy to conserve both physical and mental 
energy. When they went slower, people could "retreat into positions of careful 
observation" to examine all possible alternatives before deciding on a course of 
action (Brant and Sealy, 1988). 

A belief that "the time must be right" complemented the ethical principle of 
withdrawal and conservation. This ethical principle, again, was a practical 
survival tactic. Animals and plants that provided food and clothing were available 
in peak condition only at certain times. In Dancing with a Ghost, Rupert Ross 
states: "not merely recognition, but accurate prediction, the ability to discern the 
best time for acting, was everyone's central preoccupation" (p.7'7). Because the Cree 
people were in close harmony with nature, they had an intuitive, personal, and 
flexible concept of time. "When all factors are in harmony we will proceed" (Brant 
and Sealy, 1988). 

Ross çuggests that these ethical principles worked together. They were 
complementary and mutually reinforcing, "synthesized into a coherent body of 
social exhortations that together gave the greatest promise of survivd in a harsh 
environment" (Ross, 1992, p. 41). 

Dr. Brant feels that these ethical principles and other values and rules of 
behavior "which persist in disguised form as carryovers fiom the aboriginal culture" 
influence strongly First Nations thinbing and action today (1990, p. 534). If he is 
right, and given my experiences among the Cree he is, this theory must be 
considered in the solutions of the problem in this study. 

Today, there are 2,969 Moose Cree First Nation members. Approximately 1,239 
members live on the reserve situated on Moose Factory Island in Northern Ontario 
(Moose Cree First Nation, 199'7). The houses were built dong streets like ci@ 
subdivisions. The y were not organized to accommodate traditional extended f d y  
units. People who for thousand of years lived only with their extended families in 
sparsely populated areas were now forced to Live side by side with strangers. There 
were no longer any spatial separations between famiy groups. Tension between 
famiLies increased dramatically. And patterns of interaction and socialization 
changed dramatically (Ross, 1992). 



The world of Cree children is f a i  more complex and uncertain than in traditional 
times. Since they no longer pursue traditional activïties as a way of Me, they have 
lost a strong connection with the natural environment. The Grand Council of the 
Crees of Quebec feel that  children 

"are caught between two worlds, the fragmenthg yet traditional world of the 
family, and  the largely incomprehensible world of the non-native which 
makes many demands yet provides little vision or preparation for an 
adequate future" (The Grand Council of the Crees of Quebec, 1976: p. ID-3 ). 

The Grand Council continues, "Modern technology raises the expectations for a 
better Me but fails te provide the means and opportunity to benefit by it" (1976, p. 
ITI-3 ). Although this statement was made twenty-two years ago, it reflects a major 
issue and concern today. 

Ten years ago the Moose Cree First Nation Chief and Council sanctioned the 
development and implementation of a community strategic plan entitled Learning 
f o m  Yesterday, Building on our Strengths Today, Creating Together, a Better 
Tomorrow. This plan includes the following community mission statement: 

The Mission of the Moose Cree First Nation is to reuiue und ppreserce ozsr 
cultural, traditional and spiritual beliefs i n  order to enhance a healtltier 
conimunity in which we live together and respect one another for the 
betternzent of  our future. 

The plan identifies and describes the following community values: 

Understanding. " We belieue understanding begins with listening, 
observing, and keeping a n  open n ~ i n d .  Sharing i d e m  will allow us to grow 
together, as people, as we accept and appreciate our differences. " 
Spirituality. " We belieue the fùlfillrnent and purpose of  one's life begins 
ruith a.n indiuidua.l's belief i n  a Great Spirit. The eqression of  an 
individual k faith prouides a n  opportunity to gain a greater perspective of  
life. " 
Respect. " We believe by working together, we can build a caring 
cornntunity tlzrough the occeptance of  others, whose opinions and ideas are 
ctalued. " 
Family. " We believe that the fanzily is the essential unit of our conzrnunity. 
It i s  the basis of  our suruival and continuity, by providing security and 
unity. The fan~ily is responsible for teaching and murturing c~alues." 
Love. " We believe love is showing conipassion, ernpathy and respect for one 
another and caring enough to do whatever it takes to make a better 
community. Love is expressing appreciation for al2 of life. '' 



Learning. 'We belieue learning is o life-longprocess. It opens doors to a. 
better fkture for oursel~~es and our children. Each indioidual is  
responsible for continuous learning in  order to develop themselves, as well, 
to contribute tu the comrnunity." 
Communication. "We Belieue that contrnunication is the means by which 
we can express our ideas. It is important to learn from the past, i n  order to 
lice in the present or to be able to plan for the future. It is also important 
on how it's delivered and receiued as it is a vital link to a healthier 
understanding of one another. " 
Responsibility. "We belieue that we are here to fulfill a responsibility to 
ourselues, our children and our families. We will strive to achiece our full 
potential now and for future generation" (Moose Cree First Nation, 1988, 
p. 3-5). 

This shared belief system is the foundation of the Moose Cree community. It 
expresses clearly the social, moral, and ethical principles of the Moose Cree. It 
identifies who they are, how they work together, how they treat one other, and how 
they determine what is important. This project must reflect these foundational 
principles. 

F irst Nation Learning Styles 

People think and learn in many different ways. They take in, store, process, 
retrieve, and interact with information differently. The literature reviewed covers 
various descriptions of learning styles. The d e h t i o n s  range hom simple to 
cornplex. Susan Winebremer (1996) provides a simple definition of the subject as a 
starting point. She d e h e s  learning style "as the way the brain perceives and 
processes what it needs to Zearn" (p.41). 

Dr. Rita Dunn and her associates developed a learning style inventory that 
utdizes 36 different descriptors associated with learning styles. Besides cognitive 
processes such as learning, thinking, perceiving, and remembering, this inventory 
includes environmental conditions (like preferences to sound, Light, room 
temperature, and time of day), sociological factors, and physical needs (Browne, 
1990). 

Dr. David Hunt, Professor of Applied Psychology a t  the Ontario Institute for 
Studies in Education (OISE), defines learning style as  "nothing more than a formal 
attempt to capture what goes on in effective communication" (cited by Cameron in 
Learning to see the light, 1989, p.37). Dr. Virginia Gri fh ,  also from O S E ,  includes 
emotional, relational, physical, metaphoric or intuitive, spiritual, and rational as 
components in her theory (cited by Cameron, 1989). 



Arthur J. More described learning style as "the characteristic or usual manner 
of acquiring knowledge, skills and understanding by an individual (More, 1987, p. 
34). More discussed four areas of research in learning styles focusing on interna1 
cognitive processes, environmental conditions, teaching and communication styles, 
and traditional learning styles. 

David Kolb uses an intersecting horizontal and vertical Luie to illustrate his 
theory of learning styles. "Active Experimentation"(learning by doing) is at the left 
end of the horizontal line and "Reflective ObservationJ7 (watching, listening, 
readuig, and reflecting) is at the right end. On the vertical line "Concrete 
Experience" is at the top (North) and "Abstract Conceptualization7' is at the bottom 
(South). "Northerners" prefer learning by experience with concrete examples while 
"Southerners" need structure and opportunities to analyze ideas in a l o g i d  and 
systematic way (cited by Cameron, 1989, p.38). Dr. Jirn Baker states that 
approximately 70% of learners prefer to start their learning experience in the upper 
quadrants, the "Northern" hemisphere. However, schools u s u d y  begin the 
learning process in the "Southern" hemisphere. As a result, for many learners the 
school experience is awkward and incomplete (Baker cited by Cameron, 1989). 

Dr. David Hunt cautions: 

“Ali the models have biases and omissions because most models were 
developed in the United States - and American psychologists stress 
individual achievement rather than cooperation and communication. As 
well, most models were developed by men, who seem to learn well as 
individuals; women, on the other hand, often prefer an approach of sharing 
and cooperation. The result is buried sexism within the models themselves" 
(cited in Cameron, 1989, p.42). 

Many researchers have applied theories of learning style in attempts to i d e n m  
and describe how First Nation children learn. Don Sawyer argued that the term 
learning style is ambiguous and confusing in some of this work (Sawyer, 199 1). 
Learning styles, teaching styles, and communication styles are often mixed in 
terminology and usage. This has obscured the value of the research on Native 
learning styles (Sawyer, 1991). 

Even though the literature suggests that there is no consensus among 
researchers about denning clearly the term learning style, there appears to be some 
agreement about differences in learning styles or preferences between Native and 
Non-native students. Arthur More (1987) argues that although differences in 
learning styles between Native and Non-native occur often, they "are not found 
with s a c i e n t  consistency to suggest a uniquely Native leaning style" (p. 17). 
However, they occur with enough fiequency "to warrant careful attention" (More, 
1987, p. 17). Jim Ryan (1992) supports More's view: 



"Evidence suggests that many groups of aboriginal people acquire knowledge 
and skiUs in ways that often M e r  f?om non-aboriginal individuals and 
groups and hom ways that most schools expect their students to learn" 
(p. 168). 

These differences are as follows: 

First Nation students fiequently use imagery coduig while non-native students 
use verbal coding (More, 1987). To support this view More cites research by 
Bryant, 1986; Karlebach, 1986; More, 1984; and Greenbaum and Greenbaum, 
1983. 
FVst Nation students h m  hunting and g a t h e ~ g  societies are more field 
dependent than non-native students (More, 198'7). That is, they tend to see the 
world in an holistic way (Ryan, 1992). 
First Nation students leam more effectively using concrete materials rather 
than abstract processing (More, 1987; Browne, 1990). 
First Nation students demonstrate strengths in global processing rather than 
analytical processing (More, 1987). 
Generally, First Nation students learning style tends to be more reflective than 
impulsive. They prefer to watch, think, and do instead of using a trial and error 
approach (More, 1987, and Pepper and Henry, 1986). 
Native students have extremely weU developed visual and spatial skiUs (Ryan, 
1992). 

However, Diane HiU maintains that  there is an aboriginal view to learning. She 
suggests there are four aboriginal learning styles that  are closely associated with 
the four aspects of the human being - physical, mental, intuitive, and relational 
(emotional). The aboriginal view is a s  follows: 

"There are no fundamental Merences  between the way adults and 
children learn or synthesize and integrate information. 
A l l  learners are viewed as human beings in the broadest sense of the 
word. 
Humans are physical beings endowed with mind and heart (emotions) and 
empowered by spirit. 
The spirit is the force which pushes the human being to search for 
meaning and pupose of one's life. 
AU four aspects of the human being must be developed, and the learner 
must be taught to  learn how to balance these energies both internally and 
externally within their Me. 
Each of the four aspects of the human being has an associated 'leaïning 
style', how a n  individual takes in and processes information, depending 
upon which aspect predominates. 
While all learners have the capaciw to learn in  all four styles, each 
individual possesses a preference for learning which may be either 



intuitive (spirit driven) , emotionaVrelational (heart or feelings-driven) , 
mental (mind or information-driven) or physically-centered (body or task- 
driven) . 
Learning is viewed as a process of Me-long learning. 
Education is viewed as a process of developing increased cornpetence 
to achieve one's full potential in life where an individual does more than 
simply survive, but achieves a 'He of qu*' where helshe can Live in a 
state of peace, harmony, balance, and interdependence with all Me forms. 
Education is d s o  viewed as a process of increasing the learner's capacity 
to learn in each of the four learning styles and as  a process of developing 
the learner's capabilïties to function spiritually, mentally, emotionally, 
and physically as a 'whole person'" (Hill, 1995, p.43-44). 

Appendix C contains a diagram of The Aboriginal Approach to Learning developed 
by Tribal Sovereignty Associates. 

Most of the research on First Nation learning styles is observational (Browne, 
1990, p.26). In her article, Learning Styles and Native Ainericar~s, Dauna Bell 
Browne, uses a theory that focuses on the physiology and structure of the brain to 
explain learning styles. This concept "provides an excellent framework for 
understanding learner Merences that result fiom cultural differences" (Browne, 
1990, p.28). The focus of the brain's left hemisphere is linear. This hemisphere 
emphasizes sequential information processing and abstract thinking. The right 
hemisphere's distinctive fwiction is relational. It focuses on simultaneous 
information processing and holistic thinking (Browne, 1990). Although learning 
requires the cooperation of both hemispheres, music and creative tasks require 
more right hemisphere activity while language, especidy the English language, 
uses more left hemisphere processing (Browne, 1990). The brain does not 
automatically engage whichever hemisphere is required. Preconscious selection 
activates the hemisphere. Thus, a child w-ith a right hemisphere dominant learning 
style initiates right hemisphere processing strategies. A child with a left 
hemisphere dominant learning style activates the left hemisphere. 

Browne cites the research of Ornstein (1992), Cattey (1980), and Rossi (1982) to 
support her view that the majority of individuals £rom Euro-hnerican cultures have 
left hemispheric processing preferences while individuals from Native American 
cultures develop right hemispheric learning styles. Native cultural conditions or 
factors which influence the development of this learning style include child rearing 
practices, ecological and environmental demands, methods of interaction between 
child and parent (observational instead of verbalization), and direct participation in 
the activities of others (Browne, 1990; Kaulback, 1984; Pepper and Henry, 1986; 
and More, 198'7). 

The view that individuals in Native American cultures develop right 
hemispheric learning styles needs to be coupled with an understanding of the 



effects of modern-day technologies including television and video games. American 
children watch television approximately 28 hours a week (cited in Hartmann, 1995). 
There is a growing body of research that discusses the negative effects of this 
amount of television watching on reflective thinking, analytical thinking, 
intellectual challenge, and sustained and focused attention. Watchiog television 
and playing video games causes children to develop strong right hemisphere skills 
at the expense of left hemispheric skills (language processing and complex abstract 
thinking) (Hartmann, 1995). Cable television is available to the rnajority of homes 
in Moose Factory. Given the isolated geographical location with its weather 
patterns and the reduced number of daylight hours in the wuiter, children here 
probably watch at  least 28 hours a week, if not more. 

Thus, we have a situation where children may have a genetic predisposition to a 
right hemispheric preference for learning which is reinforced and enhanced by 
cultural practices and is then overdeveloped as they watch television and play video 
games. This is an important factor to consider when discussing the type of learning 
difEculties many students at  Delores D. Echum Composite School exhibit and the 
program and classroom modifkations they require. 

Browne argues: 

"To attempt to determine the source of children's hemispheric preference is 
not as important as determining how to create an educational environment 
where they can use those hemispheric strengths to develop the skills that 
schools are designed to teach. .. The linear, sequential processes of the left 
hemisphere dominate the curriculum and instructional methodology.. . We 
need to r n o w  our curriculum to meet the needs of right as well as  left 
hemisphere dominant learners" (Browne, 1990, p.29, 3 1). 

More suggests that it is important to identify learning styles so that educators 
can match the learning style with the teaching style (More, 1987). Browne, More, 
Pepper and Henry, and Rhodes stress the importance of using the stronger learning 
style for new learning while developing the weaker learning style (Browne, 1990; 
More, 1987; Pepper and Henry, 1986; and Rhodes, 1991). 

The research and recommendations warrant carefd consideration. The 
mismatch between learning and teaching styles may account at least in part for the 
high number of low achievers, poor attendees, and dropouts among First Nation 
students. Part of the solution may be to match teaching and learning styles and 
create a learning environment where right hemispheric skills are understood and 
appreciated. However, for the students experiencing severe learning difficulties in 
areas of communication (reading, language skills, oral and written communication), 
that is not s&cient. 



The research indicates that many First Nation students have well-developed 
viçual perceptual skills. Visual perception does not refer to sight or vision. It 
means the ability of the brain to understand and interpret, to make sense of what 
the eyes see, and, based on that understanding and interpretation to communicate 
rneaning. A review of the psycho-educational assessment data for identified special 
education studeiits wiU probably support this statement. 

