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Abstract

This thesis examines the application and role of education in general in the efforts
to induce acculturation into and acceptance of settler society hegemony. Specifically, it
illustrates how two disciplines currently work to incite passive indoctrination into the
status quo, namely English Language Arts and Literaturé:. During the imperial enterprise,
language and literature acted as a means for the communication of settler conceptions of
‘truth’ and ‘reality,” perceptions that subverted Native meanings of both. Supported by
the law, institutionalized religion, and violence, this subversion of First Nations
understanding contributed significantly to their colonization. Importantly, the application
of language and literature and their influence in this context persists today in the neo-
colonial educational environment. Public schools continue to stress the importance of the
‘mother tongue’ in providing success for students and recognize its role in advancing
-assimilation. At the same time, a pronounced lack of ‘meaningful’ Native representation
and a number of fundamental impediments to its incorporation in the English classroom
inhibit an understanding of Native cultures and concerns as they are communicated in
literature. A qualitative content analysis of these resources, as well as theoretical
application, is used to illustrate how all of these mechanisms work in conjunction to
perpetuate the settler society objective of acculturation. In so doing, this thesis also
recognizes the valuable contributions to pedagogy made by a number of groups and

institutions in an effort to combat education for assimilation.
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Chapter One

Education for Assimilation:
(Neo)Colonialism in the High School English Classroom

Introduction

Since the advent of post-colonial theory some two decades ago, a virtual library hus been
written about the nature and effects of imperialism upon those affected by this assault, an
enterprise that initiated the loss of both territofy and cultures. Critical examinations of
representation, language, literature, identity and the Other abound, each of which is marked by a
strong proclivity towards giving voice to those historically silenced. The texts in this library,
however, rarely pay homage to practical application, instead limiting their analysis to theoreﬁcal
considerations. This thesis, then, aims to contribute to this discussion by providing a qualitative
content analysis of the implementation and impact of neo-colonial attitudes within the modern
classroom, ideologies that perpetuate imperial philosophies concerning those colonized.
Pedagogy offers one of the principal means by which settler society can initiate and incur what
Gramsci defines as ‘domination by consent,” a situation in which the colonized are taught t(;
accept historical and contemporary conditions of existence as ‘natural.” In this manner, education
represents a vehicle for assimilation or the acculturation of students (Native and non-Native alike)
into the general mainstream of Canadian society. In so doing, the ideology of imperialism—the
philosophies that governed the territorial expansion of Empire and those that were influenced by
this domination—is pérpetuated in a contemporary context.

In particular, this thesis examines the role and function of English and English Literature
classes in this neo-colonial enterprise. These classes are those conventionally describéd by the
high school curriculum, classes that introduce the student to literature and teach him/her
competency in writing. While they are not solely to blame for this “kinder, gentler” style of
colonialism—there are, after all, other courses that perpetuate imperial effrontery—these

disciplines in particular remain discourses of assimilation for several reasons. First: as the archaic



title still ascribed to the study (English Literature) strongly suggests, the central focus remains the
works, thoughts, and philosophies of English settler society. In limiting the educational breadth
of its texts, ideologies, and inStruction, English classes within this scenario thus advance
sameness, rather than recognizing the broad range of alternate visions. At the same time,
fundamental impediments are imposed on teachers desiring to teach post-colonial theories and
concerns as they are communicated in literature and language. Second: because the discipline
focuses on language, issues of power and authority as well as discursive conceptions of ‘truth’
and ‘reality’ come into being. Because there is no subject outside of language, the real and the
known are purely linguistic constructs; in this respect, language constitutes reality. As Ashcroft
comments, “language [is] the medium through which a hierarchical structure of power is
perpetuated, and the medium through which conceptions of ‘truth,” ‘order,” and ‘reality’-become
established” (7). During the colonial process, colonizers, through the implementation of settler
conceptions of ‘truth’ and ‘reality,” forcibly subverted Native understandings of both. Law,
religion, and education were used to supplant Native understanding, meaning, and explanations of
the known and the real. The classroom environment continues such a process, legitimizing these
conceptions in a variety of ways. Moreover, a language in itself is exclusionary, its words defined
by difference. In this manner, settler society constitutes, defines, and represents those it
colonizes in a series of complex, conceptual hierarchies. The latter group is thus defined as the
Other in comparison to Us or We of the settler population. Such discursive weapons continue to
be advanced and employed in contemporary education and are legitimated in the classroom
through the curriculum, textbooks, and pedagogical approach (teaching method and style).
Education is therefore a means for ideological naturalization, for the inculcation of the culturally
specific, humanist philosophies of the powerful. These philosophies, aided by language, are
privileged as the signs of ‘authenticity,” as the valid interpretations of truth, order, and reality. _
Ideology and education thus work in conjunction to produce what JanMohamed describes as the
hegemonic phase of colonialism: “in [this] hegemonic phase (or neocolonialism) the natives accept

a version of the colonizers’ entire system of values, attitudes, morality, institutions, and, more



important, mode of production. This stage of imperialism does rely on the active and direct
‘consent’ of the dominated, though, of course, the threat of military coercion is always in the
background” (81). For strictly pragmatic concerns, English and English Literature are the sole
subjects of discussion because it is here that all students in some way are introduced to the works
and thoughts of Native peoples. While First Nations classes do exist, they have yet to receive
required status as defined by the provincial government. English or Language Arts, on the other
‘hand, remains one of the principal courses demanded by the government in order to graduate.
Consequently, English is often a student’s only introduction to Native philosophies and concerns
as they are expressed in language and literature. Other than History or Social Studies, English is
the only course that offers an insight into Native peoples and cultures at the secondary level—
though the former is not required for graduatiobn. Accordingly, English should reflect a broad
recognition of both rather than the neo-colonial role it currently assumes.

I use the term neocolonialism here to mean that defined by Philip Altbach, whose
deﬁnitioﬁ most closely mirrors my usage of the word throughout this thesis. Unlike post-
colonialism which tends to be the study of nations after or following colonialism, neocolonialism
suggests that the processes of imperialism are still in effect today. Writes Altbach,
“neocolonialism means the impact of advanced nations on developing areas, in this case with
special reference to their educational systems and intellectual life . . . Neocolonialism is partly a
planned policy of advanced nations to maintain their influence in developing countries, but it is
also simply a continuation of past practices . . .” (452). Education is one of the principal vehicles
through which neocolonialism thus operates, continuing in a modern classroom environment past
practices of imperialism, including the construction of binarisms and the enforcement of settler
definitions of ‘truth’ and ‘reality.” In order for education to be successful in this respect,
however, students have to accept such conditions of existence. Pedagogy overcomes this hurdle
by advancing assimilation, the process which brings about homogeneity to and absorption into the
dominant majority. Herein lies the focus of this thesis; education for assimilation, a tool first used

by missionaries, continues to be employed today in publicly funded institutions. Promoting the



acculturating influence of the English language and limiting the literature read in class to safe,
generic abstractions of Native cultures and peoples does little to challenge the status quo. In this
manner, settler society promotes ‘domination by consent’ and majhtajns its hegemonic rule.
Importantly, however, there are schools that challenge such tactics and instead promote
alternative systems of learning and curriculum. Moreover, it is not the primary objective of those
responsible for ‘traditional’ curriculum to overtly instruct students for assimilation. This thesis,
however, focuses on schools governed by provincial funding and rules, schools dperated by
settler, humanist ideals. The educational success of these institutions is not being questioned here;
rather, education’s role in the assimilation of students into the hegemony of the dominant culture
is examined. '
The efforts aimed at assimilation through pedagogy have long historical roots. Chapter _x

Two examines the history of these attempts, beginning with the establishment of missionary
schools in the years following first contact. Such schools were designed to bring God to a
‘savage’ people as well as teach them fundamental, Western ideals and skills (see Robin Fisher;
J.R. Miller; Celia Haig-Brown). Metlakatla is taken to be the paradigmatic example of such

_ institutions. With increased non-Native settlement, views regarding the education of the Native
population underwent a dramatic shift. It came fo be believed that if Native peoples were to be
successfully assimilated into settler society, they must be separated from the western ills that
plagued them. Consequently, government ordinances called for the development of residential
.schoon, institutions designed to assimilate through division. The impact of such schools upon the
Native population is well documented and recounts horrific tales of abuse and strict paternalism.
Here, too, Native students were taught skills pérceived 1o be necessary for success (and survival)
in the general mainstream of society. Noting the failures of such schools to achieve this objective,
however, policy makers began to encourage a policy of assimilation through integration, a goal
formalized in the Indian Act of 1951. Yet, while policies concerning method have changed, the

aim remains that first expressed by early missionaries, namely the acculturation of Native students.



Chapter Three then examines the means by which such acculturation is carried out as it is
constructed and presented in the high school English and English Literafure classroom. As
- mentioned above, English is the focus of study for a number of reasons. Of these, two in
particular are the most significant. First: colonialism’s survival depends much upon its
subversioi; of Native conceptions of ‘truthf and ‘reality.’ This process is conducted through
language, which defines these concepts for a culture. Pedagogy offers a fundamental means
through which such conceptions can be presented e.nd indoctrinated. Second: these definitions, as
well as our understanding of the lived world, is dependent upon the inherent nature of language to
denote according to difference. In other words, one’s understanding, and hence meaning, of an
object is determined by that which it is not (among other, more secondary coneerns). Colonialisﬁl
also largely depended upon such a relationship, one that establishes a series of binarisms' to both
denote and qualify the colonial act and those colonized. Both are particularly relevant to the
" English class because of its strong emphasis on language and language use as sunultancously a
subject and medium of instruction. |
One original intent of this research was quantitative analysis of student responses to
education in general and English Language Arts and Literature in particular. For reasons which
will be discussed below, the focus changed to a qualitative examination of curriculum and content
for both classes. Chapter Four discusses the research methodology utilized, the manner in which ¥
data was collected, the logic of approach, as well as the defined parameters of the study and the
assumptions made. It is important to note here that this thesis is written from a perspective
marrying post-colonial theories of language and literature as applied to Native representation with
practical examination of curriculum and course content. While curriculum resource materials are

reviewed, however, this thesis does not introduce education perspectives on such concerns.

' From the term binary opposition, “‘the principle of contrast between two mutually exclusive
terms: on/off, up/down, left/right, etc.; an important concept of structuralism which sees such
distinctions as fundamental to all language and thought” (Baldick 24). I use the two terms
(binarisms and binary opposition) interchangeably throughout this thesis.



Consequently, references to theories of education on curriculum, curriculum development and
evaluation, and/or critical foundations are not incorporated here.

Chapters Five and Six ana_lyze the figurative role of language and literature in the X
particular neocolonial classroom environments of English Language Arts 11 and 12 and English
Literature 12. The curriculum, as defined by the Integrated Resource Package for Language Arts
(IRP), and the literature read in each class is examined for content in light of the formidable '
impediments that countef its communication in the classroom. This qualitative content analysis
supports the arguments presented in the preceding chapters, namely that the discipline of English
remains a pragmatic tool for acculturation. Moreover, the methods which hinder successful
implelﬁentaﬁon of post-colonialism allow for the maintenance of the imperial tactics discussed in
the third chapter. As is evidenced, although a superficial ‘head-count’ indicates a proportional
number of resources designed to facilitate representation of Native cultures and/or concerns, these
works are framed by specifications that severely restrict their overall impact. In fact, only three
works can claim to be not refracted by some form of settler society influence. This exclusionary
tactic thus fosters acculturation, despite the provincial government’s efforts at political
correctness. Included in this list, then, are such concerns as representation, questions of self and
identity, and Othering, as well as more local issues, such as récial prejudices and stereotypes,
substance abuse, and the balance of traditional ways with the demands and ideals of settler
society. Research here is strictly limited to Grade 11 and 12 students, a decision influenced by
several factors. Of these, the first involves issues of time and size; a study of all grades would
have simply been too large in scope and would not have allowed for close examination of textual
references and curriculum practices. It is also believed that Language Arts 11 and 12 and
Literature 12 represents the culmination of English studies in secondary school. Ideally, students -
are expected to amalgamate all that has been learned in previous grades to construct a sirong
working knowledge of language and literature.

Finaliy, Chapter Seven discusses possible alternatives to education for assimilation based

not only on personal recommendations developed from research, but also on approaches adopted



by schools elsewhere. Importantly, these suggestions are realistic in that they require small, but
fundamental changes to policy governing educational curricula. While such changes are necessary
across the curriculum, English in particular demands evolution. As indicated, the first
fundamental step would be the adoption of much more meaningful Native literature into the
English classroom. Attitudes concerned with teaching the canon and preparing students for the
future must be altered to recognize the importance and vitality of cultural difference. This is not
to suggest that sweeping reformation is necessary or that preparation for future success is a
negative aspect of education. Rather, the pedagogy of English must learn to accommodate
divergent perspectives into its curriculum, thereby limiting the influence of education for
assimilation into white settler society and promoting a more well-rounded learning environment.
Overview of the Literature

The analysis and research of this thesis, then, is divided into four central themes or
subjects: post-colonial theories of language and literature, the history of pedagogical assimilation,
the influence and role of contemporary education, and concluding recommendations.
“Accordingly, the literature read as secondary resource material supplements these central
discussions and answers the rudimentary three questions discussed below. The review of these
sources will also be categorized in this manner. It is also important to note that the literature
detailed below is considered to be the most influential to the theoretical basis of this thesis.
Although many texts were required to provide the necessary theoretical foundation, this selection
represents the materials used most frequently. It also excludes the two primary resources
examined exclusively in Chapters Five and Six, the respective Integrated Resource Packages.
These curriculum guides are described in enough detail in these chapters so as not to warrant
further discussion here.

Antonio Gramsci’s theories of hegemony as described in Selections from the Prison
Notebooks perhaps best explain the reasoning for and mechanisms behind education and its
substantial contributions to assimilation. In order to maintain their position, the dominant

majority needs a means through which their ideals, beliefs, and values can be communicated to an



impressionable, young audience. Pedagogy offers one of the best mediums in which to re-affirm
and legitimate the status quo and the supposed inferiority of the cultural Other, however defined.
In Lenin and Philosophy and Other Essays, Louis Althusser describes this medium and others as
Ideological State Apparatuses (ISA), vehicles through which the ideology of those in and with
power is enforced and disseminated. These ISAs are so effective because they operate tacitly, yet
they are ubiquitous. So successful is education in this role, Althusser argues, that it has replaced
the influence of the Church.

Imponaﬁtly, although education may be the location for the expression of this discourse,
the ideology of the dominant majority is, in turn, expressed through two primary means: language
and literature. In Decolonizing the Mind: The Politics of Language in African Literature, Ngugi
Wa Thiong’o recounts the impact upon both by imperialism, noting that the former is especially
significant in defining a culture and its sense of understanding. Benjamjn Whorf and Edward
Sapir also note the importance of language in constructing ‘truth’ and ‘reality,’ though Thiong’o
carries this one step further, suggesting that language and literature were employed as ‘cultural
bombs’ aimed at destroying a culture’s sense of its self. Thiong’o’s work is also an importémt
contribution in that he describes the influence of literature in defining his sense of indigenous self
as based upon the ‘reality’ projected to him by the works of European authors. The result is
definition according to difference, a principal tenet of the English language. Building on the
theories of Jacques Derrida, Roland Barthes in The Rustle of Language describes common
English vernacular as especially divisive because it is based upon a series of .conceptual hierarchies
or binary oppositions. Edward Said also details this trait and its implications in the imperial
enterprise, though he describes it as Orientalism in a work by the same title. As a result of
decades of imperialism, a tradition of thought and discourse composed of an Us/Them mentality
has developed, in which Them is aiways the antithesis of Us. In this fashion, settler society not
only defines the ascribed Other, but also itself.

