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Jan Holder, one of the resource teachers, began, “1 think it comes down to
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have that internal drive to do well in school.”
Steve Parsons, the principal, agreed: “Lack of internal drive is common among

the students we have. A lot of them haven’t experienced academic success, and
they don't see the benefits of an education beyond getting a piece of paper. They
may be smart, but it doesn’t help that there are such huge gaps in their learning

from missing so much school along the way.”

Eli said, “What about providing some kind of incentive, like money for com-

pleting assignments?”
“No way,” Steve said quickly, shaking his head. “We can't afford that ... and

anyway, learning should be its own reward. That’s what we want to foster, isn'tit?
Our students can do it. We just need to help them get there.”

Eli considered whether these students really would become intrinsically mo-
tivated eventually or whether that was just a pipe dream. He thought back to his
own experiences in school and didn’t recall any strong internal desire to learn.
He couldn’t blame lack of motivation on a troubled childhood or lack of parental
support, because he had both encouragement and support in abundance. As he
reflected on his own education, Eli realized that intrinsic motivation had come
Jater, once he decided to become a teacher. He had needed an authentic purpose

for learning before he had experienced the shift from “grade grubbing” to being
actively engaged in learning.
Maybe his students would have the same kind of experience, but he suspected
that Jan had it right. His students needed extrinsic rewards to keep them moti-
vated and in school so they could reach the point of being intrinsically rewarded
by learning. In the meantime, without cash asa reward, Eli resolved to find other
ways to make learning more authentic and personally rewarding. He would con-
tinue to advocate for his students and do his best to show them that learning was

not just about getting a job.

Questions

The Case

What makes Eli think that paying
es? Is his argument convincing? Why or why not?

students to learn will improve their life chanc-

CHAPTER TWO | Myths

History

At different points in ti o
discouragedptf:gts in t!me, cognitive psychologists have either encouraged
e SJ:CUC: of rewarding students for academic achievemgent zr
- Where do you stand on this someti :
s Sy metimes thorny is
upport can you find in the literature for your position? rny issue, and what

Philosophy

Is it i
morally defensible to pay students to learn? Why or why not?
Sociology |

Some argue that hi 5
gh schools, as they h bt
advanta ; : y have been traditionally struct e
ge students like Carolyn who come from lower socio yecon(c:)rl:'ic::; d'::
i ic back-

grounds. In what specifi
€ ways are such student i
forded to their more advantaged peers? e

Implications for Practice

What do you thi
you think are the advantages and disadvantages of giving students

Whose gulture? Who’s Teaching?

The three-day 2
y August retreat for teachers and ini
e . . s and administrators of the Upper Niska-
e ::-id began w1t'h the acknowledgment that it was taking glzciNmk:
Htinge TL ory of the Niskawal’ly in the easternmost part of the Ar;civ’;)mr;’t i
. The organizers hoped that thi i -
pri . . is retreat, designed to pro
o :gniil:rstatndmg, would help to heal some of the rifts in théJ di:::i:; B
e retreat, participants imme . -
: rsed themselves in di i
B ; ves in discussions
% Coo); - allicfzttonal tOPlC.S, as well as cultural activities, such as morni: b?utka
e VsI n(;n tl;e nv;rbank; eating bannock, reindeer meat andgbz:rs
€ and working on a giant dr : .
telling about sweat lodges and peace pipges e
The speakers i :
PR }llaat 57 ;:cliit;ieli ab)rounig Indigenous father who spoke passionately
0 be colonized, a dmo
S o , @ grandmother who reco
b hvullj in a residential school, and a pair of teenaged sisters \;Iljltedl o
et 5;{(; ems of 11-vmg alternately with their father on the rese:(r)vta kej
i ;3 mgther in the city. The topic for two of the afternoon ses:ij :
ns,” was especially well-received ili il
i ived. The facilitators highli
at teachers, students, staff, and community members coulfl ta]l%: IEdhﬂlle
o help




Case Studies in Educational Foundations

students and teachers feel included, respected, and valued and gave participants
opportunities to practise their new skills.

However, the retreat had not been all sweetness and light. Early on, there had
been verbal scuffles over the topics “Who are we?” and “Who do we want to be?”
Decibel levels rose steadily as attendees grew more and more comfortable with
close-up debate and conflict. Generally speaking, everyone seemed to take the
sharp exchanges and nervous laughter in stride; however, as the days wore on,
deep concerns about Canada’s immigration policies and self-government initia-
tives came bubbling to the surface.