The research also indicates that among First Nation children there is a high 
incidence of otitis media, middle ear disease (hckar t ,  1981). This disease may 
cause the following language , educational, and behavior al di€f?culties: 

poor auditory perceptual skills, (Auditory perception is the ability of the 
brain to understand and interpret what the ears hear, and, based on that 
understanding communicate rneaning.) 
poor language development, 
increased risk of a severe learning disabili@, 
irrita b*, 
short attention span, 
high activity level, 
disruptive peer relationships, 
uncooperative behavior, 
inappropriate or no conversational responses, and 
di"culty following directions (McShane and Mitchell, 19'79, cited in 
Lockart, 198 1). 

Many First Nation Reserves have a high incidence of alcohol and drug abuse 
(Square, 1997). The Moose Cree First Nation Reserve is not a dry reserve. Moose 
Cree First Nation health and education personnel feel that the incidence of Fetal 
Alcohol Syndrome (FM) and Fetal Alcohol Effect (FAE) may be "quite high" in this 
community. Research suggests that children with FAS and FAE may have 
information processing deficits, communication deficits, and behavioral cbfficulties 
(More, 1991 cited in Malbin, 1994, and Doctor, 1998). With FAS/E, students' 
intellectual abilities Vary greatly. For FAS children, IQ scores may range £rom 29 
to 120, and for FAE, 42 to142 (BC Ministry of Education, 1996). Other conditions 
associated with FASE include the following: 

learning disabilities; 
auditory perceptual diKculties; 
attention deficithyperactivi~ disorder (AD/HD); 
sequencing dïfficulties; 
memory problems; 
difnculty understanding cause and effect relationships; 
weak generalization skills; 
sociaUemotional dysfunction (stealing, lying, defiant behavior, eady  
manipulated by others); 



physical functioning difnculties (high pain threshold, no perception of 
hunger or satiation, di£6culty perceiving extreme temperatures, 
visuaVspatial perceptual and balance difiïculties, vision and hearing 
~ c u l t i e s )  ; and 
a higher than normal incidence of heart problems, growth deficiency, 
seizures, and inpaired bone and/or joint development (BC Ministry of 
Education, 1996). 

These two areas, otitis media and FASIFAE, require further investigation. 
School personnel need to know how many children are experiencing learning 
nifficulties because of these two conditions. 

In the beginning, language learning is an auditory activity. Maureen Lovett 
(cited in Sheppard, 1998) states, 

"It is only reiatively recently that researchers have realized that it is not the 
eye but the ear - the way words sound in the brain-that is at the base of 
reading and writing disorders (p. 40). 

N. Etoile Dubard, Professor Emerita, Speech and Hearing Sciences, University 
of Southern Mississippi, supports Lovett's theory. 

"Children who are having di"cu1ties with or fail to acquire reading skills 
have shown marked limitations in sound-symbol relationships, and it is 
possible that their problems are related to auditory processing and/or 
auditory inefficiency" (DuBard, 1994, p. 16). 

If a child does not or cannot take information in auditorily, how can he/çhe 
process it and make sense of it and develop competency in commu~cation skills 
without serious, well-designed intervention? The research on First Nation learning 
styles is relevant. But to meet the needs of the special education student and at 
risk student at Delores D. Echum Composite School, school personnel need to 
consider research in the areas of learning modalities, teaching language deficient 
students, and working with FASlFAE children. They also need to identfi the 
number of students experiencing learning diffîculties because of FASIFAEL 

Teaching Styles and Teaching Ways 

From the literature reviewed on teacking styles, three recurrent interwoven 
themes emerge: teacher characteristics, the teacher's role in the learning process, 
and teaching methodologies. Lùi&later (1976) described the foUowing "desired 
ideal" teacher characteristics in an ''ideal system of Indian education" twenty-two 
years ago: 



"In the world as we want it to be, the teachers, particularly if they are white, 
will think of Indian people as people who are educable and as thirsty for 
knowledge as any other people can be. 

In the world as  we want it to bel the teachers wiU think of themselves as 
people whose role is to stimulate, to agitate other people to the fidl use of 
their faculties, and wiU not set themselves up as  the accumulators and 
infallible purveyors of all the past nrisdorn of all the past ages. 

In the world as  we want it to be, the teachers will learn how to deal in ideas, 
emotions, cultural differences, individual pacing, mind stimulation, and soul- 
searching. The human person is not only an intellectual being, but a 
spiritual being and the schools must serve the student's soul as well a s  his 
min4Tcited in Leith & Slentz, 1984, p.24). 

These are still the desired characteristics of teachers in First Nation schools today. 
They reflect the native philosophy that "teachers function as facilitators to assist 
learners to discover the knowledge within them" (Hill, 1995, p.111). 

In her study, Effective Teachers of Indian and Eskinzo High School Students, 
Judith Kleinfeld (1972) identifled two fundamental characteristics of successful 
teachers in a cross-cultural situation. The f%st and most important characteristic 
was a high level of personal warmth, especidy warmth communicated nonverbally 
through facial expression, body distance, and touch. The second was a high level of 
"active demandingness" in the classroom. "Demandingness" was expressed as an 
aspect of the teacher's personal concern for the student rather than as concern for 
subject matter. Kleinfeld concluded that 

"teachers who combine high personal warmth with high active 
demandingness, create classrooms where r u a 1  Indian and Eskimo students 
participate ve rbdy  in the classroom and demonstrate a high degree of 
learning" (p.3). 

The teacher created the climate of emotional warmth &st, established rapport, 
and then demanded a high quality of academic work. This study also suggested the 
need for pre-senice and in-service training courses that help teachers acquire the 
types of interpersonal behaviors that facilitate learning among village and Eskimo 
students. 

In the traditional Native world, the teaching process had to be highly effective 
and balanced. The survival and well being of the individual and the Society 
depended on it. Education revolved around the acquisition of the knowledge and 
ski& necessary to survive in an uripredictable environment (Marashio, 1982). The 
teaching techniques were designed to assist the learner to learn in the most 
effective and enduring way. To accomplish this the following instructional 



techniques were use& questioning, stories, songs, dames, plays, ceremonies, 
symbolisrn, impersonating the spirits, playing and mimicking, observation, visions 
and dreams, spiritual interaction, and praise (Marashio, 1982, and Kawagley, 
1990). This synergistic approach to learning enabled the learner to learn in a 
continuous, experiential, immersed, discovery process; a process that involved the 
mind and the body (Marashio, 1982). In Marashio's words, 

"It was a £id-dimension educational experience with the learner submerged 
d d y  into learning through an interdisciplinary approach about Me, art, 
music, ethics, laws, hunting, culture, self and survivd" (Mamshio, 1982, p.9). 

Marashio (1982) suggests that contemporary education for First Nations needs 
to be holistic and relevant. 

"A welding together of the humanistic and the utilitarian learning wiU 
provide a diversified educational experience with a curriculum offering job 
skills dong with Life skills.. . The teacher can create techniques requiring the 
learner to ac tudy  experience the learning through simulation procedures or 
tell stories that kindle the imagination, and then discuss the 
interrelationships of the stories, the history, the culture, the environment, 
the universe, and other learning experiences with the self, society, ethics, 
culture, mords, and beliefs" (p.9). 

Mania (1997) and MacIvor (1995) support his view. Marashio (1982) believes 
that this will achieve a balance between "humanities and utilitarianism" and create 
harmony within the contemporary Native learner (p.9). 

In the literature reviewed for First Nation learning styles, the researchers 
recornmended that teachers match their teaching style or method of instruction to 
the student's learning style (Kaulback, 1984; More, 198'7; and Pepper and Henry, 
1986). Smith and Renzulli's (1984) limited research results indicated that ;;if the 
teacher's teaching style matches the student's learning style, the learning is 
superior to situations in which the teaching and learning swles do not match" (cited 
in More, 1987, p.30). Other researchers recommend that teachers need to use a 
wide range of styles and approaches, a multi-sensory approach, to accommodate aLl 
learning styles (Sawyer, 1991; Browne, 1990; Kaulback, 1984; Sparks and 
Ganschow, 1993; and  Weber, 1993). 

Arthur J. More (1998) differentiates between a teaching style and way of 
teaching. He d e h e s  a teaching style as 

"a way of teaching in which the teacher has a strength, in which the teacher 
is more cornpetent. 'Ways of teaching' are the processes and instructional 
settings which a teacher uses while teaching" (p.11). 



This corresponds to his dejhition of learning style (a way of learning in which 
the student has a strength, in which the student is more competent) and "ways of 
learning" (the mental processes and instructional settings which a student uses 
while learning). He developed these concepts as one approach to improving 
educational opportunities for First Nation students. He feels that this approach "is 
more concerned with how shidents are taught and how they learn best, rather than 
what they are taught and what they Iearn best" (p. 1). 

More (1998) believes that it is important that the teacher teaches to the 
student's learning style when teaching difficult learning tasks rather than 
expecting the student to adapt to the teaching style. He has developed a learning 
style identifkation inventory that determines the student's stronger and weaker 
ways of learning and a teaching style identification inventory to assist teachers to 
determine their stronger and weaker ways of teaching. With the information 
obtained fkom these inventories, More (1998) hopes that teachers will be able to 
develop more useful and effective ways to build on the cultural and experiential 
backgrounds of First Nation students. 

More's ideas are a good starting point, but for the special education student 
there is a need to delve further. Margo Mastropieri and Thomas Scruggs cite 
research over the past 25 years that demonstrates that eeective teaching, those 
variables produced by teachers that result in high student achievement, can affect 
student learnuig significantly (Brophy and Good, 1986; Rosenshine and Stevens, 
1986; Walberg, 1986; Biddle and Anderson, 1986; Anderson, Everston and Brophy, 
1979; Anderson, Everston and Emmer, 1980; and Mastropieri, 1989 cited in 
Mastropieri and Scruggs, 1993). Furthermore, for multiculturd issues they feel 
that using effective instructional variables "will result in successful learning if the 
instruction is sensitive to the needs of culturally and linguistically diverse 
students" (p. 21). 

Mastropieri and Scruggs provide the following summary of the best teaching 
practices (effective instructional variables) in special education as supported by 
recent research: 

1. "Teach directly to relevant objectives. These objectives should be derived 
fkom Individual Education Plans m P s )  and should retlect skills students 
need to renter the mainstream or less restrictive environment. 

2.  Maxïmize engaged time on task. 
3. Include the PASS variables - prioritize objectives, adapt instructional 

procedures, curriculum materials, and the environment; use the S C R E M  
variables (structure, clarity, redundancy, enthusiasm, appropriate pace, 
maximized engagement); and systematically monitor progress. 

4. Provide relevant guided and independent practice activities. Avoid 
assigning busy work. 



5. Use formative evaluation techniques to monitor student progress toward 
prespeczed goals and objectives. 

6.  Modify instruction in response to outcornes of formative data. 
7. Monitor transfer and generalization of learned skius. 
8. Make the classroom a positive and pleasant place to be. 
9. Make the schoolwork as  meaninf i  and concrete as possible and 

encourage students to actively reason through all tasks. 
10. Remember that  acceptable performance in the mainstream is the &al 

goal of special education" (p. 355-356). 

Recent research on how the brain works has  confïrmed the importance of 
developing and delivering curriculum and  instruction that responds to individual 
needs (Tomlinson and Kalbfleisch, 1998). Carol Ann Tomlinson (1995), an associate 
professor a t  the University of Virginia suggests that differentiated instruction may 
be an avenue to explore. She defines differentiated instruction as 

"shaking up what goes on in the claçsroom so that students have multiple 
options for taking in information, making sense of ideas, and expressing 
what they learn" (p.3). 

However, for many teachers this may require a shift in paradigms (Tomlinson, 
1995). Instead of the "keepers and dispensers of knowtedge," teachers become 
"organizers of learning opportunities, coaches or mentorsy'@. 19). "Covering 
information takes a back seat to making rneaning out of important ideas" (p.20). 
Teashers learn how to practice the following skills: 

1. "assess student readiness through a variety of means, 
2. read and interpret student clues about learning needs and preferences, 
3. create a variety of ways students can gather information and ideas, 
4. develop varied ways students can explore and own ideas, and 
5. present varied channels through which students c m  express and expand 

understandings" (p. 19-20) 

The creation of a tapestry of difîerentiated instruction with effective teaching 
practices by a teacher with a high level of persona1 warmth, enthusiasm, and active 
demandingness will produce cu l tu rdy  appropriate, balanced, and harmonious 
classroom settings for all students at Delores D. Echum Composite School. This 
will involve pre-servicing and in-servicing of dl staff. 

Assessments 

Ken Weber (1993), a professor of special education a t  the Institute of Child 
Study and the Faculty of Education, at the University of Toronto, says the following 
about educational assessments: 



"No single element in the special education process offers more potential 
value for understanding an exceptional student's situation. Yet, no single 
element in special education consistently proves more disappointkg, 
especially to practitioners - teachers, teaching assistants, parents, and 
others with direct daily responsibïlity - for the simple reason that the nature 
of a human being is enormously resistant to precise and absolutc 
explanation ... The simple fact is that  the very best an educational 
assessment can produce is a kind of 'loose probability'. But however loose, it 
is nevertheless an important probability" (p. 114). 

Ontario Ministry of Education and Training Regulation 181/98 (formerly 305) 
requires that an Identincation, Placement and Review Cornmittee (IPRC) " s h d  
obtain and consider an assessment of a pupil ... and where necessary, with parental 
permission, medical and psychological data " as  part of the identification process. 
Ontario's Policy/Memorandum No. 11, Early Identification of Children'ç Leaming 
Needs, requires that a school board must screen every child by the begkmkg of 
Grade One with some acceptable procedure. 

John Salvia and James Ysseldyke (1988) define assessment as a multifaceted 
process of collecting information "for the purpose of s p e c m g  and v e m n g  
problems and making decisions about students"(p. 5). Assessments are powerful 
tools that when administered and interpreted correctly, can give usehl, critical 
information about a student's o v e r d  functioning and specific abilities in the areas 
of academic functioning, behavioral and social adaptation, and physical 
development (Salvia and Ysseldyke, 1988; Sattler, 1992; and Hammill, Bartel and 
Bunch, 1984). The researchers reviewed in the Literature advocate a multiple 
assessment approach that covers at least four areas: observations, informal tests 
and/or measures, interviews, and norm-referenced tests. (Sattler, 1992; Weber, 
1993; H a m d  and Bartel, 19955; Bachor and Crealock, 1986; and Tamaoka, 1988). 

Direct observations of the student in the classroom environment c m  provide a 
considerable amount of useful information. It is a valuable tool, particularly where 
there are behavioral concerns (Hammill and Bartel, 1995, and Salvia and 
Ysseldyke, 1988). 

Inforrnal tests are teacher-made tests that  can be tailored to meet specific and 
individual needs. Inforrnal measlires may include checklists, inventories, 
questionnaires, and rating scales. (Weber, 1993, and Hrimmill and Bartel, 1995). 

Interviews are directed conversations with parents, teachers, peers, and 
students. They can provide the assessor with useful information (Weber, 1993, and 
Hammill and Bartel, 1995). 