Though other measures certainly may be implicated, the application of language and

literature in education played a crucial role in the colonization of cultures. Efforts at the



assimilation of those encountered during colonialism therefore have deep historical roots. In
British Columbia, these were engendered shortly after first non-Native settlement. Robin Fisher’s
Contact and Conflict: Indian-European Relations in British Columbia, 1774-1890 details the
dramatic transformation in attitudes towards the Native population following the conclusion of
the fur trade. Attenipts at assimilation through pedagogical means culminated in the missionary
and residential schools, of which Metlakatla is taken to be paradigmatic. Celia Haig-Brown’s
Resistance and Renewal: Surviving the Indian Residential School is used fo further explicate the
contextual history of residential schools. It is especially important because this' monograph, a
record of abuse and violence, documents many instances of efforts at acculturation as they are
represented in language and literature. J.R. Miller’s Shingwauk’s Vi.;ion: A History of Native
Residential Schools is also an excellent resource for information on residential schools and their
impact upon Native children acr.oss Canada. A cbntemporary context of Native issues and
continued governmental efforts at assimilation was provided by James Frideres’ Native Peoples in
Canada: Contemporary Conflicts, Pauline Comeau’s The First Canadians: A Profile of
Canada’s Native People Today, and Andrew Armitage’s Comparing the Policy of Aboriginal
Assimilation: Australia, Canada, and New Zéaland. All three texts are used extensively to
explain current policies of assimilation and to illustrate the maintenance of historical practices.
Although acculturation efforts are communicated through pedagogy, they are accepted
due to a number of complementary factors. Of these, the role of the teacher is perhaps most
significant. Generally, secondary school educators are valorized as the sources of ‘truth’ and
what they teach is aécepted to be entirely valid. Paulo Freire in Pedagogy of the Oppressed
describes this tendency in contemporary education to be the result of a “banking ideology.”
According to this logic, teachers deposit carefully filtered information into students whose success
depends upon their ability to reiterate what was read and spbken. Freire’s text is also significant
in that it discusses not only the role of education in creating a ‘culture of silence’ but also the need
to give voice to those for whom pedagogy is oppressivé. At the same time; this prominent role of

the educator is further complemented by the esteemed position given to the written word. As
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Linda Christian-Smith and Michael Apple in The Politics of the Textbook emphasize, however,
associating the textbook and education with neutral knowledge is naive. They point out that
education is controlled by the dominant majority and therefore what is taught, including
textbooks, is selectively filtered through an often biased lens. Teun A. van Dijk makes note of
this bias in his analysis of racial discourse in education resource materials. He emphasizes the
construction of binary oppositions and how the cultural ther is often defined in literature in a
pejorative manner. Although the Ministry of Education, Skills and Training has, in recent years,
made several efforts to remove overtly prejudicial content from its curriculum recommendations,
other factors nonetheless contribute to a misinformed representation of Native peoples, as will be
discussed. In The Empire Writes Back, Bill Ashcroft, Gareth Griffiths, and Helen Tiffin explain

~ one of the impediments to the teaching of meaﬁingful Native contents to be a result of the material
conditions of the text in question. Solutions for making the curriculum more ‘mea.m'ngful’ in
terms of content are discussed by Hope MacLean and Roberta Jamieson in A Review of Indian
Education in North America as well as the editors of Native Education in the Province of
Alberta. Their récommendations are emphasized due to theﬁ regional application and conclude
this thesis, as do suggestions based upon personal research.

The literature described here represents only a small portion of the resources currently
available. Much of this work, however, focuses only on one of these particular themes or
subjects. Yet, other than Thiong’o’s Decolonizing the Mind, very few texts have attempted to
amalgamate all four themes. Perhaps the most significant contribution this thesis makes to
contemporary theories on education, post-colonialism, and hegemony, then, is its integration of all
these concepts within a local context. The combination of applied theoretical constructs with
qualitative content analysis in a local environment distinguish this work as a relatively unigue
recipe. This formula presents itself as a possible methodological avenue for future studies of
education, especially those that examine other required courses. Arguably, perhapS the most
substantial limitation of this thesis (in terms of scope) is that it only. focuses on two courses.

There is a pronounced need, therefore, for further review and evaluation of other secondary
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school classes, analysis that may also demand quantitative research in addition to what is offered
here.
Statement of Purpose and Research Questions

The need for this thesis was born out of personal dissatisfaction with cdntempora.ry
secondary school pedagogy and its failure to represent adequately Native, post-colonial concerns
in its curriculum. While this interest extended to all aspects of secondary school education,
English and English Literature came to be the focus of study for a variety of reasons, the most
significant of which is their esteemed position in academia at this level. Both classes continue to
hold such a high value in secondary institutions that they remain key requirements for graduation.
Other reasons include their sole reliance on a language fraught with imperialist baggage and their
general neglect of literature that is representative of Native peoples, cultures, and concerns.
Through such means, settler society maintains its hegemonic control and, in turn, procures the
assimilation of all students involved into its predominantly Western, humanist ideals and
traditions.

As a result, the purpose of this study was to examine how such acculturation practices
work and the means by which they are incurred in the classroom. Consequently, the focus of the

research revolves around three primary questions:

(a) How does the English language work to colonize?

) What are its implications in the Language Arts 11 and 12 classroom?

(c) Does the literature read in Language Arts 11 and 12 and English
Literature 12 promote assimilation? If so, how?

These questions are answered in the following chapters, each providing an in-depth analysis of the
various means by which acculturation is invoked and encouraged in the English classroom. The
study will conclude with a number of suggestions for reducing, and even eradicating, the current

pattern of pedagogical assimilation.



12

Chapter Two

A History of Pedagogical Assimilation

The biggest weapon wielded and actually daily unleashed by imperialism

against . . . collective defiance . . . [is] the cultural bomb. The effect of a cultural
bomb is to annihilate a people’s belief in their names, in their languages, in their
environment, in their heritage of struggle, in their unity, in their capacities and
ultimately in themselves. It makes them see their past as one wasteland of non-
achievement and it makes them want to distance themselves from that wasteland.
It makes them want to identify with that which is furthest removed from
themselves . . . It makes them identify with that which would stop their own
springs of life. It even plants serious doubts about the moral righteousness of
struggle. Possibilities of triumph or victory are seen as remote, ridiculous dreams.
The intended results are despair, despondency, and a collective death wish.

-- Ngugi wa Thiongo, Decolonizing the Mind, 1989

Since contact, the relationship between the peoples of Native ancestry and the settlement
population perhaps has been best symbolized by Thiongo’s analogy. While many scholars
contend that initial encounters between traders and Native peoples were reciprocal in nature, the
majority also agree that this relationship soon devolved. With the institution of the Indian Act in
1876, the settlement population formally initiated the first of many steps aimed at the assimilation
of Native peoples into the general mainstream of Canadian society. Provisions ranging from the
definition of “Indian” to the system of reservations characterize just a small example of the active
and passive attempts to eradicate the vestiges of Native social, economic, and cultural institutions.
Yet the most significant of these “weapons” is the policy of assimilation conducted through
pedagogy that began with missionary and residential schools and continues today in conventional,
provincially operated schools. This chapter will examine the historical applications of efforts at
acculturation through education undertaken by the provincial government as well as the current
state of pedagogy in this context.

Antonio Gramsci’s notion of hegemony, a theory used to define both the institution and
division of power within society, offers a good explanation of the mechanism(s) behind

assimilation. Gramsci offers the following definition:
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the spontaneous consent given by the great masses of the population to the general
direction imposed on social life by the dominant fundamental group: this consent is
‘historically’ caused by the prestige (and consequent confidence) which the
dominant group enjoys because of its position and function in the world of
production. (12) .

The role and function of education in the operation of hegemony is to transmit the ideology
necessary for the acquiescence of a subjugated group to the interests of the dominant group.
Pedagogy acts as a principal vehicle through which the ideological structures of hegemony are

presented as common sense. Says Rick Hesch,

hegemony is maintained, primarily, through the operations of the institutions of
civil society, such as the church, trade union, schools, and the press. Civil society
is the site of ideological production. It is civil society that supports the persistence
of workers’ common sense, that is, those views ‘inherited from the past and
uncritically absorbed’ (Gramsci, 1971: 333). Hegemony depends, in large part, on
people accepting the ruling ideas in society as common sense. (429)

Importantly, it is the business of ideology to produce general acceptance of these “ruling ideas in
society as common sense.” In his discussion of these ideas that govern popular thought and their
corresponding apparatuses, Louis Althusser notes that ideology and its state implementation
(what he terms Ideological State Apparatuses) provide the ruling elite with a mechanism of
control that does not rely on oppression. In this respect, education acts as a key medium for the

transmission of ideology, particularly that of the ruling class. Writes Althusser,

in the concert of ISAs, one ideological State apparatus certainly has the dominant
role, although hardly anyone lends an ear to its music: it is so silent! This is the
School. It takes children from every class at infant-school age, and then for years,
the years in which the child is most ‘vulnerable’, squeezed between the family
State apparatus and the educational State apparatus, it drums into them, whether it
uses new or old methods, a certain amount of ‘know-how’ wrapped in the ruling
ideology . . . or simply the ruling ideology in its pure state. (155)

Moreover, these structures operate so that their workings are not made apparent to the individual;

in fact, should their operation be consciously ascertained, their very function is lost. Consent to a
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“general dir.ection of social life” without revolution or violence usually requires a tacit modus
operandi. For this reason, “the organized sets of ideas most clearly expressed by

spokespersons . . . [that provide] the ideational and evaluative content of most popular thought”
(Hesch 429)—ideologies—are transmitted via institutions such as education, producing, in
Gramsci’s terms, a ‘domination of consent.” This domination of consent, obtained via the
ideology of acculturation present m education, “is achieved through what is taught to the
colonised [and coloniser], how it is taught, and the subsequent emplacement of the educated
subject as a part of the continuing imperial apparatus . . .” (425). What is taught, then, is the
dominant mode of thought, those ideas set forth and defended by the dominant majority. And it is
taught as common sense, as views inherited from a pedagogical tradition to be uncritically

absorbed. Writes Althusser,

[the majority of teachers] do not even begin to suspect the ‘work’ the system
(which is bigger than they are and crushes them) forces them to do, or worse, put
all their heart and ingenuity into performing it with the most advanced

awareness . . . So little do they suspect it that their own devotion contributes to the
maintenance and nourishment of this ideological representation of the School,
which makes the school today as ‘natural,” indispensable—useful and even
beneficial for our contemporaries as the Church was ‘natural,” indispensable and
generous for our ancestors a few centuries ago. (157)

In the context of this argument, then, education for assimilation is indoctrinated into both the
dominant majority and the indigenous minority; the ideology concerning the forced, yet passive
acculturation of Native peoples is presented and accepted as common sense, as notions somehow
necessary for their cultural survival. Moreover, because hegemony is procured by the ideology of
the dominant majority and this ideology is fostered via pedagogy, what is taught is therefore
perpetuated. As Althusser’s comment on teachers argues, the education which prepared them for
the position as instructor was one also assimilationist in nature; their viewpoints (and those of
others) are therefore often unconsciously governed by the limitations of their ‘common sense’ and
their evaluations of Native education rooted in (mis)conceptions concerning Native progress as

determined “by how well and how fast they can adopt the characteristics and qualifications
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demanded of life in the contemporary society” (Hanson 67). Consequently, not only are they
indoctrinated via ideology into a system of acculturation, but so too are their students and the
précess repeats itself.

In his influential book Contact and Conflict, Robin Fisher describes the initial relationship
between traders and British Columbia’s Native peoples—a relationship largely based on the fur
trade—as a reciprocal one. Following first contact, trade and other business governed the
majority of the interactions between Natives and the foreign newcomers. Consequently, little
imposition of either culture over the other was brought into play in the relationship.! Instead,

" exchanges between natives and newcomers were maintained at a strictly business level, one that
brought mutual benefits to each party involved. As fur resources depleted, however, so too did
the mutually beneficial relationship between both parties. At the same time, increasing non-Native
settlement saw the arrival of Europeans who cared little for the Native cultures they encountered
and who brought with them preconceptions about the original inhabitants of the land. Whereas
fur traders were dictated by economic necessity to accommodate their Native counterparts, the
arriving settlement population had no need for the Native population and therefore desired their
assimilation (Fisher 49-73). Fisher notes that this new attitude regarding Natives was engendered

in the first wave of gold miners. He writes,

the gold miners were the advance guard of the settlement frontier. These
newcomers not only had a different set of attitudes from those of the fur traders,
but they also made quite different demands on the Indians. The reciprocity of
interest between Indians and Europeans broke down because settlers came not so
much to accommodate the frontier as to re-create the metropolis. (96)

Mutual economic reciprocity turned into economic rivalry as the increasing hordes of settlers, first
arriving in great numbers following the discovery of gold, began to demand settlement lands.

Consequently, as large-scalé settlement became a factor, “the Indian could not escape the

' See Fisher, Robin. Contact and Conflict. Vancouver: UBC Press, 1977.
Also, Haig-Brown, Celia. Resistance and Renewal: Surviving the Indian Residential School.
Vancouver: Tillacum Library, 1988.
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unappreciative attention of the incoming developers and home-steaders” (Frideres 63). Given the
changed relationship between natives and newcomers, then, it is not surprising that the former lost
large amounts of its territory. With the establishment of the settlement frontier, missionaries also
began to re-assert their attempts at spreading Christianity amongst the Native population. As
Fisher indicates, while settlers “did not come to British Columbia with a 'speciﬁc policy of
transforming Indian culture” the missionaries, on the other hand, “had developed quite
deliberately and consciously thought out plans of acculturation for the Indigms” (119).
Consequently, direct contact amongst the Native population gradually evolved into the formation
of missionary schools, institutions that will be discussed in greater detail elsewhere in this chapter.
What is ‘sigm'ﬁcant to note here is that these missionary schools represented the first
institutionalized efforts at acculturating the Native population. At the same time, newly appointed
government bodies, working hand-in-hand with the churches responsible for education (Roman
Catholic, Anglican, and Methodist), instituted a number of steps specifically designed for the
eradication of Native cultural, social, and religious institutions. J.R. Miller describes these efforts

as Canada’s “policy of the Bible and the plough,” noting that

this complex of legislation and programs embraced the missions and schools of
which residential schools were a subset, campaigns to control and reshape
Aboriginal political behaviour, efforts on the western plains to coerce Native
hunters to become sedentary subsistence farmers, and attacks on traditional
Aboriginal customs such as the potlach on the Pacific and the Sun Dance and
Thirst Dance on the prairies. (186)

This policy of forced acculturation culminated in the Indian Act of 1876. As Andrew Armitagé

describes,
this single act made provisions for: the definition of ‘Indian’; the recognition.
protection, management, and sale of reserves; the payment of moneys to the

- support and benefit of Indians, including, specifically, ‘contribution to schools

frequented by such Indians’; the election of councils and chiefs; Indian privileges,
particularly the exemption from taxation and from debt obligations of all types;
provision for receiving the ‘evidence of non-Christian Indians’ in criminal
prosecutions; special measures for the control of intoxicants; and provisions for
‘enfranchisement.” (78) :
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Subsequent amendments to the Act, including a strict ban on customs and ceremonies (in British
Columbia, for instance, it became a legal offence to celebrate the potlatch) and forced residential
school attendance, fnade its provisions even more effective in achieving the government’s goal of
assimﬂa;ion. Perhaps most significantly, however, the Act assigned a label to Native peoples, a
precise definition to ensure that the requisite assimilationist services could be properly targeted
(Armitage 84). Three qualifications defined an individual as an “Indian’: any male person of
Indian blood reputed to belong to a particular band; any child of éuch a person; and any woman
who is or was married to such a person (Armitage 84). NotWithstandiI'lg. the future problems that
would arise for Native women as a result of this definition,” the term “Indian” provided the

- government with a target denotation, a specific group to whom assimilationist tactics could be
imposed. Yet, while each provision either actively or passively pursued the assimilation of Native
cultures, education came to be regarded as the central vehicle by which Natives could be
transformed from barbarism and savagery to civilized life. Andrew Armitage, for example, notes
that from the passage of the first Indian Act (1876) until the late 1960s, child welfare policy for
Native children was governed by massive attempts to use pedagogy as the method for changing
both their cultures and their characters.” Future alterations to the Indian Act and the birth of
other policieé did little to alter the government’s objective of assimilation. For instance, despite a
growing concern for improving race relations after the Second World War, cross-Canada hearings
between 1946-48 found that the current education system was in fact hindering the ultimate goal
of assimilation (Brookes 169; Comeau 129; Frideres 15). As a result, Ottawa signed agreements

for the integration of Native children into provincially operated schools, a policy also legislated by

* For further reading, please refer to Women of the First Nations:- Power, Wisdom, and
Strength, an anthology of essays edited by Christine Miller and Patricia Chuchryk that discusses
the impacts of colonization, including the legislation of the Indian Act, upon Native women.