And there had been lunchtime arguments—not just discussions but open
disagreements—about whether any group had sovereignty rights or decision-
making power over themselves and/or other groups in the region and in the dis-
trict. Tempers occasionally flared about some of the cultural assumptions that
undergird Canada’s judicial, financial, and educational systems. There were also
conflicting views about how school districts might integrate local culture into
provincially developed public school curricula,

However, the most heated exchange occurred during a plenary session on the
subject of who should teach the new Indigenous language course. Connie, the
granddaughter of an elder, was adamant that only elders or teachers who had
been personally prepared to teach by elders should be allowed to instruct Indig-
enous languages. Pitted against Connie, and just as articulate and insistent, was

Armand, the school district’s human resource specialist who was responsible for

staffing.
When the moderator called upon Armand to respond to Connie’s concerns,

he stated emphatically, “There can be no favouritism in our staffing comple-
ments. We have no choice but to abide by the union contract. If we have to assign
a certified non-Aboriginal teacher—or even two—to teach Indigenous language
courses, that is what we will do. None of the elders hold valid teaching certificates
or seniority in our district, and that is contrary to the terms of our agreement.”
Armand’s statements sent a chill through the plenary session, but several
heads nodded in agreement. The audience was clearly divided on the issue. On
Connie’s side were teachers of Indigenous background who broke into quiet con-
versation among themselves and stared disapprovingly at Armand as he regained
his seat. Several White teachers, who were also on Connie’s side, left no doubt

about their convictions, muttering loudly,
“Yet another example of why neo-colonialist attitudes must be identified and

changed”

“After all, Canada’s First Nations were here first.”

‘There were others who, sympathetic to the district’s commitment to Indig-
enous education, could also see the pragmatic side of this thorny issue. After
all, there were contracts to honour, and student numbers, staffing ratios, and
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over the past few years to make school celebrations more inclusive of different
cultures, particularly since the community’s immigrant population, especially
families from the Philippines and India, was continuing to increase. They came
to understand that Hallowe’en falls one day before the Filipino celebration of
All Saints’ Day, an extremely important holiday in which families honour their
loved ones who have passed on. Knowing this, many teachers questioned wheth-
er the Canadian tradition of organizing garish Hallowe'en parties at school
might be considered cultural insensitivity by these communities. In fact, some
of the teachers argued that school-based Hallowe'en celebrations privileged and
perpetuated a narrow North American perspective that simply disregarded the
values and traditions of immigrant families and their children.

With this in mind, the teachers made alternative plans for October 31st. The
Kindergarten classroom teachers planned pyjama parties highlighting the various
stories they had been reading. The Grade 3 class planned a trip to the Art Gallery
to see a photo exhibit of their city which complemented their current community
study, and the combined Grade 1 and,2 class planned to go on a nature hike in an
urban forest to support their study of animals and their habitats. By all accounts,
the children were looking forward to their field trips and special events.

The new principal, Jennifer Bassaraba, supported the teachers’ rationale
for changing their approaches to Hallowe’en. As she was accustomed to doing,
Jennifer engaged in a casual conversation with some parents of Kindergarten
children who were outside the school, waiting for the bell. One of the parents,
Kim Petrowski, who was excited about her child’s first school experiences, asked
Jennifer about the school’s plans for Hallowe’en. Jennifer, proud of her teachers’
thoughtfulness in honouring both the curriculum and multiculturalism, ex-

plained the school’s alternative plans for Hallowe'en this year. Jennifer explained
to Kim the stress that Hallowe'en usually creates for young children, the eco-
nomic inequities that become more apparent, and the cultural privileging that
Hallowe’en perpetuates.

Kim, who was also the vice-chair of the parent council, asked, “So, when did
the school district pass a policy to ban Hallowe’en?”

“Oh, it’s not a policy,” said Jennifer quickly. “Teachers are simply using their
professional judgment to accommodate our new children and their families. As
you may or may not know, we have many new families in our community who
don’t celebrate Hallowe'en. It is not a part of our curriculum, so the teachers
think that the classroom time is better spent on more relevant and inclusive ac-

tivities. We aren’t banning Hallowe’en, we are just trying to minimize the dis-
ruptions that it causes while doing a better job of including our families who do
not celebrate it.”

The conversation was interrupted by the school bell, and the children and
parents entered the building to greet their teachers. Jennifer replayed the