Norm-referenced tests are any standardized tests in which a student's 
performance is compared with the performance of many others of similar age and 
educational achievement. These tests are only one part of the assessment process. 
Jerome Sattler (1992) cautions that "the assessment process should never focus 
exclusively on a test score or a number." He offers the following important 
foundational principles for the cLinical and psycho-educational use of tests in the 
assessment process: 

"Tests are samples of behaviors. 
Tests do not directly reveal traits or capacities, but may allow inferences 
to be made about the examhee. 
Tests should have adequate reliability and validity. (Salvia & Ysseldyke 
(1988) recommend a -9 reliability coefficient and Flewelling (1991) 
recommends a .3 -.5 validity coefficient as the minimum standards for 
tests used to make important educational decisions for children. 
Flewelling (1991) recommends a -8 reliabiiity coefficient for tests used for 
screening.) 
Test scores and other test performances may be adversely affected by 
temporary states of fatigue, anxiety, or stress; by disturbances in 
temperament or persondie; or by brain damage. 
Test results should be interpreted in light of the child's cultural 
background, primary language, and any handicapping condition. 
Test results are dependent on the child's cooperation and motivation. 
Tests purporting to measure the same ability may produce different scores 
for that ability. 
Test results should be interpreted in relation to other behavioral data and 
to case history information, never in isolation (p. 5 ) .  
A battery of tests cannot tell us everything we need to know about a child" 
(p.83). 

One type of a norm-referenced test is the IQ test. Despite grave concerns among 
educators and with much controversy, intelligence tests continue to be used 
(Sattler, 1992, and Weber, 1993). Many educators feel IQ tests are culturally biased 
(Truch, 1993). Others feel that they provide valid and reliable information when 
they are administered properly (Truch, 1993). Sattler (1992) believes that even 
though intelligence tests measure only a limited part of "a domain that reflects 
intelligence behavior;" they have a place in socies and education because "society 
values excellence in judgment, reasoning, and comprehension over other kinds of 
excellence." He argues the following: 

"Generdly intelligence tests do their job well.. . they predict success in school, 
are extremely u s e u  in neuropsychological assessment, and measure some 
other important abilities and skills valued in many societies (p. 78). . . but.. . it 
is important to recognize that intelligence tests do not measure innate 
intelligence or capacity, IQs change, IQs are ody estimates of ability, IQs 



reflect only a part of the spectrum of human abilities, and IQs obtained fkorn 
different tests may not be interchangeable" (p.83). 

Many educators in Ontario use the WISC-R (Wechsler Intelligence Scale for 
Children) and WISC-III (Weber, 1993). They use these intelligence tests because 
they sample both verbal and nonverbal aspects of intelligence (Truch, 1993). And, 
they give a reasonably accurate assessment of what an individual has been taught, 
has retained, and has experienced (Weber, 1993). 

Another example of a norm-referenced test is the Canadian Tests of Basic SkiUs, 
a standardized, group admùiistered achievement test for grades K- 12 (a Canadian 
version of the Iowa Test of Basic Skills). This is a very popular test because it 
provides objective information about skills performance in fundamental skills - 
Listening, word analysis, vocabulary, reading, mathematics, and work-study (Weber, 
1993). 

There has been much controversy about the use of norm-referenced tests, 
particularly intelligence tests with First Nation students. Common and Frost 
(1994) summarize the research on the Wechsler intelligence tests and First Nation 
children. They refer to the following research: 

"Wilgosh, Mulcahy, and Watters (1986) - Wechsler tests camot assess the 
capabilities of children who are socidy, culturally, and linguisticdy 
different f?om the children on whom the test were originally normed (p.226). 

St John and I(richev (1976) - The Performance, Verbal, and Fd-Scale scores 
should be considered separately, because the use of the Full-Scale score alone 
would likely lead to erroneous impressions of the child (p.227). 

Seyfort, Spreen, and Lahmer (1980) - WISC-R results should be interpreted 
with caution" (p. 227). 

Common and Frost (1994) conclude that the WTSC-R and WISC-III are not 
generally good instruments for measuring the intelligence of Native children. 
Because these tests are developed and normed on the Euo-North American 
mainstream population, they reflect the skills and capabilities of that culture, not 
the Native culture. The use of these intelligence tests will result in incorrect and 
unfkir assessments, misclassifications, and erroneous placements in the school 
system of Native children. 

Howard Gardner (1993) supports this view. He states the foUowing: 

"Now a huge body of experimental evidence exists to indicate that assessment 
materials designed for one target audience cannot be transported directly to 



another cultural setting; there are no purely culture-fais or culture-blind 
materials. Every instrument reflects its origins" (p. 172). 

Comrnon and Frost (1994) feel that there is a need to search for more 
appropriate and effective ways to assess the intelligence of Native students. One 
avenue worth exploring is Howard Gardner's theory of multiple intelligences, a 
theory that offers a pluralistic view of the mind, recognizes that cognition is multi- 
faceted, and acknowledges that people have different cognitive strengths and 
contrasting cognitive styles (Gardner 1993). 

According to Gardner (1993)' intelligence consists of the following three 
components: 

a set of SUS that enables a person to resolve genuine problems encountered in 
He, 
the ability to create an effective produd or offer a service that is of value in one's 
culture, and 
the poteritid for h d i n g  or creating problems which lays the groundwork for the 
acquisition of new learning. 

Gardner has identified eight relatively autonomous mental abilities or 
intelligences. They are as follows: 

linguistic intelligence, the ability to communicate and make sense through 
Zanguage; 
logical-mathematical intelligence, the ability to understand the underlying 
principles of some kind of casual system, to use and appreciate abstract 
relations, and to manipulate numbers, quantities and operations; 
musical intelligence, the ability to create, communicate, and understand 
meanings made of sound, "the capaciw to think in music;" 
spatial intelligence - the ab* to perceive visual or spatial information: to 
transform this information, and to recreate visual images £rom rnemory; 
bodily-kinesthetic, the ability to use all or part of one's body to create products 
or solve problems; 
interpersonal intelligence, the ability to understand other people; 
intrapersonal intelligence, the ab* to understand one's self, to  build an 
accurate mental model of one's seLf, and to draw on this model to make decisions 
about one's He; and 
naturalistic intelligence, the ab* to distulguish among, classify, and use 
features of the environment (Checkley, 1997). 

Application of the theory of Multiple Intelligences in special education will 
require a huge paradigm shift. Children with special needs will no longer be 
labeled or identined with deficits, disorders or disabilities. Instead they will be 
viewed as whole children who possess strengths in many intelligence areas. 



Thomas Armstrong (1994) lists the following attributes of a growth paradigm in 
special education: 

"avoids labels; views the individual a s  an intact person who happens to 
have a special need; 
assesses the needs of an individual using authentic assessment 
approaches within a naturalistic context; focuses on strengths; 
assists the person in learning and growing through a rich and varied set 
of interactions with real-life activities and events; 
maintains the individual's connections with peers in pursuing as normal a 
Me pattern as possible; 
uses materials, strategies, and activities that are good for aU kids; 
maintains the individual's integrïty as a whole human being when 
assessing progress toward goals; and 
establishes collaborative models that enable specialists and regular 
classroom teachers to work hand in hand" (p. 135). 

The application of the theory of Multiple Intelligences applied to special 
education appears to be very much in h e  with First Nation philosophies and 
practices. In First Nation cultures, before the coming of the European, no one was 
rejected because of a difference or special need. DiEerences were encouraged and 
seen as gifts (Kataquapit, 1998). However, before this can be implemented, much 
more research, information sharing, and training are required. The process wiU 
involve consensus among aLI stakeholders and a very carefd, well thought out plan 
for training and implementation. 

Within the existing special education paradigm, Ken Weber (1993) offers the 
following questions as guidelines for effective assessments: 

1. "Has the assessment used a broad spectrum of sources (e-g., teacher, 
parent, other professionals if appropriate, test instruments if 
appropriate)? 

2. If test instruments have been used, are they known to be ualid and 
reliable? 1s the examiner adequately trained in the administration of the 
tests and interpretation of the results? 

3. Was the assessment individually tailored? (i.e., Did it take into account 
matters like the subject's dominant culture, his language, age, school 
experience, p hysical abilities?) 

4. Was the assessment 'ecological' in the sense that it examined the whole 
student in relation to her total environment: (e.g. program, classroom, 
situation, home situation)? 

5. Does the assessment imply or recommend responses: avenues of 
remediation or enrichment (as opposed to presenting only an enurneration 
of deficiencies)? 



6. Do the key persons in the life of the subject (teacher, teaching assistant, 
parent) acknowledge that the assessrnent has sampled genuinely 
representative factors?' (p. 116). 

These guidelines address many of the current issues with assessrnents. They 
provide a structured assessment methodology. They ensure that the assessor uses 
a variety of assessment tools and sources. They result in balanced, holistic 
assessments. 

Special Education Service Delivery 

In 1980, Ontario Provincial legislation insured that every student had access to 
pubhcly supported education, regardless of his or her needs (Weber, 1988). Bill 82, 
the Education Amendment Act, established the principles, policies, and procedures 
for the education of exceptional students (Weber, 1988). The Ontario Ministry of 
Education encourages school boards to provide a "continuum of service that would 
provide as fidl a range of placements as  possible to rneet the needs of exceptional 
students" (Ontario Mïnistry of Education Special Education Handbook, 1984, p.48). 
Special education may be provided under a variety of administrative plans. "The 
selection of a model wiU depend on philosophy, needs, and other administrative 
concerns of local personnel" (Wiederholt, H a m d ,  and Brown, 1993, p. 16). 

The Instructional Cascade Mode1 is used often to explain a school board's special 
education service delivery model. It  is a philosophical not a legislative rnodel 
(Weber, 1988) that illustrates a school board's efforts to provide services for 
exceptional students in the least restrictive environment. It focuses on "procedures 
to transfer effective components, identined in specialized, more restrictive 
environments, to less restrictive environments" (Idol, Nevin, and Paolucci- 
Whitcomb, 1994, p. 45). 

The preferred educational setting within this model is the regular classroom, the 
least restrictive educational environment (Bachor and Crealock, 1986, and Weber, 
1993). The classroom teacher teaches the exceptional students with the non- 
exceptional students in the regular classroom, sometimes with consultation with 
other professionals such as psychologists, special education consultants, resource 
room teachers, speech-language pathologists, and social workers. Another setting 
is the resource room. The exceptional student is withdrawn Tom the regular class 
activities for a specsed period of time each day or  week. The resource room 
teacher provides specinc ski11 development programs to exceptional students 
individually or in small groups. Other options include self-contained special 
education classrooms, alternative education programs (store nont setting), 
correspondence courses, and specialized schools (day and residential). In Ontario, 
many school boards have M y  integrated or inclusive settings with a minimal use 
of alternative settings (Weber, 19%). 



The Instructional Cascade Model does not include a method for implementing 
these services nor does it provide a framework for interaction between special 
education teachers, general educators, consulting professionals, para-professionals, 
students, and parents. Lama Idol, AM Nevin, and Phyllis Paolucci-Whitcomb 
suggest a collaborative, interpersonal, consultation approach as an implementation 
model. They state that "collaboration skills are necess ary... to maxhïze the 
Mplementation of such an instructional cascade of servicesn (1994, p.45). Bachor 
and Crealock (1986) and Wiederholt, H d ,  and Brown (1993) support theic 

The Instructional Cascade Model 

\ Regular Classroom 

Regular dass with Support Services 

Regular dass with Resource Room Withdrawal 

Special Education Class Part-time or Full-time 
to the extent far as possible. 

Alternative Education or Correspondence 
necessary. 

Special Schools (Day or Residentid) 

(Adapted £rom Weber, 1993, p.18) 

Collaborative consultation "is an interactive process that enables groups of 
people with diverse expertise to generate creative solutions to m u t u d y  d e h e d  
problems" (Idol, Nevin, and Paolucci-Whitcomb, 1994, p. 1). It  is a synergistic 
process that draws on the knowledge and experience of all stakeholders, including 
the student to problem solve. The results include creative team solutions that  are 
better than one, individual, independent solution (Idol, Nevin, and Paolucci- 
Whitcomb, 1994). Appendix D contains Idol, Nevin and Paolucci-Whitcomb's 
diagram of Collaborative Consultation. 

The hub of the Collaborative Consultation Service DeLivery Model is a school- 
based resource team, an on-site school problem-solving team that provides a 
consulting support service for teachers (Brain, 1987). This team provides 
assistance to teachers so they can create learning environments that will encourage 
and enable all students to achieve their individual potential. Also, the team acts in 
an advisory capacity to screen referrals, monitor student progress, and recommend 
program and placement adjustments. 

The Collaborative Consultation Model is an dl-inclusive, service delivery model. 
It  can be applied to all categories of exceptionatity and any type of learning or 
behavior problem, to the IPRC student as  well as the non-identi6ed student who 
may be at risk for school failure. It  is a model that, by the nature of its design, 



encourages positive changes in the learner and the collaborators. It encourages 
collaborators to improve their problem-identifxation skills and to use accurate and 
simple methods to track student progress and changes. 

Two other important changes occur as  teachers, consultants, administrators, 
and parents become better collaborators. First, changes occur in the collaborators 
themselves. By learning fiom each other, they increase their individual knowledge 
bases and improve their interpersonal skills (communication, group interaction? 
decision-making, and problem solving). This encourages them to change their own 
intrapersonal attitudes toward how to be more effective team members and toward 
what the learning possibilities might be for learners who have speciai needs or who 
are experiencing or are at risk for school failure. 

Second, changes occur at a systems level. Because the collaborative consultation 
model is a building process that evolves into a collective vision, it impacts on 
policies, procedures, and patterns of human behavior within the organization itself 
(Idol, Nevin, and Paolucci-Whitcomb, 1994). The resulting system level changes 
include making shared decisions, sharing authority, communicating frequently, 
sharïng resources, developing high personal trust, encouraging risk-taking 
behavior, and confkonting contlict by negotiation (Idol, Nevin, and Paolucci- 
Whitcomb, 1994). 

The appropriate use of the Collaborative Consultation Mode1 will achîeve the 
following: 

shared expertise and rnutual responsibility for all learners, 
a reciprocal consulting role by all members of the team which wiU increase 
communication and knowledge among team members, 
the facilitation of an appropriate link with community and parents, 
the facilitation of instructional services that are learner based instead of 
exceptionality based, 
the development of creative and effective programs, 
the provision of support services to the rnainstream teacher, 
the prevention of uruiecessary referrals to special education, and 
the efficient maximizing of available resources (tirne, personnel, money) 
(Idol, Nevin, and Paolucci-Whitcomb, 1994; Wiederholt, Hamill, and Brown, 
1993; and Bachor and Crealock, 1986). 

Fourteen recent research studies (cited in Idoi, Nevin, and Paolucci-Whitcomb, 
1994) support the Collaborative Consultation Mode1 as an effective seMce delivery 
model. To gather this data, researchers used a variety of research methodologies 
such as  multiple baseline, naturalistic, and comparative studies, and qualitative 
methodology. The conclusions fkom these studies are as  follows: 



"learners with special education needs can be effectively served when 
their teachers collaborate to generate interventions, 
school personnel can acquire the related skius and knowledge to 
collaborate with each other, and 

6 collaborators can expect changes at d three levels (changes in systems, 
a d d t  collaborators, and learners" (Idol, Nevin, and Paolucci-Whitcomb, 
1994, p. 10). 

The Mplementation and use of the Collaborative Consultation Model requires a 
continual acquisition of expertise in the following three areas: 

"an underlying knowledge base" that consists of the knowledge and skius 
necessary to design and implement special education programs - rnethods 
for assessments, instructional strategies, curriculum and program 
modincations and adaptations, and classroom and student management 
techniques; 
"interpersonal communicative, interactive, problem-solving skills" which 
involve facilitation, leadership, contlict resolution, interviewing, and 
active listening; and 
"intrapersonal attitudes (the beliefs, values and experiences that are 
unique to each collaborator yet may impact on the group such a s  facing 
fear, behaving with integriw, responding proactively, risk-taking)" (Idol, 
Nevin, and Paolucci-Whitcomb, 1994, p.2-3 and p. 19-39). 