* See also Brookes, Sonia. “The Persistence of Native Educational Policy in Canada”. The
Cultural Maze: Complex Questions on Native Destiny in Western Canada. Calgary: Detselig
Enterprises, 1991. pp. 163-180.
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the 1951 Indian Act. Within a decade, approximately 45 percent of the Native school population
was enrolled in provinciai institutions (Brookes 170). Despite the rather high figures, however,
the education for assimilation policy was marked by serious flaws, particularly in achieving its
objective. According to the Hawthorn Report of 1966-67 which measured the success or failure
of Indian education, Native children were academically far behind their non-Native counterparts.
Significantly, however, the Report equated success with acculturation; students were judged
according to their participation as ‘social equals of other Canadians,” an evaluation indicating the
ultimate goal of Native education. Since the 1951 Indian Act, several other administrative
strategies at assimilation via pedagogy have been attempted, while others, like the White Paper of
1969, have been soundly rejected. These and other initiatives attempted since this period reflect a
policy of assimilation through education that has persisted in those institutions not regulated and
maintained by Native cultures. Today, Comeau notes, a little less than half of the 100,000 status
Indians enrolled in schools across Canada attend such schools (131). For these students,
pedagogy bears little if any resemblance to the culture experienced at home. Consequently, “for
many Indian/Native people within this reality, the current educational process is a continuation of
the earlier indoctrination process of civilization, Christianization, aﬂd colonization . . .” (Hanson
74).

The roots of this institutionalized process in British Columbia stretch back to the first
missionaries in British Columbia, who felt it was their obligation to ‘Christianize’ the ‘pagan
savages’ encountered with European settlement. To achieve this goal, missionaries established a
number of schools designed to introduce Native peoples to a more ‘civilized’ way of life. It was
believed that through Christianity, Native children could be saved from a life of heathenism; an
education that emphasized Christian studies would allow them to shed their ‘pagan’ skin and
initiate their assimilation into the general mainstream of Christian white society. Paramount to
their missionary work, then, was a self-prescribed need to ‘Christianize/civilize’ the Native
population—education offered the best means for accomplishing this task. Robin Fisher suggests

that initial ‘civilizing’ attempts may have been acts of blind benevolence, well-intentioned deeds
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originating in good faith, especially in comparison to the attitudes expressed by their settler

counterparts:

as far as many of the settlers were concerned, the Indians had no future. To the
missionaries, however, the Indians very definitely had a future; although it was
seen in terms of them ceasing to be Indians and closely imitating the whites. The
belief that the Indians would soon die out, which some settlers used as an excuse
to ignore their problems, was, for the missionary, a spur to immediate action. The
missionaries thought that the Indians could be saved from extinction if they could
be turned, as quickly as possible, into red-skinned replicas of the Europeans. [The
missionaries] believed that with appropriate action and legislation the Indians could
be saved, even though their culture would be destroyed. (142)

No matter what the intent was, the goal was assimilation. This is where pedagogy was perceived
to offer its most supportive role. In conjunction with other legislative action aimed at
‘conversion,” education was regarded as the perfect vehicle for the ‘improvement of the heathen,’
terminolb gy that was usually synonymous with westernization. As a result, re-education usually
meant a total transformation of Native studenfs, often with little regard for indigenous cultures.
With thlS firmly set in mind, therefore, early educational institutions following initial contact were
closely modeled after ideals of the Catholic church (Armitage 105; Fisher 138).* Here,
missionaries believed, students free of traditional influences would be easily moulded into
hybridized versions of both their instructors and European society in general.

While noting many illustrations of the missionary schools established after initial
settlement, Robin Fisher provides a close discussion of one in particular, emphasizing that its
founder, William Duncan, was “in many ways typical of the rest [i.e. the other missionaries]”
(124). Certainly, not all possessed the zeal which went into the founding and operation of
Metlakatla, Duncan’s model village among the Tsimshian people. A paradigm of the

assimilationist ideal, Metlakatla represented the fundamental manifestation of missionary

* The authors of the Indian Education Paper (1982) also note that programs within such
missionary schools naturally concentrated on religious matters. They write, “for a considerable
period the main moving force in European-style education for Indians continued to be various
orders of the Roman Catholic Church” (3).
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objectives, namely the Christianization/Westernization of Native cultures. Here, isolated from any
“Indian influence,” a select group of Tsimshian began a process designed to disengage them from
their Native culture. As described by Duncan, the objective was to “draw the Indians out of the
miasma of heathen life, and away from the deadening and enthralling influence of heathen
customs” (qtd. in Fisher 132). The point of setting it in isolation, then, was not to foster the
continued existence of Native customs and heritage, but to deny both, as was emphasized in the
number of strict rules developed and enforced by Duncan. Of these, schooling for Native children
ranked highly, thus encouraging the ingratiation of future generations into European settler
society. While similar ventures were attempted, none achieved as great as ‘success’ as
Metlakatla.’ In this regard, Duncan’s outpost of Christianity was unique; yet its very existence
and success indicate the origin of a disturbing trend in the future of education for the Native
population. Metlakatla stands out as one of the first institutions in British Columbia with the
specific objective of assimilating Native peoples. No matter the intent—whether benevolent zeal
or intentional assimilation—it represents the first of many pedagogical efforts by governing bodies
at acculturation. More importantly, it was in Metlakatla that education came to be seen as a
principal vehicle for accomplishing this aim. Future residential schools followed a similar pattern,
setting themselves apart from traditional Native cultures and communities so as to ensure both
uninterrupted contact with and the acculturation of its pupils to the mainstream of society.

The first residential schools were established following the Bagot Commission of 1842
which concluded “that day schools were inadequate to the task of assimilating First Nations
children” (Armitage 103). In British Columbia, the development of schooling for Native students
was strongly influenced by a report published by the Province of Canada in 1847, a document
loosely based on the ideas of Egerton Ryerson. As Celia Haig-Brown notes in her monograph on
residential schooling in the Kamloops area, this report clearly expressed the desire to further

advance Native assimilation through education. At the same time, however, “the contradictory

5 See Fisher, Contact and Conflict, pp. 130-140.
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need to isolate Indians from the evil influences of white society” (29) was also acknowledged.
The failings of missionary schools, it was believed, were the result of the fact that Native peoples
had been ‘corrupted’ by the evils of European society, a notion that paralleled the Romantic
conception of the ‘noble savage.” To combat such problems, residential schools were established,
designed for ‘protection through segregation’ under the continued guidance of missionaries. It
was here, as in Metlakatla, that cultural oppression through pedagogy became written policy. For
instance, within the discussion of the recommendations for residential schooling is the following

comment:

their education must consist not merely of the training of the mind, but of a
weaning from the habits and feelings of their ancestors, and the acquirements of
the language, arts, and customs of civilized life. (Prentice and Houston, gtd. in
Haig-Brown 29)

Like that for their historical predecessor, then, the principle objective of residential schools
remained acculturation, an aim that was invoked in a number of ways. J.R. Miller, for instance,
notes that a substantial component of this “hidden curriculum” resided in aesthetics; assimilation,
it was believed, could in large part be procured through forced adoption of English styles in dress
and grooming. Dress was often viewed to be one of the indicators of successful acculturation, as
1s evidenced in the many before-and-after photographs church officials and bureaucrats were so
fond of ( 195-96). The most prominent of these efforts at assimilation, however, dwelled in the
assault on the use of Native languages. While Miller notes that the assimilative linguistic
campaign was not wholly successful (201), the impact of the strict, and often violent, enforcement
of the English language cannot be denied. In her collection of thirteen interviews with select
Native people of the central Interior of British Columbia, for instance, Celia Haig-Brown writes of
horrific stories of abuse whenever Native dialects were spoken (56-59, 82, 92-94). Miller also
recounts the story of one woman who was told “her language belonged to the Devil” (205).
Recognizing that language is the medium of a culture, by prohibiting the use of Native dialects,

bureaucrats and educators alike simultaneously worked to silence Native cultures.
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Current Trends in this Context
Significantly, the ideology surrounding both the creation and operation of missionary and
residential schools carried forward into the development of provincially funded educational

institutions, which is the focus of this study. As Eber Hampton indicates,
the education of Indians [continues to be] carried out by Anglos using Anglo
models to satisfy Anglo purposes. In contrast to schooling for self-determination,
these schools for assimilation have been characterized by high failure rates in
literacy and educational attainment, having assimilation rather than self-
determination as goals, poor school-community relations, negative attitudes
towards Natives cultures, and prohibition or non-use of Native languages (Oleksa
and Dauenhauer 1982). (9)
Following a Special Joint Committee of the Senate and the House of Commons (1946-48)
recommendation, the 1951 Indian Act emphasized practical measures for the integration of Native
peoples into the Canadian melting pot. Included in the provisions was a call for “the development
of agreements with the provinces for the provision of services to Indian peoples, including their
integration into the regular school system” (Armitage 104). By 1964, 26,000 Native children, or
about 45 per cent of the Native school population, were enrolled in about 950 provincial schools
across Canada (Brookes 170). The Hawthorn Report of 1967, an in-depth analysis “of the
political, economic and educational problems of Indians” (Indian Education Paper T), provided
further impetus for increasing these numbers. According to the Indian Education Paper (1982),
the recommendation of the Hawthorn Report that
Indian students should be integrated with the rest of school population
strengthened Government resolve in pursuing this policy. It was believed that
decentralization of the federal system would increase efficiency and allow for
increased Indian involvement. It was considered that provincial systems were able
to offer better programs and a wider range of educational opportunities. Above all

it was thought that the economic and social assimilation of Indians could be
brought about by this means. (7)
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In 1972, then Indian Affairs Minister Jean Chretien promised a significant alteration in the manner
in which the education of Native students would take place, indicating that the curriculum,
teaching staff, and parental involvement would come under Native jurisdiction. Twenty-five years
later, however, “Ottawa [only] provides a per-pupil grant to operate the schools and cover staff
salaries. The teaching staff . . . work from a provincially approved curriculum, using specific -
texts” (Comeau 130). Despite increasing calls for the “recognition” and “appreciation” of Native
cultures by provincial curn'cula,'however, the general trend in such pedagogy remains education
for acculturation. The Integrated Resource Package for Language Arts 11 and 12 (1996-97), for
mstance, argues that “language experiences should encourage students to understand and respect
cultural, racial, and linguistic diversity” (2), while literature should allow students to “increase
their understanding of and respect for their own and other cultures” (3). Nonetheless, writes Bill

Hanson,

for many Indian/Native people within this reality, the current educational process is
a continuation of the earlier indoctrination process of civilization, Christianization,
and colonization . . . Education within the single reality concept of human
development [what currently exists], serves not to enrich the traditional
Indian/Native’s legitimate way of life, but rather to take away the human resources
it requires to continue as an aboriginal collectivity. (74)

In the twenty-five years since releasing the White Paper (which proposed the elimination of all
federal and legislative bases of discrimination against Natives), moreover, Ottawa has spent more
than $7.5 billion on Native education with minimal results (Comeau 126). Writes Comeau,
“Indian students continue to show higher drop-out rates, poorer test scores, and a greater number
of grade failures compared to national and provincial averages” (126). Much of this money has
been spent on extending provincial services from federal coffers to Native peoples, further
evidence that th¢.assimjlationist policy of integration continues. Though Native children attend
provincial schools, every student is carefully counted so that the province can be reimbursed by

Ottawa. As a result, “First Nations peoples are still not provincial citizens in practical, everyday



‘matters of social policy—their services are determined not by elections and provincial taxes but by
negotiations between federal and provincial governments” (Armitage 98). Comeau also points to
the outcome of the 1991 census which revealed that “28 percent of the adult Indian population
was considered illiterate or had less than a Grade 9 education, and 1.3 per cent of Native people
were university graduates” (127). While many attribute the poor results to stereotypical
generalizations couceming Native peoples, thure exists fundamental flaws in the methods and
styles of instruction and the provincial curricula; as will be discussed. It is simply too easy (and
prejudicial) to blame Native students for failure, especially when success is measured according to .
non-Native criteria. For instance, the Hawthorn Report of 1966-67 “viewed the success or failure
of Indian education in terms of how well the system managed to encourage Indians to engage
fully in economic competition as the ‘social equals of other Canadians”” (Brookes 171). Ina
similar vein, the Integrated Resource Package for Language Arts 11 and 12 (1996-97) notes that
high assessment of the student depends upon his/her comprehension of both the Engliuh language
and canonical literature. Not only are Native students faced with legislative cutbacks concerning
such things as curriculum development, but they must aiso endure a system that does little to
incorporate Native languages, texts, history, or to address issues of representation and identity.
Rather than developing new standards and curricula that reflects Native concerns, Ottawa has
generally done little to change a systc;m rooted in the historical precedent set by missionary and

residential schools. Argues Comeau,

the federal government has no legislative right to allow for the creation of Indian
education authorities. There is no national Indian education act. Academic
standards are set by each province. The entire framework of Indian education is
the creation of cabinet orders and Treasury Board guidelines. Without a
legislative framework to prescribe education programs and without federal
funding, Ottawa offers only programs that it deems necessary or that it is
pressured into providing . . . . [At the same time], Ottawa has reduced its funding
for curriculum development, teacher and student support, and the monitoring of
standards. (131)

This pronounced lack of development concerning education for the Native student populace is

also evidenced at the micro level. Analysis of the senior Language Arts and English Literature
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programmes, fof instance, reveals a strong trend towards the maintenance of non-Native
hegemony, rather than challenging its fundamentally Western precepts. In this respect, provincial
schools thus represent a continuation of the ideology and processes institutionalized by their
historical precedents, namely the encouragement of acculturation and, in turn, the preservation of
hegemony.

In this education for assimilation, then, instruction in English language arts and literature
focuses on indoctrinating the student into accepting contemporary conditions of existence as
elements of ‘common sense.” For Native students, this means inculcating an ideology of
oppression and a system that is specifically designed for their assimilation into the general
mainstream of Canadian society. Yet while all pedagogy is at fault (including the sciences and the
humanities), one discipline in particular displays a penchant for assimilationist discourse. In its
reliance both on language (that of settler society) and a canonical curriculum, English perhaps best
demonstrates acculturation efforts through education. Moreover, because it concurrently acts as
~ both a medium and a subject of instruction, the influence of English in the
pedagogical/assimilation process is compounded. Barbara Burnaby notes the distinction between
the two, writing that while medium of instruction refers “to the language which is used by the
teacher to teach any subject matter,” a language is considered to be a subject of instruction “if it is
being taught as an end to itself” (18). English is bbth, and while this thesis focuses on the latter,
English as a medium of instruction cannot be overlooked. While there is no law that legislates the
use of any particular language in the classroom,® English is used primarily because it is regarded to
be the language which will best prepare students for the future. As Burnaby goes on to note,

schooling for Native children is conducted in the language of the majority simply for that reason:

the majority feel that English schooling offers the best education for Native
children. They feel that it is important for Native-speaking children to learn
English or French and that the best way to teach them is to put them into an

S Barbara Burnaby, for example, notes that it 1s legally possible for a Native language to be the
medium of instruction in provincial schools in some provinces (19).
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environment in which they hear and use the language all the time . . . Even if
Native medium education were provided in school, all higher education and
training demands a knowledge of English or French. Also, English or French is
necessary for most jobs and for many other kinds of participation in everyday life.
(23-4)

Although an in-depth analysis of the English ianguage as a neo-colonial tool is provided in
Chapter Three, it is important to note here that, while education in the English language may
prepare the student for life beyond academia, his/her ‘participation’ is limited to ‘everyday life’ in
settler society. In this respect, English as a medium of instruction also acculturates, forcing the
Native student to adopt the central means of communication not only for success in the classroom
but also for economic and social survival following graduation.

