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E XECUTIVE S UMMARY
In 2007, the Ministry of Education published the First Nation, Métis and Inuit Education
Policy Framework (the Framework). The first of its kind in Ontario, this Aboriginal
education policy document committed to “develop innovative approaches to meet the
needs of First Nation, Métis and Inuit students living in large urban centres in
collaboration with school boards as well as First Nation, Métis and Inuit communities and
organizations.”
A unique challenge in the urban environment is the ability of schools to engage the
various sub-communities within the education system with a meaningful and culturally
appropriate approach. In the Framework, the Ministry recognized that urban school
boards face unique challenges in supporting Aboriginal students within their schools due
to the specific nature of the urban environment. Students who live in urban
neighbourhoods can be exposed to many competing demands for their time outside of
school. Beyond attending classes, some students have little desire to engage any further
in the school system. Ensuring that the school environment has an Aboriginal focus is a
challenge in urban centres due to these and other unique barriers, which must be
addressed before meaningful student, family, and community engagement can take hold.
The Urban Aboriginal Education Pilot Project (UAEPP) was developed in response to the
Framework and out of a commitment to invest in the development of innovative urban
programming that could reach out and engage First Nation, Métis and Inuit students,
families, communities and other service delivery organizations. The UAEPP goal was to
develop strategies and build partnerships to support Aboriginal student achievement.
Funded through the Aboriginal Education Office (AEO) within the Ministry of
Education, UAEPP was designed to engage three school boards in different urban
settings based on varying geographical and demographic circumstances. The mandate for
these three diverse school boards was to develop urban Aboriginal education engagement
models for First Nation, Métis and Inuit students, families, and communities. The three
UAEPP school boards were the Simcoe County District School Board (SCDSB),
Lakehead District School Board (LDSB), and Toronto District School Board (TDSB).
These three school boards varied in:
•

Size (land area): small (SCDSB), medium (LDSB), and large
(TDSB).

•

First Nation, Métis and Inuit (FNMI) population proportions
and density patterns: (a population of around 0.5% dispersed in
an urban centre, versus ~8.3% of the population concentrated
within areas of another urban centre).
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•

Having a pre-UAEPP history of programs: meeting the needs of
Aboriginal students (ranging from early phase of implementation
to late phase).

The activities undertaken by the three sites to address Aboriginal education needs and the
goals of the Framework can be categorized under five general themes. These themes
emerged from an analysis of school board-level evaluation reports, project reports, and
interviews with key stakeholders in the project sites, and are as follows:
1) Establishing and increasing school board commitment: these activities
centered on creating or increasing the profile of Aboriginal education needs
at the school board level through communication and increased Aboriginal
participation, resulting in a higher level of support for the activities identified.
2) Meeting urgent needs of First Nation, Métis and Inuit students: these
activities centered on assistance in mediation of “crisis” situations (e.g.,
attendance issues, mental and physical well-being, food insecurity, and
financial crisis) to set a positive tone for student achievement.
3) Creating outreach, self-identification and linkages among First Nation,
Métis and Inuit students and families: these activities centered on
community-based gatherings (both one-on-one and large groups) to create
opportunities for outreach and linkages among First Nation, Métis and Inuit
students and families, as well as targeted self-identification strategies.
4) Improving self-confidence and academic achievement of First Nation,
Métis and Inuit students: these activities focused directly on First Nation,
Métis and Inuit students and their families and included both direct support
through one-on-one tutoring or counselling, student mentors, group support,
group skill enhancement activities, and cultural gatherings.
5) Increasing cultural understandings of all staff and students: the purpose
of these activities was to enhance the supportive environment for First
Nation, Métis and Inuit students as well as increase the knowledge of
educators and students about the histories and diverse cultures of Aboriginal
people in Canada.
While all five activity themes were addressed by each of the school boards, the emphasis
varied between pilot sites based on the dispersion of Aboriginal students, size of the
board, and prior experience in Aboriginal programming.
Based on the reports of the three pilot sites and their site evaluators, successful examples
of the five types of activities can be identified. Evidence of the criteria for success was
documented in some cases. Documentation ranged from quotes from students and
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teachers, to reports on stakeholder (teacher, parent, student, community) focus groups, to
surveys of children and teachers in targeted programs/schools, and in one case a beforeand-after literacy-level assessment.
While progress was made and documented in this report, there were lessons learned that
are of equal value to be shared that are also included in this report.
Establishing and Increasing School Board Commitment
Pre-UAEPP, all of the three school boards showed some level of commitment to
Aboriginal education, as evidenced by the presence of Aboriginal advisory committees in
all three of the participating school boards. The UAEPP added value as the activities
created a greater awareness within the broader school board, and consequently Aboriginal
education received a higher profile across the school board.
In the words of one senior staff member: “the UAEPP has contributed to more people in
higher positions having knowledge of Aboriginal education needs” (TDSB Interview,
October 2010). For this school board in particular, the value of the UAEPP was
demonstrated in the board institutionalizing new positions related to Aboriginal education
and in assigning specific board members and trustees to the Aboriginal education
portfolio. According to one senior board member, the UAEPP project provided strong
evidence to support efforts in advocating and increasing the profile of Aboriginal
education among senior board staff and trustees. Pre-UAEPP, the Aboriginal education
program capacity was not able to fully support these efforts. Additional staff and
resources, allowed by the UAEPP, were critical to increasing the profile of Aboriginal
education within the board.
The most powerful indicator of school board commitment to Aboriginal education and
confidence in pilot project activities was the willingness of the school boards to allocate
resources to Aboriginal education and the incorporation of Aboriginal education as an
element of long-term school board planning. All three school boards will be maintaining
some (LDSB, SCDSB) or all (TDSB) aspects of UAEPP implemented programming
beyond the timeframe of the pilot project.
While participants from all three school boards agreed that progress was made, they also
indicated that there was still work to be done and that achieving commitment across their
respective boards was not without challenges. The degree of the challenge seemed to
increase as a function of the size of the school board. This is understandable given the
competing interests of many diverse school populations and the degree of relationship
building required in school boards with a greater number of schools.
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One of the issues noted by staff and stakeholders through interviews was the challenge in
engaging all key stakeholders in UAEPP activities and program offerings. In order for
programming to be effective, there has to be a high level of buy-in and support from the
school administration as they are required to make referrals, make space for activities,
and advocate for teacher engagement. Communication between the board’s
administration and the district schools regarding the commitment to and prioritization of
Aboriginal education is a key factor of success.
Another important lesson learned is the importance of having current student
achievement data; hence the emphasis on self-identification work and the necessity to
continue data collection efforts.
Meeting Urgent Needs of First Nation, Métis and Inuit Students
Urgent needs refer to immediate student concerns that require attention in order for a
student to benefit from academic or other structured programming. Situations that are
unique to the culture include the transitional experience of First Nation students and
families relocating from rural reserves to urban centres for secondary school education.
This relocation process presents immediate social, emotional, and academic challenges
that require unique responses. Further, like many marginalized groups, some Aboriginal
students and their families struggle to meet their basic needs including food,
transportation, school supplies, and appropriate clothing. Situations such as these fall
under immediate needs of some Aboriginal students and, if unresolved, can result in
poorer success rates, high dropout rates and other obstacles to success.
All three school boards implemented activities to address immediate concerns for
Aboriginal students. The most urgent needs were addressed by child/youth workers
(CYWs), child/youth counsellors, and social workers who offered one-to-one support.
One board also implemented “Student Success Teachers” who addressed some urgent
needs but maintained a greater focus on academic support. Within another school board,
group support was available for students at risk of dropping out of school. For students
who were having trouble meeting basic needs such as food, clothing or school supplies,
such resources were provided at one of the school boards with the help of the
counselors/CYWs.
All of the project sites identified that the social worker and CYW roles were critical to
helping students address personal, academic, emotional and family challenges. Given the
size of the school boards and the dispersion of students, staff in these positions had to be
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very accommodating in terms of the range of situations they were able to address and
support, and flexible in their ability to travel to schools and visit families.
Of the school boards that made a commitment to hiring CYWs or social workers, the
greatest contributor to success was the diverse skill set of this group of professionals.
School board reports, evaluation reports and interviews with stakeholders attest to the
fact that these individuals, as well as other staff members including Student Success
Teachers performed many supportive roles in their interactions with students and
families. Similarly, it was not uncommon for CYWs to provide students with one-on-one
counselling, while also facilitating group discussions for all students and providing inclass one-on-one academic support to all First Nation, Métis, and Inuit students that
required it.
The LDSB offered specific academic support and more limited social support to First
Nation students in transition from their reserve communities to urban centres for
secondary education. This reflected situations where students left their home community
to access secondary education and faced academic, social, emotional and cultural
challenges.
While there are remarkable instances of student success, many students are not
successful, and separation from their families and communities combined with academic
skills below provincial requirements are barriers to success (JRI Interview, June 2010).
Two academic programs were implemented to help support students in transition: the
Transitions Program and the Grade 7 and 8 Literacy Program. The literacy program
specifically showed measureable improvements in literacy as a result of the program.
More collaborative work between provincially-funded schools and First Nations/federally
funded schools would further support students in making successful transitions between
the two education environments. Working with schools and students to better prepare
students for what to expect, and implementing a tracking system to know, locate and
monitor students in transition, might be two immediate goals.
In addition to the challenges noted with regard to students in transition, a second
challenge in terms of meeting urgent needs is the provision of appropriate space for
workers to meet with students to provide counselling and mentoring.
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Creating Outreach, Self-identification and Linkages among First Nation, Métis and Inuit
Students and Families
All school boards were interested in self-identification initiatives. LDSB already had a
self-identification system in place, while SCDSB and TDSB were working to increase the
level of self-identification among Aboriginal students and their families. In a population
that is sometimes reluctant to self-identify, outreach to families and creating linkages
between Aboriginal students in the district were seen as cornerstone activities for
encouraging self-identification. Interim evaluation reports suggested that the lack of selfidentification was a barrier; however, by the final interview those same sites were
reporting an increase in demand for services and a decrease in the need to perform
outreach to students as more students were choosing to self-identify.
A large part of the strategy for encouraging self-identification for boards whose
Aboriginal population was largely invisible included community gatherings, cultural
celebrations and creating an Aboriginal community across board schools by promoting
district-wide events. Community feasts and direct programming for parents were
identified as being effective mechanisms for achieving greater involvement of parents
and families in the school environment. The TDSB also implemented a process by which
any student who received one-to-one support had to have the consent of the parent; this
was reported to increase the linkage between the schools and parents. One-to-one family
support was also deemed to be effective, although it did not necessarily connect families
to the school community in the same way as feasts and other cultural activities did.
Anecdotal evidence from evaluation reports indicated that for some parents the effect of
the UAEPP was very positive. One parent indicated that she now encouraged her child to
self-identify whereas previously she went to great lengths to hide their Aboriginal
identity to prevent discrimination against her family. Another parent indicated that she
felt as though there were now people in the system who understood her and who could
advocate on her behalf.
Outreach and linkages were of particular importance and focus in TDSB which had a
widely dispersed population of Aboriginal students. Providing linkages for FNMI
students with common interests was considered a success factor since it enabled students
to meet and spend time with each other by offering after-school group activities in central
locations.
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While the increase in self-identification was viewed as a positive outcome of the UAEPP,
it also led to an increase in demand for services which taxed limited resources and
created sustainability issues.
Improving Self-Confidence and Academic Achievement of First Nation, Métis and Inuit
Students
Activities designed to build academic and personal success for individuals were tutoring
services, counselling, mentoring programs, guidance from Student Success Teachers,
specific credit-based courses, and scholarships and bursaries. Personal support designed
for individuals generally took the form of one-to-one counselling.
All three school boards addressed these needs through a combination of mechanisms
including the addition of new courses as well as individualized support. There was also
evidence of programming that was specific to Aboriginal students only, as well as
programming for all students.
Adding to the success and innovation in this category of activities across the school
boards was the fact that many of these programs were offered to Aboriginal and nonAboriginal students. The pilot school boards made conscious efforts to ensure that
classes and in some cases one-on-one support were made available to all students, so as
not to further marginalize or single out Aboriginal students. Examples included the
TDSB’s Riverdale course -- a dual credit course that allowed grade 10-12 students to earn
their first University credit. TDSB’s Arts Based Program was also viewed by staff and
local evaluators as highly successful and was available for all students. The LDSB’s
literacy program was open for all students in grades 7 and 8 and resulted in 60% of
participating students increasing their literacy skills by one reading level. This program
was located within schools with a higher percentage of First Nation students ensuring that
a large percentage of the students participating were of Frist Nation descent.
All of the school boards will be maintaining some elements of this support post-UAEPP.
For example, LDSB will maintain their highly successful literacy program as well as all
of the other elements of the program except the social worker, while SCDSB will
continue to make CYWs available in select schools.
Opportunities for Growth
The feedback from the projects provided several areas with opportunities for
improvement and growth. At LDSB, local evaluator reports identified that nonAboriginal students in the school board felt as though the UAEPP programming was
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evidence of “special treatment” for Aboriginal students. As a result, the board realized
the need to make their programs accessible to all students to reverse this perception.
There is a lack of quantifiable data to attest to the impact of academic classes/courses and
programs on student achievement. This gap in data is partly the result of lack of selfidentification and the short-time frame of the UAEPP program. However, a greater
number of quantitative measures could have been employed for specific classes/courses.
Increasing Cultural Understandings of All Staff and Students
Under this category, three types of activities were included in the pilot projects:
•

Welcoming environments (targeting FNMI students but
affecting all).

•

Curriculum and resources enhancements for specific classes,
grades and schools.

•

Professional development available for school staff.

All three school boards were actively engaged in developing greater awareness and
cultural understandings for students and teachers. Similarities in approach included the
expansion of First Nation and Métis resource collections (books, posters, and artifacts) as
a mechanism to increase understanding. LDSB and SCDSB distributed these to all
district schools, whereas TDSB created a resource library from which teachers, parents
and community members were able to withdraw resources on loan. All three school
boards made efforts to create a visual presence of First Nation, Métis, and Inuit cultures
in the schools. Limited anecdotal evidence suggests that the availability of these
resources had a positive impact for Aboriginal students. More research is needed across
the school boards on the distribution and uptake of these resources.
Only one of the school boards identified that it was able to achieve a welcoming
environment in all of the intended schools. Two boards struggled with creating
welcoming environments: one reported that this needed more work and attention and the
other was challenged due to the large number of schools in the school board. The school
board reporting a high degree of success attributed this success on their ability to
designate physical space within the schools to support the Aboriginal education-focused
work (Lodges).
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All of the school boards intended to influence cultural understanding through
professional development opportunities for teachers and staff; however, all three took
slightly different paths. Professional development (PD) for teachers was a cornerstone
activity for the LDSB only. By year two, PD was mandatory for teachers of specific
sources and subject areas. SCDSB emphasized the integration of First Nation and Métis
materials into the curriculum and provided one-on-one modeling by an Itinerant Resource
teacher to school board teachers. This modeling enabled them to apply First Nation and
Métis content across the curriculum. LDSB used a similar strategy of one-on-one
modeling within First Nation and Métis contents across the curriculum. TDSB linked PD
to a specific arts-based course in which a small subset of teachers worked closely with
Aboriginal artists to develop and implement lesson plans. In a similar way, LDSB
provided PD-linked to specific courses for some teachers with support from Aboriginal
community members. While the approaches were vastly different, local evaluator reports
and interviews revealed that the professional development that took place had an
“overwhelming positive impact.” Qualitative data suggest that PD created a greater
awareness and provided teachers with appropriate tools that made them feel more
comfortable with the curriculum.
Some challenges were posed by the mandatory professional development in LDSB as
teachers were concerned with the loss of preparation time.
Sustainability of UAEPP Initiated Programming within the Three School Boards
All three school boards intend to continue to offer some elements of UAEPP initiated
programming for the foreseeable future.
•

TDSB will continue to make all UAEPP services available and will maintain all
staff for one year post-UAEPP.

•

LDSB had a sustainability strategy from the outset and used year two of the pilot
project to adjust programming to fit with school board plans. Direct academic
support to students and classes/courses will be maintained. However, the volume
of partnership and community involvement activities is anticipated to decrease.

•

SCDSB will focus efforts on providing services within Lodges and will continue
to offer the services of Child and Youth Workers to Aboriginal students for
individual and group support. Some types of PD for teachers cannot be continued
without further funding.
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Three School Board Models
Based on the starting points of the three pilot sites, three program models emerged over
the first year of the project. These models reflected the size (land area), density and
dispersion of the Aboriginal population in each school board, as well as the prior history
of implementation of programs and services for meeting the needs of First Nations, Métis
and Inuit students. The model for a school board in the early stage of implementation
emphasized the outreach to, and development of, resources for direct interventions with
First Nation, Métis and Inuit students and their families. The model for a school board
with a dispersed Aboriginal population that is at the intermediate stage of program
implementation put an emphasis on outreach; however, it focused on increasing its direct
interventions for Aboriginal students, as well. The model for a school board in a later
stage of implementation of outreach and direct intervention put more focus on increasing
the understandings of the entire school board including educators and students.
Given continued funding and outreach, it seems likely that school boards in the early
stage of implementation gradually move away from a focus on immediate need and
community outreach as those needs would, after an initial surge in demand—due to
increased visibility and increased propensity for self-identification—level-off and thereby
free up resources that can be used for more intense and expanded programming as
described in the other models above.
Recommendations for Future Programming and Development of Urban Aboriginal
Education Approaches
The following recommendations reflect the wealth of knowledge gained through the pilot
projects’ programs and activities that were assessed as being successful. These
recommendations provide a list of considerations that school boards are encouraged to
review as a whole when determining the appropriate path(s) for meeting the needs of
Aboriginal students, and, also to address the issue particularly regarding long-term
sustainability.
1. Carefully plan the use of school board resources that are made
available for Aboriginal education programming. Strategic
priority setting is necessary.
2. Avoid initiating efforts that cannot be supported in the longterm. Trust building and relationship building with families
and community are necessary.
3. Develop and continue partnerships between the Aboriginal
community (parents and organizations), and the school board
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through informal gatherings and formal advisory committees.
4. Establish a formal position or office, with the authority, school
board support and the resources to provide a full-time program
for Aboriginal education.
5. Prioritize resource allocation to support the following five
types of activities with consideration for the school board’s
stage of Aboriginal education program implementation:
•

Establish and sustain school board commitment, ideally
through a senior level “champion”.

•

Meet urgent student needs.

•

Establish outreach and linkage opportunities,
including increasing self-identification.

•

Address the self-confidence and academic needs.

•

Increase cultural understanding for all staff and
students.

6. Consider implementing whole school approaches as much as
possible to ensure that Aboriginal students are not divided from
non-Aboriginal peers, especially at smaller school boards.
7. Encourage the hiring of Aboriginal teachers, educators, Elders
and professionals.
8. In the short-term, engage qualified experts to ensure the
cultural appropriateness of Aboriginal education programming,
including culturally appropriate counseling, academic tutoring,
curriculum support, and after-school activities.
9. Institute professional development to increase the
understanding of Aboriginal points of view, including school
staff, administrators and school board trustees.
10. Conduct independent qualitative and quantitative evaluation of
all activities and programs to measure quality and
effectiveness.
Recommendations for the Province
11. Investigate further into program approaches that foster
knowledge, skills and attitudes of social cohesion among and
between Aboriginal and non-Aboriginal students.
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12. Support relationship building with First Nation, Métis and Inuit
students, families and communities.
13. With regard to transition programs: a) support the development
of more comprehensive and systematic approaches to create
environments that lead to success for Aboriginal students in
transition from small remote communities to large centres; and
b) initiate a dialogue between the provincial and federal
governments regarding transitioning from First Nation
communities. These efforts are especially important for school
boards that have a high number of Aboriginal (specifically
First Nations) students in transition.
14. Capitalize on the energy and focus created by the UAEPP to
make long-term improvements that were set out in the
Framework. The evaluation of the UAEPP provides insight
into some of the innovative programming and the structures,
processes and partnerships that have been developed through
the pilot projects. Longer term strategic investments coupled
with rigorous evaluation are needed to extend these
developments to other school boards.
15. Disseminate information about these programs, with a
particular emphasis on creating sustainability of programs.
The UAEPP had provided an opportunity to learn from the
experiences of the three pilot boards. Particularly encourage
the development of innovative programs that may be adapted
for use in other locations with similar characteristics and
motivation.
Recommendations for Future Evaluations
Recommendations for the evaluation of future pilot projects of this nature include:
16. Utilize quantitative measures, such as pre- and post-tests for
measuring pilot project participant impacts, including similar
tests completed among a comparative group (those not
involved in the pilot project programming).
17. Conduct qualitative assessments that illustrate the impacts on
individuals and the group.
18. Conduct baseline and periodic surveys of the target populations
to determine the extent to which the program is having a ripple
effect (with appropriate expectations).
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19. Track academic progress of individual students involved in
programs and activities, if improved academic skills is one of
the expected impacts. Tracking progress of sets of individuals
is unlikely to be valid due to the mobility of the population.
Comparison with students who are not involved in the program
would provide even more reliable data, if it is possible to do so.