Because "the coilaborative consultation process is a formal means of resolving 
important problerns that arise before and after a student is referred for special 
services of any kind," Wiederholt, H a m d ,  and Brown (1993, p.89) recommend a 
formal training program titled Collaboratior~ i r ~  the Schools: Ar& Irwer~.ice a ~ ~ d  
Preservice Curriculum for Teachers, Support Staff, and Adrni~~istra.tors, developed 
by West, Id01 and Cannon, 1989. It is designed "to develop essential 
communicative/interactive and problern solving skills in a l l  concerned 
professionals" (p.89). The curriculum develops 47 skills in the folloning eight 
areas: 

consultation theory models; 
research on consultation thpory, training, and practice; 
persona1 characteristics; 
interactive communication; 
collaborative problem solving; 
systemç change; 
equity issues and values/beliefs systems; and 
evaluation of consultation effectiveness. 

This program warrants further investigation if Delores D. Echum Composite School 
implements a Collaborative Consultation Service Deiivery Model. 



In summary, the Collaborative Consultation Service Delivery Model is an 
inclusive, holistic mode1 that draws on all the resources of the school and 
community. It is an active, working model all stakeholders develop and use to suit 
the needs of the school and community. It parallels the Moose Cree commtmity 
belief that "by working together, we can b d d  a caring cornmuni@ through the 
acceptance of others, whose opinions and ideas are valued" (Moose Cree First 
Nation, 1988, p.4). If confkonting conflict by negotiation is replaced with decision- 
making and co&ct resolution through consensus (Faries, 1997), a Collaborative 
Consultation Service Delivery Model with a school-based team would be the most 
appropriate model for Delores D. Echum Composite School. 



Chapter Three - Conduct of Research Study 

Research Methods 

The researcher chose action research as the major methodological framework 
for this educational project. Action research is a creative learnïng process. It 
allows for a systematic investigation of the problem that builds on the experiences 
of the people involved in the project. It links theory and practice. It provides a 
vehicle for improvement. 

Kemmis and McTaggart offer the following as  foundational understandings for 
the improvement of education through action research: 

a fairly clear understanding of the present action that is supported by research 
and educational theories, 
an understanding of our own and others' educational values (since our values 
act as signposts), 
an understanding of how " o u  educational work fits into the wider context of 
schooIing and society . . . the relationship between the actual and the possible in 
our work" , 
an historical understanding of the educational process, and 
self-knowledge about the formation of our views on education (Kemmis and 
McTaggart, 1988, p.28-9). 

Ebner Hampton's work examines some of the research issues with First Nation 
education. In the article, Redefining Indian Education, Hampton discusses his 
education in two cultural traditions, the white tradition and the Chickasaw 
tradition. He writes: "My Indian education was different in both structure and 
content" (Hampton, 1994, p.261). He cautions that most of the research on Indian 
education does not consider these differences. For this reason there is "a shortage 
ofresearch that is useful from hdian points of view7' (LaFramboise and Plake, 
1983; Maynard, 1974; and Goddard and Dinges, 1977; cited in Hampton, 1994, 
p. 271). To prevent "Indian educational research in a piecerneal, disorganized 
fashion," Hampton concluded that "grounded theory, qualitative analysis, and 
participant observation would be the u s e u  methodological approaches" (p.272). In 
reaching this conclusion, ke relied on his own experience i n t e ~ e w i n g  Native 
graduate students at the Harvard Graduate School of Education and the existing 
literature. He cites Glaser and Strauss (1967) as his source for suggesting one 
value of grounded theory. Grounded theory "describes theory that is grounded in 
observation'' (Palys, 1997, p.414). It involves ail three aspects of inquiry - induction, 
deduction, and verification (Glaser and Strauss, 1967, as cited in Palys, 1997, p. 
309). It helps us to organize research. It guides us in the practice of research, and 
it serves as an explicit aid to discussion and clarification (Hampton, 1994, p. 272). 



In his book, How to Use Qualitative Methods in Euuluation, Michael Patton 
supports Hampton's view about grounded theory. He writes: 

"A grounded theory approach to evaluation research is inductive, pragmatic, 
and highly concrete. The evaluator's task is to generate program theory fkom 
holistic data gathered through naturalistic inquiry for the purpose of helping 
program staff and decision makers understand how the program functions, 
why it functions as it does, and the ways in which the impacts, consequences, 
and outcomes of the program flow £rom program activitiesl' (1987, p.39-40). 

Patton provides a Est of twenty questions for determining when qualitative 
methods are appropriate for program evaluation (p.40-42). If a researcher answers 
yes to any of the questions, the collection of some qualitative data is likely to be 
appropriate. Of the twenw questions, this researcher responded yes to seventeen. 
A summary of the content of the questions is as follows: 

Prograrns within the special education service delivery model, particularly the 
Individual Education Plans emphasize individual outcomes. 
The decision makers are interested in explaining and understanding the special 
education service delivery model's overall processes, its strengths and 
weaknesses. 
Detailed and in-depth information is needed about all aspects of special 
education. 
Information is needed about how the model is developed and organized, what 
services are provided, what the staff do, and the content of the programs. 
There is an interest in formative evaluation. 
There is a need for descriptive, qualzty information, "unobtrusive observations", 
and the use of "humanistic" methods. 
It requires direct, personal contact with the stakeholders. 
The program is at a pre-evaluation stage where goah and program content are 
still being evaluated. 

"Field work is the central activity of qualitative evaluation methods" (Patton, 
1987, p. 16). It involves participating in the program's activities and getting to know 
the people involved in the project. This provides the researcher with experiential 
knowledge and leads to a greater understanding of the many social and political 
factors at play in the school setting and cornmunity. The researcher has lived on 
the Moose Cree First Nation Reserve and worked at Delores D. Echum Composite 
School as Special Education Coordinator since August, 1997. She has worked in the 
Ontario education system since 1969 and in special education since 1982. 

Participant observation and interviewing are useful data gathering methods. In 
his discussion of these methods Hampton quotes directly from Pelto and Pelto 
(1978): 



"The method of interviewing key people is used to best advantage when it is 
closely integrated with participant observation. When the researcher has 
observed and participated in the event and has command over a considerable 
portion of the relevant information he or she is in a position to vastly improve 
the data by systematic checking with key people" (Hampton, 1994, p.272). 

By checking systematically we reduce the  occurrence of the masking and distortion 
of data obtained by questionnaires, surveys, and structured interviews (Hampton, 
1994, p.272). 

In-depth interviewing is an integr al part  of qualitative research, particularly in 
educational organizations where the researcher's goal is to understand the meaning 
people make of their experiences (Seidman, 1991, p.4). Sandra Kirby and Kate 
McKenna include i n t e ~ e w i n g  as one of the methods involved in data gathering in 
participant observation, but they caution the researcher to be "non-invasive and 
non-colonial" (Rirby and McKenna, 1989, p. 76).  In First Nation cornmunities, 
interviews with the  Elders require an understanding of protocol as well (Machor, 
1996, p.86). 

This approach encourages participation. It provides data fkom the participant's 
perspective. Active listening, CO-participation, and reflective thinking leads to 
reflective discussions that enable the participants, including the interviewer, to 
build collective or collaborative thoughts (Hampton, 1994, p.276). 

Steinar Kvale (1996) cautions that because ethical issues can mise throughout 
the entire research process, the researcher must be prepared, alert, and aware in 
order to make reflective rather than reactive choices. The researcher used as  an 
ethical guideline "The Ethical Principles of the American Psychological Association" 
(see Palys, 1997). The principles described in this guideline are as follows: 

"In planning a study the investigator has the personal responsibility to 
make a carefid evaluation of its ethical acceptability, taking into account 
these Principles for research with human beings. . . . 
Responsibility for the establishment and maintenance of acceptable 
ethical practice in research dways  rernains with the individual 
investigator. . . . 
Ethical practices require the investigator to inform the participant of all 
features of the research that reasonably might be expected to influence 
willingness to participate and to explain al l  other aspects of the research 
about which the participant inquires. . .. 
Opemess and honesty are essential characteristics of the relationship 
between investigator and research participant. . . . 
Ethical research practice requires the investigator to respect the 
individual's fieedorn to decline to participate in research or to discontinue 
participation at any tirne. ... 



Ethically acceptable research begins with the establishment of a clear and 
fair agreement between the investigator and the research participant that 
c l d e s  the responsibilities of each. .. . 
The ethical investigator protects participants fkom physical and mental 
discornfort, harm and danger. . . . 
After the data are collected, ethical practice requires the investigator to 
provide the participant with a full clarification of the nature of the  study 
and to remove any misconceptions that rnay have arisen. ... 
Where research procedures may result in undesirable consequences for 
the participant, the investigator has the responsibility to detect and 
remove or correct these consequences. . . . 
Information obtained by the research participants during the course of an 
investigation is confidentid. ..." (Palys, 1997, p.91-92). 

The researcher recognizes the value of in-depth interviewing and planned to use 
it to gather and verify information. Her attempts to arrange to do in-depth 
interviewing with parents and community members, particularly with the elders 
met with resistance. Her First Nation mentors felt that "the t h e  was not right." 
They felt that there was sufncient community information available fiom the 
organization documents reviewed in Chapter Two. Since in-depth interviewing was 
not ethicdly acceptable at this lime, the researcher did not use it. To verify the 
data obtained by previous questionnaires, surveys, and interviews, the researcher 
"systematically checked" (Hampton, 1994, p.272) the information with her mentors. 

Action research is a dynamic process, a continuous spiraling of planning, acting, 
observing and reflecting group activities (Kemmis and McTaggart, 1988, p. 15). It is 
not a neat h e a r  activity with a step by step process. Stringer cautions u s  to 
prepare for 

"working backward through routines, repeating processes, rethinking 
interpretations, leapfrogging steps or stages, and sometimes making radical 
changes in direction" (Stringer, 1996, p. 17). 

Kemmis and McTaggart suggest the following sequence of steps and some 
ongoing activities as  a framework for an action research project: 

Step 1. Reconnaissance. D e h e  a thematic concern on the basis of a 
preliminary review. 
Step 2. Planning. "What needs to be done?" This step involves orientation, 
organization, collaboration, identification, and decision-making. It is 
important to think and plan strategically during this phase. 
Step 3. Enacting the plan and observing how it works. This step involves 
monitoring what is happening closely, and enacting and observing the 
product . 



Step 4. Reflection. This step involves reflecting, analyzing, synthesizing, 
interpreting, explaining, and drawing conclusions. This requires reflecting 
about the product, revising the analysis, and writing a rationale for a revised 
action plan (Kemmis and McTaggart, 1988, p. 49-90). 

These steps provided a schematic and time-management fkamework for the project. 
It dowed the researcher to plan, implement, observe, and reflect in small cycles 
that were tailored to meet the demands of the school work day. 

Because this was a community-based action research project, it was possible to 
incorporate Hampton's suggestions concernùlg collaborative research methodology. 
A collaborative approach to inquiry uses methods and techniques of inquj- 
(grounded theory, qualitative analysis, and participant observation) that take into 
account people's history, culture, interactional practices, and emotiond lives. It is 
non-competitive and non-exploitative. It seeks to enhance the lives of d those who 
participate and to build "positive working relationships and productive interactional 
and communicative styles" (Stringer, 1996, p. 15 and 19). For these reasons, it was 
very much suited to the Cree culture and this educational environment. It 
encouraged people to work together to effect change. It encouraged all participants 
to communicate and to share their thoughts and ideas in a safe learriing 
environment. 

Data Gathering Tools 

In September and October of 1997, the researcher completed a Special Education 
Needs Assessrnent for Delores D. Echum Composite School. This established the 
need for special education services at  the school and provided the initial foundation 
for the major project. 

The researcher gathered the majority of the information for the design of the 
special education service delivery model through an extensive Jiterature review, 
direct participant observation, and field work. She designed the special education 
service delivery model from her experience in the field of special education, the 
information obtained in the needs assessment, and her knowledge of the special 
education services required by the Ontario Rfistry of Education and Training 
legislation. She tailored the model to meet the specinc needs of the Moose Cree 
First Nation student from information acquired from the Literature review, 
participant observation, and discussions with her First Nation mentors. 

For the implementation of the service delivery model the researcher 
systematicdy recorded her observations of the process in a daily journal. Her 
observations included detailed descriptions about special education activities, staff 
and student responses to these activities, her immediate responses to her 



observations, and after a period of thinking time, her refiective responses to her 
observations. 

Throughout the implementation process the researcher used a collaborative 
consultation team approach for evaluative information and decision-making 
activities. Members of the fïrst team included the researcher, the principal, and the 
vice-principal. This administrative team made the majority of the directional and 
timing decisions. The second team consisted of the researcher, the vice-principal, 
and the guidance and social counselors. This team is part of the seMce delivery 
model. It also provided the researcher ~ 5 t h  evaluative information. 

The researcher attended several Regional Special Education Coordinators 
meetings, workshops, and a First Nation Education Conference. The purpose of the 
meetings was to discuss the changes in special education legiçlation in Ontario. 
They were also an opportunity to brainstorm and share information about special 
education issues. The content of the workshops and conference included multiple 
intelligences theory and practices, First Nation learning styles, special education 
with First Nation students, racism, cUlTlticulum and content in First Nation schools, 
and motivating First Nation students. 

Study Conduct 

Since this was an action research project, the researcher conducted the study in 
two stages with overlapping and/or simultaneous activities. Each stage contained 
several action research cycles. Stage one involved designing a special education 
service delivery model. It included the following activities: 

Form a Special Education Advisory Council (SEAC) according to Ontario 
Ministry of Education and Training Regdation 464/67. 
Develop an action research plan with the SEAC to identify a l l  stakeholders 
involved in the special education process. 
IdentiS. appropriate ways to involve all stakeholders and gather information 
about special education services and issues. 

In order to form the SEAC the researcher needed the approval and participation 
of the School Governing Body (SGB). She prepared a brief synopsis about SEAC for 
the principal to present to the SGB a t  the September meeting. The SGB was 
enthusiastic about the idea but it was not familiar with this process. The SEAC 
must include at least one SGB member. Because there were other educational and 
community issues that required the SGB's tirne, no member was available to 
assume this position. The administrative team deferred the SEAC formation to 
another tirne. 



Reflect and revise the plan. The school needed special education services. Since 
it was necessary to h d  a balance between involving the input of all stakeholders 
and providuig services on a daily basis, the researcher felt that a more realistic 
approach was to design the service delivery model, implement it, and involve the 
stakeholders in the evaluation of the model at a later date. The administrative 
team supported this decision. 

Stage two  was the action phase of the project, the implementation of the service 
delivery model. The researcher d e s d e s  the implementation process in Chapter 
Five. 



Chapter Four - Research Study Results 

Study Findings 

The results of the research indicated the following: 

There were no special education service delivery models for First Nation Schools 
(Charleston, 1988 and Brady, 199 1). 
The service delivery mode1 for Delores D. Echum Corngosite School must reflect 
the Moose Cree First Nation's cornmunity values (Moose Cree Education 
Authority, 1998). 
I t  must be consistent with the Ontario Ministry of Education and Training 
Regdations and Policies (Moose Cree Education Authority, 1998). 
The elders and parents must be involved actively in the process (Moose Cree 
Education Authority, 1998; Weber, 1993; and Anderson, 1998). 
AU staff involved in the provisions of services and programs need to have an 
awareness and understanding of the following: 

* the Moose Cree First Nation culture (Brant, 1990; and Ross, 1992); 
* First Nations learning styles (More, 1998, 1987; Brome,  1990; Pepper 

and Henry, 1986; and Ryan, 1992); 
* teaching styles and teacking ways that complement learning styles 

(More, 1998, 1991; 1987; Browne, 1990; Hill, 1995); 
* how to develop and incorporate effective teaching practices and 

differentiated instruction skills (Mastroperi and Scruggs, 1993; and 
TomLinson, 1995); 

* learning difliculties and behavioural problems arising fiom otitis media, 
fetal alcohol syndrome, and fetal alcohol eEects (More, 1991; Lockhart, 
1981; and BC Ministry of Education, f 996); 

* how to teach language deficient students (Lovett cited in Sheppard, 1998; 
and DuBard, 1994); 

* how to develop interpersonal behaviours that facilitate learning among 
First Nation students (KZeinfeld, 1972; LinHater, 19'76; Marashio, 1982; 
and Hill, 1995); and 

* the need to develop culturally relevant assessrnent methods and practices 
(Faries, 1997; Weber, 1993; Cornmon and Frost, 1994; and Gardner, 1993). 