While the significance of English as a medium of instruction and as a tool for colonisation
cannot be denied (as will be discussed elsewhere), the subject of English represents a central
instrument for what I call pedagogical acculturation. Here, through a variety of mechanisms
including the use of a canonical curriculum, critical claims to ‘universality’, misrepresentation, and
fundamental curricular impediments, settler society perpetuates the historical tradition of
assimilation through education. _As the archaic title still ascribed to the discipline suggests, the
focus remains the study of English language and literature, despite the proliferation of other
]jnguistic'and textual resources. Moreover, while alternate classes do exist (though théy are few
in size and number), they remain electives. Students’ introduction to other cultures, in this case
fhose of Native, is fostered in the English classroom through the literature read and discussed in
class. As Agnes Grant notes, “literature is generally considered an effective vehicle for the
transmission and understanding of a culture. It has the power to recreate reality and it combines
cognitive and affective insights in a manner that may be lacking in other disciplines” (6). In a
similar vein, the Integrated Resource Pa;kage for Language Arts 11 and 12 (1996) upon which
the future curriculum for English classes is based insists that English fosters awareness and
appreciation of other cultures. Yet, if literature other than that of the literary canon is not read,

there seems to be little chance for such awareness and appreciation to develop. As will be
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demonstrated, the resources recommended for use in the Language Arts 11 and 12 classrooms,
for instance, though superficially substantial in number, are heavily burdened with a number of
impediments that inhibit effective teaching and understanding of them. On the rare instances that
Native literature is incorporated into the curricula, claims of its universality eradicate the
conditions involved in its existence as well as any issues or concerns presented. Like the
employment of canonical texts which “continually display and repeat for the colonised subject, the
original capture of his/her alterity and the process of its annihilation” (Tiffin 98), claims to the
universal qualities of literature ignore the “multiplicity of cultural experiences” (Larson 65). The
idea of broad, universal qualities to literature dismisses particular cultural differences and issues
presented in texts, subordinating them to larger concerns perceived to be more ‘worldly’ in scope.
The result is often a misrepresentation of Native cultures and concerns. Either subsumed to the
whole or reduced to stereotypical generalizations, ﬁterary representations of Native post-colonial
concerns are typically cast aside. In this respect, Native and non-Native students alike are taught
an important part of material imperial practice, namely the continual display and repetition of “the
original capture of [the colonised subject’s] alterity and the processes of its annihilation,
marginalisation, or naturalisation as if this were axiomatic, culturally ungrounded, ‘universal’,
natural” (98).

Despite the many fundamental problems inherent to pedagogy in general and the English
class in particular, both remain locations for change. The assimilationist trend in education can be
reversed; a first step is the institution of Native classes into the curriculum, a move initiated by a
number of schools.” Designed for those of all cultural backgrounds, such classes introduce
students to Native languages, philosophies, religions, and so forth. Conventional, hegemonic

patterns of thought are thus challenged, in part denouncing traditional education for assimilation.

” Prince George Secondary School (PGSS) is the first, provincially-funded secondary institution in
this area to have such a program. Carol McCauley, First Nations Programme Director at PGSS,
notes that 51 school districts across British Columbia have developed similar additions to their
regular curriculum.
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Other avenues for change are suggested in the Indian Education Paper: Phase 1 of 1982 (see;,
Appendix I). On a much smaller, though in no way less significant, scale, curricular
transformations should also occur in the English class, often a student’s only introduction to
Native cultures. While instruction in Native languages may not be feasible at this point in time,
Native literature could be incorporated into the curricula. It is believed that such small, yet highly
significant, developments would initiate the first of the many steps required to alter the ideologies
that support the contemporary hegemony. Until this occurs, however, education for acculturation
will not only continue to maintain the patterns of hegemony as they currently exist but also
continue to act as the principal ‘cultural bomb’ employed against Native cultures. Chapter Three
examﬁles the role and function of the English language in this assimilation process, its
employment as a colonising tool, its historical applications in this context, and its influence today

in the classroom.
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Chapter Three

Rationale for Assimilation:
Language, Reality, and Pedagogy—Colonial Tools for Assimilation

“You taught me language, and my profit on’t / Is, I know how to curse”
Caliban in The Tempest (1.11.365-366)

Though not all languages are the same, we are always involved in the realm and
scope of a particular vernacular. Roland Barthes notes that “everything suggests that we
cannot escape: by culture, by political choice, we must be committed, [to] engage in one
of the particular languages to which our world, our history, compels us” (109). This
involvement is further enhanced because no culture is without some form of linguistic
dialect. Language empowers the individual by granting license to dialogue with others and
because this communication is “so important to [our] survival” (Salzmann 14), we are
forever bound within its freedoms and, conversely, its constraints. While acting as the
medium of communication, then, language is also so much more. Teun A. van Dijk

describes it as

the graphic layout, intonation, stylistic variations of word selection or
syntax, semantic implications and coherence, . . . schematic forms and
strategies of argumentation or news reports, [and] rhetorical figures such
as metaphors and hyperboles, speech acts, and dialogical strategies of face
keeping and persuasion . . . (12)

In his analysis of the subject, Roland Barthes divides languages into two distinct
categories, “encratic”’ and “acratic” (108), the former of which is particularly relevant to
the involvement of language in the colonial enterprise (see Introduction). Defining it as
“vague, diffuse, apparently ‘natural,” and therefore not easily discerned,” encratic language
“is the language of mass culture (popular press, radio, television) and it is also, in a sense,

_ the language of conversation, of public design (of the doxa); [it] is both (a contradiction

which constitutes its strength) clandestine (it is not easily recognizable) and triumphant (it
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is inescapable) . . . .(107-108). Sylvia Soderlind carries Barthes’ model one step further,
distinguishing between four classifications of languages she labels the vernacular, the
mythic, the referential, and the vehicular.' What is important to note here is that in each
definition, language is described in terms of its direct relation to the power involved in its
creation, dissemination, and imposition. Barthes’ definition of encratic language, for
instance, suggests that it is the language of the oppressors, those with the power to
control not only the mediums of popular culture, but also to determine doxa. Thq very
fact that it is concurrently clandestine and triumphant implies such a relationship. This is
not to suggest, however, that all persons involved in language usage are guilty of
oppression, but rather to indicate the inherent power at the heart of a language. It is also
important to recognize the subtle, yet significant, difference between language and a
language, between the latter which “refers to any one of the several thousand systems of
oral communication used by different societies” and language in general which is described
as simply “the gift of speech” (Salzmann 155). This chapter is primarily concerned with
English, the vernacular of those who colonized the greater part of the Occidental world,
including Canada.

What is of significance here is not the words themselves, but the power implicitly
behind them. The words that constitute a language are themselves without power,

without a moral, political, or social influence. Left simply to their denotation words are

' Soderlind describes these categories as follows: “the language most closely linked to the
territory is the vernacular, the mother tongue, which is primarily spoken, and whose
function is to establish a ‘communion’ rather than a communication between the
interlocutors”; at the opposite end of vernacular, we find the mythic, . . . the sacred
language . . . [which] demarcates a realm of beliefs shared by all members of the
community. It is a paradigmatic, static, and conservative language”; “between the
vernacular and the sacred we find the referential languages, which is the locus of culture as
defined by sociologists and anthropologists in terms of common heritage or collective
memory . . . this is the language of the past”; finally, the vehicular “belongs to the city and
to bureaucracy; alienated from any territory, it is addressed by anybody to whom it may
concern” (Soderlind, Margin/Alias, 9).
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generally weak and ineffectual; it is the connotations of a particular term that give it
power, give it the capacity to influence. The word “Indian,” for instance, when analyzed
strictly in a Canadian denotative context, indicates a title given to peoples as a result of a
historical blunder. The connotations of the same term, however, suggest much more:
stereotypes and generalizations regarding the cultures, ideologies, and practices of
Canada’s Native population. As Simon During writes, “[what] one encounters here is a
politics of language which rests not on the power within language, the power of rhetoric,
but on the power behind language” (128). In The Rustle of Language, Barthes describes
this power inherent in language as a “discursive weapon” that accounts for “the aggressive
force, the power of domination of a discursive system” (109). This power is solicited
from discourse in three Ways. First: every discourse is a representation, a drama in which
words only metaphorically represent, rather than define with precision. No truth(s) can be
ascribed to a word, then, only representation, one that is collectively and culturally
regarded to be axiomatic. Second: within this discourse there exists certain “figures of
system” designed to close the system to those defined as the adversary (the Other). These
figures operate via inclusion as object rather than subject; objectifying the Other in
discourse as a simple object makes it much easier to exclude it from “the community of
subjects speaking the strong language” (109). In this regard, the Other (in this case, the
Native population) is talked about and for, rather than given a voice and permitted to
speak for itself. Finally, Barthes speculates that the sentence itself is a weapon, “an
operator of intimidation”. He indicates that “there is a mastery of the sentence which is
very close to power: to be strong is first of all to finish one’s sentences. Does not
grammar itself describe the sentence in terms of power, of hierarchy: subject, subordinate,
complement, etc.?” (109). 'While this latter thought is mere speculation, it nonetheless
raises a fundamental issue in what I call education for assimilation: students are rewarded

in English for mastery of the sentence (its construction, compléments, and so forth).
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Power is thus given to the pupil who skillfully exhibits an above average understanding of
sentences as well as to those who first “finish [their] sentences” (109).

The relationship between a language and power is of particular interest to post-
colonial studies for a number of reasons, all of which centre on the fact that “the colonial
process itself begins in language. The control over language by the imperial centre--
whether achieved by displacing native languages, by installing itself as a ‘standard’ against
other variants which are constituted as ‘impurities,” or by planting the language of empire
in a new place—remains the most potent instrument of cultural control” (Ashcroft 283).
Thus, although the physical aspects of imperialism may have atrophied (e.g. the overt
territorial expansion of Empire), the ideological principles behind the imperial enterprise
remain intact. This is not to suggest that imperialism was rharked by a single,
homogeneous effort aimed at complete domination, but rather to indicate that while a
variety of nations were involved in this enterprise, each was driven by similar philosophies
concerning those they célonized. These attitudes were (and are) reflected in the imperial
“control over language” discussed by Ashcroft above. This form of neo-colonialism®
opefates at various levels, perpetuating traditional/historical ideologies concerning race
* and difference through such mediums as the law, media, and pedagogy. The ideology of
imperialism is thus in effect prolonged to preserve the contemporary status quo of
inequality while at the same time presenting oppression and suppression as a ‘fact of life’
to both colonizers and the colonized. Its very pbwer resides in the fact that it operates
unbeknownst to the general populace, generating acquiescence to historical, imperial
ideologies. One of the principal means for tacitly inducing ‘acceptance’ of these
ideologies is throﬁgh education, in which language and language use play a prominent
role. Here, students are taught, not only through language but also in language, a cardinal

tenet of education for assimilation, a point to be discussed further. As Philip G. Altbach

? For a definition of neo-colonialism, please see the Introduction.
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concludes, “the continued use of European languages [especially English] in many
devéloping countﬁes is one of fhe most important aspects of neocolonialism and the
impact of the colonial heritage on {colonized ‘nations]” (454).

At the core of this relationship between language and colonialism is the role of the
former in providing the terms by which ‘truth’ and ‘reality’ are constituted. It is language,
after all, which offers a means for explaining and understanding the world and from which
conceptions of ‘truth’ and ‘reality,” though culturally specific, are derived. Language,
then, is the vehicle through which the generally accepted axioms and standards of a culture
originate and are expressed and legitimated as truths and the real. The ability to give
meanjng to the lived world, however, to give title to both ‘truth’ and ‘reality,” inherently
involves an expression of power, one that is produced in two' ways. First: the ability to
name an object, and hence give meaning to it, grants the speaker a position from which the
world can be understood. In this regard, he/she is gradually incorporated into the culture
and is permitted a linguistic license to communicate with others. Second: the assertion of
one’s ‘reality’ as it is constructed and defined by language over another’s further grants
the individual a significant measure of power. For example, one need only think of a
parent correcting his/her child when the latter incorrectly identifies an object. AThe parent
1s telling his/her child that the definition is wrong, thereby asserting the ‘culturally
accepted’ denotation as ‘truth’ and one that the child learns to understand as the real. In a
similar vein, colonizers forcibly interjected their interpretations of the known and the real
upon the colonized, deeming all other meanings as either false or, more often, as pagan,
uncivilized beliefs. While the medium of communication for a culture, language is also a
tool for subjugation, for the silencing of those interpretations of reality deemed unworthy.
As far as the neo-colonial role of pedagogy is concerned, this subversion of other voices is
further strengthened by the (im)balance of power that exists in the student/teacher
relationship and privileges the latter as Author(ity). Moreover, current educational

practices largely focus on a textually based curriculum, one that valorizes the written
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word. In this manner, what is written is often regarded to be true according to a Western;
humanist tradition, a point to be discussed elsewhere. Education remains liberal and
contestatory but, like ripples in a pond, is restricted by governing boundaries that dispel
substantial challenges. Hence, different perspectives are permitted so long as thé waves
they make do not upset the status quo. In this fashion, pedagogy’s affirmation of the

. ideals of settler society is maintained and the ‘.truths’ and ‘reality’ of this dominant
majority are legitimated.

As early as 1929, linguistic anthropologists questioned the function of language in
the creation of an individual’_s conception of the known world. Edward Sapir, for
example, is noted as stating at a conference that “language is a guide to ‘social reality’”’
(Salzmann 153). One decade later, Benjamin Whorf (1940:61) developed his now famous
' hypothesis, included in which is his concept of linguistic determinism: “the way one thinks
is determined by the language one speaks” (152). Despite the objections of Salzmann® and
others, language has generally come to be recognized as constituting an individual’s and,
subsequently, a culture’s, undérstanding of the known world, of ‘truth’ and ‘reality.” With
the advent of post-modernism in the 1960s, these latter concepts underwent radical re-
definition as both became subjec;ts of focus in a number of critical essays. Lyotard, on the
one hand, questions the structure of known reality as it had been traditionally defined with
his proclamation on the ‘growing incredulity to the cultural meta-narratives’ he identified

as Emancipation and Enlightenment. Some years later, Jean Baudrillard introduced his

* Salzmann remains rather obscure on this subject, asking in Language, Culture, and
Society, “do grammatical features have any influence on how speakers of a language
perceive and categorize around them? In some instances they do, at least to some extent.
In others, the influence is negligible, if present at all” (158).

See also: Edwards, John. “Identity and Language in the Canadian Educational Context.”
Heritage Languages and Education: The Canadian Experience. Eds. Marcel Danesi et
al. Oakville: Mosaic Press, 1993.
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conception of the simulacra* as the new basis of the real. No matter the theoretical
discussion, the important thing to note here is that whereas ‘truth’ and ‘reality’ were once
largely conceived as being objective constructs, both have generally come to be accepted
as social formulations. Truth is regarded by many to be not an existential property, but
rather a construct of society. As Steinar Kvale writes, “postmodern thought is
characterized by a loss of belief in an objective world and an incredulity towards meta-
narratives of legitimation. With a delegitimation of global systems of thought, there is no
foundation to secure a universal and objective reality” (19). Truths and the reality they
constitute are thus subjective, particular to the individual or culture that ascribes
significance and vé]idity to certain interpretations of the world over others. While
culturally specific, both are enunciated, transmitted, and enforced through the medium of
language, whether it be orally or textually based. Language is therefore ubiquitous. As a
result, conceptions of truth and reality cannot be understood beyond linguistic terms. And
since no subject is divorced from language®, both the individual (the subject) and his/her
understanding of the world (his/her weltanschauung) are also always involved in a
languége, a point Barthes elsewhere emphasizes as being an inescapable fact of culture. In
this regard, “language and knowledge do not copy reality. Rather, language constitutes
reality, each language constructing specific aspects of reality in its own way” (Kvale 21).

To name the world is therefore to understand it and to have control over it.

‘ Baudrillard uses this term to describe the superabundance of disconnected images and
styles that characterize postmodern culture. In this respect, postmodernity is said to be a
“culture of fragmentary sensations, eclectic nostalgia, disposable superficiality, in which
the traditionally valued qualities of depth, coherence, meaning, originality, and authenticity
[ie. the real] are evacuated or dissolved amid the random swirl of empty signals” (Baldick
174-75).

* Writes Barthes, “there is no subject outside language, since language is what constitutes
the subject through and through . . .” (101).
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In designating an object with a specific title, however, and therefore denoting it as
both a ‘truth’ and an understanding of reality, the speaker is not only imbued with
significant power, but he/she also concurrently restricts further definition of the same
object. The ability to name the world and the privilege to define societal norms is
simultaneously the power to displace other meanings. It is important to note here,
however, that language is a tool for cultural accommodation and therefore naming is an
entirely arbitrary act. We are socialized by language to make the jump from simple |
referential meaning to semiotic interpretation, from labeling to meaning. In other words,
our socialization leads to the acceptance of terms not for their denotation but for what
they identify. Thus, it is when a particular relationship between the signified and the
signifier® is asserted as a ‘truth’ and/or ‘reality’ (thereby restricting alternate definitions of
each) that power is inscribed in language. The power of a language thus lies not in the |
word itself, but in a series of related conditions including the speaker, the context in which
it was spol.(en, and the connotations of the word. In this way, language becomes a
‘discursive weapon,” subverting one system of understanding and meaning for that of “the
community of subjects speaking the strong language” (Barthes 109). And while the
language of those responsible for the imperial enterprise was certainly not stronger than
that of the Native population, it was supported by a combination of overt and tacit
mechanisms, including pedagogy. As a result, English was employed by colonial

oppressors to subjugate and silence the Other, a tactic still solicited today.