20. Provide ongoing support and methodology for data collection
from school boards and the Ministry of Education so that
common methods are used and expertise is available at the
school board level.
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1. PROJECT BACKGROUND
One of the central commitments that the Ontario Ministry of Education undertook
in January 2007 in the Ontario First Nation, Métis and Inuit Education Policy
Framework was to “…develop innovative approaches to meet the needs of First
Nation, Métis and Inuit students living in large urban centres…in collaboration
with school boards as well as First Nation, Métis and Inuit communities and
organizations”.
In response to this task, the Aboriginal Education Office (AEO) sponsored a pilot
project that featured the development of three urban Aboriginal education models
for engagement with First Nation, Métis and Inuit students, families and
communities. Three different urban settings were chosen as pilot sites based on
various geographical and demographic circumstances: Simcoe County, Toronto
and Lakehead District School Boards. Population data presented in this report are
from the 2006 Census and Aboriginal Peoples Survey.
All activities related to the pilot project were designed to achieve the following
goals outlined in the Ontario First Nation, Métis and Inuit Education Policy
Framework:
1. High Level of Student Achievement
2. Reduce Gaps in Student Achievement
3. High Levels of Public Confidence
The pilot site teams designed their own projects. The direction that they took was
generally tied to their demographics and their experience with Aboriginal
programs at their respective school boards. Each school board strengthened its
leadership and implemented multiple program initiatives, many of them
refreshingly innovative.
The Urban Aboriginal Education Pilot Project (UAEPP) was guided by a Steering
Committee which included representatives from the three pilot sites, the Ministry
of Education and several other key education related Aboriginal organizations in
the province, including the Métis Nation of Ontario, the Ontario Federation of
Indian Friendship Centres and the Ontario Native Women’s Association, to name
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a few (a full list can be viewed in the Acknowledgements section, page i). This
committee was established to oversee the following activities:
1. Research on effective urban models that support Aboriginal student
achievement,
2. Development and implementation of three pilot projects in Thunder Bay,
Barrie and Toronto,
3. Development and implementation of a comprehensive project evaluation
framework, and
4. Development of urban models with case studies and effective practices
based on the project outcomes which can be adapted and implemented in
other urban settings.
The Steering Committee established a research sub-committee. The subcommittee objectives are as follows:
1. Review and provide feedback on the research components of the steering
committee in order that the three pilot sites are research-informed,
2. Provide liaison and advisory support in the development of the evaluation
framework and indicators pertaining to individual pilot projects, and
3. Inform the development of a broader provincial evaluation framework,
taking into account the results of the pilot site activity that would lead to the
final evaluation of the project as a whole.
Each UAEPP board established a sub-committee. These sub-committees provided
oversight for the local pilot project implementation and evaluation. It was also
expected that the provincial organizations represented on the Steering Committee
would engage their local membership to participate on the pilot project subcommittees. It was further expected that these local sub-committees would seek
out and take advantage of opportunities to engage other partners and resources,
such as co-terminus boards and other service delivery agencies. The Council of
Ontario Directors of Education (CODE) acted as the projects’ administrative body
as a funding flow through body and had contracting authority. The Aboriginal
Education Office (AEO) was the lead agent for the UAEPP and not only initiated
the project as an important method for addressing the Framework, but also acted
as Chair for the Steering Committee. The AEO worked closely with the two co-
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chairs to finalize work plans and budgets, as well as provide logistical support for
Steering Committee meetings.
The terms of reference for the various committees and provincial education offices
that were involved in the overall management of the Urban Aboriginal Education
Pilot Project describe the roles as shown below:
Steering Committee
• Provides overarching direction and guidance for the project.
• Responsible for overall contracting of research and approving
final reports.
• Oversees development and implementation of pilot projects, to
be implemented by sub-committees.
• Ensures appropriate representation on sub-committees.
• Finalizes work plans and budgets.
• Ensures that the Steering Committee is chaired by the Director
for the Aboriginal Education Office (AEO) or her/his designates,
and co-chaired by one school board and one Aboriginal
organization.
• Chair and Co-Chairs set agendas and meeting dates.
Sub-Committees
• Under the direction and guidance of the steering committee, each
sub-committee develops and seeks approval for its terms of
reference and is responsible for the implementation and
evaluation of the pilot projects as well as the development of
each urban Aboriginal education model.
Council of Ontario Directors of Education (CODE)
• Acts as the administrator of the project and all funding will flow
through the organization.
• All contracts related to the project signed by CODE.
Aboriginal Education Office
• Ontario Government agency and lead for the project.
• Chairs the steering committee
• Works closely with co-chairs on finalizing work plans and
budgets, and will provide logistical support for meetings.
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1.1. PROVINCIAL EVALUATION METHODOLOGY
The provincial evaluators, Johnston Research Inc., worked with multiple
collaborators, including the Ministry of Education office, the UAEPP Steering
Committee, the UAEPP Research Sub-committee and the three Urban
Aboriginal Education pilot projects teams along with their local evaluation
teams. This evaluation project was managed by the Council of Ontario
Directors of Education (CODE) and the Ministry of Education; however, all of
the collaborators had an equal stake and input into the way in which the
evaluation project was carried out.
This evaluation research effort involved collection and analysis of both
primary and secondary data.
Primary Sources
• Site visits to and consultations with each school board (April
2009).
• Interviews with school board representatives to understand the
context for the programs such as school board characteristics and
previously established Aboriginal initiatives (two in April 2009
and one in March 2010).
• Interviews with school board representatives and evaluators that
focused on key considerations and successes, challenges and
lessons learned (February – March 2010).
• Site visits (n=3) and individual and group interviews (n=20) with
school board representatives, staff and local evaluators (June –
October 2010).
The tool used for the June – October data collection is included in Appendix D
and was developed in collaboration with the project partners listed under the
Acknowledgements section (page i). This qualitative interview guide
contained the parameters for data collection based on the five guiding
principles of the evaluation framework (see Section 4 for further details on the
principles, page 41).
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Secondary Sources
Secondary sources included documents from the 2009 and 2010 school years.
These documents included:
• 6 school board reports (2 from each site), and
• 14 pilot site evaluation reports.
For the complete references for the secondary sources reports, see Appendix B.
Specific citations for these reports are provided throughout this report (in
parentheses).
Johnston Research Inc. worked in collaboration with the provincial research
sub-committee, the local pilot site leads and the evaluation sub-committee
leads involved in the UAEPP to deliver a comprehensive evaluation report.
The report was developed to meet the needs of the parties involved as well as
to respect the boundaries on data collection set by the local pilot projects.
Johnston Research Inc. managed a data collection approach that worked
collaboratively with the three sites. All project partners collaborated on a
provincial evaluation report outline (followed in structure and content in this
evaluation report as well); however, the data that contributed to the evaluation
report was determined at the individual local UAEPP site level. For example,
not all sites conducted primary quantitative data collection with Aboriginal
parents and students. This provincial evaluation utilized the secondary data
gathered by the local evaluators to answer the relevant questions in the
provincial evaluation report.
Local evaluation sub-committees in the three pilot project locations were
consulted individually, in addition to ongoing consultation with the provincial
research sub-committee of the steering committee (see previous section for
further roles and responsibilities). The local consultation was intended to
gather the knowledge about on-the-ground activities and local priorities
required by the provincial evaluators to understand the site-specific activities
and outcomes measures. The provincial evaluation combined individual site
information and the provincial evaluation report which was then validated with
the local site program staff via email and teleconferences, as well as through a
final review with the provincial research sub-committee and the steering
committee co-chairs.

1.1.1. L IMITATIONS
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This evaluation is qualitative in focus as is consistent with the approach
taken by the pilot project sites. Given the fact that there were few sources
of quantitative data, the present analysis has concentrated heavily on the
opinions of staff and stakeholders as reported in primary interviews
conducted by Johnston Research Inc. staff, the self-report data provided
through focus groups surveys and the key stakeholder interviews as
described in the local evaluation reports. While rich in context and lived
experience, these local reports are also subject to respondent bias. While
there is great merit in using qualitative data, findings are strengthened when
they can be evaluated quantitatively as well.
Each project site engaged in a unique site evaluation approach based on
individual site information needs and accepted processes. This posed a
challenge to the provincial evaluation as the reports could only be used to
describe the sites independently but could not support cross project
comparisons. The provincial evaluators tool (see Appendix C) filled this
gap to some extent, but could not provide quantitative data such as
academic achievement and student success.
These limitations should be examined in subsequent iterations of the
UAEPP. Recommendations for future evaluations efforts are provided in
Section 8 (page 102).

1.2. OVERVIEW OF THIS REPORT
This document has grown from UAEPP’s findings in three school boards as
reported by school board representatives and independent evaluators. The
focus of this document is on the activities reported and their appropriateness in
the context of the unique circumstances at each school board. The approach
taken in the local reports from which the information was drawn are rich with
detail and insight. The reports are well worth the effort to review and discuss
due to the incredible detail and thought that went into these reports.
A number of assumptions and classifications are used throughout this report
that warrant further clarification and definition. One of these is the use of
Aboriginal versus First Nation, Métis and Inuit to describe the populations
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targeted by some of the projects. Secondly, the classification of activities that
forms a central theme of this evaluation also deserves further elaboration.
The project participants had different views as to whether or not the term
Aboriginal accurately reflects the people who are included in the definition. In
Canada, “Aboriginal” is used to refer to First Nation, Métis, and Inuit people as
a collective group. Many in the community take issue with the term. This
debate is played out in the evaluator reports as well. While some participants
were comfortable using the term Aboriginal, others referred only to First
Nations, Métis and Inuit people. For this report, both terminologies have been
used. In addition, where possible, an attempt was made to delineate whether
an activity or program was specific to one cultural group or another.
The thematic classification for activities described in section 7 (page 90),
reflects the characteristics of three types of school board models. These three
models, provide a reference for non-UAEPP boards to assess their current level
of Aboriginal focused programing and to develop a unique strategic approach
for the implementation of new Aboriginal focused activities and programs. For
example, the three models:
1) provide a basis for categorizing and summarizing project
activities.
2) provide a way to refer to program emphases such as the
difference between a program that focuses on crisis
intervention and one that emphasizes across-the-board
interventions.
3) align with the school board models (See section 7, page
90) and provide an easy reference for non-UAEPP boards
in determining which board model they most closely
represent so as to better understand activities and
processes to which they most closely align.
The five activity themes with examples are as follows:
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1) Establishing and increasing school board commitment – these
activities centered on creating or increasing the profile of Aboriginal
education needs at the school board level through communication
and increased Aboriginal participation, resulting in a higher level of
support for the activities identified.
2) Meeting urgent needs of First Nation, Métis and Inuit students –
these activities focused on students at greatest risk of leaving school
before graduation. The activities related primarily to students in
transition from smaller, isolated communities to the urban
communities and from the federal school system to the provincial
system. They often involved assistance to mediate “crisis” situations
(e.g. attendance issues, mental and physical well-being, food
insecurity and financial crisis) and set a positive tone for student
achievement.
3) Creating outreach, self-identification and linkages among First
Nation, Métis and Inuit students and families – these activities were
for the purpose of increasing the school staff’s knowledge of who
the Aboriginal students were and giving the students and families an
opportunity to expand their networks with each other for mutual peer
support.
4) Improving self-confidence and academic achievement of First
Nation, Métis and Inuit students – these activities focused directly on
First Nation, Métis and Inuit students and their families and included
both direct support through one-on-one tutoring or counselling,
student mentors, group support, group skill enhancement activities,
and indirect support through cultural gatherings.
5) Increasing cultural understandings of all staff and students – the
purpose of these activities was to enhance the supportive
environment for First Nation, Métis and Inuit students as well as
increase the knowledge of educators and students about the histories
and diverse cultures of Aboriginal people in Canada. The activities
focused on approaches that spanned a school or a grade or an age
group and included professional development, displays of cultural
artifacts and artwork, as well as greater availability of cultural
educational materials in resource centres.
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These themes were developed based on an analysis of interview data, evaluator
reports and school board reports. In addition, the themes enable a step-by-step
prioritization of efforts. For instance, school board commitment would need to
be acquired before advancing with any Aboriginal education initiative. Also,
urgent needs—when classified as such—would likely require personal support
before more structured intervention.
The categories are not mutually exclusive and the classification scheme is not
meant to provide a rigid approach, as a school board would likely be
addressing Aboriginal education on a number of fronts simultaneously.
However, this structure does provide some insight into where a school board
might concentrate resources based on prior knowledge and experience. For
example, for a school board in the process of planning Aboriginal programs to
increase the success of Aboriginal students, the focus on meeting the urgent
needs of Aboriginal students would typically precede a focus solely on creating
an understanding of the diverse cultures and histories of Aboriginal people in
Canada among non-Aboriginal students and educators, as well as board staff.
The challenge of the thematic scheme is that not all of the activities can be
neatly tucked into categories and there is significant overlap between the
categories. For example, in SCDSB, cultural spaces or “Lodges” were created
in four school board schools in the first year. Within the Lodges, examples of
all activity themes (except board commitment) were observed. When overlap
of categories occurs in this report, the types of activities are mentioned along
with their target audience (Aboriginal students vs. the whole school
population).
In any event, the five-part classification provides a way of understanding
activities of three very diverse school boards with very different challenges,
population characteristics and experiences in Aboriginal education.
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2. PROFILE OF THE SCHOOL BOARDS
This profile of the three Urban Aboriginal Education Pilot Project school boards
summarises the demographics of the three regions uses the 2006 Census data.
This Census data provides information as to why the sites were selected as pilots
and provides the rationale for their different approaches to implementation.
The demographics section indicates the size of the populations and the portion that
are First Nation, Métis and Inuit (FNMI). The definitional discussion of urban
characteristics relates these to higher education and Aboriginal high school
completion, as well as key issues in urban education. The approach to
implementation uses the five types of activities defined in Section 1.2 (page 19) to
classify the many and varied activities implemented in the pilot sites.

2.1. DEMOGRAPHICS
As the 2006 demographics for each of the school boards showed, the
Aboriginal communities of each of the school boards vary by population, land
area size, dispersion and circumstance. That is, while all are considered urban,
there are more differences than similarities among these three school boards.
The Toronto District is characterized as a large urban centre with the largest
land base, a dispersed Aboriginal student population, except for one
elementary school, and has an Aboriginal school-aged population of 2,940.
The Lakehead District is characterized as a medium urban centre with
medium-sized geographic area land base, higher concentrations of Aboriginal
students in some schools and an Aboriginal school-aged population in Thunder
Bay of 3,040. The Simcoe County District is characterized as a small urban
centre with the smallest land base, high concentrations of Aboriginal students
in some of the board’s schools and an Aboriginal student population estimated
at 3,300.
The Simcoe County District represents a small urban area with a geographic
area of 76.99 km2 within the Census Metropolitan Area (CMA), Barrie. The
Barrie CMA is home to about 128,430 residents with 55,000 students within
the Simcoe County District School Board (SCDSB). According to the 2006
Census, the Aboriginal student population is about 6% of the school board’s
total student population. Therefore, an estimated 3,300 Aboriginal students
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attend school within the Simcoe County District. Among the 700 Aboriginal
school-aged children (5 – 19 years old) living in the Barrie CMA, an estimated
400 are North American Indian identity only, 300 are Métis identity only and 0
are Inuit identity only.
Four schools were targeted within the area to receive programming through the
UAEPP. These sites were selected in collaboration with the local Friendship
Centre and were chosen because of their relatively higher concentrations of
Aboriginal students. There were a number of resources for Aboriginal people
within the school board, most of which are provided through the Barrie Area
Native Advisory Council (BANAC) and the local Friendship Centre.
With a population of 133,000, the Lakehead District area represents a mostly
urban population, but also includes some rural townships. There are
Aboriginal students in all of the board schools; however, there are higher
concentrations of Aboriginal students in a few schools. According to the
LDSB self-identification data, the population distribution ranges from the
lowest at 3% to the highest at 71% in the urban area and 83% in the rural area.
In addition, while many resources are available within the school board, access
to those services poses a problem for Aboriginal students due to transportation.
The Lakehead District is a medium sized urban setting since it covers a
geographic area of 328.5 km2. A CMA is defined as an urban centre with over
100,000 as its urban core population. Since Thunder Bay is defined as a CMA,
it cannot be classified as a small urban centre. However, it is not considered
large since in 2006 it was home to 123,000 residents. It is the third smallest
CMA in Canada out of the total number of 33 Census CMAs, where 22 of the
33 CMAs have a population of 150,000 or more residents.
In Thunder Bay in 2006, there are 122,907 residents with over 22,800 schoolage residents (aged 5 - 19 years). An estimated 13% of the Thunder Bay
school-aged population is Aboriginal. There are higher than average
concentrations of Aboriginal students in some of the schools while other
schools had a proportion more in-line with the expected number according to
the distribution of Aboriginal people in the general population. The Aboriginal
Peoples Survey estimated that in 2006, there are 1,260 Aboriginal high school
students living in Thunder Bay (CMA). The total Aboriginal school-aged
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population is 3,040. Among this school-aged population of 3,040, the 2006
Census estimated 2,380 are North American Indian identity only, 595 are Métis
identity only and 30 are Inuit identity only.
The Toronto District School Board represents a large urban centre with a
geographic area of 630.18 km2. There are 2.5 million residents in 2006 and
Aboriginal people accounted for 0.5% of the total population. The City of
Toronto is home to over 420,000 students. Of the approximately 12,500
Aboriginal residents, there are an estimated 2,940 Aboriginal students in the
City of Toronto in 2006. The 2,940 figure is calculated from the number of
Aboriginal residents aged 5 - 19 years in the 2006 Census. Therefore, close to
one percent (0.7%) of the school board’s student population is Aboriginal.
Among this school-age population of 2,940, the 2006 Census estimated 2,058
are North American Indian identity only, 717 are Métis identity only and 26 are
Inuit identity only.
Aboriginal students are dispersed throughout the school board’s 500 schools,
with the exception of one elementary school geared specifically for First
Nation students. There are higher concentrations of Aboriginal students in two
schools located near Aboriginal housing, such as Gabriel Dumont in
Scarborough. There are at least 35-40 Aboriginal teachers within the school
board. Given the extensive multiculturalism within the school board, school
board attention is often shared with other ethnic groups.

2.2. WHAT MAKES THIS PROJECT URBAN?
The UAEPP was a relevant, needed, justified and appropriate effort at
addressing urban-rural disparities and focused on key needs of urban
Aboriginal people. The UAEPP was relevant because urban educational key
issues discussed in the urban education literature were addressed by the three
pilot sites, in part by each and completely among the three.
The UAEPP was a much needed initiative in these three urban centres since the
Aboriginal people living in these three urban areas had lower educational
attainment when compared to Aboriginal people living in the rural areas of the
three school boards and also when compared to non-Aboriginal people living
within the urban centres.
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The UAEPP was justified as an urban project because the activities
implemented by the pilot projects were found to be focused on addressing the
key issues for urban education.
The UAEPP was an appropriate effort because the selection of the three pilot
projects related to need that was demonstrated by the Census 2006 data. The
UAEPP suitably responded to the questions of Ontario’s Framework
document. Further, the performance of the pilot projects in addressing the
disparities was appropriate. While this section demonstrates the need and
covers the key issues, the rest of this report provides evidence for the reasons
the UAEPP was justified and appropriate.
As of 2006, Census Canada estimated that almost half of Canada’s Aboriginal
population was living in urban areas across Canada. While some have lived
their whole lives in the city (more likely among Métis populations), many have
relocated to the city from more remote areas including reserve lands. A recent
study funded by the Urban Aboriginal Strategy reported that a primary reason
for Aboriginal people to move to urban centres was “furthering their
educational opportunities.” Even more interestingly, among this group a
commonly cited benefit of education is increasing one’s own personal
awareness of Aboriginal cultures and histories.1
However, it also matters where within a pilot school board Aboriginal people
plant their feet, as will presently be shown. Within the census categories for
each of these school boards, Census Agglomeration (CA) and Census
Metropolitan Areas (CMA), the urban school boards are home to more
disadvantaged Aboriginal families when compared to rural areas, but also
when compared to those non-Aboriginal families living in the same
neighborhoods.
In Thunder Bay, the 2006 Census2 revealed that more Aboriginal persons
living in rural settings have a high school diploma or higher level of education
than Aboriginal people living within the urban centre for Thunder Bay CMA
1

Environics Institute. (2009). Urban Aboriginal People Study. Retrieved from: <http://uaps.twg.ca/wpcontent/uploads/2010/04/UAPS-FULL-REPORT.pdf> [Accessed: January 31, 2011].
2
These data utilize the Aboriginal identity-based population figures from the 2006 Census.
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(78.2% rural versus 59.9% urban), in the Barrie CMA (78.2% compared to
64.0%), and in the Toronto CMA, (79.8% and 70.1%).
A comparison of rural Aboriginal rates of having obtained a high school
diploma or higher within the total population category hardly show any
disparities:
• 78.2% Aboriginal, 78.1% for total population in Thunder Bay;
• 79.8% versus 79.9% for Toronto; and
• 72.7% compared to 73.5% in Barrie.
In contrast, the urban Aboriginal population had much lower rates of obtaining
a high school diploma or higher when compared to the entire population in the
same areas (59.9% vs. 78.1% in Thunder Bay; 70.1% versus 79.9% in Toronto;
and 64.0% compared to 78.2% in Barrie).
This data demonstrates a significant need for urban-specific Aboriginal student
success programming in the three pilot project locations based on the high
school success rates of the Aboriginal people living in the three urban areas.
The key issues faced by urban Aboriginal people identified in the urban
education research literature include mental health needs of urban students,
student motivation and teacher practice, school-to-work programs, and
community economic development, and restructuring in large urban schools
and health and social services.3 The approaches of the three pilot projects
together targeted each of these key issues. The rest of this report demonstrates
the pilot project activities relevant to these four urban education issues in more
detail than contained in this section. The discussion under the next four
headings for the key issues in urban education is meant to be illustrative and
not fully descriptive.

3

Lomotey, Kofi. Urban Education, Sage Journals On-line, Southern University and A&M College, <
<http://www.sagepub.com/journalsProdDesc.nav?prodId=Journal200963> [Accessed on February 25,
2011], ISBN: 0042-0859, www.sagepub.com
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Mental Health Needs of Urban Students
In the urban context, mental health and other urgent needs take on a new form
for children who are newly located in the urban community from more rural
communities. Given the education limitations in many remote First Nation
communities, many First Nation children must move to bigger cities in order to
receive secondary education. In Thunder Bay, it is common for this transition
to involve living in a strange environment with little or no family support, little
connection to one’s culture, and a high degree of personal responsibility. For
many Aboriginal children, this transition is the source of a high level of stress
with a low level of success.
TDSB staff indicated that they were supporting students in transition through
both emotional and academic supports (hence addressing mental health issues).
While this was not identified as a priority for SCDSB, they too acknowledged
that the UAEPP allowed them to have support in place to assist families in
transition. Only LDSB had specific programs in place to directly support
transitions. While the UAEPP assisted in meeting transition and mental health
needs of Aboriginal students, the need was greater than the services that they
could make available.
Student Motivation and Teacher Practice
LDSB was a strong leader among the three pilot sites in developing a
curriculum to train school board teachers in cultural awareness and the practice
of teaching First Nation, Métis, and Inuit cultural modules. SCDSB also
created a cultural curriculum for the use of school board teachers. All three
school boards focused on creating welcoming environments as a means of
improving Aboriginal student motivation through the creation of increased
pride in their culture and heritage.
School-To-Work Programs and Community Economic Development
Another way in which some of the project activities were uniquely urban was
seen through the resources available and the ways in which programming
could be created in partnership with other organizations. Both LDSB and
TDSB had arts-based projects that involved bringing Aboriginal artists into the
classrooms. By involving local artists, community economic development was
fostered.
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All three school boards showed a varying degree of partnerships with external
organizations in carrying out project activities. In TDSB and LDSB pilot
projects, multiple partners assisted with the UAEPP program design and
delivery. By involving community organizations in the delivery of the
services, community economic development was made possible because these
organizations reached their target population, thereby improving their ability to
meet funding requirements through participation in programming.
TDSB implemented a work program where students that needed a bus fare or
new glasses, for example, were given the opportunity to work in the UAEPP
office to earn enough to cover their needs. Getting the students involved in the
world of work in a safe and trusting environment fostered transitions from
school to work.
Restructuring in Large Urban Schools and Health and Social Services
In a truly urban context, there are many competing interests at the school board
level. Toronto, for example, is often cited as the most culturally diverse city in
Canada. Within the school board there are many cultural groups who are vying
for recognition and scarce programming dollars. The UAEPP funding was
identified as a critical factor allowing Aboriginal education to receive focus in
a very diverse school board. Similarly, in SCDSB, given the previous lack of
funding, the Aboriginal population was essentially invisible, and the UAEPP
has given the school board a greater understanding of who the community is
and where the Aboriginal student population is in their school board.