A collaborative consultation approach encourages students, parents, staff, and 
community agencies to work together to problem solve and create learning 
environments that will enable all students to achieve their potential (Tdol, 
Nevin, and Paolucci-Whitcomb, 1994; Weiderholt, H a m d ,  and Brown, 1993; 
and Bachor and Crealock, 1993). 



Study Conclusions. 

The researcher concluded that it was necessary to design a special education 
service delivery model for Delores D. Echum Composite School that was "grounded 
in theory, created from holistic data" (Hampton, 1994, and Patton, 1987), and that 
incorporated the study's hdings.  A systems diagram of the Delores D. Echum 
Composite School Special Education Service Delivery Mode1 is on the following 
page. A description of the model follows. 

There are three circles or levels of intervention. Each level focuses on the 
student. The degree of support for the student increases throughout the levels. 
Parental involvement is extremely important. It is rnaintained throughout the 
process. 

The circle represents strength, continuity, and inclusion. It reflects the Moose 
Cree First Nation community value by working together we can build a caring 
community through the acceptame of others whose opinions and idem are ualued 
(Moose Cree First Nation, 1988). 

Circle 1 represents the tùst level of intervention. The teacher notices the learning 
difncdty, assesses the learning needs, plans, and impiements an inte~ention(s). 
The teacher informs the parents (if the student is under 18 years of age) and 
consults with them throughout the whole process. If the student is 18 years of age 
or over, the parents are involved at  the request of the student. The teacher 
monitors and reviews the intervention(s). If the intervention(s) is successful, it 
continues and the process ends. Ifit  is unsuccessfid, the process moves into the 
next level. 

Circle 2 represents the second level of intervention. The teacher requests a 
coilaborative consultation with the School-Based Team (SBT). The SBT consists of 
the vice-principal, the special education coordinatorfteacher, the guidance and 
social counselors, and the teferring teacher(s). The SBT reviews the information, 
the assessrnent data collected to date, and all interventions. It discusses 
alternatives, and, with the teacher(s), plans, implements, and reviews an 
intervention. It may consult with the elders and/or cornmunity resources. It may 
involve them in the intervention. The SBT andlor the teacher inform and consult 
with the parents (if the student is under 18 years of age) and the student 16 years 
of age or older throughout the whole process. If the intervention is successful, it 
continues and the process ends. If it is unsuccessful, the process moves into the 
third level of intervention. In extenuating circumstances, after the SBT reviews aLl 
data, it rnay decide to refer the student directly to the third level of intervention. 
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Circle 3 represents the third level of intervention. The SBT refers the student to 
the Identification, Placement, and Review Cornmittee (IPRC) or the parent requests 
tha t  the student be referred to the IPRC. The IPRC process is consistent 
with the Ontario Ministry of Education and Traùung Regulation 181198 (Anderson, 
1998). (The IPRC process is discussed in Chapter Two.) The parents and student 
(16 years of age and over) are informed and consulted throughout the whole 
process. Many students are at  this level of intervention when they corne to Delores 
D. Echum Composite School. For them the process continues. 

Special education programs and seMces  within the mode1 include the following: 

learning resource centre support to the  student. The special education 
coordinator and/or the special education assistants work directly with the 
student. They tutor, assist with homework and class assignrnents, provide 
extra drill and repetition activities, do the speech and language programming, 
and supervise the students who require special arrangements for test and 
exams. 
resource support to the teacher. The special education coordinator, a t  the 
request of the teacher, works with the teacher to m o d e  programs and 
materials for the identifïed special education student. She also assists the 
classroom teacher to prepare the required Individual Education Plan (IEP). 
resource support to administration. The special education coordinator acts as 
an advisor to the principal and vice-principal on special education matters. 
assessment senrices. The special education coordinator provides educational 
assessment services. Two registered psychologists from London, Ontario, 
provide the psychoIogica1 assessment services on a fee for service basis. They 
have worked in this area for over 15 years. They corne to this area in October, 
January, and May. Their traveling and accommodation expenses are shared 
between the schools purchashg their services. These assessments provide 
information for the IEP, the Transition Plan, and the review of students a t  
P R C  meetings. 
Canadian Tests of Basic Skills. These tests are administered annually to 
grades 7 through 10. The classroom teacher administers the tests. The special 
education coordinator scores the tests and interprets the results. 
counseling services. Counseling services are available £kom the guidance 
counselor, the social counselor, the special education coordinator, as  well a s  a 
number of community organizations. 
learning disabiliw classroom. This is a self-contained classroom for students in 
grades 7 and 8 with severe learning disabilities. The students are placed in this 
classroom in accordance with the Ontario Ministry of Education and Trauiing 
learning disability guidelines, the recommendation of the IPRC, and with the 
agreement of the parents. The students are in this classroom for three of the 
four periods. Reading, mathematics, language arts, and Life skills are the 
subject areas emphasized during this tirne. The students are integrated in 
period four for family studies, physical education, art, music, computers, 



science, native studies, and shops. The classroom teacher has special education 
qualifications. A special education assistant is assigned to this class. 
basic level programming. Basic level programming is offered in all compulsory 
courses. 
special educational assistants. There are two special education assistants. One 
is assigned to the leaming disability classroom and works under the direction of 
the classroom teacher and the special education coordinator. He also assists the 
teacher with behavior management activities. The other works in the Learning 
Resource Centre. He tutors, assists with hornework and class assignrnents, 
provides extra driU and repetition activities, works with the students who 
require individual speech and language programming, and supervises students 
who require special arrangements for test and exams. 
major tests and exams special arrangements. These arrangements include oral 
tests or exams, extra time, a reader or scribe, and a separate area fiee £rom 
distractions. The special education coordinator gives the oral tests and exams, 
reads, and scribes while the special education assistant supervises the students 
who require extra time or a distraction-free area. 

This special education service delivery model will best serve the diverse needs of 
the Delores D. Echum Composite School in this isolated First Nation community for 
the foIlowing reasons: 

It is a holistic, inclusive working model. 
The programs and services within the model are relevant to and respectful of the 
Moose Cree culture and community. 
The model is based on collaborative consultation principles. 
It draws on the experience and knowledge of all participants and encourages 
creative team problem-solving methods. 
It is consistent with the Ontario Ministry of Education and Training Special 
Education Policies and Regulations. 

The adoption of this service model will change the Learning environment and 
affect positively the learning outcornes of the student. It will provide the students 
with educational programs and services in the least restrictive environment. It will 
give students the opportunity to access programs that foster their physical, social, 
emotional, intellectual, and spiritual development. It will encourage them to 
acquire the attitudes, skills, and habits that will enable them to derive maximum 
benefit fiom the learning opportunities they encounter in the school and in He. 

The successful implementation of this model will requVe the participation and 
cornmitment of all stakeholders. It will require considerable pre-servicing and in- 
servicing of staff. It t take time to implement. The amount of time w -  Vary 
according to the rate of staff turnover. If Delores D. Echum Composite School can 
maintain a committed core staff, then all programs and services can be 
implemented with quality and consistency in two years. 



Study Recommendations 

The design and implementation of the special education service delivery model is 
an ongoing process. This project is an entry point for this process. Clear themes 
and areas of concern have emerged f?om the implementation process. To 
accomplish the successful completion of the implementation, the researcher makes 
the following recommendations: 

AU staff involved with special education students receive pre-service and in- 
service training sessions to help them develop the following: 

an awareness of the Moose Cree First Nation culture and cornmunity; 
(This needs to be developed and presented by Moose Cree First Nation 
members.) 
the types of interpersonal behaviours that  facilitate learning among 
,Moose Cree First Nation students; 
effective teaching practices and differentiated instruction methodologies; 
skills in curriculum development and program modification; 
an awareness of the Ontario Ministry of Education and Training Special 
Education and Training policies, regulations, and procedures for the 
Identification, Placement, and Review Cornmittee, Individual Education 
Plans, and Transition Plans; 
a n  understanding of the interrelationship of learning modalities, learning 
styles, and teaching styles and the ability to  apply that knowledge to meet 
the student's needs; and 
strategies and skills for working with students who have learning and 
behavioural diiEculties attributed to fetal alcohol syndrorne/effects and 
otitis media conditions. 

The School-Based Team receives formal training to develop the essential 
communicative/interactive and problem solving skills used in the collaborative 
consultation process. 
Administrative and special education staff continue to work towards forming a 
special education advisory council. 
The School-Based Team develops guidelines and protocols for assessing First 
Nation students In a balanced holistic way. 
The School-Based Team works with the Elders to determine who is available, 
when, and what they want to do with whom. The School-Based Team and the 
Elders need to establish appropriate and culturally acceptable remuneration 
practices. 
Staff develops a parent education and involvement plan. 
AU stakeholders participate in a forma1 evaluation of the model in two years. 
This time fiante wiLl allow for the implementation of the above 
recommendations. 



Chapter Five - Research Implications 

Organization Implementation. 

The implementation of the service delivery mode1 was not a linear activity. With 
some parts of the mode1 there was a defhed sequence of steps, but many activities, 
programs, and  senices were interdependent and interactive. The groundwork for 
the implernentation for some of the services began in January 1998. 

In late August, the special education coordinator (researcher) developed a 
special education plan for the school consistent with the Ontario Ministry of 
Education guidelines where possible. Some areas required tailoring as they applied 
only to provincial schools and not federally funded schools. Where possible, she 
developed parallel structures. The administrative team accepted the Special 
Education Plan. The plan contained in  Appendix E is edited to ensure 
confidentiality . 

In September, the administrative team formed an Ideni5cation, Placement, and 
Review Cornmittee (TPRC). The principal designated the vice-principal a s  his 
replacement and appointed the special education coordinator, the guidance 
counselor, and  the social counselor to this cornmittee. The special education 
coordinator chairs the meeting and prepares all the documentation required for the 
meetings. Appendix F contains exarnples of forms that may be used in this process. 
The IPRC met to acknowledge formally the new students enrolling at the school 
fiom the feeder school who were in the IPRC process and to ensure that  this process 
continues. 

To increase commu~ca t ion  at a secondary level (Grades 9-12) between the 
special needs student, the teacher, and the Learning Resource Centre (LRC) staff, 
and to track these students, the special education coordinator instituted a log-in 
procedure. At the beginning of every month LRC staff meets with each student. 
During this time the student completes A Checklist of School Study Habits and sets 
goals for the month. At the end of the month the student evaluates h isher  
performance and sets new goals. Every week the special needs student logs-in with 
the LRC staff and m i t e s  down comments about his/her performance or concerns in 
each subject area. Each week the teacher in each subject area reviews the student's 
comments and writes hisfher own comments. The students are  responding well to 
this procedure. Appendix G contains the LRC log forms. 

The special education coordinator conducted two  workshops for teachers to 
prepare them for writing Individual Education Plans (IEPs). The first workshop 
was for the teachers who were not familiar with the Ontario School Record (OSR). 
The OSR is a record of a student's educational progress through the schools in 
Ontario. It is a legal document and there are  specific guidelines to follow. 
Appendix H contains the Power Point presentation outline. 



The second workshop was about IEPs. The special education coordinator 
presented the workshop using a multi-sensory approach to demonstrate it to the 
teachers. Appendix 1 contains the presentation steps, the agenda, and the Power 
Point presentation outline. 

After the workshop, rnany of the staff felt overwhelmed and requested more 
direction. The special education coordinator recommended a team approach to 
facilitate the w-riting of the IEP. The teachers of each student formed a team for 
that student. The special education coordinator arranged and facilitated the team 
meetings and prepared the documentation for the meetings. She reviewed the 
OSRs and highkighted the reports (educational, psychological, and speecManguage) 
the teachers were required to read prior to the meeting. At the meeting she 
presented the assessrnent data to the team, answered questions, and facilitated a 
discussion on how to adjust programs and/or m o w  the curriculum to meet the 
student's needs. The special education coordinator completed the e s t  two pages of 
the IEP template (See Appendix I). The teachers used that information and 
information fkom the workshop and team meetings to complete page 3 of the 
template. So that staff could complete the 35 team meetings in a reasonable 
amount of tirne, administration hired support staff to cover the teachers' classes. 
These meetings were time-consuming but very productive. 

The Ontario Ministry of Education Regulation 181/98 requires that an IEP be in 
place for an identified special education student 30 days aîter a placement in a 
program (Sept. 30). Because this was a new process for the majority of the staff, we 
did not meet this deadline. The administrative team extended the deadline to 
October 30. Parents were not included this time. The goal for Semester 2 is to have 
the IEPs completed on time and to involve the parents. Transition Plans will be 
developed in September, 1999. 

The special education coordinator formed the School-Based Team (STB) in 
October. Appendix J contains the documents for this process. To date, the STB has 
held four meetings. 

Grade 7 students completed the Canadian Tests of Basic Skills in October. 
Grades 8 through 10 will complete them in May. 

The special education coordinator and the psychologists conducted assessments 
in October. The special education coordinator and the guidance counselor met with 
the parents to discuss the results of these assessments. 

In Decernber, the special education coordinator completed a course outline for a 
Peer Tutoring course, a grade 12 advanced credited course. It will be offered in 
September, 1999. Appendix K contains the outline. 



The special education coordinator completed the handbook, A Parents Guide to 
Special Education Programs and Seraices, in January. It wiU be available in 
English and Cree, in p ~ t  and on audiocassette. She completed The Delores D. 
Echum Composite School Special Education Policy and Procedures Manual, in 
February. These documents are the project deliverables. They are not included in 
this report. They were prepared separately for the use of the school and the Moose 
Cree Education Authority. Both documents contain the systems diagram of the 
special education service delivery model. 

Future Research 

The design and implernentation of the special education seMce delivery model is 
an ongoing process. This active research process was a startùlg point. To continue 
to provide quality programs and services that meet the needs of the special 
education and at risk student at Delores D. Echum Composite School, future 
research is required in the following areas: 

the 4MAT instructional model that  is used at the Santa Fe Indian School in New 
Mexico, 
instructional programming for children with otitis media and  fetal alcohol 
syndrome/fetal alcohol effects, 
learning modalities, 
teaching language deficient students, 
culturally appropriate assessment tools and practices, 
the application of multiple intelligence theory in special education, 
the consensus decision-making process. 

Research in these areas will ensure that all students will have the opportunity 
to access holistic educational programs that foster their physical, social, emotional, 
intellectual, and spiritual developrnent. This will assist them to acquire the 
attitudes, skills, and habits that will enable them to derive maximum benefit fkom 
the learning opportunities they encounter at Delores D. Echum Composite School 
and in Me. 



Chapter 6 - Lessons Learned 

Research Project Lessons Learned 

The researcher conceived this research project after working a t  Delores D. 
Echum Composite School for the start-up year. She planned it with an  entirely 
different group of administrators who clearly held the same vision for this project. 
AU members of that team except for the researcher left. The changes in 
administration delayed the project considerably. It was necessary to build new 
working relationships, define roles and responsibilities, and market the vision to a 
new administrative team. This was not planned for in the original proposal and 
doubled the workload for the researcher. In Peter Vaill's words: 

"Teamwork doesn't happen automatically, and it doesn't result just fiom the 
exhortations of a single leader. It results £rom members paying attention to 
how they are working together, identifying issues that  block tearnwork and 
working them through, and consciously devebping patterns of working 
together that all members f k d  challenging and satisfying" (Vaill, 1989, p. 17). 