¢ From Ferdinand de Saussure and his notion of the sign, a basic element of
communication that is either linguistic or non-linguistic (e.g. a picture). The former unites
a concept and what he titles a “sound-image.” The sound image is not the material sound,
but rather the image, the impression, the sound makes upon us. This psychological
imprint is defined as the signifier and the concept is indicated to be the signified. The
relationship between the two, importantly, is arbitrary, based upon social convention
rather than on natural necessity.
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In denoting specificity to an object, not only is a certain ‘truth’ and ‘reality’
ascribed to the word(s) but, at the same time, differences are embedded and the object
comes to be defined by that which it is not. ldentifying an object, emotion, or action with
a specific, though usually broad, title privileges that term over other interpretations of the
same thing, authorizing it as the ‘true’ designation of validity. As a result, implicit
differences within the object itself are buried within this limiting denotation. The term
“education,” for instance, has numerous interpretations, with each culture affirming its
particularities. Similarly, the word “pipe” means something entirely different to someone
of settler society than it does to a Native elder. Thus, while naming may be an arbitrary
act, the assertion of this name as the synchronous interpretation for all to accept severely
restricts further, alternate conceptions. This logocentric tradition-7 produces a complex
series of often violent, conceptual hierarchies in which the central term is privileged over
the marginal alternatives. As Barthes writes, “in our culture, in the Pax culturalis to
which we are subject, there is an inveterate war of languages: our languages excludF: each
other; in a society divided (by social class, money, academic origin), language itself
divides” (101). This binary pattern of thought is fundamental in understanding the
philosophy of many in settler society. There exists in this society a tradition of thought
composed of an Us/Them mentality in which Them is always the Other, always the
antithesis of Us. Them is thus constructed as a representation and a figure of systems (as
Barthes outlines) of everything Us or We are not: civilized/savage, advanced/primitive,

Christian/heathen, and so on.* In each instance, the subaltern (Them) is assigned both a

" From the deconstructionist term logocentrism, the term “used by Jacques Derrida and
other exponents of deconstruction to designate the desire for a centre or original _
guarantee of all meanings, which in Derrida’s view has characterized Western philosophy
since Plato. The Greek word logos can just mean ‘word,” but in philosophy it often
denotes an ultimate principle of truth or reason, while in Christian theology it refers to the
Word of God as the origin and foundation of all things” (Baldick 125).

® The idea of a centre/peripheral dichotomy, however, is described by Ashcroft as “‘a myth
which is only retained by post-colonial discourse in order to be deconstructed. As a
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negative denotation and a connotation, as each word is fraught with often repugnant
baggage that defines Them beyond their literal definition. The term ‘savage,’ for instance,
has been given many other meanings, usually terms that dehumanize. Edward Said, in his
analysis of its application in the Far East, describes this destructive thought process as
Orientalism in which

the Orient is not only adjacent to Europe; it is also the place of Europe’s
greatest and richest and oldest colonies, the source of its civilizations and
languages, its cultural contestant, and one of its deepest and most recurring
images of the Other. In addition, the Orient has helped to define Europe
(or the West) as its contrasting image, idea, personality, experience. (87)

The role and function of such a system of thought is particularly relevant to the colonial
enterprise in Canada for a number of reasons.  First: it is much easier to colonize a culture,
to subjugate is populace and suppress their voice, when it has first been demonized. To
see the objects of colonialism as subje(fts, as Us rather than Them, would morally and
spiritually hinder any form of imperial ‘development.’ Second: labeling the Other
legitimates the imperial process as it becomes, as so often was repeated, the “white man’s
burden” to “civilize” the “primitive heathens.” Finally, such dichotomous thinking is
perpetuated in the modern classroom, represented in the curriculum and style of teaching

and thus acculturating the unquestioning student.

geographical myth the centre/margin binarism leads by logical extension to such
absurdities as the idea that all people in colonies are marginalised while nobody at the
imperial centre can be marginalised; or, even more crudely, that whites are the colonisers
and blacks the colonised. Obviously if we try to find the centre of the empire, we will
never find it, . . . because the structural notion omits the institutions and process by which
power is disseminated and maintained” (213). :

’ For the best example of this attitude, refer to Rudyard Kipling’s “White Man’s Burden,”
a poem that patronizingly discusses the role of European society in imperialism, that being
the ‘civilization’ of pagan cultures. While Kipling’s poem refers to India specifically, its
intonation is one that governed a majority of colonizing efforts.
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Once again, however, what is emphasized here is not the word itself, but the
connotative power inherent in the term. While settler society may think in terms of such
conceptual hierarchies, such binarisms alone do not constitute colonialism. Instead, they
act as the foundation upon which the imperial enterprise is not only legitimated, but also
perpetuated. Such binarisms serve as the ideological basis of the colonial process which,
in conjunction with the subversion of Native conceptions of ‘truth’ and ‘reality,” worked
to advance Empire. So effective was this process that it has become ingrained in the
collective mind of contemporary settler society and has become partb of the settler’s
conscious awareness of the Other. In The Economy of the Manichean Allegory,

JanMohamed writes:

By thus subjugating the native, the European settler is able to compel the
Other’s recognition of him and, in the process, allows his own identity to
become deeply dependent on his position as a master . . . .This process
operates by substituting natural or generic for those that are socially or
ideologically determined. All the evil characteristics and habits with which
the colonialist endows the native are thereby not presented as the products
of social and cultural difference but as characteristics inherent in the race—
in the ‘blood’—of the native. (20-21)

This is not to deny the role and/or function of guns, guile, and disease in the colonial
venture, but rather to emphasize the participatory and exclusionary nature of language as
it operated in this process. The pronounced military presence of the English and the
arrival of foreign diseases undoubtedly played a crucial role in the colonization of Canada,
for instance. Yet, without a language through which meaning could be redefined, the
impact of both would have likely been momentary. After all, the native population was
certainly not eradicated as a result of military pressure, and while disease greatly reduced
their numbers, it could not persist as immuno-defences evolved. Rather, the introduction
‘and imposition of an alternate language—and, hence, sense of truth and reality—allows
the colonizer “to dehistoricize and desocialize the conquered world, to present it as a

metaphysical ‘fact of life’ . . .” (JanMohamed 22). In a similar vein, D.K. Fieldhouse
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(1965:103) notes that “the basis of imperial authority . . . was the mental attitude of the
colonist. His [sic] acceptance of subordjnation—whether through a positive sense of
common interest with the parent state, or through inability to conceive of any
alternative—made empire durable” (qtd. in Said, Culture and Imperialism 11). Accepting
subordination, however, does not imply the simple subjugation of an ‘inferior” culture by
one more ‘civilized.” Rather, passive acceptance of subordination results from the
imposition of the language—and hence the ‘truths’ and the ‘reality’—of the colonizers, a
process legitimated as a result of the construction of hierarchies and the implementation of
colonial law and pedagogy that indoctrinate the colonized into the ‘new’ order. It is not
insignificant that one of the first actions taken by colonizers in Canada was the legal
prohibition of Native dialects in favour of the language spoken by those in and with
power. Because humans are, as Sapir indicates, “very much at the mercy of the particular
language which has become the medium of expression for their society” (qtd. in Salzmann
153), the enforced subversion of this language by another eliminates the former as a guide
for social reality. Traditional loci of meaning are thus disrupted and replaced by foreign
conceptions of the real to which the colonized must become accustomed.

Such a process thus acted as a principal colonial tool. Yet, while the era of
territorial, imperial expansion has subsided, such discursive weapons persist, perpetuated
in the neo-colonial arena through such avenues as law, media, and pedagogy. In
particular, the continued application and use of the English ianguage in all three mediums
plays a primary role in the tacit, yet ubiquitous maintenance of imperial ideologies
concerning the Other. And nowhere is this more apparent than in contemporary
pedagogy, especially education at the secondary level. Here, all aspects of the application
of language in the imperial enterprise come into play, including the enforced
implementation of ‘truth’ and ‘reality’ as they are constructed and defined by settler
society. Here, t00, conceptual hierarchies are legitimated, preserved by a culture that

often prescribes validity to the written word. Barthes’ notion of encratic and acratic
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languages also come into being, as does Soderlind’s division of language mto four
classifications. In this manner, education for assimilation is transmitted, projected in the
classroom, and instituted as the ‘truth.” Consequently, ‘reality,” as it pertains to
colonialism, language, history, and relations with the Other, is often confused with that
which is learned in this situation, a process that is conducted apparently ‘naturally’ or
encratically. Remembering Gramsci’s definition of ‘domination by consent,” students are
indoctrinated into the status quo via education. Consent “is achieved through what is
taught to the colonised, how it is taught, and the subsequent emplacement of the educated
subject as a part of the continuing imperial apparatus . . . (425). What is taught is
concurrently the ‘truths’ and ‘reality’ of settler society in conjunction with imperial
binarisms of difference. Consequently, colonizers and the colonized alike are instructed in
the supposed inferiority of the subaltern. Noting the agenda of education in this neo-

colonial enterprise, Ashcroft writes that

education becomes a technology of colonialist subjectification in two . . .
important and intrinsically interwoven ways. It establishes the locally
English or British as normative through critical claims to ‘universality’ of
the values embodied in English literary texts, and it represents the
colonised to themselves as inherently inferior beings—’wild,” ‘barbarous,’
‘uncivilised.” (426)

In his foreword to Paulo Freire’s now famous thesis, Pedagogy of the Oppressed, Richard

Schaull notes that there

is no such thing as a neutral educational process. Education either
functions as an instrument which is used to facilitate the integration of the
younger generation into the logic of the present system and bring about
conformity to it, or it becomes ‘the practice of freedom,” the means by
which men and women deal critically and creatively with reality and
discover how to participate in the transformation of their world. (15)

‘This lack of neutrality more often than not weighs heavily in favour of the former;

pedagogy thus facilitates the assimilation of students into the general mainstream of
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society. In this respect, education thus becomes a neo-colonial assault on another form of
territory: on the minds of its students as they are indoctrinated into the status quo. As

Richard Schaull goes on to summarize, Freire’s examination of the oppressed

led him to the discovery of what he describes as the ‘culture of silence’ of
the dispossessed. He came to realize that their ignorance and lethargy
were the direct product of the whole situation of economic, social, and
political domination—and of the paternalism—-of which they were victims.
Rather than being encouraged and equipped to know and respond to the
concrete realities of their world, they were kept ‘submerged’ in a situation’
in which such critical awareness and response were practically impossible.
And it became clear to him that the whole educational system was one of
the major instruments for the maintenance of this culture of silence. (10-11)

All of the linguistic techniques employed during the colonization of cultures—the
subversion of truth and reality, the construction of binarisms—have thus been carried
forward into the neo-colonial landscape and are manifested in pedagogical applications.
Education therefore works to inculcate imperial conceptions of ‘truth’ and ‘reality’ as well
as to legitimate historical, conceptual hierarchies of difference. As Freire describes, the
result is a ‘culture of silence,” one that influences not just the dispossessed, but all
students. The implementation of such teéhniques comes about as a result of two key
' factors. First: because settler society valorizes the written word as the ultimate source of
verisimilitude, textbooks are regarded by many to be the loci of meaning despite their
often prejudicial nature and the politics involved in their dissemination. Second: there
exists a pronounced imbalance of power between student and teacher that privileges the
latter as author(ity) and therefore the source 6f truth and reality.

Describing the invention of books as “signs taken for wonders,”** Homi K. Bhabha

notes the double edged nature of language: the erroneous assumption of words as

' Bhabha writes that “the discovery of the book installs the sign of appropriate
representation: the word of God, truth, art and creates the conditions for a beginning, a
practice of history and narrative. But the institution of the Word in the wilds is also an
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‘wonders,’ their ability to (re)present a narrative, and their tendency to displace and to
distort thbse they discuss. While each illustration asserts a specific conception of ‘truth’
and ‘reality,” each is merely a sign, a metaphor or metonymy, yet confusingly régarded to
be the denotation of both. Naming is, after all, an abstract act. While all books contribute
to this common fallacy, textbooks in particular are of special concern beéause it is through
them that much of the other is represented and understood. And because ‘truth’ is
generally believed to be held within their pages, their interpretation of the real is regarded
to be valid. In this manner, subaltern perceptions of each are generally silenced and, if
discussed, are often done so in what appears to be peripheral, and even patronizing,
terminology. Titles such as The History of Peripheral Areas or First Nations Literature,
while important classes in themselves, can suggest that such topics are secondary to-the
overall educational enﬁroment. In those classes that follow a traditional curriculum,
however, a hegemonic attitude is often expressed (remembering the discussion of
Gramsci’s ideas on hegemony) and what is emphasized is the teaching of English and
English literature. Such a perspective in éffect valorizes the textbook, the contents of
which are legitiﬁlated not only as decisive marks of superiority but also as the derivative of
truth as defined by humanist ideaE. As the same time, orality is presented as not being
conducive to either the learning environment or .verisimj]itude. It is vital to remember,
however, that in inscribing ‘truth’ to only the written word, as is so often the case, the
politics of the textbook are overlooked. Michael Apple and Linda Christian-Smith, for
instance, equate the idea of neutral knowledge with naivete, noting that both curriculum
and textbooks signify particular constructions of reality (34). Textbooks, in particular,
embody a strictly subjective vision of ‘legitimate’ knowledge, “one that in the process of

enfranchising one groups’ cultural capital disenfranchises another’s” (34). Equating

Enstellung, a process of displacement, distortion, dislocation, repetltlon--the dazzling light
of literature sheds only areas of darkness” (32).



textuality with validity thus ignores the presentation, and hence unquestioned reception, of
the known world as it is defined by settler society. It is, after all, settler society that not
only produces the majority 6f textbooks currently employed in the classroom, but also is
largely responsible for curriculum material in public schools. And in order to maintain
hegemony and ‘domination by consent,” the processes of imperialism—as well as the
current neo-colonial environment—are cast as ‘natural.” As constructed by settler society,
reality is presented to the average student who generally accepts such interpretations as
tﬁe truth. Assimilation into the general mainstream of the dominant majority is thereby in
part procured.

At the same time, these textbooks often advance the conceptual hierarchies of
imperialism (civilized/savage, and so forth), a point emphasized by Teun A. van Dijk

whose study of texts used in high schools found that

stereotypes and occasionally even blatant prejudices characterize most
passages on the Others, as is also the case for textbook discourse on the
Third World. The Others are poor, stupid, backward, superstitious,
aggressive, totalitarian, and the like. At the same time, their own group
[i.e. those who write the texts] is associated with positive properties,
namely modernity, democracy, hospitality, tolerance, and unselfishly helpful
to Them. (287) '

Such binary representations are unfortunately often conceived of as accounts of objective
truth. In this neo-colonial Zeitgeist, the historical, hegemonic dialect of difference that
affronts Native conceptions of the known world and defines Native culture in terms of
opposition is employed, continuing a precedent established following first non-Native
settlement. Historically characterized by an Us/Them dichotomy, then, the Other is
further represented m the contemporary educational arena by similar connotations,
connotations legitimated and given validity through the textbook and the curricula. As is
discussed in the following chapters, though steps have been undertaken to eliminate

blatantly prejudicial literature from the curriculum, there still exists works that advance
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racial stereotypes. More pronounced, however, is the lack of literature actually written by
Native authors or material representative of Native concerns as they have been defined
earlier. As a result, students from all ethnic backgrounds, if not taught the supposedly
‘inferior’ nature of the colonial Other, are not permitted insight into and hence
understanding of indigenous cultures. For those of settler society, on the one hand,
pronounced stereotypes and generalizations are reinforced. On the other, the oppressed
find themselves victims of self-depreciation, a characteristic “‘which derives from their
internalization of the opinion of the oppressors hold of them. So often do they hear [and
read] that they are good for nothing, know nothing, and are incapable of learning
anything—that they are sick, lazy, and unproductive—that in the end they become
convinced of their own unfitness” (Freire 49). For all involved, the net result is
acculturation into an ideology which governs the collective mind set of settler society,
namely the garrison mentality of Us/'ljhem.