2.3. APPROACH TO IMPLEMENTATION
The three school boards planned their pilot projects independently and based
their initiatives on what had previously been implemented in their schools, and,
to some extent, on the demographics of their Aboriginal population. Five types
of activities were classified from the many different activities implemented by
the three pilot projects (see Section 1.2 for descriptions, page 19).
1. Establishing and increasing school board commitment.
2. Meeting urgent needs of First Nation, Métis and Inuit students.
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3. Creating outreach, self-identification and linkages among First
Nation, Métis and Inuit students and families.
4. Improving self-confidence and academic achievement of First
Nation, Métis and Inuit students.
5. Increasing cultural understandings of all staff and students.
Overall, the three school boards had different objectives for their pilot projects,
a fact which was likely shaped by the unique demographics of their school
boards. SCDSB chose four schools for their activities based on greater
concentrations of Aboriginal students. LDSB focused on across-the-board
activities as they had Aboriginal students in all schools. TDSB, because of the
sheer size of the school board and dispersion of the students, had to reach out
to identify the needs and then tailor the offerings to the available resources.
They also offered activities in central locations that were available to students
from all schools.
Previous experience in Aboriginal programming also dictated the approach
taken by the individual school boards. Simcoe County District School Board
(SCDSB) had some experience, but less than the other two school boards. All
school boards had obtained or increased school board commitment to meeting
the needs of Aboriginal students. Toronto District School Board (TDSB) and
Lakehead District School Board (LDSB) had developed several different types
of programs for Aboriginal students prior to UAEPP. This variation in prior
experience led to varying degrees of emphasis on resource development. For
school boards who had not previously done so, resource development
(including self-identification of students, curriculum development, and
professional development) and linkages (including curriculum, Aboriginal
educators, links to Aboriginal groups and community members, etc.) were precursors to providing more involved programming to Aboriginal and other
students.
For school boards that had not previously pursued self-identification by
Aboriginal students and their families as extensively as had been done by
LDSB, for example, the extra emphasis on self-identification was also a logical
early step. SCDSB had not emphasized self-identification prior to the UAEPP
but wanted to offer programs for Aboriginal students in select schools. Board
staff consulted the local Friendship Centre for help in selecting the schools
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with the highest concentrations of Aboriginal students. TDSB utilized
outreach activities such as school assemblies to discuss Aboriginal topics in
order to encourage self-identification.
Support for individual Aboriginal students came in many forms; including
individual counselling and tutoring through to group support of skills
development activities. The resources for such activities had to be developed,
or partnerships forged with those who had resources. In some cases, pilots site
school boards had difficulty in hiring Aboriginal educators for the UAEPP due
to union agreements and board human resource policies. In the short term,
Aboriginal education advocates had community groups and individuals provide
culturally appropriate programs and services. They recognized that those
teaching Aboriginal histories and issues should be immersed in the cultures.
The temporary solution for this challenge had community groups and
individuals provide culturally appropriate programs and services.
School boards that had successfully encouraged self-identification and had
developed resources for individual and group support for Aboriginal students
logically shifted their focus to provide resources to increase cultural
understanding by non-Aboriginal educators and students. This was done
through creative visual displays in school corridors and non-classroom spaces,
adding resources to libraries and schools, offering discussion groups at break
times, providing assembly programs, modifying curricula in history, literature,
and social and other sciences, and, offering professional development to staff.
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3. CONCEPTS OF SUCCESS
In this section, the measures of success identified by the pilot projects are
presented, followed by a discussion on the similarities and differences in the
definitions of success. The last section examines how pilot projects addressed the
measures of success they defined.

3.1. THE MEASURES OF SUCCESS ANTICIPATED BY THE PILOT
PROJECTS
The anticipated indicators of success for the pilot sites were identified in
project research and interim activity reports as early as 2009. Most often,
when referring to measures of success, program planners and evaluators held
Aboriginal student success as the foremost indicator of success, although there
were other indicators for parents, educators and other stakeholders. For
indicators of Aboriginal student success, many held the most important
measure to be graduation from secondary school. Still, as the following
discussion shows, the anticipated indicators and measures ranged quite widely.
The three pilot sites did not anticipate any significant changes in graduation
rates due to the short-term nature of the project.
In the school board reports, completing an activity is occasionally reported as
an indicator of success. Because an activity can take place without having any
effect or even having a negative effect compared to what is anticipated, mere
completion has not been considered as an indicator of success in this report.
For example, if a site reported that hiring a Child and Youth Worker would be
an indicator of success, Johnston Research Inc. has coded this “hiring” as an
activity to be completed. Similarly, counselling provided by the Child and
Youth Workers would be coded as an activity unless the board and evaluation
reports included actual benefits observed as a result of the counselling.
If a project identified that resource distribution, student, educator, parent or
community participation or satisfaction were indicators of success then these
would be classified under the output heading. A strong focus on resource
development and participation rates indicated programs that were still early in
their evolutionary cycle (the provincial evaluation UAEPP logic model can be
viewed in Appendix C).
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Personal success indicators were expected to be related to impacts or benefits
for target group members. For the purpose of this provincial evaluation report,
impact indicators were classified by their target group (educators, Aboriginal
students, all students, parents, communities and regions) and by the intended
type of impact (knowledge, attitudes, skills, aspirations, and behaviour). For
example, increased Aboriginal student attendance was classified as an impact
on Aboriginal student behaviour.
Each of the indicators was systematically classified, resulting in the tables 3.1
to 3.3—one for each school board. The summaries provide a sense of each
project’s emphasis and anticipated impacts and allow for understanding of the
similarities and differences among the school boards.
The Simcoe County District School Board identified 31 activities in three
broad categories: Program Support, Student Support, and Awareness. Three to
eight indicators were identified for each of these activity categories. As stated
earlier, the identified indicators assessed the benefits and impacts of the
program activities for educators and Aboriginal students. The emphasis on
educators was classified as a focus on human resource development. These
indicators are numbered in the next table.
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Table 3.1: Number of Anticipated Success Indicators: Simcoe County
District School Board
ACTIVITIES to be
completed

3

OUTPUT
Participation Numbers

1

Satisfaction
Resources to be
distributed (# of resources
to # of students/educators)

2

BENEFITS/IMPACTS
Educators
Knowledge (credit
accumulation, EQAO
scores)

Parents

Communities

All
Students

2
1

Attitudes (comfort)
Skills (abilities)

Aboriginal
Students

1

1

Aspirations
Behaviour (graduation,
attendance, engagement)

2

3

1

1

TOTAL

5

4

1

2

0

The Toronto District School Board’s September 30, 2009 Interim Report
identified 25 core activities falling into the broad categories of professional
development, curriculum development and implementation, community
engagement, partnerships and student support. These activities ranged from
the establishment of a resource, namely the Aboriginal Community Advisory
Committee, to direct student interventions, to an Anishnaabe language and
culture camp for Aboriginal children and youth. The September 2009 Talking
Stick Research Report identified five broad categories of indicators of success
including: attention to Aboriginal education, building trust, professional
development, student success, and, community involvement. Table 3.2 tallies
the identified benefits and impacts for educators, Aboriginal students, parents,
and communities. Note that the difference between Simcoe’s focus and
Toronto’s focus was the additional emphasis on parents and community.
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Table 3.2: Number of Anticipated Success Indicators: Toronto District
School Board
ACTIVITY to be completed

1

OUTPUT
Participation Numbers
Satisfaction
Resources to be
distributed (# of resources
to # of students/educators)
BENEFITS/IMPACTS
Educators

Aboriginal
Students

Parents

Communities

2

1

1

1

1

1

1

1

1

1

Behaviour (graduation,
attendance, engagement)

2

2

2

2

TOTAL

6

5

4

4

Knowledge (credit
accumulation, EQAO
scores)
Attitudes (comfort)
Skills (abilities)

All
students

Aspirations

0

The June 2009 Lakehead District School Board Progress Report identified 15
priority activity areas with one to six success indicators for each activity area.
Table 3.3 indicates that, following the objectives of the UAEPP, the indicators
focused on assessing the benefits and impacts for Aboriginal students and
educators. Specifically, the Lakehead board administration expected that
training and support for their educators would increase comfort with and
incorporation of culturally-based curriculum into education plans. Further,
they expected that their programming would result in higher school attendance,
increased graduation rates, higher EQAO scores and greater credit
accumulation by their Aboriginal students. The school board also expected, to
a lesser degree, to provide evidence for outcomes such as increased skills and
changes in community and parent behavior. Two significant differences
between this set of intended benefits and those of the other two school boards
was the stated expectations of the participation numbers indicators (10
indicators vs. 1 and 0 indicators in the other school boards) and the emphasis
on benefits for all students (8 vs. 0 and 0). The first difference reflects
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knowledge of the numbers of Aboriginal students in target groups (due to
progress on self-identification) while the second is characteristic of a school
board in a later stage of Aboriginal education program implementation.
Table 3.3: Number of Anticipated Success Indicators: Lakehead District
School Board
ACTIVITIES to be
completed

8

OUTPUT
Participation Numbers

10

Satisfaction

1

Resources to be
distributed (# of resources
to # of students/educators)
BENEFITS/IMPACTS
Educators
Knowledge (credit
accumulation, EQAO
scores)
Attitudes (comfort)

Aboriginal
Students

Parents

Communities

All
Students

4
6

Skills (abilities)

3

3

1

3

1

2

1

Aspirations
Behaviour (graduation,
attendance, engagement)

7

13

3

3

2

TOTAL

13

21

6

4

8

3.2. SIMILARITIES AND DIFFERENCES IN THE PILOT PROJECT
DEFINITIONS OF SUCCESS
The 2009 progress and research reports suggested that, in general, the three
school boards tended to define success in terms of benefits and impacts. Not
surprisingly, the school boards were most concerned with benefits and impacts
for Aboriginal educators and students. Common examples of indicators of
success for educators included:
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• Increased teacher comfort in delivering Aboriginal curriculum
(attitudes; Lakehead Interim Report, 2009), and
• Increased opportunities for teachers to participate in professional
development for accommodating the diverse learning styles (behaviour;
Lakehead Interim Report, 2009).
Common examples of indicators of success for Aboriginal students included:
• Increased engagement of First Nations, Métis, and Inuit students
(behaviour; Simcoe Interim Report, 2009).
• Increased student perception of themselves as meaningful participants in
the school community (attitudes; Simcoe Interim Report, 2009).
• More Aboriginal students and families feeling more connected to each
other, to the school and feeling less alienated (attitudes; Toronto Interim
Report, 2009).
• Improved graduation rates (behaviour; Lakehead Interim Report, 2009).
• Improved school attendance for Aboriginal students (behaviour;
Lakehead Interim Report, 2009).
The examples chosen are intended to illustrate the focus on benefits involving
educators’ knowledge, attitudes and behaviours, and students’ attitudes and
behaviours.
The school boards differed in terms of their emphasis on target groups.
Simcoe and Toronto were equally likely to put their focus on resource
development (such as educators’ knowledge and behaviour) and student
benefits, whereas Lakehead was more likely to identify indicators of success as
measured by changes in Aboriginal students’ knowledge, attitudes, skills and
behaviours.
As noted previously, LDSB was the only school board to identify changes in
knowledge, attitudes and behaviour of all students as an indicator of success.
An example of an indicator for all students was increased understanding and
appreciation of Aboriginal culture. This could be measured through
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student surveys -- the mode of measurement was not indicated. Preand post- tests were planned to determine the impact of the curriculum
on students and to determine whether teachers were becoming more
comfortable with the curriculum. Focus groups to obtain student
feedback on all aspects of curriculum and curriculum delivery were
conducted. LDSB was also more likely than the other school boards
to identify activities and their participation rates as indicators of
success for their programs.
Success as measured by changes in parental and community attitudes, skills
and behaviours were also identified across the school boards. Examples of
anticipated benefits for parents and communities included:
• Increased parental or caregiver engagement in
school activities and student education (behaviour).
• The LDSB program allowed parents without a high
school diploma the opportunity to complete credit
courses while their children were enrolled at the
school (skills). This was designed to improve
parental familiarity with the school and increase
their involvement in school activities -- a mutually
beneficial way to improve student attachment to
school through the offering of an informal way that
parents, with limited education, could become
involved in a formal educational environment
(behaviour).
• The school boards hoped to overcome historical
barriers that have traditionally limited parents’
involvement in education and school activities. The
school boards indicated that increased parental
involvement in school activities would be a measure
of changes in attitudes towards the school
environment (behaviour, attitudes).
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3.3. HOW PILOT PROJECTS ADDRESSED THE PLANNED MEASURES
OF SUCCESS
As discussed above, there were a few measures of success planned before the
implementation, complete with an idea of what was to be measured and how.
Indicators were codified, but the exact measurement tools were not specified
prior to the program. The evaluators for each of the school boards interviewed
participants or held focus groups and talking circles so that the communication
was primarily oral. This approach was respectful of the story that the
respondents wanted to tell and the way in which they wanted their stories
recorded. Most results were reported as representing “some” of the views
expressed without indicating how many people had expressed their opinions on
the topic or what proportion agreed with the quoted opinions. Unfortunately,
in many cases, an indication of the number of intervention participants was not
provided. Further, there were no comments made on how well the groups of
respondents represented the whole, or, on the validity of the findings.
The most useful data sets were those that combined quantitative and qualitative
information and focused on outputs (participation, satisfaction) or outcomes
and benefits. All reports contained qualitative feedback from stakeholders
although not always coupled with information about the breadth of
applicability of the views. Examples of the types of quantitative assessments
are reported next.
Participation numbers for various activities (Haig-Brown, 2010b,
p. 27) included:
• Over 40 Métis and First Nation parents participated in an
open house for the Lodges in the SCDSB’s schools.
• Approximately 56 grade 7 and 8 students participated in a
literacy program over two years.
Before and after measures of literacy levels of students in a
literacy improvement program (LDSB, 2010). The literacy
program was credited with producing a measurable improvement
in literacy for participating students. In the two-year period,
project staff noted the following Education Quality
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Accountability Office (EQAO) reading results for students who
participated in the program:
• 17% of students stayed at the same reading level,
• 60% went up one reading level,
• 19% moved up two grade levels, and
• 4% moved up more than two grade levels.
Quantitative summaries of survey responses were included for:
• Students (Haig-Brown, 2010b, pp. 29-30) including
comparisons of a) students with known
involvement in the program, and b) other students.
• Teachers (Haig-Brown, 2010b, pp. 35-37)
including before and after comparisons.
• The Korteweg (2010) report included frequencies
for focus group responses across all participant
types (pp. 2-4).
The next most rigorous measures were observations completed by site
evaluators who drew conclusions and offered anecdotal evidence from
stakeholders including students, educators, program planners and
administrators, parents and participating community members.
Program administrators were asked to describe their programs and to assess
their impact compared to their intended impact. These were the most
systematic measures utilized. This is not considered an objective measure of
determining the impact of the programs; however, it was used to select the
programs identified as inspiring practices in Section 5 (page 48). In addition,
the administrators often gave a rationale for their observations, especially the
evidence of continued participation for voluntary activities.
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4. ANALYSIS OF THE GUIDING PRINCIPLES
4.1. REVIEW/DISCUSSIONS OF THE KEY CONSIDERATIONS
There were five guiding principles proposed at the onset of the pilot project.
These are described in the Considerations for Evaluation Framework for the
Urban Aboriginal Education Pilot Projects November 2008. This document
was created by members of the UAEPP Steering Committee (see
Acknowledgements, page i). The five guiding principles are:
1. Vigorous community partnerships and alliances,
2. Safe and welcoming environment,
3. Multiple programs, flexibility and supports for learners,
4. Strong leadership, accountability and sustainability, and
5. Demonstrated respect for Aboriginal worldviews and
Indigenous knowledge.
All five principles were demonstrated to some degree in all school boards
although indicators from all three pilot projects were not always available to
measure and compare. The aspects of the pilot programs (from school board
commitment to improved understandings of all educators and students) that are
related to these five principles are discussed next.

4.1.1. VIGOROUS COMMUNITY PARTNERSHIPS AND ALLIANCES
All school boards had established partnerships and alliances prior to the
pilot project, and there were reports of new or strengthened collaborations
from all three school boards, as a result of participation in the project. Most
of the partnerships and alliances were with Aboriginal organizations and
individuals who contributed to the programs in culturally appropriate ways.
The support of these cultural advisors was very relevant since, in all three
pilot sites, there was only a small number of school board personnel with
enough cultural knowledge about First Nation, Métis and/or Inuit people to
provide culturally appropriate programming and support. For example,
there was extensive discussion about the powerful impact of Aboriginal
artists on the educators providing the multifaceted Arts Based Project at the
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TDSB that was led by Aboriginal artists from the community. A similar
program was also offered at LDSB.

4.1.2. SAFE AND WELCOMING ENVIRONMENT
Safe and welcoming environments were a focus of all three pilot projects.
Strategies for creating this environment are described in all three evaluation
reports. Simcoe’s description measured and demonstrated the opinions of
students in Grades 3 to 8 through a survey tool. The data demonstrated
there was a positive impact from the school board’s efforts to provide a safe
and welcoming environment in four pilot schools. Almost all activities
named in the key considerations document were pursued by all three school
boards:
• Development of policy guidelines or adoption of
practices to increase visibility.
• Outreach strategies to parents and community
members.
• Parent-friendly communication tools.
• Opportunities for parent participation.
• Mentoring or leadership opportunities for FNMI
students and staff.
• Designated student gathering spaces.
• Curriculum resources that incorporate FNMI world
views and local perspectives.
• Encouragement of local organizations and community
groups to use school facilities outside school hours.

4.1.3. MULTIPLE PROGRAMS, FLEXIBILITY AND SUPPORTS
FOR LEARNERS
All three school boards initiated multiple programs that were added to
existing initiatives. The number and types of activities described in Section
5 (page 48) demonstrate the extent of the flexibility of the various programs
and the support provided to learners.
Flexibility referred specifically to the ability of the school board and
programming to be flexible enough to effectively address the needs and
circumstances of Aboriginal students. The needs of Aboriginal students, as
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described by the pilot projects, were classified as urgent or non-urgent and
examples provided in Section 5 of this report (page 48) follow that
classification. Urgent needs refers to the provision of assistance in the
mediation of “crisis” situations to set a positive tone for student
achievement (e.g. to address attendance issues, mental and physical wellbeing, food insecurity, financial crisis, etc.) These urgent needs were
addressed in a variety of ways by each pilot project. Both Toronto and
Lakehead identified that program constraints made it very difficult at times
to meet the urgent needs of all the Aboriginal students requiring it,
especially those transitioning into the school board from smaller towns or
First Nation communities. Pilot project challenges in meeting the urgent
needs are further explained in the challenges section (page 82).

4.1.4. STRONG LEADERSHIP, ACCOUNTABILITY AND
SUSTAINABILITY
All three pilot projects demonstrated school board commitment and strong
leadership of their Aboriginal student success initiatives. SCDSB hired a
permanent Aboriginal principal who is originally from one of the district’s
First Nation communities. TDSB staffed a permanent, full-time office
dedicated to Aboriginal school board programming located in a school
board building. LDSB had further enhanced their permanent school board
staffing dedicated for Aboriginal programming.
All three school boards identified a process for ensuring accountability
between the school board and FNMI communities through their project
specific Steering Committee. All three school boards also identified the
need to develop more meaningful engagement of Inuit stakeholders at the
school boards. However, processes for accountability and involvement of
students were not fully described in school board reports and interviews.
The issue of sustainability was mentioned by staff from all three boards as a
concern moving forward. The primary concern seemed to stem from
concern that should the program be discontinued, there will be a significant
loss of momentum and commitment. All three school boards have
addressed sustainability in unique ways that correspond with both their
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demographics and level of school board commitment (see Section 8, page
102).

4.1.5. DEMONSTRATED RESPECT FOR ABORIGINAL
WORLDVIEWS AND INDIGENOUS KNOWLEDGE
At this stage of implementation the three school boards had:
• developed culturally responsive assessment strategies,
• resourced development for capacity for differentiated
assessment and differentiated instruction, and
• equitized treatment of resource staff.
Other activities engaged by the three school boards included:
• appropriate access to professional development
opportunities,
• support for teachers to incorporate Aboriginal
worldviews in the classroom, and
• processes and protocols for identifying external
resources for partnerships.

4.2. LINKAGES TO THE ONTARIO FIRST NATION, MÉTIS AND
INUIT EDUCATION POLICY FRAMEWORK
The Ministry of Education Framework included a vision, policy statement,
framework principles, and three goals. The policy document elaborated on
each goal with performance measures and strategies. For each strategy (two or
three per goal; see next box), there were descriptions of the activities that
would be appropriate for the Ministry, school boards and schools.
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Goal 1: High Level of Student Achievement
Strategy 1.1: Build capacity for effective teaching, assessment, and
evaluation practices.
Strategy 1.2: Promote system effectiveness, transparency, and
responsiveness.
Goal 2: Reduce Gaps in Student Achievement
Strategy 2.1: Enhance support to improve literacy and numeracy skills.
Strategy 2.2: Provide additional support in a variety of areas to reduce gaps
in student outcomes.
Goal 3: High Levels of Public Confidence
Strategy 3.1: Build educational leadership capacity and coordination.
Strategy 3.2: Build capacity to support identity building, including the
appreciation of Aboriginal perspectives, values, and cultures by
all students, school board staff, and elected trustees.
Strategy 3.3: Foster supportive and engaged families.