The researcher learned that having no control over the changes or the project 
timelines created a workload beyond the researcher's expectations. If this was not a 
thesis for a master degree with spec5c timelines, the researcher would have put 
the original proposa1 on hold and  spent the year developing a new collaborative 
team, complete with a collective vision and mission. Designing such a systemic 
idkastructure is a project in itself. 

The researcher learned to put this project and what happened into its proper 
perspective by applying systems theory. Systemic changes require response rather 
than reaction. Change is difncult for everyone. This was a n  unexpected leadership 
challenge in the midst of developing this project. 

It is extremely important to prepare before going into a First Nation community 
and a geographically isolated community. The researcher's entry into the 
community was easier than it is for most non-native staff because she sought 
counsel before she came to Moose Factory fiom both First Nation and non-native 
people who had either worked in this community or other similar communities. 
These people encouraged her  to read preparatory material to give her some cultural 
awareness, alerted her to social situations that may occur, and gave her guidelines 
on how to handle these situations. 

It is also very important to  know who you are and what your principles and 
values are because they will be challenged. It is important to be aware of the 
profound effects of systemic ethnostress, not to be judgmental, and not to impose 
personal values. 



The researcher learned the value of an action research project. Many times 
when gathering data for this project she heard the following h o m  communïty 
members: "We have been here a long time. Many researchers have come and taken 
and left nothing in return." By the nature of its design, particularly with the 
project deliverables, action research leaves sornething in return. 

Program Lessons Learned 

During the completion of this action research project the Master of Arts in 
Leadership and Training candidate dernonstrated her ab* to apply and 
integrate the following MALT program cornpetencies: 

lb)  Demonstrate leadership clzaracteristics. 
The graduate candidate demonstrated leadership characteristics by the way 

she designed, conducted, and implemented the seMce delivery model. She 
designed a model tha t  fosters and encourages holistic growth, that  is based on 
experience and learning, collaborative consultation, and shared power. She 
acted a s  an effective catalyst, a facilitator, a CO-anselor, a knowledgeable expert, 
and a person who cares and is willing to take the time to work with people. 
She used her giRs for the advancement and empowerment of all stakeholders. 
Her actions in a group and one-on-one demonstrated organizational 
cornmitment, integrity, and courage. 

1 ~ )  Provide leadership. 
The graduate candidate provided leadership in several areas during the 

completion of the project. She initiated the process for the  formation of the 
Special Education Advisory Council and will continue to develop it. She 
provided leadership in designing and implementing a special education service 
delivery model for a First Nation school where there were no services available 
and no model to follow. She prepared all documentation for the Identt6cation, 
Placement, and Review Cornmittee (IPRC) and School-Based Team meetings, 
chaired the meetings, and mentored her colleagues through the process. 

le)  Recognize ethical considerations. 
The graduate candidate recognized and  practiced ethical considerations a t  

all times during the action research project. She used as an ethical guideline 
The Ethical Principles of the Arnerican Psychologi~cal Association, a s  outlined 
in Palys, 1997. She identifïed the values and ethical principles of the Moose 
Cree First Nation, and respected them. When her attempts to use in-depth 
interviewing were met with resistance, she  did not use this valuable tool to 
gather and verify information. "The time was not right." 



2b) Apply systems theories to the solutions of leadership and 
learning problerns. 

The graduate candidate identined the specific systems contexts that needed 
to be considered in the design of the service delivery model to be consistent 
with the Ontario system of education and to reflect the culture and values of 
the Moose Cree First Nation. She explained the special education service 
dehvery model using a systems diagram. 

3a) Manage people within organizations. 
As special education coordinator at Delores D. Echum Composite School, 

the graduate candidate supervises the special education staff: the special 
education teacher in the learning disability classroom, and two special 
education assistants. 

3 ~ )  Create and lead teams- 
The graduate candidate demonstrated this competency by creating andlor 

leading the Identification, Placement, and Review Cornmittee, the School- 
Based Team, and the Individual Education Plan teams. 

3d) Plan and evaluate one's ozon role and h t u r e  within the organization. 
The graduate candidate recognized her role and responsibilities in the 

development of this service delivery model and her place in a First Nation 
school. Her intentions are to stay and complete the implementation of the 
mode1 and to encourage, train and mentor a First Nation teacher to assume 
the position as special education coordinator when "the time is right". 

4 4  Eualuate learning innovations and determine appropriateness to necc 
contexts. 

At this time it is too soon to evaluate the effectiveness of the model since 
the model is still in the process of implementation. The graduate candidate 
recommended a formal evaluation that included input fiom all the 
stakeholders in two years, after the in-servicing and implementation have been 
completed. The graduate candidate dong with members of the various teams 
evaluate constantly the effectiveness of the programs and services within the 
rnodel. When new programs are implemented stafY perform pretests and post 
tests and respond and adjust accordingly. The School-Based Team debriefs 
and evaluates the effectiveness and the appropriateness of the process. 

4 4  Help others learn. 
The graduate candidate demonstrated this competency by delivering the 

Ontario School Record and Individual Education Plan workshops ta staff. In a 
school environment there are many daily, informal, and formal opportunities 
to help others learn. These opportunities include assisting teachers to modify 
programs, teaching special education assistants t u t o ~ g  strategies and 
mnemonic devices, tutoring students, and mentoring teachers. 



4f) Manage oum learning to achieue maximum added value. 
The graduate candidate demonstrated this competency by cornpleting the 

project activities on schedule. She used systems thinking to help her maximize 
the learning opportunities and to effectively manage the dynamics of a system 
under construction. She expanded her personal knowledge base through 
research and immersion in a new culture. 

5a) Identify, loca-te, and evaluate research fïndings and 
5b) Use research methods to solve problems. 

The project bibliography and the design of the service delivery rnodel 
demonstrates that the graduate candidate identified, located, and evaluated 
the research fkdings. She used these hdings to develop a holistic service 
delivery model that is grounded in theory and supported by the outcomes of the 
research. She also identified areas that required further research. 

Yb) Communkate with others through writing. 
The graduate candidate demonstrated this competency with the following 

activities: 
the weekly reports to the project supervisor; 
the project deliverables, A Parent's Guide to Special Education Prograrns 
and Services and The Delores D. Echum Composite School Special 
Education Policy and Procedure Manual; (These were prepared separately 
for the use of the school and the Moose Cree Education Authority.) 
the Power Point presentations for the workshops; and 
the final project report to Royal Roads University. 
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Appendix B Exceptionality Definitions B- 1 

CURRENT IDENTIFICATION 
AND DEFINITIONS 

BEHAVIOUR 

A learning disorder charactenzed by 
specific behaviour problems over such a 
period of time, and to such a marked 
degree, and of such nature, as to adversely 
affect educational performance, and that 
may be accompanied by one or more of the 
following : 

a) an inability to build or to maintain 
interpersonal relationships; 

b) excessive fears or anxieties; 
c) a tendency to compulsive reaction; or 
d) an inability to leam that cannot be 

traced to intellectual, sensoiy, or other 
health factors, or any combination 
thereof. 

COMMUNICATION 

Autism 

A severe learning disorder that is 
characterized by : 

a) disturbances in 
rate of educational development; 
ability to relate to the environment; 
motility; 
perception, speech, and language. 

b) lack of the representational symbolic 
behaviour that precedes language. 

PROPOSED IDENTIFLCATION 
AND DEFINITION 

BEHAVIOUR 

BehaviouraI, social andlor emotionaI 1 
responses that are of such severity in terms i 

of fiequency, intensity and/or duration that 1 
the pupil's educational performance within ' 

the school setting is adversely affected. 

These behavioural responses are not due to 
another known or identifiable 
exceptionaiity, and persist in more than one 
setting and with more than one individual, 
even though appropriate modifications in 
classroom management and changes in the 
pupil's academic setting andor program 
have been implemented. 

COMMVNICATION 

Pervasive developmental disorders 

A significant impairment in the 
development of social relationships, verba 
and non-verbal communication as 
diagnosed by an appropriately qualified 
medical practitioner or psychologist. 
Symptoms may include repetitive patterns 
of behaviour, extreme variability of 
intellectual functioning, unusual perceptual 
responses. and social1 y inappropriate 
behaviours. 

1 

Included in this definition are autism, i 
pervasive developrnental disorder not ( 

otherwise specified, atypical autism, 1 

Asperger's syndrome, Rett's syndrome and j 
childhood disintegrative disorder. i 



Appendix B Exceptionality Definitions B-2 

CUlRRENT IDENTIFICATION 
AND DEFINITION 

Hearing Impairment 

An impairment characterized by deficits in 
language and speech development because 
of a diminished or non-existent auditory 
response to sound (Le., hard-of-hearing, 
deaf). 

Language Impairment 

A leaming disorder characterized by an 
impairment in comprehension andor use of 
verbal communication or the written or 
other symbol system of communication, 
which may be associated with neurological, 
psychological, p hysical, or sensory factors, 
and which rnay: 

involve one or more of the hm, 
content, and fùnction of language in 
communication; 
include one or more of the following: 
Ianguage delay; 
d ysfluency ; 
voice and articulation development, 
which may or may not be organically or 
functionally based. 

CURRENT IDENTIFICATION 
AND DEFINITION 

Deaf and Hard-of-Hearing 

Varying degrees of hearing which make it 
difficult or impossible to acquire spoken 
language through the auditory c hannel 
alone, and which may result in the need to 
devefop alternative methods of 
communication. 

Language Impairment to be discont inued 
since it is incIuded in "Lemming 
Disability." 



Appendix B Exceptionality Definitions B-s 

CURRENT IDENTIFICATION 
AND DEF'INITIONS 

Speech Impairment 
A disorder in language formulation that 
may be associated with neurological, 
psychological, physical, or sensory factors; 
that involves perceptual motor aspects of 
transmitting oral messages; and that may 
be characterized by impairment in 
articulation, rhythm, and stress. 

Learning Disability 

A Iearning disorder evident in both 
academic and social situations that involves 
one or more of the processes necessary for 
the proper use of spoken language or the 
syrnbols of communication, and that is 
characterized by a condition that: 

is not primarily the result of: 
impairment of vision; 
impairment of hearing; 
physical handicap; 
mental retardation; 
prirnary emotional disturbance; 
cultural difference. 
results in a significant discrepancy 
between academic achievement and 
assessed intellectual ability, with 
deficits in one or more of the following: 
receptive language (listening. reading); 
language processing (thinking, 
conceptualizing, integrating); 
expressive language (talking, spelling, 
writing); 
mathematical cornputations. 
may be associated with one or more 
conditions diagnosed as: 
a perceptual handicap; 
a brain injury; 
minimal brain dysfunction; 
d yslexi 
develo~mental a~has ia .  

PROPOSED IDENTIFICATION 1 
1 

AND DEFINITON 1 1 

Speech Impairment 
An impairment in speech production which 
significant ly interferes wit h communication 
and learning, e.g. dysfluency and 
articulation deficits. 

Learning Disabilities 

An ongoing condition characterized by a i 
significant impairment in information I 

andlor of language processing and I 
attributable to a central nervous system I 

dysfunction rather than extemal or 1 I 

environmental influences. It is ofien ! 

characterized by a significant discrepancy i 
between cognitive functioning (which is I 
typically in the average to above average 
range) and academic achievement. 

Dificulties in any of the following areas 1 
may be associated with this condition: 
attention, impulsivity, memory, 
discrimination, sequencing, organization. , 

prob lem-solving, CO-ordination, verbal and : 

non-verbal communication (including other ; 
symbol systems of communication), 
reading, writing, spellinç, mathematics, 
social skills and perceptions, phonological 
processing and emotional maturation. 1 

I 



Appendix B Exceptionality Definitions ~ - 4  

CURRENT IDENTIFICATION 
A-ND DEFINITIONS 

INTELLECTUAL 

Giftedness 

An unusually advanced degree of general 
intellectual ability that requires 
differentiated learning experiences of a 
depth and breadth beyond those normally 
provided in the regular school program to 
satisfy the level of educational potential 
indicated. 

PROPOSED IDENTIFICATION i 
AND DEFINITION f 

i 

ATTENTION DEFKIT 1 

: 
HYPERACTIVITY DISORDER -(New) ! 

i 

Attention Deficit Hyperactivity Disorder is 
' 

a neurobiological condition diagnosed by , 
an appropriately quaiified medical ; I 
practitioner or psychologist which is i 

i 
characterized by age-inappropriate degrees 
of inattention and impulsivity, with or  
without hyperactivity. It rnay be present on 
its own or may CO-exist with other 
disorders, such as general or specific 
Iearning disabilities or oppositional defiant 
disorder. , 

Symptoms impact on the major domains of i I 
school performance, both academic and 
social. lnconsistency in performance over 
time and in selective attention are also 
significant characteristics. 

INTELLECTUAL 

Gifted 

An unusually advanced degree of general 
and/or specific intellectual ability, that 
requires differentiated leaming experiences 
to satisfi the level of educational potential : 
indicated. 



Appendix B Exceptionality Definitions B-5 

C U m N T  IDENTIFICATION 
AND DEFINITIONS 

Educable Retardation 

A leming disorder charactenzed by: 

a) an ability to profit educationally within 
a regular class with the aid of 
considerable curriculum modification 
and supportive services; 

b) an inability to profit educationally 
within a regular class because of slow 
intellectual development; 

c) a potential for academic learning, 
independent social adjustment, and 
economic self-support. 

Trainable Retardation 

A severe Iearning disorder characterized 
b y: 

an inability to profit from a special 
education prograrn for the educable 
retarded because of slow intellectual 
development; 
an ability to profit fkom a speciai 
education program that is designed to 
accommodate slow intellectual 
development; 
a limited potential for academic 
learning, independent social 
adjustment, and economic self-support. 

PROPOSED IDENTIFICATION 
AND DEFINITION 

Develo pmentai Disability 

Varying degrees of general intellectual 
abiiity such that significant cumculurn 
modification and support services for 
academic learning are required. Some 
students will also require support to 
develop social skills and independent living 
skills. 



Appendix B Exceptionality Definitions B-6 

CURRENT IDENTIFICATION 
AND DErnITION 

PECYSICAL 

Orthopaedic and/or Physical Handicap 

A condition of such severe physical 
limitation or deficiency as to require 
special assistance in learning situations to 
provide the oppominity for educational 
achievement equivalent to that of pupils 
without exceptionalities who are of the 
same age or development level. 

Visual Impairment 

A condition of partial or total impairment 
of sight or vision that even with correction 
affects educational performance adversely 
(Le., limited vision, blind). 

MULTIPLE 

Multi handicap 

A combination of learning or other 
disorders, impairments, or physical 
handicaps, that is of such nature as to 
require, for education achievement, the 
services of one or more teachers holding 
qualifications in special education and the 
provision of support seMces appropriate 
for such disorders, impairments, or 
handicaps. 

PROPOSED IDENTIFICATION 
AND DEFINITION 

Physical Disability 

An ongoing condition which restricts 
physical hnctioning and which requires 
accommodation and assistance to perform 
educational, physical, social, and other 
daily living activities. 

Blind and Low Vision 

Varying degrees of vision which interfere 
with progress in a regular educational 
program and result in the need for special 
rnaterials, teaching strategies and 
equipment to facilitate communication. 

Multiple Disability 

A combination of two or more of the 
following: pervasive developmental 
disorders, developmental disability, 
physical disability, deaflhard-of-hearing, or 
blind/low vision that are of such a severity 
as to require significant modifications and 
different types of intensive special 
education prograrns and services. 