The power of the written word as constructed in textuality is further strengthened
in the relationship between student and educator, a power structure that the privileges the
latter as both author and authority of ‘truth.” In this regard, not only does the Occidental
valorization of the text often result in a fallible representation of ‘truth,” but the role and
elevated position of the teacher further legitimates this misconception. Paulo Freire
describes the current pedagogical system using a banking ideology within which the
students are the depositories and the professor the depositor. In this relationship, “the
teacher presents himself [sic] to his students as their necessary opposite; by considering
their ignorance absolute, he justifies his own existence” (59). The result, then, is a
hierarchical structure which bears much resemblance to the binarisms constructed by
imperialism. Like the colonizer, the teacher regards him/herself as superior to his/her
students and as the vehicle by which they can ‘improve,” can join the ranks of the civilized
(i.e. acculturate). In light of this role as simple depositor, the teacher is also largely

responsible for the development of a student’s consciousness—and therefore passive
D b p
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acceptance—of settler society’s conceptions of ‘truth’ and ‘reality.” It is the teacher, after
all, who implements curriculum, interprets texts, and acts as guide for his/her students. It
is he/she who therefore helps in the development of a student’s growing recognition of the

known and the real. As Freire indicates:

it follows logically from the banking notion of consciousness that the
educator’s role is to regulate the way the world ‘enters into’ the students
[as well as what world is entered]. His [sic] task is to organize a process
which already occurs spontaneously, to ‘fill’ the students by making
deposits of information which he considers to constitute true knowledge.
And since men ‘receive’ the world as passive entities, education should
make them more passive still, and adapt them to the world. The
educated man is the adapted man, because he is better ‘fit’ for the world.
Translated into practice, the concept is well suited to the purpose of

the oppressors, whose tranquillity rests on how well men fit the world the
oppressors have created, and how little they question it. (62-63)

And although some teachers may try to incorporate ‘alternative’ views and voices into
their curriculum it is very difficult for them to divorce themselves completely from this
‘banking’ ideology. They, too, after all, are educated within such a system and are taught
similar techniques. In this manner, students are assimilated into a mechanism that
encourages passive acceptance and -‘adaptation’ to the ‘real’ world. Consequently, those
views educators present in the pedagogical setting continue to be measured by one’s
ability to maintain the status quo by accepting and reiterating the deposits of instruction.
determined by the teacher to be ‘true’ knowledge. Such an (im)balance of power is
particularly critical in the English and English literature classrooms because of their
emphasis on language. While other classes stress linguistic and composition skills, no
other discipline requires students to have a complete understanding of a language in order
for high levels of success (other than second language classes). Although the majority of
classes demand a particular reading and writing competency, none are simultaneously the

subject and medium of instruction.” Within such classes, a student’s level of success is

' For a definition of both, please refer to Chapter One.
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measured by his/her demonstration of literacy, especially written communication.
Moreover, this means that the ideology of settler society concerning the other as it is
constructed in language, particularly notions centring on such conceptual hierarchies as
Us/Them, is advanced in the classroom environment. In this way, students are instructed
in the validity of such propositions, the implications of which initiate acculturation into, at
the very least, the ideologies that generally govern settler society and people’s thinking.

This is not is to deny, however, the existence of either teachers and/or curriculum
that subvert conventional educational patterns and methods. Indeed, there are institutions
that promote alternative pedagogical techniques and teachers who attempt to practice
alternative teaching ﬁethods. Unfortunately, both are rare and are usually found in
schools not administered by governmental policy. For those educators within this latter
environment, education largely remains bound by strict curriculum rules that govern what
is taught and how it is presented. Provincial publications such as the Integrated Resource
Package for Language Arts 11 and 12 (IRP), for instance, stipulate recommended
resource materials and methods for teaching and evaluation. Like its curriculum
predecessors, the IRP follows conventional guidelines regarding ped;'igogy, encouraging
assimilation tactics such as a limited reading list. In addition, the teachers of tomorrow
are taught a system that is entirely self-perpetuating; that which they learn is, in turn,
passed on to their pupils.

There are notable exceptions, just as there are exceptions to a curriculum governed
by a language and literature that advances assimilation through education. In the hands of
many, language is a subversive tool. Many contend that genuine subversion can occur and
write in various styles to alter the “rules of recognition” and estrange colonizers from their
language. Alternatively, there is the question of whether or not such literature can exist at
all in recognition that the subaltern author cannot divorce him/herself from the conditions
of his/her existence, namely the (neo)colonial situation. A num‘ber of factors also

contribute to the general lack of success of subversive language and literature within the
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conventional secondary school environment. First: rather than learning to recognize the
multiplicity of cultural experiences of non-Western literature, teachers and students alike
are instead taught the concept of ‘universality,” the examination of a piece of literature for
its universal, rather than culturally specific, meanings and applications. The result, as
Arun P. Mukherjee indicates, is that even the most provocative piece of literary work
“when seen from such a perspective, is emptied of its subversive content” (451).
Commenting on his students’ responses to Margaret Laurence’s short story, “The Perfume

Sea,” Mukherjee goes on to describe the effects of such a viewpoint:

I was astounded by my student’s ability is to close themselves off to the
disturbing implications of my interpretation and devote their attention to
expatiating upon ‘the anxiety and hope of humanity,” and other such
generalizations that were ideological. They enabled my students to efface
the differences between British bureaucrats and British traders, between
colonizing whites and colonized blacks, and between rich blacks and poor
blacks. They enabled them to believe that all human beings faced dilemmas
similar to the ones faced by the two main characters in the story. (449)

Culturally specific meanings, attitudes, and ideologies as presented in literature are thus
reduced to discussions of traits and qualities more universal in nature. As a result,
students are not taught the particular aspects of a culture as they are exhibited in a literary
work, often their only introduction to cultural difference. In this regard, the ripples in the
pedagogical pond are kept to a minimum, easily dispelled along the banks of senior
Language Arts.

In addition, because teachers within public schools are governed by what can be
rather strict curricuium policies, the literature read is far from subversive. Rather, texts
are heavily screened for content and those that present ‘controversial” subjects—however

defined—are accompanied with an appendix to warn teachers.”” The IRP for Language

> For instance, the film 4 Sight is annotated with the following cautiopary note” “Safety
issue in segment #2 involves driving and dialing a cellular phone. Contentious issues of
self-government and aboriginal fishing rights presented with First Nations viewpoint only”
(B-10) '
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Arts 11 and 12 contains a clause in its introdl_lction, stating that its curriculum described
within is only a suggestion, but teachers who choose to bend its recommendations require
permission from local authorities and do so at their own discretion.” Although this is
examined in much greater detail in Chapters Four and Five, it is important to note here this
process is not without significant flaws.

Finally, as discussed in Chapter Two, it is firmly believed by educators and those
responsible for curriculum that education in English as well as the teaching of English and |
English Literature will best serve the student’s interests m the ‘real’ world. Despite its
best intentions, however, this perception in fact encourages assimilation in a number of
ways. Consequently, although teachers may have an interest in teaching subversive
literature, to do so becomes simultaneously a political and a moral issue. John Docker, for
instance, writes that while many literature teachers have a strong interest in post-colonial
texts and devote much time to them, “the actual teaching remains anglocentric, dominated
by the assumption that English literature is central and necessary to a student’s critical
education” (445). For this reason, that which students read is largely the literature of
Empire, ‘canonical’ texts accorded hierarchical merit based on such qualifiers as
profundity, depth of meaning, and universality. Although the teaching of such texts
introduces the student to the core of literature, “the reciting of poetry, dramatic set-pieces
or prose passages from the works of English writers [is] not just a practice of literary
teaching throughout the empire—it is also an effective mode of moral, spiritual, and
political inculcation” (Ashcroft 426). Reluctant to jeopardize their students’ interests as
far as they pertain to success in the ‘real’ world, many educators only teach canonical
texts. As a result, only English literature is assumed to be vital to a student’s “critical

education” and to success in future endeavours. Consequently, with the best interests of

¥ According to the IRP, “teachers who wish to use non-provincially recommended
resources to met specific local needs must have these resources evaluated through a local
district approval process” (11).



50

the student firmly in mind, literary works deemed to be subversive in nature are generally

avoided.

The relationship of language and neo-colonialism in the pedagogical environment,
while not the focus of much scholarly attention, is difficult to ignore. Conventional
education continues the traditions set by early imperialism in the subversion of Native
conceptions of truth and reality for those of settler society. Students are seductively
ingratiated into this ideology via a system that valorizes the textbook and advances
conceptual, imperial hierarchies of difference. This assimilation is further procured by a
power imbalance that privileges the educator as both the author and authority of truth.
Consequently, representations read and heard in high school classrooms are largely
regarded to be definitional, specifically those that represent the Other. And while
subversive pedago gical mechanisms and literature exists, they are rarely incorporated into
the classroom for a variety of reasons. Rather, a fundamental series of impediments
operate which can inhibit a teacher’s motivation and ability to communicate post-colonial
concerns effectively represented in language and literature. The following chapter
examines the methodology upon which this conclusion is based and illustrates the means in

which this data was collected.
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Chapter Four

Methodology and Research Design

Methodology

The principal objective of this research is to illustrate the role of and mechanisms through
which English language arts and literature work to assimilate all students involved. Interest in this
field began with the role of the English language as a key aspect of the imperial enﬁerprise. In
applying this interest to pedagogy, I recognized that such patterns persist today. I also realized
that much of the prejudice and stereotypes against Native peoples and cultures is directly
influenced by the substantial lack of meaningful information given to students.

The actual writing of the work essentially can be divided into two parts: theoretical
examination and pragmatic application or, more simply, theory and practice. Beginning in
September 1997, the majority of my time was spent researching and writing the theoretical
components of the document. Special significance was given to the writings of post-colonial
theorists on the subjects of language and literature and the relationship of both to colonialism.
Much of what these authors expressed concurred with the aim of my thesis, though little work
had been performed by the former in applying these theoretical constructs to “the real world.”
During this time, I decided to limit the geographical scope of the research to the local region.
Because the /RPs are provincial documents, examination at this microcosmic level is a reflection
of future curriculum on a broader scale. Time and financial restraints also restricted this
researcher to the Prince George area.

In light of this, a number of questionnaires were developed. I had hoped qualitative
research combining a case study with triangulation would successfully complement the theoretical
framework expressed. Consequently, I spent much of November and December drafting these
questions to be asked of grade 11 and 12 students of high schools in the Prince George region of

School District #57. I also developed a questionnaire for the Ministry of Education, Skills and
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Training that was aimed at discovering information on the newest and future curriculum guides,
the Integrated Resource Packages. Despite several repeated efforts and personal contact with
seéondary school principals in the city, the questionnaire for students was met with a generally
unfavorable response. Although one of the five principals gave a reason as to his decision to deny
my request, three other simply stated their objection. One other principal, though giving
permission for the research to be conducted, named a teacher as a liaison Who unfortunately never
returned repeated messages by this researcher. Secondary contact with a First Nations instructor
at Prince George Secondary School (PGSS), while providing valuable insight into the nature of
First Nations Studies programmes in this district, also proved futile. On my behalf, she too spoke
to the principal of PGSS, but to no avail.

Facing such problems, I then decided that the Questions designed for the pupils, though
desirable, were not necessary to the actual body of the work. Instead, in recognition of the
English component of this thesis, I realized that an emphasis on the texts and curriculum would in
fact make the completed work much stronger. A realization of the inherent problems with
qualitative research such as bias further solidified this decision. The questions oriented towards
the Ministry of Education, however, were sent to the government offices in Victoria and returned
approximately two months later.

Having moved away from an examination of student responses to the two disciplines, I
then focused my analysis on the actual curriculum itself, codified in the Integrated Resource
Package for Language Arts 11 and 12 and its cousin, the IRP for English Literature 12. Both
represent several years of research and are part of a larger, cross-curriculum campaign aimed at
reformation of the entire K-12 educational system. Though much of the research concentrates on
the actual content of the resources suggested, the general tone of the IRP in its Rationale section
is also noted, particularly its objectives in introducing students to other cultures. A background
to the IRPs was supplied by the Director of School Services for District #57 during consecutive
hours of personal communication. The Director, in turn, steered me to the District Resource

Centre, a library housing all the resources (texts, videos, and multimedia) currently available to
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local educators, as well as those recommended by the curriculum packages. Texts noted as being
for an audience level below grades 11 and 12 were not examined, keeping in mind the focus of the
study. Point form notes were kept and later developed to form an annotated bibliography (Figure
1). My examination of these resources revealed the numerous impediments inherent to the
curriculum, as well as those placed on teachers that inhibit either a discussion of these works in a

post-colonial context or the teaching of post-colonial resources.
Research Design

This research focused on the curriculum of English Language Arts 11 and 12 and English
Literature 12 and the literature recommended by their respective Integrated Resource Packages.
These curriculum guides define the parameters for the implementation of curricula in all
programmes from Kindergarten to Grade 12. They also list a number of recommended resourcés,
materials reviewed and evaluated by the Minisfry and perceived to be adequately accomplishing
provincial goals and standards. As the research of these guides and recommended resources
evolved, a number of fundamental impediments to the teaching of post-colonial theories and
issues as they are represented in literature surfaced (see Chapter Five). A teacher’s ability to
integrate these concerns into the English classroom environment is severely hampered by these
often formidable barriers. In combination with the colonizing function of language and an
exclusion of ‘meaningful’ Native content, these impediments provoke acculturation into the
humanist ideals of settler society. The contemporary role of education in this context echoes a
disturbing trend, one with deep historical roots. As one of the principle means for communicating
the ideals, values, and beliefs of the dominant majority, education, but English Language Arts and
 Literature in particular, perpetuates both explicit and implicit effofts at acculturation.
Examination of the content of these classes is therefore necessary to illustrate how language and

literature work to procure assimilation.
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- Study Parameters

In order to limit the sampling size and breadth of the research conducted, a number of
parameters had to be imposed. It is believed, however, that these parameters do not limit the
impact of the work or the results produced. Rather, though the sample was restricted, it is
reflective of provincial standards and practices as the JRPs define both for all provincial school

districts. These fundamental parameters are as follows:

1. - Although the study emphasizes the assimilationist role of all pedagogy, it would
only focus on two classes, English Language Arts 11 and 12 and English
Literature 12, for reasons explained elsewhere. ’

2v. Only the curriculum for Grades 11 and 12 would be examined.

3. Content analysis would focus only on those resources recommended by the
curriculum packages. These are the materials believed to best communicate
curriculum objectives. The process of integrating ‘alternate’ resources would also

be studied, though the actual works would not be reviewed.

4. The study would also advocate the use of interviews and a questionnaire to give
further validity to the arguments and research presented.

Sample Source

The setting of this study was limited solely to Prince George, British Columbia. All of the
research was conducted at the School Board Offices for School District #57 and the regional
District Resource Centre. Because the Integrated Resource Packages examined are intended for
a provincial audience, however, the research is also applicable at a much broader, macrocosmic
level. The responses received from. a representative of the Ministry of Education, Skills and
Training also reflect the larger scope of the research in this sense.

Data Collection
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Collection of the data available in the District Resource Centre took place over two
consecutive weeks commencing April 8, 1997. Eleven boxes of materials were reviewed and
evaluated for their “manifest” and “latent” content (Fraenkel and Wallen 411). At this time, point
mnotes on each text or video were made and an annotated bibliography was formed. These notes
were later developed into Figure 1. |

In order to supplement the information supplied by the Integrated Resource Packages, a
questionnaire was sent to the Ministry of Education, Skills and Training in Victoria (see Appendix
4.3). The responses were recorded and incorporated into the text of the work. An informal
mterview with the Director of School Service for School District #57 was conducted April 29,
1997 and his statements are used to provide an historical background to the development of the
curriculum guides. A subsequent interview took place June 19, 1997 to provide further
information in this aspect.