4.2.1. STRATEGIES AND RELATED ACTIVITIES
It is assumed that the Ministry, the school boards and the schools were not
expected to meet all of the strategy suggestions in one pilot project.
Conversely, there were no provisions for reporting school level activities
that were outside of the pilot projects that may also have addressed the
Framework.
There were many ways in which the three pilot projects fit within the
proposed Ministry activities. One example was related to building capacity
for effective teaching, assessment, and evaluation practices (Strategy 1.1).
All of the three pilot projects were engaged in research and promoting
effective practices for helping First Nation, Métis and Inuit students,
including students with special education needs, succeed in school (item G
in the Framework, page 12).
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There were many different ways in which the three school boards planned
and reported the implementation of their activities. Two examples are
related to providing additional supports in a variety of areas to reduce gaps
in student outcomes (Strategy 2.2). All three pilot projects hired qualified
Aboriginal Education Counsellors and promoted their effectiveness in
providing appropriate services to First Nation and Métis students (item C in
the Framework). The three school boards also provided First Nation and
Métis students with access to programs that focused on Aboriginal cultures
and traditions and were delivered by Aboriginal staff (item D in the
Framework, page 15).
All of the interim and final progress reports from the Lakehead District
School Board (see in particular the Final Report 2010) provide lists that
link each of the activities in the pilot projects to the strategies in the
Framework. Based on number of mentions of each strategy, the following
list shows the emphasis of the Lakehead pilot project, in order of the
frequency of related activities mentioned:
• Strategy 2.2: Provide additional support in a variety of areas
to reduce gaps in student outcomes (8 mentions).
• Strategy 1.1: Build capacity for effective teaching,
assessment, and evaluation practices (7).
• Strategy 3.2: Build capacity to support identity building,
including the appreciation of Aboriginal perspectives, values,
and cultures by all students, school board staff, and elected
trustees (7).
• Strategy 3.1: Build educational leadership capacity and
coordination (6).
• Strategy 3.3: Foster supportive and engaged families (6).

4.2.2. PERFORMANCE MEASURES
Performance measures (PM) were cited for each goal as well. In order to
provide evidence for these PMs, it would be necessary to have quantitative
as well as qualitative measures of such things as:
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• Percentage of FNMI students meeting provincial
standards on province-wide assessments in reading,
writing, and mathematics.
• Number of FNMI teaching and non-teaching staff.
• Graduation rates of FNMI students.
• FNMI student achievement.
• Satisfaction among educators (in their knowledge
about FNMI peoples, communities, and issues).
• Participation of FNMI parents in the education of their
children.
• Level of improvement in the knowledge of all students
and educators in Ontario about the rich cultures and
histories of FNMI peoples.
A major challenge in addressing these measures is related to Aboriginal
student self-identification. The Ontario First Nation, Métis and Inuit
Education Policy Framework recognized this as an important first step.
Reports from the three school boards indicated that Lakehead had been
working on this for several years and was ahead of the other school boards
at the commencement of the pilot project. As there were no valid baseline
measures available, there was little opportunity for the three school boards
or their evaluators to report on these particular performance measures
outlined in the framework.
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5. HIGHLIGHTED SUCCESS STORIES
This section will explore the common themes among the projects and the activities
that were deemed to be most successful. The measures of success for the
following activities were named by multiple stakeholders as being highly
successful or having a “highly positive impact” on Aboriginal education in their
school board. Generally speaking the project sites were very generous in rating
the success of their project activities; only those activities which were not fully
implemented were seen as being less successful.
The three school boards pointed to overarching indicators of success for the
program as a whole:
• Increased self-identification of Aboriginal students as a result
of UAEPP programs was reported by all three boards,
supported by qualitative testimony and staff perceptions.
• Increased demand for services and diminished need for
outreach as word of the program spread among school
administration, students and their families. Increased demand
was specifically noted for two sites.
Five types of activities were observed in the three pilot sites. Successful
programming in each of these areas is viewed as being pivotal to affecting the
achievement of Aboriginal students:
1. Establishing and increasing school board commitment.
2. Meeting urgent needs of First Nation, Métis and Inuit
students.
3. Creating outreach, self-identification and linkages among
First Nation, Métis and Inuit students and families.
4. Improving self-confidence and academic achievement of
First Nation, Métis and Inuit students.
5. Increasing cultural understandings of all staff and
students.
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5.1. ESTABLISHING AND INCREASING SCHOOL BOARD
COMMITMENT
School board commitment was deemed of critical importance. Pre-UAEPP, all
of the three school boards showed a commitment to Aboriginal education as
evidenced by the presence of Aboriginal advisory committees in all three of the
participating school boards. The value added by the UAEPP was to bolster the
existing acknowledgement by giving Aboriginal education a higher profile
within the school board.
Of course, the most powerful indicators of school board commitment to
Aboriginal education and confidence in pilot project activities is the
willingness of the school boards to allocate resources to Aboriginal education
and to incorporate Aboriginal education as an element of long-term school
board planning. Using this as an indicator, the UAEPP can be seen as a
success. As is described in detail in Section 8 (page 102), two of the boards
intend to carry forward to some of their project activities and have already
included some aspects of the new and expanded Aboriginal education
programming into their long-terms planning (particularly around academic
achievement). The third school board had agreed to continue all UAEPP
programming for one year and to re-examine their plans at that time.
Common mechanisms for influencing school board commitment included:
implementation of advisory committees (including community, senior staff,
and parents); and, increasing linkages between the school board senior staff
and trustees and the Aboriginal community. Commitment was also
demonstrated through the appointing of senior staff to the UAEPP, enabling
direct communication between the pilot project and senior school board staff.
Each school board implemented a UAEPP committee that acted within an
advisory role with regard to program activities and guiding principles. These
committees were noted as providing a critical link between the broader
community and the school environment, while also providing credibility and a
knowledge base for the implemented activities.
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While there have been successes in this area, maintaining a high profile for
Aboriginal education among school board members is something that will
require ongoing effort. Ontario school boards are supported in their
commitments by the Ontario First Nation, Métis and Inuit Education Policy
Framework. The strength and continuity of the provincial commitment is
expected to be a key to the resulting school board commitments.

5.1.1. EXAMPLES AND INSPIRING PRACTICES FROM PILOT
SCHOOL BOARDS
SCDSB’s Principal of FNMI Education and Community Partnerships
As part of the pilot project the SCDSB created a new position within the
school board: the Principal of First Nation, Métis and Inuit Education. This
position provided leadership for the entire project, skillfully negotiating
relationships amongst all involved from Child and Youth Workers to
teachers to family and community members to school board and Ministry
officials and the researchers attached to the project. (Haig-Brown Research
and Consulting, 2010, p. 12)
The principal also strengthened relationships with Métis representatives,
First Nation representatives, and Inuit organizations, as well as Elders.
Métis organizations that participated actively were the Métis Nation of
Ontario (MNO), Georgian Bay Métis Council, Moon River Métis Council
and Métis Roots. First Nation representatives were from Rama, Beausoleil
and Wahta Mohawk First Nations, Barrie and Georgian Bay Native
Friendship Centres, and the Ogemawahj Tribal Council. Inuit voices have
come from Inuit Tapiriit Kanatami (ITK), Nunavut College, and local
resource persons. Two broader Aboriginal groups were very active –
Barrie Area Native Advisory Circle and the Aboriginal Education Advisory
Circle. Representatives from non-Aboriginal groups with an interest in
Aboriginal education were also involved – Simcoe County Child and Youth
Coalition, Simcoe County Muskoka Catholic District School Board
(SMCDSB), York University, Ontario Principals Council, Elementary
Teachers Federation of Ontario, and Ontario Secondary School Teachers
Federation.
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The two school boards (SCDSB and SMCDSB) jointly offered Braiding
our Learning – trustee training sessions that included First Nation, Métis
and Inuit teachings for trustees and senior administrators of both school
boards.
Furthermore, school board administration was encouraged to and did attend
a number of cultural activities hosted by the Principal and the Aboriginal
program. While it was difficult to measure, the sentiment among the
stakeholders was that the school board administration was somewhat
surprised by the level of support from the community for Aboriginal
education and infusion of Aboriginal cultures into everyday school
environments.
LDSB’s Steering Committee
LDSB created a local UAEPP steering committee with 25-30 members
including representatives from First Nation and Métis organizations. The
individuals and organizations represented included other education
organizations, community agencies, Elders, and a Métis Senator. In
addition, there was an informal group of Elders as guides.
The Steering Committee met every term and was an active participant in all
aspects of the pilot projects: delivering cultural programming, reviewing
and writing resources, developing and delivering professional development
and planning for sustainability. Community members including First
Nation and Métis parents were also very involved in professional
development.
LDSB’s Aboriginal Education Advisory Committee (AEAC)
In 2004, the Lakehead District School Board initiated the Aboriginal
Education Advisory Committee (AEAC). The AEAC includes an Elder, a
Métis Senator, Aboriginal parents, Aboriginal community agencies,
trustees, and school board staff. The AEAC worked in tandem with the
UAEPP during this pilot project and the synergy between the two initiatives
was apparent in the AEAC mandate, which was to make recommendations
to the school board on matters related to the education of Aboriginal
students. Having the AEAC in place prior to the UAEPP supported and
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enabled the system-wide implementation of the Urban Aboriginal
Education Pilot Project.
The Lakehead Public School (LPS) has taken a wide systemic approach
with the UAEPP. Aboriginal organizations and partners working together
with all levels of the school board are influencing a shift towards culturally
responsive, respectful relations between Aboriginal and non-Aboriginal
members across the board as a whole (Korteweg, 2010, p. 2). With the
support of the senior administration (directors and superintendents) and the
practical, systems-level leadership of a lead superintendent, the school
board was able to achieve a systemic approach in all areas of UAEPP
program planning and implementation.
TDSB’s Trustee Champions
A trustee has co-chaired the Aboriginal Advisory Council for as long as the
council has been operational. The UAEPP has provided the trustee
responsible for Aboriginal education with a greater opportunity to support
Aboriginal education as a result of the information that has been generated
through the UAEPP.
In the words of one senior staff: “the UAEPP has contributed to more
people in higher positions having knowledge of Aboriginal education
needs”. Further, it was reported that as a result of the UAEPP, the trustee
responsible for Aboriginal education has a greater knowledge base and
more information to better support this important work.

5.2. MEETING URGENT NEEDS OF FNMI STUDENTS
Urgent needs are those unmet needs that would put the continued education of
a First Nation, Métis and Inuit student at risk. Needs may be for personal,
academic, legal or financial supports. These might include students who are:
• on the verge of being expelled,
• on the verge of dropping out of school,
• having trouble meeting basic needs such as housing, food,
clothing, transportation, and/or
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• transitioning from a First Nation band / federally operated
school to a provincially funded urban school and who are
having serious difficulties with the required changes.
The urgent needs of First Nation, Métis and Inuit students have been
differentiated from other needs as those defined as “urgent” pose the greatest
threat to the students’ academic careers.
Urgent needs were addressed by child/youth workers (CYWs), child youth
counsellors (CYC), special assignment teachers (SATs) and social workers
(SW) who offered one-to-one support. Some group support was possible for
students at risk of dropping out of school. In some cases project staff helped
students in meeting basic needs such as food, clothing or school supplies, in
order to maximize the opportunity for student success.
All of the project sites identified that these roles were critical to help students
to mitigate personal, academic, emotional and family challenges. Given the
size (land area) of the school boards and the dispersion of students, staff in
these positions had to be very flexible in terms of the range of support that they
could provide as well as in their ability to travel to schools and provide visits to
families.
The TDSB had allocated a greater number of resources to providing support
for urgent student needs in the form of a social worker and a CYW who were
responsible for students in specific schools. The Student Success Teacher also
played an important role.
In SCDSB, CYWs were responsible for Lodge activities and direct academic
support in the classroom as well as providing support for urgent needs. In the
LDSB, supports for urgent needs were met by non-UAEPP staff already
working in the school board. No additional supports were provided through
the UAEPP aside from a social worker who was hired in the first year.
One of the primary challenges in the LDSB is meeting the needs of First
Nation students who are transitioning from their home community to an urban
context. This situation poses both academic and social challenges for students
and school boards for several reasons. Further detail is provided as follows:
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• Academic Challenges: There are disconnects between the education
offered in band and federally operated schools and the education in
publicly funded schools off reserve. The school board noticed a high
level of need for literacy supports for these students. In a recent policy
discussion of transferability of education on reserve to provincial
systems, Mendelson (2008) suggests that students in on-reserve schools
are two grades behind provincial students. Further, bureaucrats,
students and teachers agree that transferability between the provincial
and federal system has not been achieved.4
• Emotional/Social Challenges: In many cases, students who are moving
into an urban setting are billeted with families who have elected to take
on this role. This may be the first time that students have been away
from their families and their communities and there is often an
adjustment period. For some, the adjustment has been so difficult that it
has led to them dropping out of school and returning home. It is not
uncommon for this transition to take two or three attempts before it is
successful. Some students never make the transition.
Through the UAEPP, LDSB was able to offer a greater number of supports to
their students in transition. These programs are explored in detail below in
relation to the other school boards successes in meeting urgent student needs.

5.2.1. EXAMPLES AND INSPIRING PRACTICES FROM PILOT
SCHOOL BOARDS
TDSB’s and SCDSB’s Child and Youth Workers/Student Success
Teachers/ Child and Youth Counsellor/Social Worker
In both school boards, CYWs took a family level approach to providing
one-to-one supports to students. That is, before students began receiving
services, families were contacted and consent was provided by the legal
guardians of youth under 16 years of age.
4

(Mendelson, M., 2008) Caledon Institute for Social Policy, A First Nation Education Authority
Act. Retrieved from: <http://www.caledoninst.org/Publications/PDF/684ENG.pdf>
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Two of the UAEPP pilot sites concentrated efforts on hiring and training
Child and Youth Workers (CYWs) to provide direct one-to-one support for
students in urgent need. In the TDSB, Student Success Teachers, Child and
Youth Counsellors (CYCs) and Social Workers (SWs) also addressed some
of the urgent needs of students in the school board. Students with
attendance problems were often referred to Student Success Teachers
(SSTs). CYWs, CYCs, SWs and SSTs also attended to less urgent needs
and typically these workers had a very flexible approach to their work that
was determined by the students’ needs.
For TDSB, counselling services were offered one-to-one in the first pilot
year. In the second pilot year counseling services were expanded to include
group support programming including:
• Tree of Life Program - Small group support helping
youth to recognize the historical context of their
situations and develop skills to move forward through
conflict and adversity.
In the SCDSB, the role of the Child and Youth Workers was similar in that
these workers were extremely flexible in the type of support that was
provided to students. The support provided was both academic and
personal and was made available to all students. For SCDSB one of the
primary keys of success was their commitment to making services available
to all students so as not to “objectify” First Nation, Métis or Inuit students
(JRI Interview, October 2010).
The impact of this work has been noted by some parents.
• I would definitely have had more contact with the
principal, vice-principal regarding [my child’s]
disagreements, fights and complications. (Haig-Brown
Research and Consulting, 2010, p. 32)
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LDSB’s Transitions Program
Through the UAEPP, LDSB was able to offer a greater number of
academic supports to their students in transition. For example,
• the Transitions Program allowed LDSB staff to work with a
student to tailor their timetable, specifically for the first
semester, to focus on the strengths of the student and included
classes in which the student is likely to engage in and do well.
• a specific class was developed to support First Nations
elementary and secondary students who are in transition. The
class content deals with FNMI realities and concepts.
The philosophy behind both of these programs is that an initial positive
school experience will foster self-confidence and feelings of belonging in
the student, which can help to keep the student engaged in the school
system.
A disadvantage of the Transitions Program is that there is not a systematic
process for identifying students in transition and only those students who
self-identify are enrolled in the program. For example,
• staff and evaluation reports indicated that more work needed
to be done to establish connections with those community
schools that send students into the school board.
• it was suggested that contacts before the students actually
arrive would be very beneficial and that in their school board,
one dedicated staff person would be required to fully support
students in transitions.
• it was unclear how the emotional and social needs of these
students were addressed.
TDSB Financial Support to Students in Need
TDSB demonstrated innovative techniques to address the urgent financial
needs of students in their school board. To help students in need, the
Aboriginal Education Centre provided students with opportunities to work
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for pay in the education office by providing office support. This was
viewed as successful because it required students to provide a service in
exchange for aid, thus taking away a stigma around receiving aid. This
experience provided students with an opportunity to gain workplace skills.
Participating students were provided with an employment reference letter,
further reinforcing this intervention as a positive experience.

5.3. CREATING OUTREACH, SELF-IDENTIFICATION AND LINKAGES
AMONG FNMI STUDENTS AND FAMILIES
Knowledge of the numbers of FNMI students in schools and school boards is
necessary for planning purposes. The lack of prior emphasis on selfidentification of FNMI students coupled with a general mistrust of the
education system resulting from the colonial past has resulted in many First
Nation, Métis and Inuit students and families being minimally “visible” to the
system. Outreach to students was necessary to achieve the outcome of having
more students self-identify. For those students who felt isolated before these
initiatives were undertaken, the UAEPP provided an opportunity for linking
with other FNMI students. Outreach done in a respectful manner also
contributed to a sense of positive identity for these students.
The three school boards had all been working on increasing self-identification
of Aboriginal students in their respective school boards prior to the UAEPP.
LDSB and SCDSB reported the most organized efforts. The UAEPP provided
an opportunity to put Aboriginal education in the spotlight and build critical
relationships with families. All of the school boards agreed that anecdotally
speaking, the UAEPP had resulted in increased self-identification of
Aboriginal students. They also expected that students would continue to come
forward.
There were four general types of activities targeting self-identification that
were included in the pilot projects:
• Outreach to students through notices, assemblies, events and
personal contact (based on referrals by staff).
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• Outreach to families in the course of some primary activities
such as one-to-one interaction, specific programs, schoolwide celebrations, open houses, feasts and other community
events.
• Encouragement of self-identification.
• Providing linkages for FNMI students with common interests
to meet and spend time with each other by offering after
school group skill-building activities in central locations.

5.3.1. EXAMPLES AND INSPIRING PRACTICES IN PILOT SCHOOL
BOARDS
5.3.1.1. OUTREACH TO FNMI STUDENTS
Outreach to First Nation, Métis and Inuit students was a critical
component of the three pilot school boards. The school boards
suggested that evidence that their efforts have been successful was in
the extent to which student demand was exceeding the school board
resources.
TDSB
The Aboriginal Education Centre teams provided cultural assemblies
that were ostensibly to provide understanding of First Nation, Métis and
Inuit cultures to students and staff at selected schools. In effect, it led to
the identification of previously unknown First Nation, Métis and Inuit
students. Several such students went on to become quite involved with
the Centre and attributed much of their growth to the experiences
gained.
TDSB staff indicated that in the first year a significant effort was made
to increase awareness among the board schools about the Aboriginal
Education Centre and the services offered. By year two, word had
spread sufficiently to keep staff busy with an increasing number of
referrals. Referrals came from TDSB staff as well as parents. New
positions had to be added to meet the demand.
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SCDSB
Outreach was slightly easier for SCDSB who operated within defined
spaces, known as “Lodges” within selected board schools. These
physical spaces provided specific activities and a timetable of events for
Aboriginal and Non Aboriginal students to meet, learn, and relax.

5.3.1.2. OUTREACH TO FAMILIES
As stated in the 2007 Ontario FNMI Education Policy Framework:
...it is important for educators to understand the First
Nations perspective on the school system, which has been
strongly affected by residential school experiences and
has resulted in intergenerational mistrust of the education
system. It is essential that First Nation, Métis, and Inuit
students are engaged and feel welcome in school, and that
they see themselves and their cultures in the curriculum
and the school community. (p.6)
In terms of outreach, the project sites demonstrated a combination of
out-of-school community events, as well as one-to-one support. Project
leads reported that community gatherings served a double duty by also
providing families with an opportunity to connect to their culture and
with other families.
SCDSB showed the most concentrated effort of reaching out to families
through community gatherings. TDSB and LDSB had fewer
community events and focused efforts more on a family-by-family
basis, as needed.
Examples of family outreach efforts that were deemed to be most
successful by the project sites included engagement, family connections
and family of schools strategies.
SCDSB’s Strategy for Engaging FNMI Communities
Through the UAEPP, the SCDSB held an open house for parents to tour
the Lodges and share in a community feast when they were first opened.
Over 40 Métis and First Nation parents participated in the event. It was
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reported that there was greater parental participation in this event than
any other parent event held at the school.
In the 18 months of the program 25 feasts were held in eight schools.
The staff observed that more First Nation, Métis and Inuit families were
participating in the feasts in the second year than in the first. First
Nation, Métis and Inuit participants included parents, grandparents,
aunts and uncles, cousins and community organizations.
These events incorporated traditions and representatives of all of the
cultural groups, as did their approach in all aspects of their UAEPP
programming. For example, a Métis fiddler quartet was present for
some events as were First Nation powwow dancers. Staff especially
noted that Inuit families were making connections between schools
through their attendance and participation in cultural celebrations at
school and at the Education Centre. In fact the Aboriginal education
team went to great lengths to involve Inuit culture in the resources
questions and outreach efforts, including inviting Susan Aglukark to
perform at a cultural celebration. One Inuit family responding to
evaluator surveys of the programming indicated the following:
“The UAEPP has meant that my child has had increased
exposure to her Inuit culture…to our family, this is important
because our child is getting cultural influence not just at
home but at school as well. She has come home very excited
that there was a display of Inuksuk’s at school…our six-yearold was able to connect with another Inuit girl of fourteen. It
is so nice to see them together. Because of the UAEPP we
are feeling more connected to the school.” (Haig Brown,
September 2010, p. 31)
LDSB’s Family Connections Program
The Family Connections Program was a drop-in program offered in
partnership with the Thunder Bay Indian Friendship Centre for parents
of children in two of the board’s schools. This program provided
parents with an opportunity to earn their high school diplomas. For part
of each day the activities focused on class work, while the rest of the
day was spent on parenting and life skills programs. Forty-five parents
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had participated in the program with three parents receiving their
diplomas. A parenting handbook and a cookbook were created through
the program.
The staff reported that this program had an “outstanding” positive
impact on some parents. The primary challenge of the program was
keeping parents engaged in the process.
SCDSB’s Family of Schools: transition to high school
In order to address the difficult transition to high school, the SCDSB
implemented a Family of Schools strategy to help provide continuity of
staff and services for First Nation, Métis and Inuit students and their
families. Elementary schools were grouped with secondary schools
based on geographical proximity and the likelihood that elementary
students would be going to that particular secondary school. This
enabled CYWs to keep better track of FNMI students and their families
through the transition to grade nine.

5.3.1.3. NAVIGATION AND ADVOCACY
All of the school boards offered navigation and advocacy support to
First Nation, Métis and Inuit parents and their children. Only one
school board, LDSB, had an organized program for navigation and
advocacy. SCDSB and LDSB provided these services on an as needed
basis. In year two, the LDSB was pilot testing a new advocacy program
staffed by parent/community volunteers in order to address issues of
sustainability. It would be worthwhile to follow their progress in order
to determine whether or not this method is effective, as this could be a
cost-effective solution to the challenge many boards face in providing
supports to families.