Appendix C Aboriginal Approach to Leaming C- I 

THE ABORIGINAL APPROACH TO LEARNING 
(Learning Styles) 

/ / PHYSICAL \ 
Takes in evarything (feeling sponge) 
Leams by oûsafving and doing 
Needs Ume to digest information 

(EMOTIONAL) 

Aware of feelings \ 
Learns by relating $0 persons or 

0 Dialogue 
O Likes variaty v / 
O Hearing 
O Organize 

Creative 



Appendix D Collaborative Consultation Mode1 

COLLABORATIVE 
CONSULTATION 

INTERPERSONAL COMMUNICATIVE, 
INTERACTIVE, PROBLEM-SOLVING SKILLS 

Cl,  C2, C3 = Various members of a coilaborative school-based tearn. 
T = Targeted collaborative activities (e.g., CO-teaching, co-planning 
for an Individualized Education Program, CO-tutoring, monitoring 

tutors, CO-conducting parent conferences, collaboratively adapting 
curriculum materials for assessrnent and instruction, etc.) designed 

to ameliorate a specified problem or address an identified issue. 



Appendix E Special Education Plan 

SPECIAL EDUCATION PLAN 
FOR 

DELORES D. ECHUM COMPOSITE SCHOOL 
SCHOOL YEAR 1998-99 

Prepared by: Tina Bagordo 
Special Education Coordinator 
Augustr 1998 
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SPECIAL EDUCATION PLAN 

STATEMENT OF SCHOOL GOVERNING BODY'S PHILOSOPHY 

The Delores D. Echum Composite School recognizes and accepts that each 
student has the right to an education that wiU enable himlher to achieve 
hisher potential in He. Each student has the right to access an educational 
program that fosters his/her physical, social, emotiond, intellectual, and 
spiritual development. Since learning is a life long process, every student 
must be given the opportunity to acquire the attitudes, skius, and habits that 
enable himher to derive maximum benefit fkom the learning opportunities 
he/she encounters in our school and in life. Each student has unique, 
diverse, needs that must be recognized and planned for in the curriculum so 
that each person c m  function effectively as an individual, as a member of a 
family, and as a member of society and the global community. To accomplish 
these beliefs and meet the needs of o u  special education students, there 
must be a continuum of educational services and settings at Delores D. 
Echum Composite School. 

This Statement of Philosophy was developed last year by the Special 
Education Coordinator in collaboration with the principal and vice-principal. 
It was an integral part of a report that was submitted to INAC. This 
statement will be reviewed by the Special Education Advisory Cornmittee 
(SEAC) and school staff and be amended or rewritten accordingly. The 
School Governing Body needs to develop their Statement of Philosophy for 
Special Education or indicate that they support this statement. 



DESCRIPTION OF CURRENT PROGRAMS AND SERVICES 

At the present tirne, for special education students, Delores D. Echum 
Composite School offers the following programs and services: 

Resource Support to the student. The Special Education Coordinator 
andlor the Special Education Assistants work directly with the student. 
They tutor, assist with homework and class assignments, provide extra 
drill and repetition activities, do the speech and language programming, 
and supervise the students who require special arrangements for test and 
exams. 
Resource Support to the Teacher. The Special Education Coordinator, at 
the request of the teacher, works with the teacher to rnodiSr programs 
and materials for the identifïed special education student. She also 
assists the classroom teacher to prepaxe the required Individual 
Education Plan (IEP). 
Resource Support to Administration. The Special Education Coordinator 
acts as  an advisor to the principal and vice-principal on special education 
matters. 
Assessments Services. The Special Education Coordinator p rovides 
educationd assessment services. Dr. Thomas Boniferro and Dr. Alan 
Lawrence, registered psychologists from London, Ontario, provide the 
psychological assessment services on a fee for service basis. They corne to 
this area in October and May. Their traveling and accommodation 
expenses are shared between the schools purchasing their services. 
These assessments provide information for the IEP, the Transition Plan, 
and the review of students at IPRC meetings. 
Canadian Tests of Basic Skills. These tests are administered annually to 
grades 7 through 10. The grade 7 class will write these tests in October. 
1998, and grades 8 to 10 will write them in May, 1999. The classroom 
teacher administers the tests. The Special Education Coordmator scores 
the tests and interprets the results. 
Counselling Services. Counselling services are available fiom the 
Guidance Counsellor, the Social Counsellor, the Special Education 
Coordinator, as well as a number of community organizations (see 
Community Services). 
Learning Disability Classroom. This is a self-contained classroom for 
students in grade 8 with severe leaniing disabilities. The students are 
placed in this classroom in accordance with the Ontario Ministry of 
Education and Training learning disability guidelines, the 
recommendation of the IPRC, and with the agreement of the parents. 
The students are in this classroom for three of the four periods. Reading, 
mathematics, language arts, and H e  SUS are the subject areas 
emphasized during this tirne. The students are integrated in period four 
for family studies, physical education, art, music, computers, science, 



native studies, and shops. The classroom teacher is acquiring special 
education qualincations. Last year she attended Part One of the 
Teacher Training Program at Sagonaska, the Ontario Ministry of 
Education and Training Learning Disability School, and intends to take 
Part Two thiç year. During the summer she cornpleted Special Education 
Part 1 and the Slow Learner elective. A Special Education Assistant is 
assigned to  this class. 
Basic Level Programming Basic Level Programming is offered in all 
compulsory courses. 
Special Educational Assistants. There are two Special Education 
Assistants. One is assigned to the learning disability classroom and 
works under the direction of the classroom teacher and the special 
education coordinator. He also assists the teacher with behavior 
management activities. The other works in the Resource Centre 
classroom or the regular classroom. He tutors, assists with homework 
and class assignments, provides extra dril l  and repetition act i~t ies ,  
works with the students who require individual speech and language 
programming, and supervises students who require special arrangements 
for test and exams. 
Major Test and Exams Sp ecial Arrangements. These arrangements 
include oral tests or exams, extra time, a reader or scribe, and a separate 
area fkee from distractions. The special education coordinator gives the 
oral tests and exams, reads, and scribes while the special education 
assistant supervises the students who require extra time or a distraction- 
fiee area. 

DESCRIPTION OF PROGRAMS AND SERVICES TO BE DEVELOPED 

The following programs and services will be developed during the 1998-99 
school year: 

English Skills Development Courses. The May, 1998, results of the 
Canadian Tests of Basic Skills indicated that they are many students who 
are performing signifïcantly below grade level in reading comprehension 
and written expression. Some of these students are special education 
students but the majority are not. They are mainstream students who are 
not able to meet the minimum standards in these subject areas for a 
variety of reasons: poor attendance, lack of study skiüs and good work 
habits, educational programs and materials that do not meet the needs of 
the student, teaching styles that do not match the learning styles, and 
"educational fraud" - the granting of a course credit without earning it o r  
meeting the standard. These credited courses WU be designed to develop 
these skills. 
Math Skill Development Courses. As indicated by the results of the 
Canadian Tests of Basic Skills many students have not mastered basic 



math concepts and skills. These credited courses wiU be  designed to 
develop and reinforce basic math skills and to provide a solid foundation 
for higher level math and science courses. 
Peer Tutoring Course. Peer tutoring is a deliberate and  organized 
program which utilizes members within a peer group to  help each other in 
order to achieve specific goals. These goals may be academic, social, 
psychological, or behavioral. Tutoring is a temporary process to help 
students become better able to benefit from regular instruction in the 
school. This credited course will be developed by the Special Education 
Coordinator. 
Special Education Advisory Cornmittee (SEAC). The SEAC makes 
recommendations to the School Governing Body . It establishes and 
develops special education senrices and programs to meet the needs of all 
exceptional students at Delores D. Echum Composite School. The SEAC 
will be formed in September. 
Organizational Structure for the Administration and the  DeLivery of 
SpeciaI Education Programs and Services. A Special Education Service 
Delivery Mode1 W .  be designed and implernented. The programs and 
services within the model wïü be consistent with the Ontario Ministry of 
Education and Training Policies and Regdations, relevant to  and 
respectful of the Cree culture and the co&unity, and will consider the 
isolated geographical location. This model will be developed dong with 
the Elders, the parents, students and staff of the school, and members of 
the community. A collaborative consultation model with a school based 
team approach warrants serious consideration. It is an inclusive model 
that draws on all  the resources of the school and community. It is an 
active working model that all  stakeholders develop to suit  the needs of the 
school and community. It parallels the Moose Cree First Nation 
community belief that '%y working together, we can build a caring 
community through the acceptance o f  others, whose opinions and ideas are 
ualued. " 



TEACHING AND SUPPORT PERSONNEL 

Special Education Coordinator 
Special Education Teacher 
Special Education Assistants 
Total 

There is a total of --- teachers on staff with special education qualifications. 

SPECIAL EDUCATION CASELOAD 

The number of identined exceptional students is as follows: 
Communicational --- 
Intellectual -Developmentd --- 
Communicational and Behaviord ---- 
Total ---- 

An additional --- students are experiencing difnculties and will require 
remedial assistance andior assessments. 
(These numbers are as of June 1, 1998 and may change in September, 1998.) 

STAFF TRAINING AND PROFESSIONAL DEVELOPMENT 

Staff training involves workshops and collaborative consultation in the 
following areas: 

writing an Individual Education Plan (JEP) 
rnockûjmg programs and evaluations for the special needs students 
using a variety of learning and teaching strategies in the classroom and 
using positive, culturally-based behavior and classroom management 
strategies 

Teaching staff will continue to have the opportunities to  consult with the 
psychologists special needs students. StaEÇom the Ontario Ministry Of 
Education and Training Sagonaska Learning Disability School are also 
available for consultation and in-servicing on a fee for service basis. 

The Special Education Coordinator will attend the Regional Special 
Education Coordinators meetings. They are held in October and April. 

The Special Education Teacher plans to continue her professional 
development in special education. She intends to complete the Teacher 



Training program at Sagonaska and the Ontario Ministry of Education and 
Training additional qualification courses in special education. 

There is a dire need for at least two teachers to train as Life Skills Coaches. 
Life skills is an experiential learning system that facilitates the acquisition 
of generic He-long learning skills (coping skills, problem solving skills, 
communication skills, and critical thinking skius) which enable an individual 
to function successfully in He. The course content is designed to give all  
secondary students, not just special education students, the Me s u s  
necessary to empower them to function appropriately and responsibly at 
home, in the cornmunity, at school, and at work. The Social Counsellor and 
the Special Education Coordinator are trained M e  Skills Coaches. They 
plan to work collaboratively to facilitate Life Skills sessions in the L e d g  
DisabÏlity class and in the Adult Education program. This is not enough to 
fill the need. 

INSTRUCTIONAL EQUIPMENT AND MATERIALS 

A wide variety of assessment tools and program materials were purchased 
this past year. There is a window-based computer with a printer in the 
learning disability class. Another computer will placed in this classroom this 
year. A television, VCR , and video camera are available to the special 
education department. In the computer lab there is one computer with a 
remedial readuig program and another with a remedial math program. 
Another station for each program will be purchased for the Iearning 
disability classroom. A voice activated computer with a natural key board 
needs to be purchased. There is stiu a need t o  purchase program materials 
in several areas. Last year the majority of the program materials were 
purchased tu flll the special needs of the grades 7 and 8. This year materials 
wiU be purchased for the special needs students at the secondary level. 



COMMUNlTY SERVICES 

Student Services and Special Education personnel work closely with the 
following agencies and community services to provide services for students in 
need: 

the Community Health Nurse. She visits the school on a regular basis 
and performs a variety of services. She consults with teachers of students 
who are on medication and /or have health or medical conditions. She 
does workshops for the stafY and speaks to classes on topics of 
community, class, and s t d  concerns. For example, AIDS, allergies, 
sexually transmitted diseases, nutrition, h g  and alcohol use and abuse 
et cetera. 
Payukotayno This regional agency's services indude Family Services, 
Children's Aid Society, Awashishuk Centre for Young Offenders or for 
abused children, Probation Services and Clinical Counselling. 
Adolescent Counselling The Moose Cree First Nation operates this 
program with funding from the Health and Welfare Canada Medical 
Services Branch. There is an adolescent counsellor and a consultant who 
work closely with various social services agencies within the community. 
The office is located at the Weeneebayko General Hospital. 
the Family Medical C h i c  a t  Weeneebayko General Hospital in Moose 
Factory. The medical staff provide diagnostic and counselling services for 
children with p hysical, medical, and mental disorders. 
the Cochrane-Temiskaming Resource Centre. This agency hom Tllnmins 
provides assessrnent and program development services, speech-language 
assessments and programming, behavioral therapy, and counselling 
services for developmentally delayed students. 
Moose Cree HeaLing Centre. A s t d  of six provides counselling services to 
the whole community. They work in conjunction with the Shagastawow 
Healing Lodge in Moosonee. 

THE ANNUAL REVIEW PROCESS 

The School Governing Body needs to establish procedures for the annual 
review of the Special Education Plan and Amendments to Special Education 
Programs and Services. In Ontario schools under provincial jurisdiction, the 
annual report is presented to the Special Education Advisory Committee. It 
includes the following: 

a descriptionofprograms andservices 
the number of students in the programs 
the staffhg of programs including special education support staff 
the recommendations for changes and modifications in the plan. They 
are developed with the input fkom the principal, staff, and the Special 
Education Advisory Committee (SEAC). 



The proposed changes for services and programs are presented to SEAC. 
Once the plan is approved by SEAC it is submitted in April to the Sc6001 
Board for approval. It is implemented in September of the next school year. 

RECOMMENDATIONS 

The recornmendations are as follows: 
the School Governing Body develops a Statement of Philosophy for Special 
Education 
teaching s ta f f  develops credited Engliçh and Math Skill Development 
courses and a Peer Tutoring course 
the School Governing Body forms a Special Education Advisory 
Cornmittee to advise them about special education programs, s e ~ c e s ,  and 
issues 
all stakeholders in special education develop an Organizational Structure 
for the Administration and the Delivery of Special Education Services 
the School Governing Body establishes procedures for the annual review 
of the Special Education Plan. 