Classification of Study

Fo]lo§ving the paradigm defined by Fraenkel and Wallen (1996), the research method
applied is classified as qualitative content analysis. This technique “enables researchers to study
human behavior in an indirect way, through an analysis of their communications” (405). Here,
communication is strictly limited to a pedagogical context and therefore recé gnizes the curriculum
guides as the means for the transmission of ‘“[a] person or group’s conscious and unconscious
beliefs, attitudes, values, and ideas . . . .” (405). As Fraenkel and Wallen (1996) further indicate,
content analysis is an especially proficient methodological approach to apply to education (406),
particularly when analyzing trends and inferring attitudes and values. Supplementary methods of
research were also incorporated and took the form of casual interviews and a questionnaire to the

Ministry of Education, Skills and Training in Victoria, British Columbia. The objective was-to
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work towards the triangulation of the three major variations of content analysis research, as
defined by Fraenkel and Wallen (1996). Briefly, these are described as: analysis in terms of
frequency counts; qualitative or nonfrequency analysis; and contingency analysis. It is believed
the observations made and the data collected will indicate the successful amalgamation of all
three. In analyzing this particular form of educational communication, special care was also given
to coding both “manifest” and “latent” content. As defined by Fraenkel and Wallen (1996), the
former “refers to the obvious, surface content” of the form of communication in question (411).
The latent content of a work, on the other hand, “refers to the meaning underlying what is said or
shown” (411). Though the manifest content as it is defined here has improved substantially in
recent years, a number of obviously negative references to Native peoples and/or cultures was
discovered. More specifically, however, the research focused on the latent content of the
curriculum and its recommended resoﬁrces, particularly their influence in acculturation.

Researcher’s Perspectives

Ideally, a central aim of any research project is the maintenance of objectivity. The
researcher’s role as interpreter of the events measured or, in this case, content studied, however,
makes such a goal nearly impossible to obtain. Interpretations reflect the researcher’s particular
objectives and subjective aséumptions. My assumptions directly influence this research:

1. Colonialism is an on-going, rather than static, process. In other words, though

historical forms of imperialism such as territorial expansion may have declined,

the processes and ideologies governing the enterprise persist.

2. Language defines according to difference. Our understanding of an object,
emotion, or thing (“x”) is determined by that which it (*x”) is not.

St Language constitutes reality and is responsible for a culture’s conception and
understanding of its conscious experiences.
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4. Education in general advocates assimilation, continuing a tradition established
nearly a century ago. English Language Arts and Literature are especially
involved in the communication of this tendency.

8t Students are introduced to other cultures through literature, which provides a
medium for the transmission of contradictory perspectives and understanding.

6. More meaningful literature and greater Native representation fosters greater
understanding of Native peoples, cultures, and issues. In turn, pre]udlces are
eradicated and alterity is encouraged.

7. Discussion of the educational discourse in question (English) does not lead one to

perpetuate its inherent misgivings so long as a critical awareness of these
problems is maintained.

Assumptions

With regards to the methodological approach utilized, a number of fundamental
assumptions were made by this researcher. First, it is assumed that students on the whole accept,
without direct or open question, the curriculum that is presented to them. This assumption is
based upon experience as both a student and an instructor. Students at the secondary level tend
to be “teacher driven.” In other words, the majority tend to require direction and motivation from
the educator, rather than being wholly independent thinkers. Furthermore, teachers are generally
valorized as figures of ‘truth.” Accordingly, while there may be questions about the style of
teaching or the teacher him/herself, what is taught is usually accepted to be valid.

Second, it may be assumed that teachers are not made aware of or given access to the
post-colonial issues described in this research. And even if teachers are willing to integrate these
issues into their respective English classrooms, there are several fundamental impediments that
restrict their ability to do so. It is also assumed that it is not the intention of secondary school
teachers to choose literature exclusix‘/ely representing the ideals of settler society. Rather, it is the

current system that disables motivation to pursue ‘alternate’ interests.
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Third, one of the assumptions made is that those responsible for curriculum also do not
openly intend exclusion. A numerical analysis of the proportion of Native representation in
English Language Arts 11 and 12, for instance, indicates this is not the case. An examination of
the latent content of the recommended resources, however, indicates a sharp discrepancy between
specified objectives and practical application.

Finally, School District #57 (Prince George and area) is assumed to be representative of
Districts across the province in terms of the resources used and the manner in which they are
housed.

Logic of Approach

The rationale for the methodology used in this research is based upon the notion that
education has long been a method for acculturating Native students and current pedagogical
practices and philosophies continue this trend. It also recognizes that several alterations must be
initiated in order to reverse this process. Though post-colonial theorists have long criticized the
application of education in the imperial enterprise, little has been done to amalgamate theory with
practice. To do so requires a review and an evaluation of the content used and its relation to
theory, as well as to acculturating practices used in language and in literature. Qualitative
content analysis best defines the parameters through which research in this context must be
undertaken.

The review of the literature recommended by the curriculum guides is an assessment of
these assimilating mechanisms. The various impediments that hinder a teacher’s motivation and
ability to communicate post-colonial concerns developed from this review. The informal
interviews with the Director of School Services aﬁd the questions asked of the Ministry of

Education are intended to supply information not made available by the curriculum guides or to
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clarify questionable areas. The Director, for instance, provided the contextual history of the IRPs
and the developments leading up to their publication. The Ministry, on the other hand, provided

information on the future of these resource packages.

Limitations of the Study Design

In any qualitative content analysis project, the reliability and validity of the research are
often the most suspect (Fraenkel and Wallen 411). Limiting coding to only the latent content of a
communication, for instance, comes at some cost in reliability (411). Personal bias in determining
what is ‘meaningful’ Native representation means other researchers may not arrive at similar
conclusions. This limitation was combated in two ways. First, the manifest content (as well as
the latent content) of the curriculum for English Language Arts 11 and 12 and Enghlish Literature
12 was studied. Second, the focus of this research turned away from simply an evaluation of the
resources used for content to an emphasis on the fundamental impediments that arise to prevent
educators from teaching post-colonial literature. At the same time, research was conducted on
materials that are representative of provincial guidelines and recommendations to give a broad
coding context.

With respect to Vaﬁdity, Fraenkel and Wallen (1996) recommend checking manifest
against latent content (412). In the context of this research, however, such a proposal is difficult
in that the manifest content of the materials suggests satisfactory Native representation. An
examination of the latter, on the other hand, gives a sharply contrasting perspective, as these
materials are severely restricted by a number of latent barriers. This study examines both “latent”

and “manifest” content in combination with the coding of latent messages.

Data Analysis
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The data recovered from this research was analyzed according to parameters defined by
Verna J. Kirkness (see Figure 1). In particular, texts were reviewed and evaluated for Native
representation in the context of issues, peoples, or cultures presented. Measurement of the
manifest content of these resources involved simply ‘counting’ the number of times this
representation occurred; the frequency of incidents in this context is documented in Chapters Five
and Six. Analysis of the “latent” content, though much more difficult to obtain and record, is also
noted in both chapters and takes the form of the substantial impediments that hinder the successful
teaching of these materials. The responses generated from the interviews with the Director of
School Services for School District #57 and those from the questionnaire are quoted verbatim

whenever possible in order to avoid editorial bias.
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Chapter Five

The Current Status of Assimilation:
The Integrated Resource Package for Language Arts 11 and
12 '

One of the effects of assimilation, indoctrination, . . . is that yoil believe
absolutely in the hegemony of the King’s English and in the form in which
it is meant to be expressed. Or else your writing is not literature; it is
folklore, and folklore can never be art . . . .The Anglican ideal—Milton,
Wordsworth, Keats—was held before us with an assurance that we were
unable, and would never be enabled, to compose a work of similar
correctness. (CHLiff 85-6) '

As was illustrated in Chapter Three, language is fundamental to the creation and
development of meaning, of perceptions of ‘truth’ and ‘reality.” At the séme time, because
it is inherenﬂy based in difference, language defines according to conceptual hierarchies of
contrast. Obijects, emotions, things are defined by that which they are not, a péttern of
thinking with particularly destructive implications in the development of an Us/Them,
Othering ideology. Together, this combination played a key role in the colonization of the
Native population of Canada. While conventional forms of imperialism such as territorial
expansion may no longer exist, the involvement of language in this neo-colonial venture
persists. As has been discussed in previous chapters, for instance, language use as it is
constructed and developed in the secondary school English curriculum continues to
advance these patterns of thinking and understanding. Yet, the average English class (or
Language Arts as it will soon be titled) does not solely educate students in the nature of
language use and construction; a great deal of time is also dedicated to the study of

literature. As is the case with language, literature also serves a figurative role in the
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presentation and legitimization of particular conceptions of reality. The purpose of this
chapter is to analyze the “manifest” and “latent” content of the literature recommended by
the province and illustrate its influence in the acculturation of students. In so doing, the
provincial handbook for future curriculum, the Integrated Resource Package for
Language Arts 11 and 12, is also examined as the source of this literature in the
classroom.

The principle source on which the future curriculum for senior English in
secondary schools across British Columbia will be based is a provincial govérnment
publication entitled the Integrated Resource Package (IRP)' for Language Arts 11 and 12.
Intended to be an instruction manual for educators, the IRP represents the new curriculum
for English which was developed after a cross-provincial review (late 1980s) of the
Kindergarten to Grade 12 programs. Titled the Sullivan Commission, this review
concluded that substantial changes needed to be made to the entire curriculum “to gear up -
for the year 2000 (personal communication, Norm Monroe, June 19, 1997). As a result,
substantial revisions to pedagogy were engendered in an initiative known as the Year 2000
Program. Though this plan in principle was eventually dropped, a number of its ideas
persisted and were eventually modiﬁéd to form the core of the IRPs (pers.
communication, Norm Monroe, June 19, 1997). Appendix 5.1 illustrates the future of
secondary school pedagogy in British Columbia as defined by this research. Each ring
represents the time-line in which various re-developed courses will be implemented.
Although every course will eventually be governed by an IRP, the curriculum does not
drastically differ from the original. Of the changes, the most significant is the end of the

dependence on core textbooks and the introduction of a multiplicity of resources which



63

the Ministry has reviewed, evaluated, and supplied, from which educators are free to
choose. While all schools have to “come on side” in the next two years (pers.
communication, Norm Monroe, April 29, 19971), successful implementation of the /RP
depends on funding. Without adequate financial resources, schools may be forced to
continue to use traditional materials (Monroe). While the future of these programs is
uncertain, it is highly unlikely that they will undergo further revision.” The IRP itself
details a variety of considerations for educators of Language Arts, including suggested
instructional and assessment strategies, the actual curriculum, prescribed learning
outcomes, and a recommended resource materials list. It opens with a rationale explaining
the reasons for the teaching of English language arts in contemporary pedagogy. This
rationale, also a justification for the existence of the IRP, is the key section of the entire
guide because it is here that the study of English language and literature is defended.
Above all, it stresses, language arts is governed by the principles of learning, namely
“learning requires the active participation of the student; people learn in a variety of ways
and af different rates; and learning is both an individual and a group process” (1). The
main body of the IRP is subdivided into four columns, each describing these four
considerations as they apply to the particular lesson or objective. As their title suggests,
learning outcomes are fundamental expectations of what students in a particular grade

should know and be able to accomplish and therefore “set out the knowledge, enduring

! All remaining references to Norm Monroe in this chapter are based on the interview
conducted on this date.

> 'While Chapter 4 discusses this in much greater detail, the IRPs represent years of
research and review. For this reason, unless dramatic alterations are deemed necessary,
these guides and the courses they govern will endure for some time. The Ministry of
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ideas, issu;:s concepts, skills, and attitudes for each subject” (III). While these are meant
to serve as a benchmark for performance standards, it is expected that teachers will not
only incorporate their own experience and professional judgment when determining their
respective learning outcomes, but also that student performance will vary from class to
class (IIT). These learning outcomes determine the remaining considerations in that all
instructional, assessment, and learning resources are oriented around achieving the
prescribed knowledge goals. Consequently, instructional strategies emphasize the use of
techniques, methods, and activities to deliver the prescribed curriculum and quantify these
learning outcomes. Teachers can again adapt the recommendations as long as students
achieve the goals of the curriculum guide. The suggested assessment strategies are
recommended to gather information concerning student performance. Once more, as was
stressed in the description of the instructional strategies, the assessment tools “are
suggestions only” (IV). Of particular interest are the provincially recommended learning
resources or texts suggested by the province that are felt to meet the needs of teachers,
students, and the curriculum guide. Emphasizing that these resources are stringently
reviewed and evaluated by British Columbian teaéhers and the Ministry of Education, the
IRP goes on to note that teachers are nonetheless encouraged to “select those resources
that they find most relevant and useful for their students, and to supplement these with
locally approved materials and resources to meet specific local needs” (IV). The final
section of the IRP (nearly one-third of the entire guide) is dedicated té an introduction to

these resources and the description of each text is annotated with appropriate grade levels,

Education, Skills, and Training also indicates that they expect the new curriculum to last a
minimum of six years.
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price, and, if deemed necessary, a cautionary note to educators on content. These texts
range from Shakespearean tragedies to short stories and other prose.

Although the focus here is on the literary resources recommended by the IRP and
their involvement in acculturation, the guide itself contains several hints at the
assimilationist role of both language and literature in the context of preparing the student
fof life beyond school. In emphasizing the ‘real-world’ concerns and needs of the student,
then, the rationale concurrentiy advocates the significance of English language arts in
engendering assimilation. This is not to suggest that either the curriculum guide or the
educators who use it do not have students’ best interests at heart. After all, it is the
objective of both to accommodate students’ needs as well as prepare them for the future.
Yet, this future into which students are to be incorporated is that created and governed by
the idéa]s and hegemony of settler society. As both the author of curriculum and the
recipient of its products, the /RP reflects the interests of the dominant society that wishes
to ensure that this hegemony remains intact. For this reason, regardless of best intentions,
challenges to the status quo represented in language and literature are not part of the
curriculum. This is evident in both the recommended resources as well as throughout the
remaining sections of the Rationale. For instance, the /RP argues that “language
experiences should encourage students to understand and respect cultural, racial, and
linguistic diversity; language activities should also help students link classroom learning
with the languages and cultures in their homes” (2). These tasks unfortunately fail to
notice the discrepancy between theory and practice. Instruction in, and about, the English .
language bears little relation to the creation of respect for cultural diversity, especially in

light of the arguments presented in Chapter Three. How can classroom learning in English
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link students to “the culture in their homes” (2) when the literature read and the language
studied has no relation to this environment and generally promotes assimilation through a
variety of mechanisms? Of the many texts read in Language Arts 11 and 12, only a
relatively small proportion actually contain meaningful references to Native cultures or are
written by Native authors, as will be discussed. At the same time, there also exists a
number of significant impediments within the current system that substantially hinder the
successful implementation of ]jteraturé even remotely communicating post-colonial issues.
These, too, will be discussed in greater detail further in this chapter. For these reasons, it
appears highly unlikely that such ‘language and literature activities’ can successfully tie a
native student’s home environment, for instance, to his/her school experience, and vice
versa. Finally, it is the assertion of the /RP that language should work in conjunction with
the literature taught in Language Arts to teach understanding of and respect for other
cultures. In so doing, both should connect students to “the past, present, and future” as
well as to “the new” and “the familiar” (3). It is difficult to ascertain how students can
learn, understand, and gain respect for other cultures when the literature read in class is
not only limited by the material conditions of its production, but also often exhorts a
restricted, though very specific, discourse. Limited Native textual representation and a
reliance on resources burdened by a number of complementary impediments cannot
adequately foster an understanding of Native peoples and cultures. Instead, the status quo
as it is created and defined by settler society is reaffirmed and preserved. Divergent
opinions and perspectives are not presented, thereby sustaining the historical role of

literature as a mechanism for acculturation.
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Post-colonial theorists have long criticized the application and function of the
literature of Empire not only in the imperial enterprise but also in a neo-colonial context.
As Bill Ashcroft notes in The Empire Writes Back, “the study of English and the growth
of Empire proceeded from a single ideological climate and the development of the one is
intrinsically bound up with the development of the other . . .” (3). Literature offered a
means through which the ideology of Empire could be transmitted to colonial subjects. It
was here that students learned of the imperial Other as he/she was defined by such authors
as Rudyard Kipling and others. Ngugi Wa Thiong’o, for instance, speaks of this
experience in Decolonizing the Mind:

In primary school I now read Dickens and Stevenson alongside Rider
Haggard. Jim Hawkins, Oliver Twist, Tom Brown - not Hare, Leopard,
and Lion - were now my daily companions in the world of imagination. In
secondary school, Scott and G.B. Shaw vied with more Rider Haggard,
John Buchan, Alan Paton, Captain W.E. Johns . . . . Thus language and
literature were taking us further and further from ourselves to other selves,
from our world to other worlds. (12)
At the same time, students from the colonized world learned of themselves as they were
portrayed in such literature and such conceptual hierarchies as Us/Them were created,
represented, and came to be accepted. Because literature is defined specifically by the
language of its construction, this dialect is pivotal to the creation and maintenance of
meaning and understanding. As was discussed in previous chapters, language was/is
crucial to the colonial process in its creation of ‘truth’ and ‘reality’ as well as its
construction of identity based on difference. As JanMohamed writes,
colonialist literature is an exploration and a representation of a world at the
boundaries of ‘civilization’, a world that has not (yet) been domesticated by