5.3.1.4. SELF-IDENTIFICATION OF ABORIGINAL STUDENTS
Two of the school boards (LDSB and SCDSB) had direct pre-UAEPP
strategies to encourage self-identification. However, all of the sites
expected that increased presence of First Nation, Métis and Inuit
cultures in the school coupled with presence of Aboriginal staff and
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greater availability of programming provided through the UAEPP
would, in the long term, translate into a greater propensity for
Aboriginal students to self-identify.
The positive change in self-identification results attributed to the
UAEPP was credited to:
• Increased presence of Aboriginal cultures and
programming in the school environment.
• Better relationships with Aboriginal families working to
break down historical barriers and mistrust of the
education system by families. It was noted that many
parents encouraged children not to self-identify fearing
that this would lead to discrimination. Some parents
noted avoiding contact with the school to ensure that the
teachers would not know that their child was Aboriginal.
Each of the school boards reported an increase in self-identification
although numbers were not yet available. For example, in one school
with no previously identified Aboriginal student population, UAEPP
programming stimulated interest from ten First Nation, Métis and Inuit
students to self-identify. Quantitative measures of increases will be
available over time. Specifically, TDSB expects that their 2010 student
census will reveal a greater number of First Nations and Métis students
as compared to the previous census as a direct result of the UAEPP.
Self - identification has not only provided an opportunity for the boards
to getter a better understanding of the FNMI students in their district but
has also provided an opportunity for some students to learn more about
and connect more meaningful to their culture. SCDSB staff reported
that more students in their school board have been inquiring about their
genealogy and connections to Métis ancestry and registering for Métis
Citizenship as a result of their UAEPP work. (JRI Interview, June
2010).
Interestingly, it is not only students who increasingly came forward to
self-identify, but teachers as well. In the TDSB, a network of
Aboriginal teachers has developed and membership has been expanded,
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reportedly as a result of the UAEPP. The members of this network meet
every two months to discuss Aboriginal education issues. These
teachers have been a valuable resource for the Aboriginal Education
Centre and provide a natural source of school-level champions. For
example, this group participated in the school board-wide Achievement
Gap Task Force Hearing and helped to raise awareness of Aboriginal
student learning issues in this forum.

5.3.1.5. CREATING LINKAGES FOR FNMI STUDENTS
Creating linkages for Aboriginal students with other Aboriginal students
within a school board was of particular importance in large school
boards with a relatively dispersed population. It is not surprising then to
see that of all the school boards the TDSB had the greatest UAEPP
focus on providing these opportunities. TDSB’s Aboriginal Advisory
committee was also pivotal in this regard, maintaining that the UEAPP
should focus on supporting isolated students rather than focusing all of
their attention on schools with high concentrations of Aboriginal
students.
By bringing together First Nation, Métis and Inuit students in
camps, activity groups, cultural activities, events, learning
symposiums and system-wide projects the Urban Aboriginal
Education Project not only promotes culture and learning,
but assists in building friendships, confidence and resiliency
and alleviates isolation by creating supportive, inclusive
environments and communities of peers. (TDSB, 2010)
Some examples of the events held to foster linkages between students
are:
• Anishnaabe four-day Language and Cultural
Immersion Camp brought together 60 First Nation,
Métis and Inuit students from 18 school board schools.
• Louis Riel Day Celebrations including cultural
instruction and workshops.
• Culturally based drama productions.
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5.4. SELF-CONFIDENCE AND ACADEMIC NEEDS OF FNMI
STUDENTS
While some educators emphasized the academic needs of First Nation, Métis
and Inuit students as the greatest need, programs designed and implemented by
Aboriginal educators were generally more holistic – attending to the physical,
emotional, social and cultural needs of the students. Wholistic approaches are
culture-based and realistic. For example, many students had experienced
racism in various aspects of their lives, and as a result low self-esteem was a
key factor to be addressed. The need for increased self-confidence was used
here as a key phrase to sum up the emotional, social and cultural needs of First
Nation, Métis and Inuit students.
All three school boards addressed these student needs through a combination
of mechanisms including updating curriculum resources, addition of new class
and individualized support. There was also evidence of programming that was
specific to Aboriginal students only (primarily in TDSB) as well as
programming for all students.
All of the school boards will be maintaining some elements of this support
post-UAEPP. For example, LDSB will maintain their highly successful
literacy program (described below) while SCDSB will address this need
through continuing support for students from child and youth workers.
In the pilot school boards four general types of activities focused on addressing
the individual needs of First Nation, Métis and Inuit students:
1. Direct Interventions -- individual support designed to build
academic success included tutoring, counselling, mentoring
programs, guidance from Student Success Teachers, specific
credit-based courses, and scholarships/bursaries.
2. Individual Support -- both academic and personal. Personal
support designed for individuals generally took the form of
one-to-one counseling.
3. Group Support-- was generally offered through youth groups.
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4. Group Skills Development -- focused mostly on arts-based
activities delivered in partnership with organizations or
individual First Nation, Métis and Inuit community artists,
musicians, dramatists and dancers.

5.4.1. EXAMPLES AND INSPIRING PRACTICES FROM PILOT
SCHOOL BOARDS
5.4.1.1. DIRECT FNMI INTERVENTIONS: INDIVIDUAL SUPPORT:
ACADEMIC AND PERSONAL
LDSB’s Literacy Supports for Grade 7 and 8 students
The Literacy support program for grade 7 and 8 students in LDSB
began in the first year of the UAEPP. It is one of the only UAEPP
programs that was evaluated using a pre-test/post-test methodology.
These grade levels were selected as this is a key level when many
students are coming into the school board from their home
communities. In pilot year one, the school board hired Teaching
Assistants (TAs) to provide support in five schools selected to
participate in the program based on those with a high concentration of
Aboriginal students and those with high literacy needs.
While the program was open to all students, it focused on First Nation,
Métis and Inuit students and content reflecting the cultures of these
students. Teaching Assistants received specific instructions from the
LDSB UAEPP staff in cultural teachings including sensitivity training
reflecting the cultures of these students. They provided support to
students on a one-on-one basis and in small groups. They worked five
half-days per week with an average of five student sessions per day.
In the second year, the school board, concerned with the sustainability
of the program, adapted the effort to ensure continuation of activities.
Fourth year Education students were hired from the local University as
grade 7 and 8 tutors. These university students received the same
training that was provided to the teaching assistants.
Approximately 56 students in grades 7 and 8 participated in this
program over two years. This approach has been credited with
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producing a measurable improvement in literacy for participating
students. In the two-year period, project staff noted the following
Education Quality Accountability Office (EQAO) reading results for
students who participated in the program:
• 17% of students stayed at the same reading level,
• 60% went up one reading level,
• 19% moved up two grade levels, and
• 4% moved up more than two grade levels.
SCDSB’s Child and Youth Workers and the Lodges
In SCDSB, Child and Youth Workers provided direct academic support
in 66 elementary and secondary classrooms and in 20 non-classroom
settings. The number of CYWs involved varied over the course of the
pilot study from one to three. At the end of June 2010, there were three
CYWs … working across a number of schools including the four
original ones. (Haig-Brown Research and Consulting, 2010, p. 12)
The impact of this work has been noted by some parents.
• The CYWs and IRT provide mentoring. They’re
great people, very sincere and I really like
them…they provide the extra attention that my
children enjoy and need. (Haig-Brown Research
and Consulting, 2010, p. 32)
TDSB’s Student Success Teachers
The TDSB hired two Student Success Teachers (SSTs) to work directly
with First Nation, Métis and Inuit elementary and secondary students.
The role of the SSTs was flexible and varied on a case-by-case basis;
however, their primary goal was to provide support to students who
were struggling in the school system. SSTs were teamed with the CYW
and Social Worker who also provided support and advocacy for
families. Sometimes the need was considered urgent.
SSTs provided support, on an as needed basis, to students in the form of
tutoring, literacy classes, one-on-one teaching with students, support for
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teachers, and support for children with special needs. They also played
a role as advocate for students and families within the school board.
The key to success with SSTs, as identified by project staff, was the
ability for these individuals to be flexible and comfortable taking on
many roles including counselling, tutoring, mediation, navigation,
community liaison, and family/student advocate.

5.4.1.2. DIRECT FNMI STUDENT INTERVENTIONS: GROUP SUPPORT
The following activities focus on group support interventions. The
examples below demonstrate both formal and informal approaches to
providing group support to students within a culturally appropriate
context.
TDSB’s Group Support Activities
The TDSB implemented a number of group support activities. One
example included an afterschool drumming program. A second
example, was the “Elder’s Voices” program with community Elders
providing teaching and reading with elementary students in one of the
district’s schools. Staff indicated that these initiatives had an
“overwhelming” positive impact on students. Approximately 700
students benefited from these programs.
SCDSB’s Talking Circles
SCDSB staff report that talking circles have become standard practice
in their schools as a result of UAEPP (JRI Interviews, October 2010)
and that talking circles occur spontaneously in the playground and in the
classroom. This was a critical indicator of success for the school board
as their main objective was to infuse Aboriginal cultures into the
everyday school environment. The fact that students and teachers were
initiating their own talking circles was provided as evidence that this
infusion was indeed happening.
In SCDSB, talking circles were not only for the First Nation, Métis and
Inuit student body, but open to all students, teachers and school board
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administration. The 2010 Evaluation report indicated that building on
the importance of relationships the pedagogy of the circle became part
of everyday practice for many (Haig-Brown Research and Consulting,
p.40). Two examples of circle and relationship building approaches are
shown in the two paragraphs: Restorative Approaches for Respectful
Relationships and White Buffalo Circles.
Restorative Approaches for Respectful Relationships – designed to
address First Nation, Métis and Inuit students who were in conflict with
school rules. This approach was created in the first year of the UAEPP,
and has been built into the school board improvement plan. One pilot
school developed their whole Teaching-Learning Critical Pathway
(TLCP) project around it. The school board was moving forward to
develop Restorative Approaches for Respectful Relationships systemwide.
White Buffalo Circles (WBC) student/staff discussion groups scheduled
during nutrition breaks. Students discussed contemporary and historical
Aboriginal issues with a concerted effort by staff to present the
perspectives and cultures of the First Nation, Métis and Inuit.
Approximately 300 students participated in one or more White Buffalo
Circles and this high level of participation was reported as evidence of
the effectiveness of the activity. (Haig-Brown Research and Consulting,
2010, p.16)

5.4.1.3. DIRECT FNMI STUDENT INTERVENTIONS: GROUP SKILLS
DEVELOPMENT
LDSB’s Mentoring Program: Secondary/Elementary Peer Mentoring
Through the UAEPP, the LDSB developed and implemented a creditbased peer mentorship program that was incorporated into Native
Studies Classes in secondary schools. The mentorship program
provided interested secondary students with skill development
opportunities in mentoring and leadership, including participation in a
leadership retreat. First Nation and Métis leaders were brought into the
classrooms to speak with the students about traditional teachings and
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contemporary FNMI issues. The program was open to all secondary
students and most of the participants were First Nation, Métis and Inuit.
In turn, these secondary students provided mentoring to one or two First
Nation, Métis and Inuit elementary students. The focus was sharing
First Nation, Métis and Inuit stories and teachings with the students.
Through this program about 100 secondary students participated while
100-200 elementary students received mentoring.
School board staff indicated that this program had a definite positive
impact for secondary and elementary students. They have noticed that
since implementing the program there is better attendance, better
behaviour, and more credit attainment; kids who were not showing up
before are now showing up for this class. There was a sense from the
local evaluator that one of the schools was particularly successful
because students really respected their special assignment teacher. This
conclusion was supported by the high numbers of First Nation, Métis
and Inuit students participating in that program. The school board has
recognized the value of this course and plans to continue to offer it for
one year post-UAEPP. Further, a handbook has been developed. This
handbook can be accessed at:
<http://www.lakeheadschools.ca/aboriginal/>.
SCDSB’s Early Literacy Program
The SCDSB offered an early literacy program for students from
kindergarten to grade four in two schools and 10 classrooms. As was
consistent with Simcoe’s approach of infusing Aboriginal cultures into
the everyday environment, the literacy program targeted all students.
Through this program, the school board recognized a demand for more
early literacy programming and a general demand for greater infusion of
First Nation, Métis and Inuit content into school programming in
general. As a result, the SCDSB and UAEPP staff incorporated First
Nation, Métis and Inuit content into the school board’s summer literacy
program. The 2010 Summer Literacy Program was based on FNMI
learning resources and incorporated authentic First Nation, Métis and
Inuit voices from the community.
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Staff indicated that this program had had an “overwhelming positive
impact” on students (Staff Interview, October 2010).
TDSB’s Group Skills Development Activities
The Riverdale Course is a University level course offered by the TDSB
in partnership with the Faculty of Education at York University for
students in grades 10-12. Most student participants were First Nation,
Métis and Inuit. The course focused on exploring First Nation, Métis,
and Inuit identity. The purpose of the course was to provide students
with an opportunity to experience the demands of a first year University
course while simultaneously earning their first University credit. This
course was offered in the evening at an in-school location. Fifteen to
twenty students participated in the course. Meals and course materials
were provided free of charge.
According to the program staff, the Riverdale Course has had a positive
impact on students. Specifically the staff indicated that “it takes away
the negative imaging and stereotyping and replaces it with something
that is positive.” (JRI Interviews, October 2010). The TDSB evaluators
pinpointed the success of this program to the content, well-informed
teachers, Indigenous informed practice, and community connections.
(Dion et al, 2010, p. 84)
Two of the participating students have gone on to university and another
is applying to university. One student, from a remote Northern
community, was the first person in his community to earn a University
credit.
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5.5. CULTURAL UNDERSTANDING FOR ALL STAFF AND STUDENTS
This section focuses on activities that were designed to target a broad range of
both Aboriginal and non-Aboriginal students and staff. This differs from
Section 5.4, which focused on activities that targeted First Nation, Métis and
Inuit students as individuals or in groups. All of the activities described in this
section (5.5) were designed to be available to as many staff and students as
possible.
Cultural understanding, in this context, means the knowledge, familiarity and
understanding of traditional and modern First Nation, Métis and Inuit cultures
including the arts, literature, music, histories, worldviews as well as including
spiritual practices and their meanings, legal issues, current accomplishments,
and so forth. Ideally, these understandings would foster an appreciation for the
past and current situations of each of the three First Nation, Métis and Inuit
groups including what they have in common and what is unique to each.
Under this category, three types of activities were included in the pilot
projects:
•

Welcoming environments (targeting FNMI students but affecting all).

•

Curriculum and resources enhancements for specific classes, grades and
schools.

•

Professional development available for school staff.

All three school boards were actively engaged in developing cultural
understandings for students and teachers. Similarities in approach included the
expansion of First Nation and Métis resources collections (books, posters,
artifacts) as a mechanism to increase understanding. LDSB and SCDSB
distributed these to all schools. The TDSB created a resource library from
which teachers, parents and community members would continue to be able to
withdraw the resources on loan. Limited anecdotal evidence suggested that the
availability of these resources had a positive impact for Aboriginal students.
More research is needed across the school boards on the distribution and
uptake of these resources.
All three school boards intended to influence cultural understanding through
professional development opportunities for teachers and ultimately the
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inclusion of First Nation, Métis, and Inuit content into the classroom through
specific classes and more generally into mainstream curriculum. LDSB, as
mentioned earlier, focused their UAEPP to a large extent on professional
development and the development of classes and curriculum resources for First
Nation, Métis, and Inuit students. For example, administrative staff in schools
received specific training on creating welcoming environments. SCDSB also
provided professional development and limited curricula development. This
board’s professional development concentrated primarily on a one-to-one
format with a focus on integrating First Nation, Métis, and Inuit content into
the curriculum in general. Welcoming environments were supported through
the creation of physical spaces (Lodges within the schools).
In response to demographic challenges, TDSB focused professional
development on specific courses in select schools. TDSB’s welcoming
environments approach was challenged by the volume of schools (500) in their
board. TDSB focused on the individual by creating linkages between
Aboriginal students and working to empower Aboriginal students to feel
supported and confident in their school environment, as was discussed in
previous sections.

5.5.1. EXAMPLES AND INSPIRING PRACTICES FROM PILOT
SCHOOL BOARDS
5.5.1.1. WELCOMING ENVIRONMENTS
Welcoming environments were specified in the Ontario First Nation,
Métis and Inuit Education Policy Framework and can be interpreted in
many ways. The most obvious one would be to provide a visual First
Nation, Métis and Inuit presence in the public areas of a school. More
depth could be gained by adding visible resources to the classrooms,
library, and school assemblies. Eventually, all activities that are
described in this report contribute to a welcoming environment
including designated spaces, curriculum, and cultural activities.
A welcoming environment as defined by the three pilot school boards is
one in which First Nation, Métis, and Inuit students are reflected in the
physical environment and the curriculum. The end goal was defined as
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creating a positive change in how First Nation, Métis, and Inuit students
feel about their schools and their place in the schools.
The welcoming environment in this context was intended to have the
strongest impact on First Nation, Métis and Inuit students by
contributing to each student’s sense of recognition, acceptance and
pride. In the words of the Ontario First Nation, Métis and Inuit
Education Policy Framework:
An academic environment for every First Nation, Métis, and
Inuit student that promotes the development of a positive
personal and cultural identity, as well as a sense of belonging
to both Aboriginal and wider communities.
The Government of Ontario creates and supports an
academic environment that fosters First Nation, Métis, and
Inuit languages and cultures. It acknowledges the diversity
found in First Nation, Métis, and Inuit communities and
endorses learning about First Nation, Métis, and Inuit
cultures, histories, and perspectives in the public education
system. (p. 8)
The three pilot school boards reported efforts at creating welcoming
environments. All three school boards included physical visual displays
in select schools.
TDSB’s Welcoming Packages and Assemblies
For example, in TDSB, a welcoming package was developed for all of
the over 500 school board schools. The package included a poster as
well as teaching resources to support the poster. The extent of
utilization of the package was not reported. Assemblies as a form of
visibility for First Nation, Métis and Inuit cultures were also used by
TDSB. Teams were sent out to schools to give assemblies that exposed
all staff and students to select aspects of First Nation, Métis and Inuit
cultures.
LDSB’s Welcoming Learning Environment
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The Lakehead School Board consulted with local Aboriginal
community members, a number of local educators and other school
boards in the province to develop and carry out an environmental scan.
The environmental scan entitled “Our Welcoming Learning
Environment” was designed to enable school leaders and staff to see
what had been implemented in a variety of school settings. The scan
document itself was shared with all Lakehead staff at an UAEPP PD
session. Based on Aboriginal identification data, four elementary and
one secondary school were selected to participate in creating welcoming
environments. The UAEPP project coordinator met with each school’s
principal to assist with implementing the recommendations of the scan
document. Some of the plans that were implemented integrated
Aboriginal content into planning and instructional practices. Following
the four components identified in the scan document some examples of
how each component was addressed included:
1. Environment: signs welcoming visitors were posted at each
school in Ojibway in recognition of the local First Nation.
2. Practices and Attitudes: a Fair Start Program was used to create
a welcoming environment through a “team time” and social
gathering where school staff provided assistance to Aboriginal
parents.
3. Resources and Materials: Posters of Aboriginal role models
were obtained through the Lakehead network (Nishnawbe-Aski
Nation, Aboriginal Affairs and Northern Development Canada,
and Matawa Tribal Council) and posted on the school walls at the
five schools.
4. Outreach and Community: Some of the five schools
established an Elders Council and protocols through consultation
with local Elders and advisors.
SCDSB’s Lodges
Given the high valuation that the staff gave to the Lodges and the
activities related to them and the apparent impact that participation in
Lodge activities had on students in grades 3-8, Lodges were considered
to be a focal point worth establishing where possible. Note that the
discussion of the Lodges was difficult to separate from the activities that
were related to them and carried out by the Child and Youth Workers
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who were most likely to use them as a venue for Aboriginal-inspired
activities. As a result, the CYW-led activities will be listed in this
discussion, but have been discussed more fully in other sections of the
report, as appropriate.
Lodges were physical spaces in elementary or secondary schools where
First Nation, Métis and Inuit students and their non-Aboriginal peers
could come and participate in cultural activities, receive one-to-one
support or to meet with friends.
Typically, the Lodge was located in a school classroom. The room was
set up with circular tables, First Nation, Métis, and Inuit artwork, and
resources. Scheduled activities were held during nutrition breaks and
other non-Academic programming time slots. The Lodges originally
targeted First Nation, Métis and Inuit students, but were then opened to
all students in the school and First Nation, Métis, and Inuit students
were encouraged to bring a friend to the Lodge. Some of the activities
that were carried out in the Lodge included small support groups or oneon-one academic and other student support activities. Cultural activities
and teachings were available in some Lodges, including: smudging,
White Buffalo Circles, Seven Grandfather Teachings, Three Sisters
Teachings, and First Nation, Métis and Inuit languages. Other school
staff also used the elementary Lodge spaces for activities such as
storytelling.
One teacher noted that the Lodges had a positive impact on some
Aboriginal elementary students.
They [Aboriginal elementary students] came from being shy
to being very proud, because it got to be a big thing. They
were allowed at break to bring three friends [to the Lodge].
And suddenly, they were like the stars, because everybody
wanted to go, “oh I want to go”, and “my turn my, turn”. It
was very good for their confidence. It really, really helped
them. (Haig-Brown Research and Consulting, 2010, p. 41)
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Informal testimonial to the positive perception of the Lodges was that
other schools within the school board have expressed the desire for
Lodges of their own.
Formal evaluations of the Lodges were conducted, although the reports
were not specific to the space. Evaluation reports of the Lodges were
general and included the space, the activities and the staff resources that
were associated with them (all of which could have been available
without the Lodges). No evaluations were reported of specific activities
within the Lodges, so the discussion is included here with this noted
limitation of interpretation.
The project staff and school board evaluators rated the success of the
Lodges (space, activities, and staff) as “very high” based on
observations by and of staff, students and teachers. In their pre- and
post-test evaluation survey, the grades 3-8 students (primarily nonAboriginal) surveyed reported positive impacts of the Lodge activities
(Haig Brown Research and Consulting, 2010, p. 24-29). Those
elementary students who had attended Lodge activities were more likely
to report positive changes in feeling welcome, a greater sense of being
valued, and a higher comfort level with First Nation, Métis, and Inuit
content between pre- and post-tests (Haig-Brown Research and
Consulting, 2010, p. 24-28).
There was a greater evaluative focus on the elementary Lodges. More
information is needed to determine the impact of the Lodges at the
secondary level where fewer students used the space and services
offered.
When surveyed, many elementary students (grades 3-8) who
participated in Lodge activities indicated that they had learned
something about First Nation, Métis, and Inuit cultures. However, using
a pre- and post-test research design, evaluators at the SCDSB found that
general feelings of being valued or welcomed decreased from pre-test to
post-test for elementary First Nation, Métis, and Inuit students in
2009/10 (the second year of the pilot project).
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5.5.1.2. PROFESSIONAL DEVELOPMENT, CURRICULUM AND CLASSES
All three boards identified engaging in professional development,
curriculum enhancement, and resource development.
SCDSB Itinerant Resource Teachers
The SCDSB provided Itinerant Resource Teachers to the four schools to
develop and model lessons and approaches. The UAEPP started with
two IRTs in year one and one in Year 2. The school board will not be
continuing with this program element post-UAEPP unless further
funding can be found. Project staff indicated that teacher demand for
this service remains high in spite of the fact that the services can no
longer be offered.
The primary focus over the two pilot years was at the elementary level.
From K to Grade 9 the IRT offered in-class instruction in 66
classrooms. Lessons were developed and then modeled for teachers in
the classroom setting. Lesson Plans were developed in the following
areas: First Nation, Métis and Inuit symbols; First Nation place names
and stories in Simcoe County; The Métis Red Sash and Art; and, Inuit
Sculpture and Carvings. Professional development also focused on
helping teachers to incorporate First Nation, Métis and Inuit content in
core subjects. Lessons were also developed for a number of secondary
courses including: History, English, Geography, Law, Visual Arts, Food
and Nutrition, and Civics.
LDSB’s Targeted Professional Development (PD)
Release time was paid for through the UAEPP to allow teachers to
participate in professional development designed to familiarize teachers
with appropriate First Nation, Métis and Inuit content and approaches to
cross-curricula inclusion of such content.
In the first year of the project (2008/2009), participation was voluntary
and a minimum of two teachers participated from each of the school
board schools (based on a quota). In the second year, 2009/2010,
participation was mandatory for teachers in grades 5, 7, and 9 as well as
grade 10 English and Civics.
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Lesson plans were developed in the Professional Development (PD)
sessions and brought back to follow-up sessions with colleagues.
Though the two years, the UAEPP provided professional development
for:
• 50 elementary teachers,
• 40 secondary teachers,
• 80 teacher assistants, and
• 45 supply teachers.
Administrative support staff in five schools received professional
development specifically for creating welcoming environments.
Overall, the LDSB reported that the primary impact of the professional
development was in helping teachers to become more comfortable with
the material, and, increasing teacher confidence in incorporating
Aboriginal perspectives into their lesson plans. The intention was that
the lessons plans that were created by individual teachers would be
made available to other school board teachers.
The LDSB reported that their professional development efforts were
successful throughout the program duration because the PD was tied
directly to bringing First Nation, Métis and Inuit community members
and knowledge holders into the schools and focused on integrating
Indigenous knowledge into the curriculum.
One success story repeated frequently across a wide array of
participants and the stakeholder focus group in the
independent local evaluation was the school board-wide
approach to teacher professional development and resource
and curriculum development with Aboriginal perspectives
and integrating Indigenous knowledge. This illustrated the
above success of the professional development delivered by
the LDSB PD staff.
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TDSB’s Arts-Based Project
The Arts-Based Project, initiated by the TDSB in 2009, was noted by
multiple stakeholders as being one of their UAEPP activities that had
the greatest impact by several staff members as well as the evaluator.
The program provided an opportunity for self-selected teachers of
grades 3 and 6 to participate in four professional development sessions
aimed at helping them to develop culturally appropriate arts-based units
for their students. This work was completed in partnership with a local
Aboriginal arts organization. Through this work almost every
participating teacher was partnered with a First Nation, Métis and Inuit
artist and they developed and implemented lesson plans together. The
program culminated in a show of students’ multimedia artwork in the
school and at a school board event.
In 2008/2009, 27 teachers participated in the program. In 2009/2010,
24 schools had representation at the professional development sessions.
The evaluation results as presented in Decolonizing Our Schools (Dion
et al., 2010) reported increased teacher awareness of First Nation, Métis
and Inuit histories, cultures and current views. Participating teachers
reported a greater understanding not only of Aboriginal art, but a greater
sensitivity to and understanding of the histories, and an understanding
of the difference between cultural acquisition and cultural appropriation.
Through this process teachers confronted their own stereotypes as well
as learning more about Aboriginal perspectives and histories
LDSB’s Grade 10 Civics Course
In 2008/2009, First Nation and Métis teachers and community experts
helped to create curriculum resources for the mandatory Grade 10
Civics credit course. The course included curriculum on the treaty
process, historical relationships, residential schools, etc. A Métis
Senator and three Métis representatives from Métis Nation of Ontario
(MNO) ensured that the Métis perspective on history was included.
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All Grade 10 Civics course teachers in the school board were required
to participate in professional development and to incorporate the
material into their courses.
In 2009/2010 the Grade 10 Civics course which integrated First Nation,
Métis and Inuit perspectives was taught to all Grade 10 Civics students.
UAEPP staff reported that participation in this course had a notable
positive impact on students.