Appendix F Examples of IPRC Documents 

DELORES D. ECHUM COMPOSITE SCHOOL 
- - 

P. O. Box 86 + 28 Amisk Street + Moose Eactory, Ontario + POL IWO 
Telephont: (705) 658-5610 + Eax: (705) 6%-5611 

PRINCIPAL: P. Moore VICE-PRINCIPAL: C. Tozcr 

DOCUMENTATION FOR IDENTIFICATION, PLACEMENT AND 
REVIEW COMMITTEE 

Initial O Review 0 

Strengths: 

f 
- 

STUDENT 
Student Name: 
Student ID No. 
Birth date: 
Grade: And or  Special Program 

Attendance Pattern: 

- -- - - - - - 

Program modifications and strategies implemented in the classroom: 

PARENT(S)/GEARDLAN 
Name: 
Address: 
Home Phone: 
Work Phone Mother: 
Work Phone Father: 

Needs of Student (educational, social, emotional): 

Elementary Page 1 of 5 

Educa fion for the . . . FlRST NATION 



Appendix F Examples of IPRC Documents 

1 Information 

Information AvaiIa bIe 

Psyc hologicai 
Educational 
Social History 
Vocationai 
School Related Elealth Problems 

i Information 
Speech Language 0 1 
Audiology 0 ! 
VisuaI cl I 

l 
Other a i 

Date of Most 

1 Summary of Previous Intervention (Complete if applicable): 

l 
1 

Information Available Date of 3Iost 
Recen t / ~ssessment or 

SUPPORT SERVICES 
Person Time 1 Date Service 1 Date Service 

I Recent 
O Assessrnent or 

1 Occupational Therapy 1 

Responsible per week 

1 Adapted Aquatics 

Elernentaq Page 2 of 5 

Initiatecf 1 Terminated 1 

I I I 

I 

1 Special Education 
Wit hdrawal 

S pecial CIass 

O t her 

i 

I 

l 

i 
l 

l i 

! j 
I 

i 

i l 
! 
I 

I 

I 



Appendix F Examples of IPRC Documents 

i Subject & Grade 

1 

ACADEMIC EVALUATION 

INTEGRATION 

READENG: (Grade level (e.3. high grade 2) Instructional Independent 0 

Person 
Responsible 

S eries and Reader(s) : 

Strengths: 

Time 
Per 

week 

Needs: 

SPELLLNG: Grade Te,xt/Workbook 
Comments: (e-g. formal exercises, dictation, daily application, use of phonics) 

Date 
Service 

Initiated 

Elementary Page 3 of 5 

Date 
Service i Comments on 

Terminated / Integration 
I 1 



Appendix F Examples of IPRC Documents 

-MATHEMATICS: Grade TestlWorkbook 
Comments: (e.g. concepts. cornputation of basic operations. problem solvin-) 
Strengths: 

Needs: 

COMMIUNICATION SKILLS 
Oral Expression: (vocabulary, ciarity of expression, grammar) 

Written Expression: (vocabulary, clarity of expression, grammar) 

MOTOR SKILLS (fine, gross) 

SELF-EELP SKLLLS 

WORK EXABITS 
(attention span, follows instructions, works in a group, works independently, completes tasks) 

Eiemenrary Page 4 of 5 



Appendix F Examples of IPRC Documents 

SOCIAL/EMOTIONAL EVALUATION 
S tmctured Situation: 

Lrnstructured Situation: 

S tudent attitude towards: 
Self 
Peers 
Teachers 
School 

ARJZA(S) OF MAJOR CONCERN 

TEACHER DATE y i d d  

DATE y/md 

Eiementary Page 5 of 5 



Appendix F Examples of IPRC Documents 

DELORES D. ECHUM COMPOSITE SCHOOL 
P. O. Box 86 + 28 Arnisk Street * Moose Eactory, Ontario * POL IWO 

Telephone: (705) 658-5610 + E?UE (705) 658-5411 

PRINCIPAL: P. Moore VICE-PRINCIPAL: C. Tozcr 

NOTIFICATION TO PARENT/GUARDIAN OF REFERRAL TO 
IDENTIFICATION PLACEMENT AND REVIEW COMbIITTE E FOR 

SPECIAL EDUCATION PROGRAMS AND SERVICES 

- 
Initial Placement Z Review - 

Dear ParedGuardian, 

Name of student Date of Birth 

On at the Identification, Placement and 
Review Comrnittee will meet at the Schooi to discuss your son/daughter/ward. 

You are invited to attend and participate. Please respond in the section provided below. 

Sincerely, 

Principal Date y / d d  

Please cut and retum this section by 1 plan to attend 
1 do not plan to attend 

Narne of student 

Education for the . . . F/RSTNAT?ON 



DELORES D. ECHUM COMPOSITE SCHOOL 
-- -- -- . 

P. O. Box 86 + 28 h i s k  Screer r: Moose EIccos; Ontario + POL 1 WO 
Telephone: (705) 658-5610 t F&c (705) 658-961 1 

PRINCIPAL: P. Moore VICE-PRINCIPAL: C. Tozer 

DETERMINATION OF IDENTIFICATION. 
PLACEMENT AND REWEW COM-MITTEE 

Student I.D. No: 

Date of Birth: 
y/m/d 

COMMITTEE DETERMINATION: 
Identification: Esceptionaf 

initial: Review: O 

Date of I_P.RC. 

St rengt hs : 

Needs of Student: 

Edocation for the . . . FJRST NATION 



Recommendations: 

Placement: 

PARENTAL AGREEMENT: 

I agree with the above determination and give rny permission for the recommended placement. 

Date: 
y/m/d 

Date: 
y/rn/d Chairperson 

iPRC Mernber 

IPRC Mernber 

IPRC Member 



Appendix G Learning Resource Centre Forms 

STUDENT: DATE: 

PENOD I 
Student's comments: 

Teacher ' s comments: 

1 

TEACHER 

PERIOD 2 
Student' s comments: 

COURSE 



Appendix G Leaming Resource Centre Forms 

/ PERIOD 3 
S tudent's comments: 

1 
i 
l 
i 

l 
l Teacher's comments: 

I I 

COURSE 

I 

PERIOD 4 
Student ' s cornments: 

Teacher7s comments: 

COURSE 



A CHECKLIST OF SCHOOL HABITS 

Name: Date: 

Answer each question carefully. Put a check mark in the most correct box. 

Do you arrive at each cIass on time? 

Do you aiways have your pen, pencil, texts, and notebook with you? 

Do you have the right notebook open when the teacher is ready to 
begin the iesson? 

Do you have assigned work completed on time for the teacher's 
inspection? 

Do you ask questions when you don't understand? 

Do you participate in discussions? 

Do you listen carefûlly when other students ask or answer 
questions? 

Do you volunteer to answer questions without being asked? 

Do you avoid Iooking at students who are trying to distract you? 

Do you avoid distracting others through cmeless movernents, e.g. 
dropping books? 

Do you make sure you know exactly what your homework 
assignments are and when they are due? 

When answers to homework or term tests are discussed in class, do 
you correct your work? 

13 - Do you write down your homework assignments on a special page 
or in your agenda? 

14. When you need extra help do you see your teachers before and after 
school? 



15. Do you begin your work right away without having to be told to do 
so? 

16. Do you use the dictionary when you need it? 

17. Do you give enough time to subjects you do not like? 

18. Can you use the references in the subject area, and resource area 
effectively in order to research the topic? 

19. Can you find the main ideas in a lesson? 

20. Do you know when to read fast and when to read carefully? 

Goal: 

This month I will work on the following: 

Action plan to reach my goal: 

I plan to: 

Answer this question at the end of the month - Did you reach your goal? 

If no. why do you think you did not reach your goal? 

What is your plan now? 

Signature Date 



Appendix H Ontario School Record (OSR) Workshop 

El Ontario School Record (OSR) 
El Definition 

OSR is a record of a sîudent's educational progress through the schools in Ontario. 
"privileged for the information and use of supervisory officers and the p ~ c i p a l  and 
teachers of the school for the improvement of instruction" of the student. 

3 El Access 
Student 
Parents and Guardians 
Educationd personnel 
Other 

0 Responsibility 
School Board 
Principal 

5 0 Components of the OSR 
OSR folder 
Report Cards 
Ontario Student Transcript (OST) 
Documentation File 
Office Index Card 
Record of Second Language Instruction 

0 Use and Maintenance of the OSR 
To assist in the preparation of a report required under the Education Act or regulations 
Written request by former student, adult student, or parent or guardian for: application 
for further education or application for employment. 

7 O Retention, Storage, and Destruction of the OSR 
RETAiNED FOR 5 YEARS 
report cards 
documentation file 
record of instruction in second language 
Linkage program record 
additional information conducive to improvement of instruction 

a Retained for 55 years 
OSR folder 
Ontario Student Transcript (OST) 
office index card 



Appendix I Individual Education Plan (IEP) Workshop 

Individual Education Plan (IEP) Workshop 

Steps in Presenting the Workshop Using a Multi-sensory Approach 

Prepared the agenda and the handout, Adjustirtg Programs for Learning 
Disabled Studats, and distributed them a few days before the workshop. 

Wrote the agenda on the blackboard and reviewed it a t  the beginning of the 
workshop. 

Distibuted a paper copy of the Power Point Presentation slides with spaces and 
lines to take notes. This was done to facilitate the tactile/kinesthetic leamer 
whu remembers best if information is written d o m .  

Used the Power Point Presentation to accommodate the visual learner. 
Information entered and left the screen in a variety of ways. Color enhanced 
and highlighted the presentation. 

Read the information fkom each slide as it was presented to  accommodate the 
auditory leamer. Then I discussed or explained the information. 

Distributed copies of the IEP template and h t t e n  instructions explaining the 
format. (These were Ontario Ministry of E ducation documents .) 

Used an overhead projector to present and discuss the IEP template. 

Presented an example of a completed IEP on an overhead. 

Erased each item on the agenda as it was completed. 



TO: AllStafT 

CC: Pat Moore and Carman Tozer 

From: Tina Bagordo 

Date: 0 9/09/9 8 

Re: IEP Workshop 

The agenda for the workshop is as follows: 

1. Overview Power Point Presentation 
Definition 
Rationale 
Legislation New Regulation 

Components of the IEP 
Review of the E P  

* What it is 
What it is not 
Benefits of Writing an IEP 

2. The IEP Template 

3.  Writing the IEP 

4. Handout - Adji~~ting Progrmns for Learnzng Disabled Stzrde~~ts .. . 

The enclosed packet of information includes the following: 
Your list of IPRC students (This is confidential information.) 
A copy of the IEP template. 
A copy of the handout A@sting Progrnms for Leurnitg Disabled Sr~idetrrs. 

Please review this information and bring it with you to the workshop. 

Meegwetch 



l 3 Individual Education Plans OEPI 
;3 Definition 

The IEP Is  an lnstructlonally speclflc plannlng document 
a Yoad mapWfor Instruction 
maw also be referred to as an IPP [Indluldual Pupl1 Plan1 or SEP lS~ec Ia l  Educatlon Plan 
o i  Programl 

3 i 3  Rationale 
Rie plan formalhes an exceDuonal pupll's sltuatlon. 
Wlth a plan In place and on iecoid. an exceptlonal pupl1 1s fat less llkelyto fall through 
the cracks, or to be placed and then Ignored. 

0 Legislaiioa 
subsectlon Il11 of the Ontarlo M l n l m  Of Educatlon Act 

5 :3 
11631 Spec/a/tiduCBt/un Pmgnrnrnaws/am~bct of a1 8xmpffdffaf ~uflil an 
effacaUoflaf~foigmm #at lsbosBdm oadrnodMedby&@e femnsof me conff1uous 
ass~~smenraffd8m/1atl0naadlnat/a~~desag/an cont#n/agsec/flc ooaject/ves and 
aw out/Ine of edum#u~a/ s~rvlces db%Imeets#eneedsof me exce~ffun~I~ff~iII 

3 New RegulrUon, 181198 
IEP must be developed In consultadon wltb the parent and, If the pupll Is 16 years or 
older, wltb the PUPII 
must be cempleted wlthln 30 days of the pupll's placement In a program 
a copy mUst be sent to the Baient and, If tNe pupll ls16 years of age or older, to the 
PUPI1 

7 O Components of the IEP 
sueclflc educatlonal emectatlons for the pupll 
an outllne of ttie special educatlon programs and senilces to be recelved by the PUPH 
a statement of the methods bywhlch the pupll's progress wlll be reufewed 
a transltfon plan If the pupH Is 14 years or older 

a 3 Review af the IEP 
a change of placement Is Implemerrted 
an enlstlng Dlacemeat ls conffrmed upon a placement revlew by the IPRC te l .  annual 
reulewl 
an exlstlng Placement Is conflrmed bythe School Govemlng Body followlng an appeal 

9 13 Whatït Cs 
a maffagement toul to ensure thrtthe ed~catlon deslgned for an exceptlonal PUPII 1s 
aPPtoprlate to  the pupll's sneclal Iearnlng needs and ttia speclal educatlon senilces 
are actually dellvered and monltored 

lo a What it is HOT 
an lndluldual t8achI11~ plan. 1.e. lt does not requlre tbat audents be taught IndlvlduaIl~ 



a m e  of curriculum or dlcmmd methodology 
a contract that holds a tsacher llable for the mdent's analnment of stated goals and 
oblectiues 

l1 3 Remefits of Writing an IEP 
provldes a mechanlsm for monltorlng progress 
offers a reference polnt for the revlew stage of the IPRC process 
provldes a measute of accountablllty 
Drovldes a framework for lnmructlon 
provldes a metbod of communlcatlon among al1 partles lnuohrad In the pupll's 
educatlon 

12 ,q 
makes dassroom lessons more relevant be~ause they draw upon the Indlvldual's 
mengths and remedlates Identnled weakP@rses or develops compensaton srrateules 
wouldes a mothntlonal uehlcle because both the nodent and teacher wlmess Me 
accompllshment of planned steps toward set goals 

Prouldes, mlnlmally. a mechanlsm for annual evaluation of the mdent's ProgresS. 
Furthet eualuatlon i f  teachlnu mat#fes. acüultles. and program placement Is  
possible. 

14 ;z 
If th9 /P/saro~er&d8~/0~ed~ndIsd~~fgnedn0tlom~uIre mensme B~UUIIIS of 
rmftandUma Iris an ~eme&usef~/gu/def/ne aad~ew~~gmecha~/sm 

ffsam)sr 



Appendix J School-Based Team (STB) Foms 

SCHOOL-BASED TEAM REFERRAL 

Referring Teacher: Date: 

Accepted for Discussion by the Team: Date: 

Date for Team Meeting: 

Student's Name: 

A. What is the presenting problem? 

Grade: DOB 

B. What strategies and/or interventions have you tried before you made this 

referral? 

C. What were the results of these strategies and/or interventions? 

D. Have you discussed this problem with the parent(s) o r  guardian? 

E. Additional information and/or comment~. 



SCHOOL-BASED TEAM MEETING 

Date: Student's Name: 

Purpose of the Meeting: 

Present: Principal: 
Spec. Ed: 
Social Counselor: 
Teacher(s): 

Vice-Principal: 
Guidance: 
Psychologist: 
Speech Pathologist: 
Social Worker: 
Parents: 
Other: 

Summary of Discussion: 

Recommendations: 

Date for Review: Forward to IPRC: Yes No - 

Signature of Chairperson: 



REQUEST FOR ASSISTANCE 

Teacher: Date: 

Grade: CIass : Location: 

I have a student in my class who .. . 

Student's Name: DOB 

OR 

1 have an entire class that ... 

The best tirne to observe this student or ciass is... 

The best time to meet with me to discuss this student or class is: 

1. 2. 3. 



Appendix K Peer Tutoring Course Outline 

Peer Tutoring Course Outline 

Grade 12 - Advanced NGP 4A0 

Textbook: Tutoring: Learning by Helping (Revised Edition) 
A Student Hanclbook for Training Peer and Cross Age Tutors 
Elizabeth Sabrinsky Foster Ed.D. 
Available fiom The Guidance Centre 

University of Toronto 
712 Gordon Baker Road 
Toronto, ON M2K 3R7 
Phone: 1-800-668-6247 
Fax: 1-888-223-8882 
(Cat.# B5148 $19.95 each) 

Resources: Peer Help ing Program Timmins Board of Education 1994 

Reading Plus: A Peer Tutoring Program for Ebrnentary 
Schoo ls (Revised E dition) Suzanne Culp 
(Guidance Centre, University of Toronto) 

True Colors Don Lowry 
(need to be trained to use or purchase this material) 

Tutorhg One to One: Reading, Writing and Reading 
Donald M. Jones 
(out of print) 

Prerequisites: Be a student in good standing (academic, behavior, attendance. 
punctuality) in grade 11, 12 or OAC. 
Complete an application form. 
Be recomended by 3 teachers. 
Attend an interview. 



Appendix K Peer Tutoring Course Outline 



Appendix K Peer Tutoring Course Outline K-3 

Evaluation in 
Tutorhg 

Student is 
asàgned to a 
class or a 
particular 
student as a tutor 

Unit Test based 
on content from 
18 classes 20% 

Assignments and 
Quizzes 10% 

Journal 10% 

Effectiveness 
10% 

-self evduation 
-tutee evaluation 
-teacher 

Attendance and 
Effort 20% 

Final Exam 20% 