European signification or codified in detail by its ideology. The world is
therefore perceived as uncontrollable, chaotic, unattainable, and ultimately
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evil. Motivated by his desire to conquer and dominate, the imperialist
configures the colonial realm as a confrontation based on differences in
race, language, social customs, cultural values, and modes of production.
(18)

In this manner, the ideology of Empire, a representation of Others to Europe and Europe
to itself, was in large part transmitted. Yet, what was projected were not ‘facts’ or
‘trﬁths’ concerning colonial states and peoples, but rather European fears and desires
masquerading as ‘objective’ reality (Ashcroft 425). What students read, then, were
anglocentric interpretations of other cultures and peoples designed at simultaneously
defining Them as well as Us. Remembering that laﬁguage deﬁnes' according to difference,
Europeans were given portraits of Others that not only defined them according to a
-combination of myths, legends, and stereotypes but also defined Europeans as their very
antithesis. Such conceptions were generally regarded to be valid representations by both
the colonized and the colonizer. As a result, two equally violent perspectives dominated
imperial thought: the Other must be ‘civilized’ through any and every means necessary (of
which education was predominant) or he/she must be destroyed to make way for Progress.
In either case, the Other was vilified and the imperial process justified; one need only read
Kipling’s “White Man’s Burden” to witness the prevailing colonial attitude of the peridd.
At the same time, because colonizers believed a European educétion would best profit
Native students (though the motive of assimilation undoubtedly lay at the heart of such a
decision), these pupils were taught within an imperial system. Consequently, they read
literature that presented imperial conceptions of colonial reality and represented native

cultures (i.e. their cultures) in a significantly negative light. Such literature—which

captured the non-European subject within European frameworks—defined the latter’s
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alterity as ‘savage,” ‘pagan,” and overtly ‘wrong’ and re-projected these relations back to
the colonized. Because this was carried out through formal education and validated as
authentic pictures of the Other, the colonized often came to regard themselves in terms
defined by the imperial power. In this regard, the supposed inferiority of the colonial
Other was often represented to and accepted by the colonizer and the colonized. At the
same time, the power and the privileges of the imperialist weré maintained as the
imbalanced status quo was preserved. As Ashcroft concludes, “the reciting of poetry,
dramatié set-pieces or prose passages from the works of English writers was not just a
practice of literary teaching throughout the empire—it Was also an effective mode of
moral, spiritual, and political inculcation” (426).

It is through such applications of literature that the historical imperial enterprise
was effectively legitimated and representations of the Other were conceived of as ‘truth.’
Significantly, however, such a process also exists today in a neo-colonial context. Hence.,
although a number of significant advances have been made concerning literary content,’
students from all backgrounds are nonetheless taught ideologies several decades old as
they are presented in a textua’l context. In particular, as a result of inadequate Native
representation, students are not only taught a binary discourse, one that sustains an

Us/Them attitude but are also taught a restricted conception of ‘truth’ and ‘reality,’

* It should be noted that in recent years there has been a dramatic transformation in the
literature component of the English curriculum. No longer are texts that promote blatant
stereotypes and/or racial prejudices presented. Changes to content rules have tried to
incorporate cultural diversity through the inclusion of non-European texts or authors (i.e.
non-canonical literature). While positive steps have been enacted in this aspect, many
more initiatives have to be undertaken to promote more widespread acceptance and
reduce the impact of education for assimilation. Suggestions for the future in this regard
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namely that of settler society. Ignorance and acculturation, then, are complementary.
Failure to recognize other divergent perspectives induces consent solely to those ideals
and attitudes presented. And although subversive literature does exist and offers a means
to counter these trends, it is generally not a subject of discussion in the majority of
schools. As was discussed in Chapter Three, a number of reasons generally prohibit not
only the production of such literature, but also its dissemination in the public, pedagogical
gnvironment. Though these are discussed in a broader, material context further in this
chapter, educators specifically exclude disparate works in their class for reasons
emphasizing educational ‘value.’ First: it is largely assumed that canonical English is
central to the student’s critical education and future success. Consequently, while post-
colonial texts and/or those that promote divergent perspectives do exist, they are generally
avoided in the classroom, even if educators have strong interest in teaching them. Second:
it is somewhat naive to assume that a work written by an “Other,” however defined, can
divorce itself from the material conditions of its existence, naﬁlely authorship in a settler
society. As a result, texts that offer a direct challenge to the statﬁs quo, whether it be in
subjects discussed or literary structure, are rarely offered in the Language Arts classroom,
as an analysis of the recommended résource materials indicates. As it currently stands, the
future provincial curriculum for Language Arts 11 and 12 is also severely burdened by a
number of fundamental impediments that impair successful implementation of post-
colonial themes. As well, it offers relatively little in the way of the incorporation of

literary articulations about and/or by the cultural Other in its rather copious list of

will be discussed in the final chapter, as will policies initiated by other institutions and
school boards across Canada and the United States.
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recommended resource materials. As a result of both, students are therefore neither
introduced to nor taught appreciation for alterity and/or cultural differences as they are
represented in literature. For the purposes of this study, only materials from this list
showcasing Native authors or representation will be examined. At a macro level, this
curriculum is poor overall in terms of literary representation of the cultural Other.

As previously mentioned, the section of the Integrated Resource Package dealing
with recommended resource materials occupies nearly one-third of the entire curriculum
manual (82 pages in total). Each text is annotated with a brief description of the work, its
appropriate audience level as defined by provincial standards, curriculum organizers (the
expected learning goals and outcomqs), and the supplier. Included in the list are texts
ranging from dictionaries and anthologies of composition to various wofks of poetry and
prose. According to the IRP, these resources are evaluated by praéticing teachers who
critically examine each work for such elements as content, profundity, and relevance to the
learning outcomes of the discipline (10).. These recommended resources are not limited to
texts, however, and also include various multimedia materials (work in software and
video). Educators are encouraged to incorporate a variety of these resources in their
classroom in order to maximize student potential and learning. Of the more than 90
resources that are provincially acceptable, only a handful are actually meaningful in terms
of the Native post-colonial concerns and issues presented. The concise annotations
contained within the guide provide a means to determine the content of the respective
material and its appropriateness in this context, as does their availability at the local
District Resource Centre (DRC). In total, the recommended resource materials list

documents a total of twenty-one materials (of more than 90) that introduce students to
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Native literature. Of these, twenty are anthologies and only one is edited by Native
authors. Proportionally, these numbers suggest an adequate reflection of Native
representation in Language Arts 11 and 12: 21 texts of more than 90 available represent
approximately 20 percent of the curriculum devoted to Native authors, a figure equivalent
to the proportion of Native peoples in this province. However, the textual resources in
which Native representation is included are fundamentally flawed, encumbered by a
number of impediments thaf prohibit their successful presentation in the Language Arts
classroom, as will be discussed shortly. The sole video dealing with Native concerns is
short at only 23 minutes in length. Ironically, there is also a warning in the annotation that
the material and issues presented in the video are from a Native viewpoint only.
Considering that more than seventy resources do not provide meaningful Native content,
this is indeed unfortunately ironic, as the worry is that these materials are not appendixed
with citations expressing their limited, usually Eurocentric perspectives.

Despite the concerns of curriculum editors, this video offers perhaps the best
introduction to Native issues and philosophies not refracted through an Occidental lens.
As the IRP notes, 4 Sight examines the lives of four Native individuals and their opinions
on such issues as self-government, aboriginal fisheries, and Native education (B-10).
While this video could not be reviewed for content”, it is likely that it might well be one of
the best resources for students and teachers wishing to gain insight into Native concerns.
Yet, in describing the video, even the IRP cannot escape the Western, humanist ideals in

which it is grounded. The annotation of 4 Sight acknowledges that the film “examines the

* Unless one is a local teacher, textual materials cannot be taken out of the District
Resource Centre.
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lives of two male and two female successful [italics mine] First Nations leaders, a
writer/publisher, a writer/filmmaker, an educator, and a Métis leader” (B-10). Such
terminology suggests that sucéess can only be defined by one’s ability to achieve in a
Western context, an important lesson for students as well as those concerned with
education for assimilation. The stern warnings in the annotation to the description of the
film, which read “contentious issues of self-government and aboriginal ﬁshmg rights
presented with First Nations viewpoint only” (B-10), also suggest educators might want
to avoid showing it in class for fear of repercussion.

Other than this video, the only other resources of particular relevance to Native
cultures, peoples, and concerns not refracted through the lens of settler society and listed
in the /RP are three texts: Keeper ‘n Me, a short novel, “Just Talkiﬁg About Ourselves”:
Voices of Our Youth, and Voices of the First Nations. The first, Keeper ‘n Me, is a story
about an Ojibway youth (Me) seeking his identity with the help of an elder who is firmly
rooted in traditional ways and practices. Together, they come to a solution that balances
traditions with contemporary lifestyles. Like that for the video 4 Sight, however, the
general description of the novel falters under the weight of its own language. For
nstance, the Keeper is described as “an old man” rather than an elder and the novel itself
is described in terms of its universal, rather than culturally specific, nature, the implications
of which were discussed in Chapter Three: “the story comprises comic, philosophical, and
spiritual elements” (B-44). Nonetheless, as the only no§e1 written by a Native author to
be included in the curriculum guide, Keeper ‘n Me is an anomaly in the textual curriculum
of Language Arts 11 and 12. So, too, are the other two texts, “Just Talking About

Ourselves” and Voices of the First Nations, though they are anthologies rather than
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novels. The former is especially relevant, as it is a collection of poetry and prose written
by young native authors from within British Columbia. The regional quality of this
anthology furthers understanding in that it provides a local context for students. The first
half of this text, created by those who participated in Canada’s Drug Strategy Programme,
is dedicated to the work of young Native authors. The remaining section concerns itself
with lists of other funded projects and resources for educators and counselors wishing to
develop a similar programme. On the other hand, Voices of the First Nations is entirely
devoted to the fiction and non-fiction of Native authors. Many of the non-fiction pieces
are especially relevant to Native concerns as they present such issues as land claims and
substance abuse from a Native perspective. Like those offered by the video, these
viewpoints are not distorted by a non-Native lens. As a result, students can obtain first-
hand insight into such issues. Both texts thus provide a mecﬁanism for students to be
introduced to Native ideas and perspectives (of, among other things, ‘truth’ and ‘reality’)
as they are represented in literature.

Though such literature has béen incorporated into the curriculum and,
proportionally, the numbers suggest adequate Native representation, there exists a number
of fundamental impediments to the successful teaching of these resources. Working in
éonjunction, these hurdles resemble the proverbial Albatross, greatly inhibiting an
educator’s chances of successfully communicating any post-colonial concerns represented
in the literature. Importantly, each of these barriers detracts from the whole, so that any
figure (no matter how substantial) signifies an initiative more towards political correctness
than adequate representation. In this context, these impediments are identified as the

following: Native inclusion in works edited by predominantly white editors; small Native
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representation in anthologies, some of which contain over 200 entries; a reliance on the
literature of a select elite of canonized Native authors whose writings contribute to
Western preconceptions of Native cultures; a system which makes obtaining material a
laborious process; and, finally, bureaucratic mechanisms which significantly hinder the
actual teaching of these resources. Each of these impediments are described in further
detail below. It is impqrtant to note here that these impediments constitute the “latent”
- content of the communication studied. Thus, not only are the recommended resources
themselves subjects of analysis, so too is the process involved in their production and
dissemination.

Of these hurdles, none is perhaps more inﬂuential than the tedious process aspiring
teachers must go through should they wish to teach a work not recommended by the IRP
and the immense responsibility that follows. As is stressed throughout the curriculum
guide, the resources recommended are suggestions only. These mﬁterials have been
reviewed and evaluated according to provincial requirements and “approved through
Minister’s Order” (11), a process that examines each resource for a number of criteria, but
especially content. Teachers are also expected to use théir education and practical
experience to incorporate alternative resources into their respective English classrooms.
As is mentioned, early in the Rationale section of the IRP, “[teachers] and school districts
are encouraged to select those resources that they find most relevant and useful for their
students, and to supplement these with locally approved materials and resources to meet
specific local needs” (IV). Recommended materials, therefore, are those sources that have
been reviewed to best accomplish the learnjng and assessment strategies delineated by the

curriculum guide. Allowing for the addition of other resources, while also enhancing the
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overall educational environment, nonetheless implies a move aimed at protecting the
curriculum from any future repercussions. If complications or challenges arise to its
curriculum recommendations, blame can shifted to educators who followed these
suggestions too closely or were too liberal with their adoption of other materials.
Moreover, despite claims stating otherwise, this adoption process is a long and tedious
one. According to Norm Monroe, Director of School Services for School District #57,
the local approval process is relatively easy, yet he describes a bufeaucratic process
severely hampered by red tape.” Respective educators are responsible for knowing the
content of the text or video in question. The teacher’s full review of the material is then
given to the principal who also examines the work for similar criteria. If he/she perceives
the text or video to be of controversial nature, the school librarians also review and
evaluate the work. The request, reviéws, and the resource are then sent to Monroe, who
further inspects the material and, upon accepting the text or video, gives written approval
of its incorporation into the respective English claésroom. If, however, a further analysis
is deemed necessary, the librarians of the District Resource Centre are expected to study it
and provide feedback, as is a review committee. This final step is a “built in check™ and
rarely occurs (Monroe). If the teacher disagrees with the final decision, he/she can make a
motion for appeal through the District Superintendent, though this too seldom happens
(Monroe). As it currently stands, teachers often bring forth suggestions for other texts,
though this‘may reflect a pronounced lack ofA available resources rather than teacher

initiative. Because the IRP recommends a large number of resource tools, the need to find

5 Please refer to Appendix 5.2 for the documentation required in this local approval
process.
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alternate materials may disappear. Significantly, Monroe notes that teachers generally do
not question the established selection of novels and seldom suggest an alternative literary
work. Instead, textbooks constitute the majority of requests that are required to go
through this review process (Monroe). Despite this complex system of reviews and
evaluation by all levels within the school hierarchy, the teacher is left ultimately
responsible for problems that may arise as a result of the teaching of the work in question.
To assume this responsibility is certainly a laudable task, though one that leaves the
educator in a rather prec;cu'ious position. -Should contentious issues of content and/or
censure arise, he/she is left to assume full responsibility, without the support of the school
district. Fear of dismissal in the face of public outcry may be enough to inhibit an
educator’s motivation to teach a non-recommended resource. For this reason, English
teachers likely limit their challenge of the recommended resource materials list to
textbooks only. It is extremely rare that contemporary textbooks—the materials that most
often go through the review process—present material controversial enough to raise alarm
from cbncemed parents. The content of the texts recommended by the IRP, for instance,
do not contain any references that may be considered offensive, despite its stern warnings.
Novels, on the other hand, pose an entirely new dilemma, as many contain content judged
to be simply too risky for the average classroom, particularly those that threaten the status
~quo. For instance, one need only to think of the recent controversy in Surrey, British
Columbia surrounding the teaching of a story portraying same-sex parents. By imposing
such restrictions on the teaching of ‘alternative’ literary works, then, the esteemed state of
canonical literatufe is reaffirmed and Other voices are marginalized. The very real fear of

retribution is therefore perhaps one of the most significant impediments to the teaching of
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‘extra-curricular’ materials. Resources of this type—materials not recommended by the
curriculum guides—are necessary as those materials advocated by the IRP fail to represent
Native post-colonial concerns adequately. In turn, these recommended texts are
themselves bound by further impediments.

For instance, though there are a proportionally significant number of resources that
contain some form of Native representation, no mechanism for either understanding post-
colonialism or bringing it to light is provided. At the same time, finding these resources
can be an extremely tiresome process, one that already bqsy teachers may avoid. All of
these materials—texts, videos, and computer software—are found in the local District
Resource Centre, the library which houses the resources currently used and/or available to
local teachers, as well as those suggested by the IRP in preparation for its implementation.
The resources within this library serve as research and resource material for educators
who, upon examination of a particular work, then order the necessary amount fof their
classroom. Because all the resources have been screened and accepted according to
specifications set out in the IRP, there is no need for teachers to undertake any further
steps.
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