5.5.1.3. MAKING FNMI CULTURAL RESOURCES AVAILABLE TO
STUDENTS AND TEACHERS
The three pilot school boards reported efforts at providing resources
across the curriculum. Increases in the library resources about First
Nation, Métis and Inuit people and cultures can contribute greatly to a
welcoming environment.
SCDSB created and distributed First Nation, Métis and Inuit literacy
and learning baskets to all of the 88 school libraries in their school
board. These baskets included print-based fiction and non-fiction
resources and cultural symbols (such as Métis Sash) with related
teaching resources. One Aboriginal student commented on the resources
being made available in the SCDSB school library.
I like that because when people pick it out, I feel
respected. People actually want to learn about the First
Nation and Native cultures. I feel comfortable because
there’s actually a section about natives and there’s art
and everything. It makes me feel comfortable that
there’re books like that in our school. (Haig-Brown
Research and Consulting, 2010, pp. 23-24)
LDSB developed and distributed a First Peoples Cultural Resource
Basket to each of their schools. The baskets were differentiated for
primary and secondary schools and included books and symbols such as
a Métis sash and Inuksuk.
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TDSB developed a Library / Resource Room with a fully catalogued
collection of books and resources, a SMART school board and student
computers to be used for tutoring, mentoring and workshops.
The uptake and implementation of these resources has yet to be
explored in a systematic way.
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6. CHALLENGES AND LESSONS LEARNED
This section addresses the challenges and lessons learned within the five types of
activities shown in Section 5 (page 48). These five types are:
1. Establishing and increasing school board commitment.
2. Meeting urgent needs of First Nation, Métis and Inuit
students.
3. Outreach, self-identification and linkages among First
Nation, Métis and Inuit students.
4. Improving self-confidence and academic achievement of
First Nation, Métis and Inuit students.
5. Increasing cultural understandings of all staff and
students.
Further distinctions are made between challenges and lessons learned specific to a
single project and those that were related to all three of the pilot project sites. This
is referred to as “project specific” and “cross pilot project” respectively.

6.1. E STABLISHING AND I NCREASING S CHOOL B OARD
C OMMITMENT
The pilot sites were taking action to garner overarching school board support
for Aboriginal education. One indicator of success in building support was the
fact that all the school boards decided to maintain some or all of their activities
beyond UAEPP. For example, TDSB will maintain all of their activities and
programs for one year post-UAEPP. The funding provided by the UAEPP
raised the profile of Aboriginal education at the school board level in all of the
pilot school boards. However, school board commitment is not guaranteed and
will require ongoing effort to maintain visibility in light of the many competing
factors that school boards face.
There is a real fear among stakeholder groups, including school board staff and
parents, that there will be no long-term commitment and continued support for
UAEPP activities.
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Cross Pilot Project Challenges:
1. Funding for the Urban Aboriginal Education Pilot Project
was provided for a three-year time period. If funding and
focus are not maintained at the school board level, the
momentum gained through the UAEPP could be lost and
Aboriginal students and families might have further
reason to lose faith in the education system.
Aboriginal education is a deep systemic set of issues
and complexities that requires a systemic response. A
systemic approach by a school board requires years
and [the] funds for it to take hold and make a serious
impact. (Korteweg, 2010, p. 2)
2. School board priorities reflect provincial priorities. In
order for Aboriginal education to receive prioritization by
school boards it must be a provincial priority as well.
Cross School Board Lessons
Evidence from the pilot projects indicates that often Aboriginal students,
families and school boards benefit from short-term program investments such
as the UAEPP. Without long-term commitments however, some school boards
may not be able to sustain the same level of services provided by the UAEPP
funding. As reported by the pilot projects, some Aboriginal students and
families have over time come to mistrust offers of programming because they
believe that the support will be fleeting.
Pilot Project-Specific Challenges
The UAEPP project had school board support however, some participants felt
that the support could have been strengthened.
Pilot Project-Specific Lessons Learned
The wide diversity of the student population in TDSB created pressure on the
resources available to meet student needs. The impact of these resources could
have been maximized by more visible school board-level support for
Aboriginal education and a more integrated approach to board programming.
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6.2. U RGENT N EEDS OF FNMI S TUDENTS
Urgent needs remained when project funding was no longer available. While
this was relevant to all of the pilot projects, one project staff member explained
this as the cyclical process. Once programming becomes available,
identification of urgent needs increases as awareness grows about the
availability of support. Gradually, as some students continue to access
services, the demand levels off to a steady influx of new, ongoing, and exiting
clients. The ability to adjust to the ongoing entry and exit of students created a
need for a great deal of flexibility on the part of the projects.
Cross Pilot Project Challenges
The needs of Aboriginal students are diverse and, as documented in the pilot
project evaluations, ranged from urgent needs to academic, emotional,
physical, and cultural needs. This wide diversity presented a significant
challenge for school boards engaging in addressing Aboriginal education.
Cross Pilot Project Lessons Learned
As reported by the pilot projects, the urgent needs challenge was addressed in
two key ways: hiring Aboriginal staff members; and, hiring staff with specific
skill sets, such as CYWs (SCDSB) and Student Success Teachers (TDSB).
This provided a foundation from which the projects worked to address the
diversity of Aboriginal student needs.
Aboriginal students in transition from remote communities presented a
significant challenge to some districts. Some students faced enormous
challenges in achieving academic success. No single model has evolved from
the UAEPP to address this important issue. As the Aboriginal population
continues to grow, both provincial and First Nation/federally funded schools,
will face increasing challenges in supporting students in transition.
Although evidence from the pilot project indicates that students in transition
from remote communities were more concentrated at LDSB, TDSB and
SCDSB reported that they were also supporting students in transition from
remote communities. This is likely a result of the high mobility of the
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Aboriginal population, and, the lack of a broad range of educational
opportunities in some First Nations communities.
As part of the UAEPP, the LDSB reported offering a transitions program for
First Nation students (described in section 5.1, page 48). This program
provided greater flexibility in designing individual student programs to build
opportunities for students to have a positive school experience early in the
transition process. Literacy supports were also in place to support students in
transition.
As a result of the ongoing challenges posed by students in transition, SCDSB
retained four CYWs and TDSB has retained all of their programming. LDSB
opted to phase out the social worker who worked with Aboriginal students
because a duplication of services was identified between the UAEPP and
another related position at the local Urban Aboriginal Strategy (UAS) project.
The UAS employed Child and Youth Workers who were of Aboriginal
descent. Since the UAS and UAEPP projects were partners, these UAS CYWs
provided supports to Aboriginal students both during the day and after school,
in school settings.
Pilot Project Specific Challenges
One project identified that the day-to-day personal needs of their students
posed a challenge for their pilot projects. This included access to
transportation, food, clothing, school supplies, eyeglasses, and so on.
Pilot Project Specific Lessons Learned
In order to address this issue, the staff helped support select students in
acquiring some of these basic necessities to help set the stage for academic
success. For example, TDSB provided an opportunity for some students to
work for pay in the Aboriginal Education Centre and provided vouchers rather
than cash for student in immediate need of support. They also provided
assistance for one student to purchase eyeglasses.
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6.3. O UTREACH , S ELF -I DENTIFICATION AND L INKAGES FOR
FNMI S TUDENTS AND F AMILIES
Cross Pilot Project Challenges
There were two primary challenges within this category both of which are
related to self-identification.
Some Aboriginal families were reluctant to self-identify for fear of facing
discrimination. The UAEPP program seemed to ease some of those fears, as
evidenced by increasing numbers of Aboriginal students coming forward
during the pilot project. Parents especially had expressed their appreciation of
the increased visibility and assistance. However, this gave rise to another
challenge. As discussed in Section 5.3.1.4 (page 61), the greater the visibility
of the program, the greater the self-identification, demand, and need for
services, possibly exceeding the available project resources. Building
relationships with families and breaking down historical barriers is a process
that requires time, trust, and continuity. Without sustainability, the school
boards risked further alienating parents who would become frustrated by the
lack of continuity in programming.
Cross Pilot Project Lesson Learned
SCDSB reported the greatest success in engaging parents and families though
both one-on-one interactions as well as school and school board-wide events.
They also offered specific programming for parents to help them become more
involved in the school (see Section 5.0, page 48).

6.4. S ELF -C ONFIDENCE AND A CADEMIC N EEDS OF FNMI
STUDENTS

Few challenges were noted by the project staff in terms of academic needs and
self-confidence, aside from those issues that were related to other challenges
addressed in other sections of this report (i.e., academic challenges of students
in transition).
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Upon further analysis however, one area that could be further explored was the
engagement of Aboriginal secondary school students. Both the TDSB
Riverdale Course and LDSB’s literacy program (see Section 5.4.1.3, page 68)
were found by evaluators to be successful. More quantitative data on
participation and outcomes would be needed to determine the full impact of
these programs.

6.5. C ULTURAL U NDERSTANDING FOR A LL S TAFF AND
S TUDENTS
6.5.1. W ELCOMING E NVIRONMENTS
Creating welcoming environments for the pilot projects was extremely
meaningful. Of critical importance was the feeling of students that their
cultures were recognized and that they could feel safe being themselves in
their school environment. There needed to be a careful balance between
creating a supportive environment without causing further alienation.
Cross School Board Challenges
In creating welcoming environments, there was a level of reluctance in
some schools particularly in those schools where the administrations felt
that there were not a great number of First Nation, Métis and Inuit students.
The common assumption was that FNMI students need to be identified in
the system in order for a school to include First Nation, Métis and Inuit
worldviews in the school. UAEPP staff understood that the First Nation,
Métis and Inuit student populations had a high degree of “invisibility” in
the schools in some cases and were supportive of the ways in which FNMI
cultures and histories are integral components of Canadian history, and,
contemporary life in Canada.
Cross School Board Lessons Learned
It is unclear whether or not the pilot projects were able to fully overcome
the challenge noted above. Some UAEPP solutions implemented to
address these issues at the school board-level are discussed in Section 6.1
(page 82).
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Project Specific Challenges
One group of non-Aboriginal students felt as though the UAEPP provided
special treatment for Aboriginal students that were unwarranted. There was
a sense of resentment at having to learn about Aboriginal issues, even
though knowledge tests of these same students revealed that in reality they
knew very little about Aboriginal students.
Project Specific Lessons Learned
The SCDSB used a whole-school infusion approach to professional
development and integration of First Nation, Métis and Inuit cultures into
their curriculum. They also opened the Lodges to all students to promote
greater understanding, awareness, and support. At the elementary level this
approach did not appear to create feelings of resentment on the part of nonAboriginal students. It is not clear how non-Aboriginal secondary students
felt about the programming.

6.5.2. P ROFESSIONAL D EVELOPMENT
All three school boards found it invaluable to involve community members
to achieve their objectives, specifically around professional development
and creating culturally appropriate atmospheres in the schools. The Ontario
Native Women’s Association had made strong recommendations that
reflected the position that First Nation, Métis and Inuit peoples are the only
ones who can interpret their cultures and provide their teachings.
It is clear, however, that all teachers can benefit from opportunities to learn
more about Aboriginal peoples and how to incorporate Aboriginal
perspectives in the classrooms.
Cross School Board Challenges
The Ontario Native Women’s Association highlighted the importance of
addressing cultural teachings and the infusion of First Nation, Métis and
Inuit cultures into classrooms and schools through professional
development offered to all non-Aboriginal teachers.
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Project Level Challenges:
LDSB noted that the community engagement component had not been
incorporated into the ongoing school board budget and that this would
create pressure in the future.

6.5.3. R ESOURCE D ISTRIBUTION
The development of resources was a primary component of all of the school
boards in the project. However, little mention was made of how the
resources were distributed. There is little data available to demonstrate
how the use of resources was encouraged, and uptake measured.
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7. MODELS5
This section describes the fundamental elements and common themes to
successfully support First Nation, Métis and Inuit students in different urban
settings based on the lessons learned from the three pilot projects.
All activities related to the pilot project sought to contribute to the following goals
outlined in the Ontario First Nation, Métis and Inuit Education Policy
Framework:
1. High Level of Student Achievement
2. Reduce Gaps in Student Achievement
3. High Levels of Public Confidence.
Each pilot school board designed its own pilot project. While there were many
similarities in their approaches, the directions that they took were unique. These
distinctions were tied primarily to the diverse demographics of each board and the
board history of providing Aboriginal programming. Each school board
demonstrated a strong commitment to the work and implemented multiple
program initiatives, many of them refreshingly innovative.
As district school boards across the province continue their efforts to meet the
needs of First Nation, Métis and Inuit students, much can be learned from the
experiences of the three school boards that were pilot sites for the UAEPP. The
approach taken in this section is to extract from pilot boards’ similarities and
differences to create three models of activities appropriate to different
circumstances.
As discussed in detail in Section 5 (page 48) and defined in Section 1.2 (page 19),
five categories were used to distinguish the focus on Aboriginal-specific activities
for the models.
5

The Haig-Brown (2010) evaluation report includes a ‘model’ for creating a program such as the one that
is evolving in Simcoe County. The elements of their model focus on the resources needed for a sufficient
effort and as such is a key to describing the extent of school board commitment needed. Their model is
quoted fully in Appendix B and includes the following resources: Elders as guides, an Advisory committee
for support, appropriate professional development, available child and youth workers with FNMI
understandings, FNMI resource teachers, appropriate library resources, gathering spaces, senior school
board champion, assessment/evaluation processes, and commitment of all levels from school board
Trustees to teachers.
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1. Establishing and increasing school board commitment
2. Meeting urgent needs of First Nation, Métis and Inuit students
3. Creating outreach, self-identification and linkages among
First Nation, Métis and Inuit students and families
4. Improving self-confidence and academic achievement of
First Nation, Métis and Inuit students
5. Increasing cultural understandings of all staff and
students.
Over two years, all three school boards developed initiatives in all five types of
activities as described in the models. The models are meant to illustrate the
options for a school board when planning targeted Aboriginal programs and
services. While the models are not an exact representation of each of the three
pilot school board’s activities, the models emphasize certain characteristics
common to each of the pilot school board’s experiences.

7.1. FOCI OF THE THREE SCHOOL BOARDS
As stated, there were five broad categories of situations demonstrated by
school board activities in the three pilot sites. These have become the
foundations of the three models and have been organized in approximate order
of urgency. The first category of activities speaks to school board
commitment. Just as important, schools must deal with the urgent needs of
First Nation, Métis and Inuit students, in an attempt to keep students in school.
Outreach to First Nation, Métis and Inuit students is critical. Once students
self-identify, direct assistance to the First Nation, Métis and Inuit students and
families may be provided for those who need it. The last category of activities
focuses on increased cultural understandings for all staff and students in order
to create welcoming environments.
Within each of the five activity categories, there should be an emphasis on the
development of resources, partnerships (a form of resource), and intervention
activities.
Resource development across the school boards includes strengthening
commitment, professional development, and the development of partnerships
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and curriculum resource materials that include First Nation, Métis and Inuit
perspectives.
Partnership development across the school board encourages advisory
committees to incorporate First Nation, Métis and Inuit views in decision
making and contribute to school-level professional development and
curriculum resource development.
Direct student intervention activities focus on Aboriginal students including
increased opportunities for tutoring, counseling, mentoring, skill development
and leadership development. Some classes were targeted to all students. This
led to increased exposure to First Nation, Métis and Inuit histories, current
affairs, arts and cultures.

7.2. THREE SCHOOL BOARD MODELS
Three school board models reflect diversity in demographics and focus on
Aboriginal-focused programming. The development cycle of Aboriginalfocused programming is visualized as an iterative process, such as the growth
of a tree trunk, in a spiral-like fashion. In order to determine the
appropriateness of considering a particular model to plan Aboriginal specific
programming, each school board should first determine its current stage of
implementation, prior to the implementation of new Aboriginal-focused
programming.

7.2.1. B OARDS WITH M INIMAL P RIOR A CTIVITIES
The first model, labeled Boards with Minimal Prior Activities, was
designed for a school board, at the stage, with some/a few resources and
interventions developed related to Aboriginal programming. Given these
factors, the primary emphasis is on resource development and on newly
developed direct interventions for Aboriginal students, who are at-risk of
having unmet personal and/or academic needs.
Resource development emphases should include creating 1) safe
environments for First Nation, Métis and Inuit students; 2) partnerships
with First Nation, Métis and Inuit organizations or individuals as experts,
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and 3) opportunities for professional development for counsellors for First
Nation, Métis and Inuit students.
For the first model, direct Aboriginal student intervention activity emphasis
should be on providing counselling and support in multiple locations, each
accessible to as many First Nation, Métis and Inuit students as possible.
Direct Aboriginal student intervention activities addressed urgent needs.
• Urgent needs should be addressed by Child and Youth
Workers (CYWs), Child Youth Counselors (CYC), Special
Assignment Teachers (SATs) and Social Workers (SW) who
offered one-to-one support. Some group support was possible
for students at risk of dropping out of school. In some cases
project support staff helped students in meeting basic needs
such as food, clothing or school supplies in order to maximize
the opportunity for student success.
• In the pilot school boards, three general types of direct First
Nation, Métis and Inuit student intervention activities focused
on addressing the individual self-confidence and academic
needs of First Nation, Métis and Inuit students:
o Individual support: academic and personal
o Individual support designed to build academic
success included tutoring, counselling,
mentoring programs, guidance from Student
Success Teachers, specific credit-based courses,
and scholarships/bursaries.
o Personal support designed for individuals
generally took the form of one-to-one
counselling.
o Group support was generally offered in youth
groups.
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o Group skills development focused mostly on
arts-based activities done in partnership with
organizations or individual First Nation, Métis
and Inuit community artists, musicians,
dramatists and dancers.
Activities that fit these categories were illustrated in previous sections.
When a school board has established that they have achieved some
academic gains for a substantial portion of Aboriginal students, it should be
appropriate to shift emphasis and resources to the second or third model.
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7.2.2. B OARDS WITH P RIOR A CTIVITIES : L OW D ENSITY ,
D ISPERSED T ARGET P OPULATION
The second model, labeled Boards with Prior Activities: Low Density,
Dispersed Target Population, was designed for a school board with
existing multiple-initiative Aboriginal programs that can benefit from
additional initiatives, and for First Nation, Métis and Inuit students who are
dispersed across many schools and often not yet self-identified.
Partnership development should be with First Nation, Métis and Inuit
individuals and organizations for expert advice and to offer special interest
programs.
Because of the dispersion of students across schools, concerted efforts
should be made to reach out to First Nation, Métis and Inuit students and
schools, as well share existing resources to the greatest extent possible.
Developments should also include creation of after-school programs for
First Nation, Métis and Inuit students who can travel to a central location,
including a centrally located safe environment for meeting other First
Nation, Métis and Inuit students, and accessing supports and resources.
The focus should also be on implementing strategies for increasing and
improving the reliability of self-identification methods and data collection.
Direct student interventions emphasis should be on providing individual
supports to First Nation, Métis and Inuit students through mentoring,
tutoring, literacy programs and to groups through culturally relevant extracurricular activities (in-school and after-school in central locations).
The main difference between this model and the previously described
model is that the focus is on all students and staff. As before, when a
school board at this stage, has reached a substantial portion of their
dispersed Aboriginal students, and those students that have achieved some
academic gains, it should be appropriate to shift emphasis and resources to
the third and more extended model and work on increasing understandings
for all students and staff.
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7.2.3. B OARDS WITH M ANY P RIOR A CTIVITIES : H IGH
D ENSITY T ARGET P OPULATION
The third model, labeled Boards with Many Prior Activities: High Density
Target Population, is for a school board with an extensive complement of
direct intervention activities that appear to be effective with First Nation,
Métis and Inuit students. While more may be needed, the emphasis for this
school board is on reaching non-Aboriginal students in order to increase
their cultural understanding.
In this context, cultural understanding means having knowledge, familiarity
and understanding of traditional and modern First Nation, Métis and Inuit
cultures including the arts, literature and music, histories, worldviews
including spiritual practices and their meanings, legal issues, current
accomplishments, etc. Ideally, these understandings should foster an
appreciation for the past and current First Nation, Métis and Inuit
perspectives, including what they have in common, and, what is unique to
each.
Direct student intervention activity emphasis should be on individual
supports for literacy (e.g., grades 7 and 8) and mentoring (e.g., secondary).
These intervention activities can also include group activities such as the
inclusion and integration of Aboriginal topics into the curriculum, arts, and
leadership skill development.
Resource development emphasis should be on curriculum resources for use
in all classrooms. Aboriginal experts and educators should be engaged
whenever possible.
Partnership development, already well developed with First Nation, Métis
and Inuit organizations and individuals, should also include non-Aboriginal
groups in order to promote greater understanding and awareness of
Aboriginal community and relevant issues.
Utilizing the resources developed for these purposes, the three types of
activities that might be found in these school boards are:
• Welcoming environments.
• Professional development, curriculum and resources
specific to some classes, grades, schools, etc.
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• Making First Nation, Métis, and Inuit cultural
resources available to all school board schools.
All three school boards were actively engaged in activities geared toward
developing greater understanding and awareness for students and teachers.
Similarities in approach included creating welcoming environments and the
expansion of First Nations and Métis resource collections (books, posters,
artifacts) as a mechanism to increase understanding. All of the school
boards intended to influence cultural understanding through professional
development opportunities for teachers and ultimately the inclusion of
Aboriginal content into the classroom through specific classes, learning
activities and more generally into the curriculum. Activities that fit these
categories were illustrated in previous sections.
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7.3. CHOOSING A PATH FOR A SCHOOL BOARD
It is expected that interested school boards would find similarities in what they
were doing in this area with various aspects of the three models and examine
the highlighted activities as described in this document (see Section 5, page
48). There is also the expectation that meeting urgent needs would precede the
meeting of other needs, or be part of other school board priorities/activities.
Although school boards may want to select one model, there is some fluidity
between the models to allow for use of lessons learned from any or all of these
models. For example, a school board might continue a particular activity
across models if it seems to work well for them.
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8. SUSTAINABILITY, CONCLUSIONS AND
RECOMMENDATIONS
8.1. S USTAINABILITY
Continuity and sustainability is of critical importance. Much can be learned
from the UAEPP experience however, long term effects are required to realize
the long-term goals of increasing academic achievement of Aboriginal
students, decreasing the gap in student achievement and increasing levels of
public confidence in programming and administration for Aboriginal students.
However, what the project sites of the UAEPP have accomplished in each of
the three cases is sufficient progress to encourage the school boards to look at
school-wide Aboriginal programming aimed at improving outcomes for
Aboriginal students.
Given the time-limited nature of the UAEPP, the three school boards were
challenged with making difficult decisions about which activities their school
boards could realistically carry forward and how to adapt those activities to fit
within existing funding levels and school board focus. All school boards
expressed a desire to continue the work they had started with the Aboriginal
community, families, parents and students. To this end, all three school boards
have addressed sustainability in unique ways that correspond with both their
demographics and the level of school board commitment. The TDSB showed
the greatest degree of program continuity, even expanding staff levels postUAEPP. Both the LDSB and SCDSB noted that programming gaps would be
left by the sunset of the UAEPP and not all programming could be maintained.
For the LDSB the gap will be felt in the potential end of activities supporting
and supporting board/community relationship and the direct support for
students. For the SCDSB, fewer teacher professional development activities
will be available in order to preserve direct supports to students.
Common across all groups is the sustainability and legacy that will be left in
terms of the wealth of resources: books, artifacts, and professional
development that will have a real and sustainable presence in the schools postUAEPP. Once again the true impact that these new resources will have can
only be determined through systematic evaluation over a longer period of time.

Page 102

The Toronto District School Board will, for the foreseeable future, maintain all
of their Aboriginal-specific programming levels and have expanded their staff
even as the UAEPP unwinds. To understand the significance of the legacy of
the UAEPP we must examine what Aboriginal education supports looked like
in the TDSB pre-UAEPP. Before funding was secured through the UAEPP,
Aboriginal education was supported by one dedicated staff member for the
school board (not including supports provided through the First Nations School
in Toronto). The program now includes eight full-time and two part-time staff
members. The sustainability of this programming is attributed to the
commitment of and championing of Aboriginal education at both the senior
school board and administration levels, are the efforts of one staff “champion”
who provided a level of confidence among school board members when it
came to Aboriginal education. While the staff recognize that the school board
could provide even more support, the staffs’ belief in Aboriginal education and
the UAEPP work is evidenced by their dedication to improving outcomes for
Aboriginal students.
The Lakehead District School Board had a slightly different approach as was
necessitated by the demographics of their urban Aboriginal population and
current need levels. Their approach has been to adjust programming away
from the UAEPP while building linkages for Aboriginal education
programming in their long-term school board business plan. This will result in
sustaining a focus on curriculum and direct student intervention, while
continuing to build relationships with the broader community. Knowing that
the UAEPP funding provided time-limited support, the project administration
used the second year of the project to adjust their programming models to
target activities that were deemed to have the greatest potential for
sustainability from an administrative perspective. Pre-UAEPP, the LDSB had
one staff member specifically dedicated to engaging communities and
supporting Aboriginal students. Through the project, a full-time Aboriginal
Education Resource teacher was hired in the school board, as were additional
Special Assignment Teachers, community partners, and experts. Post-UAEPP,
the school board maintained the Aboriginal Education Resource teacher
position. Further, the LDSB intended to release time for Special Assignment
Teachers (SATs) to provide support and guidance to Aboriginal students in
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four school board schools. The school board anticipated that this service
receive continued support for one more year.
The LDSB has also adapted UAEPP programming to address sustainability.
One example of this was the adjustment of their later literacy program to be
resourced by fourth-year university students in education with teacher
assistants (as was the case in the first year), thus allowing the school board to
continue a successful program at a lower cost. This strategy was also
employed for the parent advocacy program which was staffed by parent
volunteers. In the final year, this program was piloted as a volunteer program
provided by parents and community volunteers with support from staff. The
remaining programming gaps include the needs of students in transition
between home communities and school board schools.
The Simcoe County District School Board also scaled back programming to
correspond with the sunset of the UAEPP. The school board incorporated
FNMI achievement data and measurement into their school improvement plan
to continue to measure the use and impact of retained programs and services.
Pre-UAEPP, the SCDSB had few specific services for Aboriginal students.
There was some suggestion that over the years, programming had been
available at various times; however, none of these programs had been
incorporated into long-term planning. This was identified as a contributing
factor to a lack of trust exhibited by family members to UAEPP in the first
year. The SCDSB staff was keenly aware of this history and made efforts to
retain some of their UAEPP programming. At an overall administrative level,
the Aboriginal Principal will be retained to continue to guide Aboriginal
education in the school board. The SCDSB will continue to run the four
Lodges. The four Aboriginal, UAEPP child and youth workers will be
maintained for the immediate future. The fact that the CYWs also provide
service to non-Aboriginal students has made justification of their role easier
while also working to minimize the stigma that could come from having an
Aboriginal-only service. The itinerant resource teachers, who provided PD
support to teachers, will not be continued. This is a challenge as the staff
recognized continued need and increased demand for professional
development.
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All three school boards are clearly making efforts to carry forward UAEPP
activities. Boards will need to look at ways to sustain parent and community
engagement, and ongoing teacher professional development focused on
Aboriginal education issues. What will remain are some direct supports for
students and in some cases student achievement measurement.

8.2. C ONCLUSIONS
The provincial UAEPP evaluation provided insight into the innovative
programming that has taken place under the UAEPP. Structures, processes,
momentum and partnerships have been developed through the UEAPP. As a
result there is an important opportunity to capitalize on this energy and focus to
make the long-term improvements that were set out in the First Nation, Métis
and Inuit Education Policy Framework.
There is a wealth of knowledge to be learned from the decisions the pilot sites
had to make with regard to which elements of their UAEPP funded
programming they will continue to offer. The LDSB has implemented a
number of mechanisms to meet their school board-level sustainability
requirements. LDSB will be employing fourth-year university students in
education for specific programming in the future. Other Ontario school boards
might examine some of the economical solutions introduced by the LDSB for
future consideration.
There was commitment to the UAEPP in all three school boards; however,
there were differences between the school boards in the number and type of
resources assigned to the UAEPP. In Simcoe, an executive level staff member
employed within the school board was responsible for an Aboriginal education
portfolio. This was a change from the previous focus on cultural diversity
within the school board. In other boards, this type of board support could
extend to a senior school board-level supervisory officer with an Aboriginalonly education portfolio, as well as ensuring a seat for an Aboriginal school
board trustee.
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The pilot projects utilized school board-level communication to share
knowledge regarding Aboriginal education programming and initiatives. This
was reported as an effective way to increase staff awareness.
School Boards that have a high number of Aboriginal (specifically First
Nations) students in transition from small remote communities to large centres
needed more support than the pilot project offered. These students needed to
be supported by a comprehensive and systematic approach to creating an
environment of success. Through the pilot projects, the following activities
proved to result in effective support to Aboriginal students.
• Greater communication with communities in the year(s)
leading up to the transition has helped provide
community, family and student support for the students.
• Periodic visits to the communities, such as education fairs
by the school board staff, provided information about
what to expect when transiting to the new school.
• Development of a systematic way for identifying students
who are in transition, so that staff could be proactive in
their support of these students.
School boards need to be aware at the outset that as awareness grows so too
will need for ongoing commitment and capacity development.
Sustainability planning must be a key consideration in order to continue the
positive gains in relationship building and parent/community engagement.
This was clearly at the forefront of the minds of key stakeholders in all three
pilot projects.
Reluctance of Aboriginal parents to become involved in their child’s education
based on fears related to non-acceptance and discrimination was a real barrier
for the pilot projects. Other common barriers in the projects were the lack of
engagement of families and self-identification. This may have been overcome
through a strong partnership with Aboriginal community partners who may
also be providing services to their families, and, through a concerted attempt to
create a welcoming and safe environment (ONWA, 2010).
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Further investigation into program approaches that would contribute to
cohesion and linkages between Aboriginal and non-Aboriginal students is an
ongoing need that has not been fully addressed through the pilot projects.
Creating cultural understanding through professional development was a
strength in all of the pilot projects, and particularly widespread through the
LDSB. A particular strength demonstrated through the pilot projects was the
engagement of Elders and community organizations in their professional
development efforts to ensure a level of cultural competence. ONWA (2010)
called for this as a requirement in all professional development activities and
also suggested that cultural competency be a mandatory professional
development for all of Ontario’s teachers. ONWA (2010) further stated that a
lesson from this pilot project was the need for Elders as a permanent resource
in Ontario schools.
While sustainability will inevitably require a change in the way school boards
do business in the area of Aboriginal education programming, it is important
that the value of community participation not be underestimated in this
process. Community organizations have shown through the UAEPP that they
provide a wealth of resources to the school environment and can work to assist
in delivering innovative and cost effective programming. These partnerships
were viewed by the pilot projects as mechanisms for enhancing services and
keeping costs reasonable.
The development of teaching and learning resources was a primary component
of all of the school boards. The effectiveness of the distribution of these
resources and their uptake was inconclusive in this evaluation. One project
staff member suggested that efforts should be made to educate librarians to
encourage greater student and teacher use of these resources. Further efforts
should be made to measure the uptake of these resources.
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8.3. R ECOMMENDATIONS
Recommendations for Future Programming and Development of Urban
Aboriginal Education Approaches
The following recommendations reflect the wealth of knowledge gained
through the pilot projects’ programs and activities that were assessed as being
successful. These recommendations provide a list of considerations that school
boards are encouraged to review as a whole when determining the appropriate
path(s) for meeting the needs of Aboriginal students, and, also to address the
issue particularly regarding long-term sustainability.
1. Carefully plan the use of school board resources that are
made available for Aboriginal education programming.
Strategic priority setting is necessary.
2. Avoid initiating efforts that cannot be supported in the longterm. Trust building and relationship building with families
and community are necessary.
3. Develop and continue partnerships between the Aboriginal
community (parents and organizations), and the school board
through informal gatherings and formal advisory committees.
4. Establish a formal position or office, with the authority,
school board support and the resources to provide a full-time
program for Aboriginal education.
5. Prioritize resource allocation to support the following five
types of activities with consideration for the school board’s
stage of Aboriginal education program implementation:
• Establish and sustain school board commitment,
ideally through a senior level “champion”.
• Meet urgent student needs.
• Establish outreach and linkage opportunities,
including increasing self-identification.
• Address the self-confidence and academic
needs.
• Increase cultural understanding for all staff and
students.
6. Consider implementing whole school approaches as much as
possible to ensure that Aboriginal students are not divided
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from non-Aboriginal peers, especially at smaller school
boards.
7. Encourage the hiring of Aboriginal teachers, educators,
Elders and professionals.
8. In the short-term, engage qualified experts to ensure the
cultural appropriateness of Aboriginal education
programming, including culturally appropriate counseling,
academic tutoring, curriculum support, and after-school
activities.
9. Institute professional development to increase the
understanding of Aboriginal points of view, including school
staff, administrators and school board trustees.
10. Conduct independent qualitative and quantitative evaluation
of all activities and programs to measure quality and
effectiveness.
Recommendations for the Province
11. Investigate further into program approaches that foster
knowledge, skills and attitudes of social cohesion among and
between Aboriginal and non-Aboriginal students.
12. Support relationship building with First Nation, Métis and
Inuit students, families and communities.
13. With regard to transition programs: a) support the
development of more comprehensive and systematic
approaches to create environments that lead to success for
Aboriginal students in transition from small remote
communities to large centres; and b) initiate a dialogue
between the provincial and federal governments regarding
transitioning from First Nation communities. These efforts
are especially important for school boards that have a high
number of Aboriginal (specifically First Nations) students in
transition.
14. Capitalize on the energy and focus created by the UAEPP to
make long-term improvements that were set out in the
Framework. The evaluation of the UAEPP provides insight
into some of the innovative programming and the structures,
processes and partnerships that have been developed through
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the pilot projects. Longer term strategic investments coupled
with rigorous evaluation are needed to extend these
developments to other school boards.
15. Disseminate information about these programs, with a
particular emphasis on creating sustainability of programs.
The UAEPP had provided an opportunity to learn from the
experiences of the three pilot boards. Particularly encourage
the development of innovative programs that may be adapted
for use in other locations with similar characteristics and
motivation.
Recommendations for Future Evaluations
Recommendations for the evaluation of future pilot projects of this nature
include:
16. Utilize quantitative measures, such as pre- and post-tests for
measuring pilot project participant impacts, including similar
tests completed among a comparative group (those not
involved in the pilot project programming).
17. Conduct qualitative assessments that illustrate the impacts on
individuals and the group.
18. Conduct baseline and periodic surveys of the target
populations to determine the extent to which the program is
having a ripple effect (with appropriate expectations).
19. Track academic progress of individual students involved in
programs and activities, if improved academic skills is one of
the expected impacts. Tracking progress of sets of
individuals is unlikely to be valid due to the mobility of the
population. Comparison with students who are not involved
in the program would provide even more reliable data, if it is
possible to do so.
20. Provide ongoing support and methodology for data collection
from school boards and the Ministry of Education so that
common methods are used and expertise is available at the
school board level.
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Appendix	
  A:	
  	
  Acronyms	
  
AEAC: Aboriginal Education Advisory Committee
AEO: Aboriginal Education Office
BANAC: Barrie Area Native Advisory Council
CODE: Council of Ontario Directors of Education
CYC: Child and Youth Counsellor
CYW: Child and Youth Worker
FNMI: First Nations, Métis and Inuit
IRT: Itinerate Resource Teacher
ITK: Inuit Tapiriit Kanatami
JRI: Johnston Research Inc.
LDSB: Lakehead District School Board
LPS: Lakehead Public Schools
LTTA: Learning Through the Arts
MNO: Métis Nation Ontario
PLC: Professional Learning Circles
PM: Professional Development
SAT: Special Assignment Teachers
SCDSB: Simcoe County District School Board
SMCDSB: Simcoe County Muskoka Catholic District School Board
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SST: Student Success Teacher
SW: Social Worker
the Framework: Ontario First Nation, Métis and Inuit Education Policy Framework
TDSB: Toronto District School Board
TLCP: Teaching-Learning Critical Pathway
TTC: Toronto Transit Commission
UAE: Urban Aboriginal Education
UAEPP: Urban Aboriginal Education Pilot Projects
UAS: Urban Aboriginal Strategy
WBC: White Buffalo Circles
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Appendix	
  B:	
  	
  References Pilot Project Reports
Lakehead District
SCHOOL BOARD REPORTS

(LDSB, 2009)

Lakehead District School Board, Urban Aboriginal
Education Progress Report, June 2009.

(LDSB, 2010)

Lakehead District School Board, Urban Aboriginal
Education Final Report, February to June 2010.

LOCAL EVALUATOR REPORTS

(van Barneveld et al.) Lakehead Public Schools Urban Aboriginal Education
Project, Interim Scan Report, June 18, 2009.
(Whitley et al.)

Urban Aboriginal Education Framework Research
Study. Strengths and Goals: Perspectives of Students
and Staff, October, 2009.

(Korteweg, 2010)

Lakehead Public Schools Urban Aboriginal Education
Project, Review and Research Study, Final Report, July
15, 2010.

Simcoe County District
SCHOOL BOARD REPORTS

(SCDSB, 2009)

Urban First Nations, Métis and Inuit Education Pilot
Project: 2008-2009, Interim Report to the UAEPP
Steering Committee, September 2009.

(SCDSB, 2010)

Urban Aboriginal Education Pilot Project: 2009-2010
Update to Provincial Steering Committee, June 2, 2010.
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LOCAL EVALUATOR REPORTS

(SCDSB, n.d.)

Student Reflections on UAEPP Lodge and the UAEPP
Cultural Celebration, no date.

(SCDSB, n.d.)

Urban Aboriginal Pilot Project: Grade Three Survey
and Teacher Survey, no date. (Year One).

(SCDSB, n.d.)

Urban Aboriginal Education Pilot Project. Grade
Three Perspectives: Full Report, no date. (Year One).

(SCDSB, n.d.)

Urban Aboriginal Education Pilot Project: Junior and
Intermediate Student Survey Results, no date. (Year
One).

(Haig-Brown, n.d)

Haig Brown Research and Consulting, “The Schools
Speak: Creating Conditions for Success of First Nation,
Métis and Inuit Students in the Simcoe County District
School Board.”

(Haig-Brown, 2009)

Haig-Brown Research & Consulting, “Spontaneous
Laughter and Good Marks”: Creating Conditions of
Success of First Nations, Métis and Inuit Students in the
Simcoe County District School Board, January 25,
2009.

(Haig-Brown, 2010a) Haig-Brown Research & Consulting, From Faint Spark
to Glowing Fire: Priorities for First Nations, Métis and
Inuit Education in the Simcoe County District School
Board, May, 2010.
(Haig-Brown, 2010b) Opening Many Doors: A Final Report on Creating
Conditions for Success of First Nation, Métis and Inuit
Students in the Simcoe County District School Board,
August 2010
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Toronto District
SCHOOL BOARD REPORTS

(TDSB, 2009)

[TDSB] Urban Aboriginal Education Project: Interim
Report as at September 30, 2009.

(TDSB, 2010)

TDSB Urban Aboriginal Education Project: Update,
June 2, 2010.

LOCAL EVALUATOR REPORTS

(Dion, 2009)

Dion, Susan D., Ph.D., The Talking Stick Project:
Aboriginal Education in the TDSB, Investigating
Stories of Teaching and Learning, September 28, 2009.

(Dion, 2010)

Dion, Susan D., Ph.D., Decolonizing Our Schools:
Aboriginal Education in the TDSB, September 30,
2010.

PROVINCIAL EVALUATOR REPORTS

(JRI, 2010)

Johnston Research Inc., Council of Ontario Directors
of Education, Urban Aboriginal Education Project,
Interim Report, 30 June 2010.

(JRI, 2011a)

Johnston Research Inc., Urban Aboriginal Education
Pilot Project: Meeting the Needs of First Nation,
Métis and Inuit Students, Council of Ontario Directors
of Education, Final Report, 29 June 2011.

(JRI, 2011b)

Johnston Research Inc., Urban Aboriginal Education
Pilot Project: Provincial Evaluators Findings,
Council of Ontario Directors of Education, Final
Report, 31 January 2011.

PROVINCIAL GOVERNMENT DOCUMENTS

(Ontario Framework) Aboriginal Education Office, Ministry of Education,
Ontario First Nation, Métis and Inuit Education
Policy Framework, 2007.
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Urban Aboriginal Education Project
Pilot Project Development Provincial Evaluation Tool
This evaluation tool is based on a set of Guiding Principles and Key
Considerations that were designed to help boards with the development of
success indicators and evaluation frameworks for the pilot projects and the
Ontario First Nation, Métis and Inuit Education Policy Framework.6

The overall provincial evaluation methodology relates directly with pilot project program
staff and local evaluators, as well as the school board staff. There will be sufficient
continuing communication in-between visits to assure that the pilot projects and the
evaluation processes are in sync. In addition, we would simultaneously maintain a
feedback loop with the Research Sub-committee and Steering Committee.
This evaluation tool would inform the final evaluation report and serve to test the
applicability of the guiding principles to the three pilot project sites.
This tool is designed to be completed by a member of the provincial evaluation team
in partnership/cooperation with pilot project program staff, local evaluators, and
school board staff. The answers should relate to the present day and draw on other
information (beyond your immediate knowledge) as needed.
Thank you! If you have any questions, at any time, call us at the numbers shown above.
Andrea L.K. Johnston, B.A., CEO
6

These guiding principles are based on the findings of the StonePath Research Report commissioned as part of
the Urban Aboriginal Education Pilot Project, as well as the work of David Bell, (2004) Sharing Our Success:
Ten Case Studies in Aboriginal Schooling, and George Fulford (2007), Sharing Our Success: More Case
Studies in Aboriginal Schooling. The fundamental documents supporting the FNMI Policy Framework include:
the Penner Report (1983), the Royal Commission on Aboriginal Peoples: Final Report (1996), and the Nault
Working Group Report on First Nations Education (2003), and the National Indian Brotherhood (now AFN)
document, Indian Control of Indian Education (1972), and Censes trends.
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CONSENT FORM
CONTACT INFORMATION:
Please call Johnston Research Inc. to inquire about this research project (e.g., answering
interview questions). We can be reached at 905-889-4430, 1-866-885-9940, or
<andrea@johnstonresearch.ca>.

WHY Should You PARTICIPATE?
The results of the research will inform the development and implementation of Urban
Aboriginal Education models for Ontario.
It is expected that the final research report will provide an evaluation of three urban
Aboriginal education models for engagement with First Nation, Métis and Inuit students,
families and/or communities that could be drawn upon in different urban settings based on
varying geographical and demographic circumstances.

OUR Promise to YOU:
Your participation is voluntary.
Any personal information you provide (such as names, phone numbers, and answers
to interview questions) will be kept confidential in our secured office and will not be
shared with anyone outside the Johnston Research Inc. research team.
The information you agree to provide to JRI will never be revealed directly.
Reports that are written will be reviewed by your local UAE research committee for
validation of content purposes.
Cut on line above

Cut on line above

I hereby confirm that I have read about this research project and understand the information
that I agree to provide is confidential and that I can stop participating at any time. I hereby
consent to having Johnston Research Inc. obtaining confidential information about the Urban
Aboriginal Education project.

Name: __________________________________________ Date: _________________

Signature: ______________________________________________________________
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Evaluation Tool Answer Options/Codes
please note that:
Y- Yes --

The Board is or has been engaged in this action/process/approach.

P- Planned The Board plans to implement this action/process/approach within the
UAE Pilot Project timeframe.
N- No -- The Board has not engaged in this action/process/approach, nor does it plan
to within the Pilot Project timeframe.
S- Standard ...or in other words, a well established procedure at your school board.
PT- Pilot test ...This action/process/approach was/is being pilot tested as a part of the
UAE Pilot Project.
Nw- New

...This action/process/approach was/is new to the board at/around the
start of the UAE Pilot Project and was implemented by the board as a
permanent action/process/approach.

Name it (if it applies)

if it is a policy, name the specific policy document, if it is a
Mentoring program, name the local title it was given.

Indicate Progress To-date, Successes, Challenges -Tell us if you see any progress, indications of success
and/or any challenges to-date.
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Respondents:
school board:

identified by the UAEPP coordinator/manager; the selection respondent is as flexible as needed

Local Evaluator/Reports: the answer may be available in the reports prepared by the local evaluator, on the other
hand, a conversation may be required to extract further information from the local evaluator.
UAEPP Manager/Staff: the UAEPP manager/coordinator would determine who was best suited to respond to the
various questions.

SPECIAL NOTE FOR YOUR CONSIDERATION:
We have been asked by the Steering Committee
to draw-out any information that will help the readers of
the evaluation report better understand the specific
results and involvement of Métis partners and students.
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Respondent: school board
At the start of each section review the
purpose of that section. The italicized phrase
is taken from the guiding principles document
and provides a rationale for the questions.

A. Vigorous Community Partnerships and Alliances
What were the ways that parents, teachers, leadership and the community
work together to support student development?

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Engaging Partners and Allies)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Engaging Partners and Allies:7
A.1

Built relationships with key partners/alliances.
a. First Nation
b. Métis
c. Inuit
d. non-Aboriginal

A.2

Developed working relationships with key
partners/alliances.

7

FNMI Framework, Goal 3, #2: Increased opportunities for knowledge sharing, collaboration, and issue resolution among Aboriginal communities, First Nation
governments and education authorities, schools, school boards, and the Ministry of Education.
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Respondent: A.4: Local Evaluator/Reports; A.5:
school board

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Engaging Partners and Allies)
N- No
A.3

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

With regard to key partners and alliances,
expand on the...
e. ...duration the commitment was agreed.
f. ...expectations that were shared.
g. ...benefits that were identified.

Assessment of Partnerships:
A.4.

Partnerships exist that are helping to build and
strengthen relationships,
a. among students.
b. between students and school (footnote
provides FNMI Framework requirement).8
c. between students and parents.9

8

FNMI Framework, Goal 2, #4: Increased collaboration between First Nation education authorities and school boards to ensure that First Nation students in First Nation
communities receive the preparation they need to succeed when they make the transition to provincially funded schools.
9
FNMI Framework, Goal 3, #1: Increased participation of First Nation, Métis, and Inuit parents in the education of their children.
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Respondent: school board

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Engaging Partners and Allies)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

d. between parents and schools.10
e. between schools and community, including:
i. First Nation
ii. Métis
iii. Inuit
iv. non-Aboriginal
A.5

Processes are in-place that have/will collect
input and feedback from stakeholders on the
success of the partnerships.

Engagement between Governance Structures:11

10

Ibid.
FNMI Framework, Goal 3, #2: Increased opportunities for knowledge sharing, collaboration, and issue resolution among Aboriginal communities, First Nation
governments and education authorities, schools, school boards, and the Ministry of Education.
11
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Engaging Partners and Allies)
N- No
A.6

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Progress in engaging FNMI communities in
the school board governance structure (e.g.,
FNMI Advisory Councils), including:
a. First Nation
b. Métis
c. Inuit
d. non-Aboriginal

A.7

Progress in adjusting your school board
governance structures to be inclusive and
responsive to FNMI communities, including:
a. First Nation
b. Métis
c. Inuit
d. non-Aboriginal
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Respondent: school board

Respond to the statements as they
pertain to the categories below (e.g.,
Defining the Results of the Project)

Y- Yes
P- Planned
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

Defining the Results of the Project:
A.8

Impacts (and anticipated outcomes) were
identified for:
a. FN students (refer to footnote)12
b. Métis students
c. Inuit students
d. non-FNMI students
e. Teachers/Support Staff/ School
Administration13
f. Parents/Guardians14

12

FNMI Framework, Goal 1, #1: Significant increase in the percentage of First Nation, Métis and Inuit Students meeting provincial standards on province wide
assessments in reading, writing and mathematics. and FNMI Framework, Goal 2, #1-3: Significant increase in the graduation rate of First Nation, Métis, and Inuit
students. Significant improvement in First Nation, Métis, and Inuit student achievement -- and self-esteem.
13
FNMI Framework, Goal 1, #2: Significant increase in the percentage of First Nation, Métis and Inuit teaching and non-teaching staff in school boards across Ontario.
14
FNMI Framework, Goal 3, #1: Increased participation of First Nation, Métis, and Inuit parents in the education of their children.
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Respond to the statements as they
pertain to the categories below (e.g.,
Defining the Results of the Project)

Y- Yes
P- Planned
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

g. First Nation communities
h. Métis Communities
i.

FNMI organizations, services providers,
agencies

j.

Community Groups, including:
i. First Nation
ii. Métis
iii. Inuit
iv. non-Aboriginal

A.9

Lessons have been learned in implementing
this project in terms of,
a. examples of limited success in
implementing the original planned
activities.
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Respond to the statements as they
pertain to the categories below (e.g.,
Defining the Results of the Project)

Y- Yes
P- Planned
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

b. your perceptions of why the projects'
activities were not successful.
c. suggesting strategies for re-attempting
these project activities in the future.
d. examples of projects/activities that were
considered but never implemented.
e. a rationale for excluding or discontinuing a
project/activity.
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Respondent: school board

B. Safe and Welcoming Environment
Do students find meaning in being in school?

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
FNMI students, parents, etc.)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

FNMI Students:
B.1

With regard to ensuring that FNMI students'
cultural and contemporary perspectives are
visible within the school environment,
a. do policy guidelines exist?
b. are practices in-place/guidelines followed?
i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures

iii.

are they inclusive of the Inuit
perspectives/cultures
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
FNMI students, parents, etc.)
N- No
B.2

Mentoring or leadership opportunities exist.

B.3

Designated space exists within all schools for
student gatherings (i.e. organized or casual).

B.4

With regard to safe and welcoming schoolenvironments (e.g., anti-racism and antibullying),

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

a. do policy guidelines exist?
b. are practices in-place/guidelines followed?
i.

are they inclusive of the First Nations
perspective/culture

ii.

are they inclusive of the Métis
perspective/culture

iii.

are they inclusive of the Inuit
perspective/culture
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Respondent: UAEP Manager/Staff

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
FNMI students, parents, etc.)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Parents of FNMI Students:15
B.5

Outreach strategies are utilized to engage
parents in non-school settings (related to their
child's education).

B.6

Communication tools are utilized that are
parent-friendly and easy to understand (e.g.
letters to parents).
a. are they inclusive of the First Nations
perspectives/cultures
b. are they inclusive of the Métis
perspectives/cultures
c. are they inclusive of the Inuit
perspectives/cultures

B.7

15

Opportunities/mechanisms are in-place that
encourage parents to participate in school

FNMI Framework, Goal 3, #1: Increased participation of First Nation, Métis, and Inuit parents in the education of their children.
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Respondent: UAEP Manager/Staff

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
FNMI students, parents, etc.)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)

Probe: Indicate Progress to-date,
Early Successes, Challenges

activities.
a. are they inclusive of the First Nations
perspectives/cultures
b. are they inclusive of the Métis
perspectives/cultures
c. are they inclusive of the Inuit
perspectives/cultures

Respond to the statements as they
pertain to the categories below (FNMI
students, parents, community, Board
staff)
FNMI Community Members:
B.8

Outreach strategies are utilized to engage
community members in non-school settings.

B.9

Invitations are provided to local organizations
and community groups to use school facilities

Y- Yes
P- Planned
N- No

Indicate Progress to-date, Early
Successes, Challenges
Record if any are actually used
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Respondent: school board

Respond to the statements as they
pertain to the categories below (FNMI
students, parents, community, Board
staff)

Y- Yes
P- Planned
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

during off-hours.

Board Staff (i.e. teachers):
B.10

Mentoring or leadership opportunities for
board staff, such as teachers.

B.11

Supports are deployed (i.e., activities,
resources) to teachers that incorporate
culturally responsive teaching methodologies
within the classrooms.

B.12

Key personnel are on staff as a liaison to
FNMI students, parents, and community
members.16

16

Record if any are actually used

FNMI Framework, Goal 1, #2: Significant increase in the percentage of First Nation, Métis and Inuit teaching and non-teaching staff in school boards across Ontario.
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Respondent: UAEP Manager/Staff

C. Multiple Programs, Flexibility & Supports for Learners
Are programs based on needs, relationships/ partnerships and original
vision and intentions of students and communities?
What programming is important to create FNMI student success (i.e. level
the playing field)? What is in place and what is missing?

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Meeting FNMI Student Needs:
C.1

With regard to FNMI students in transition,17

Record if any are actually used

a. assessments of needs are completed.
b. programming and supports are in-place.

17

FNMI Framework, Goal 2, #5: Increased satisfaction among educators in provincially funded schools with respect to targeted professional development and resources
designed to help them serve First Nation, Métis, and Inuit students more effectively.
and
FNMI Framework, Goal 2, #4: Increased collaboration between First Nation education authorities and school boards to ensure that First Nation students in First Nation
communities receive the preparation they need to succeed when they make the transition to provincially funded schools.
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No
C.2

With regard to holistic student development,

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges
Record if any are actually used

a. self-esteem development is supported in
the curriculum and resources.
b. cultural awareness is supported in the
curriculum and resources.

C.3

i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures

iii.

are they inclusive of the Inuit
perspectives/cultures

With regard to informing parents and students
about program options,18
a. communication strategies are deployed.

18

FNMI Framework, Goal 3, #1: Increased participation of First Nation, Métis, and Inuit parents in the education of their children.
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No
i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures

iii.

are they inclusive of the Inuit
perspectives/cultures

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

b. discussion opportunities are provided.
C.4

With regard to appropriately meeting FNMI
student learning needs,
a. Aboriginal self-identification is
encouraged and advertised, with a system
in-place to collect and analyze the data for
the purpose of understanding student
needs.
i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No
iii.

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

are they inclusive of the Inuit
perspectives/cultures

b. enrichment programs are enhanced.
c. special education is enhanced.
d. specific intervention programs exist.
i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures

iii.

are they inclusive of the Inuit
perspectives/cultures

e. teachers and staff are encouraged to attend
capacity building and skill development
training.
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Respondent: school board

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

f. teachers and staff have access to capacity
building and skill development training.

Current Ministry Best Practices:
C.5

With regard to Student Success initiatives,
a. appropriate expectations are established.
b. student success is adequately supported
through a continuum of programs and
supports.
i.

are they inclusive of the First Nations
perspectives/cultures

ii.

are they inclusive of the Métis
perspectives/cultures

iii.

are they inclusive of the Inuit
perspectives/cultures
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Respondent: Local Evaluator/Reports

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Meetings FNMI Student Needs)
N- No
C.6

Flexible programming options are in-place.

C.7

Native Language and Native Studies classes
are,

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Record if any are actually used

a. available.
b. promoted.

Respond to the statements as they pertain Y- Yes
to the categories below (e.g., Meeting
P- Planned
FNMI Student Needs)
N- No

S- Standard
PT- Pilot test
N- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

Impacts and Effectiveness of Programs and Supports:
C.8

Consultations and the collection of feedback on
impacts and effectiveness of programs and
supports are planned and/or gathered from,

Record if any are actually collected/used

c. students.
d. teachers.
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Respond to the statements as they pertain Y- Yes
to the categories below (e.g., Meeting
P- Planned
FNMI Student Needs)
N- No

S- Standard
PT- Pilot test
N- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

e. support staff.
f. administration.
g. parents.
h. community members.
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Respondent:
school board
Respondent:
UAEP Manager/Staff

D. Strong Leadership, Accountability and Sustainability
Is leadership informed by students? What is the students’ vision and how
does the leadership support that?

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Processes and Mechanisms)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Processes and Mechanisms:
D.1

FNMI students have a mechanism to table
recommendations regarding,

Record if any are actually used

a. teachers.
b. school administration.
D.2

Accountability between boards and FNMI
communities is supported by a
process/mechanism.

Pilot Program:
D.3

Mechanisms exist to sustain successful
initiatives developed under the pilot program.
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Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Processes and Mechanisms)
N- No
D.4

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

School Improvement Plans incorporate pilot
program initiatives.
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Respondent: UAEP
Manager/Staff

E. Demonstrated Respect for Aboriginal Worldviews & Knowledge
Start with unique needs of urban FNMI students and develop from there.

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Cultural Inclusion)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

Cultural Inclusion:19
E.1

Culturally responsive assessment strategies are
in-place.

E.2

With regard to access to professional
developmental opportunities and activities,

Record if this is only known in theory

a. Elders are utilizing these resources.
b. Cultural resource professionals use these.
E.3

Processes and protocols exist to identify, in
partnership with FNMI communities,

Record if any are actually used

19

FNMI Framework, Goal 3, #3: Integration of educational opportunities to significantly improve the knowledge of all students and educators in Ontario about the rich
cultures and histories of First Nation, Métis, and Inuit peoples.
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Respondent: school board

Phrase the following statements as
Y- Yes
questions relating to major heading (e.g., P- Planned
Cultural Inclusion)
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Probe: Indicate Progress to-date,
Early Successes, Challenges

a. cultural teachers who are:
i. authentic
ii. appropriate
iii. qualified.
b. cultural resource materials that are:
i. authentic
ii. appropriate
iii. approved.

Cultural Equity:
E.4

With regard to school staff and administration,

Record if this is only known in theory

a. Elders are treated (paid) as equals to those
with a PhD.
b. Cultural resource professionals are treated
(paid) equitably to other teachers.
c. Language instructors are treated (paid) as
equals.
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Respondent: Local Evaluator/Reports

Respond to the statements as they
pertain to the categories below (e.g.,
Cultural Inclusion)

Y- Yes
P- Planned
N- No

S- Standard
PT- Pilot test
Nw- New

Name it (i.e., manual name)
Indicate Progress to-date, Early
Successes, Challenges

Learning/Capacity Opportunities:
E.5

With regard to teacher resources and learning
opportunities for respect of FNMI worldviews
in the classrooms,
a. integration resources are available.
b. integration resources are used by teachers.
c. teachers demonstrate respect in the
classroom.

E.6

With regard to teachers performing
differentiated instruction and differentiated
assessment,

Record if this is only known in theory

a. resources materials are accessed.
b. opportunities for capacity building have
happened.
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1. Do you have any final comments you would like to share?
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Replacement Question Format for Questions: A8, A9a to A9e
Lakehead District School Board
The following table provides an overview of the original UAEPP activities initiated. The
activities originally expected to have the largest effort, biggest reach and leading impacts are
named in BOLD CAPS. Other activities with significant effort that are expected to reach a large
audience but were not expected to have strong impact are named in Bold Upper and Lower
Case. Plain black type indicates a focused effort but without the effort, breadth or expected
impact of the activities listed in bold, while Grey text indicates low to no effort.
Questions:
1. Was this activity initiated? Y=yes, N=no
If no to Q1 ask Q2,
2. Please explain why this activity was excluded or discontinued. (go to next activity)
If yes to Q1 ask Q3-6,
3. Was this activity fully implemented as planned?
Y= yes,
E = expanded from original plan,
S= not fully implemented yet (still working on it),
P= partially implemented (done with implementation),
N= not implemented at all [skip to next activity]
4. Number of participants (e.g., students)
5. Given the expected impacts on participants (described above), and
considering the most positively impacted students (the top half of the
students),
rate the extent of impact as stated by participants or observed by others, specifically,
(S) FNMI students, (N) non-Abor students, (T) teachers, (O) other school staff,
(P) parents/guardians,
(FN) local First Nations,
(M) Métis communities,
(AO) Abor organizations/agencies, (FNg) FN community groups,
(Mg) Métis cg's,
(Ig) Inuit cg's, (Ng) non-Aboriginal cg's.
5 = outstanding positive impact,
4 = important positive impact,
3 = positive impact,
2 = occasional positive impact,
1 = limited positive impact,
0 = no positive impact.
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6. Sharing lessons learned, probe for A9a-c sub questions; re: examples
of limited success (A.9 a), reasons for non-success (A.9 b), proposed
strategies for improving this activity (A.9 c).
7. Please distinguish any specific efforts at ensuring beyond doubt this effort
is also inclusive of Métis students.

Lakehead

1

3

4

5

2 or 6 or 7

DIRECT STUDENT INTERVENTIONS
Individual Support: Personal, Academic
• Counseling
(elementary) (one site)
• DIRECT ACADEMIC
PROGRAMMING:
o EXTRA SUPPORT
o LITERACY
SUPPORTS
(GR. 7&8)
• MENTORING
(SECONDARY)
• Parental involvement
in student activities
• Support to culturally
relevant alternative
education
• Family Support
Group Support Activities:
•
INCLUSION OF
ABORIGINAL
CONTENT/MODULE
S IN THE
CLASSROOM
ENVIRONMENT
In-class programs/
modules/assignments w
cultural content (to give the
•
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Lakehead

1

3

4

5

2 or 6 or 7

opportunity for aboriginal
students to see themselves
respectfully represented in
the curriculum) (grade 10
module)
• IN-SCHOOL EXTRACURRICULAR, COCURRICULAR
FIELD TRIPS, DROPIN (learning through
the arts)
•

Elders’ voices

•

Prevention/intervention
programming re:
opportunities for healthy
lifestyle and wellness
choices

Group Skills Development Activities
In-class participation
in aboriginal cultural
group activities
In-class programs/
modules/assignments w
cultural content (to give
Aboriginal students more
knowledge/insight about
themselves, as well as their
families, communities and
nations) including contests
and exhibitions (e.g.,
writing, public speaking,
art)
• Culturally relevant afterschool activities w credit
options
• Non-credit arts, drama
and other participatory
activities (Gr. 3-8)
• LEADERSHIP
•
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Lakehead

•

1

3

4

5

2 or 6 or 7

SKILLS/Aboriginal
youth as mentors
Support for
transitions: postsecondary and lifelong
learning

Educating Others
WELCOMING
ENVIRONMENTS
• IN-CLASS
ABORIGINAL
PROGRAM IMPACT
ON OTHERS
In-class
programs/modules/assignme
nts w cultural content
(promoting awareness
of/sensitivity to aboriginal
culture by teachers and
other students and as sense
of inclusion)
•

•

ROLE MODELS
LEARNING
THROUGH ARTS

•

Special events

•

Contests and exhibitions
(e.g., writing, public
speaking, art)

•

Awards and bursaries
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Replacement Question Format for Questions: A8, A9a to A9e
Simcoe County District School Board
The following table provides an overview of the original UAEPP activities initiated. The
activities originally expected to have the largest effort, biggest reach and leading impacts are
named in BOLD CAPS. Other activities with significant effort that are expected to reach a large
audience but were not expected to have strong impact are named in Bold Upper and Lower
Case. Plain black type indicates a focused effort but without the effort, breadth or expected
impact of the activities listed in bold, while Grey text indicates low to no effort.
Questions:
1. Was this activity initiated? Y=yes, N=no
If no to Q1 ask Q2,
2. Please explain why this activity was excluded or discontinued. (go to next activity)
If yes to Q1 ask Q3-6,
3. Was this activity fully implemented as planned?
Y= yes,
E = expanded from original plan,
S= not fully implemented yet (still working on it),
P= partially implemented (done with implementation),
N= not implemented at all [skip to next activity]
4. Number of participants (e.g., students)
5. Given the expected impacts on participants (described above), and
considering the most positively impacted students (the top half of the
students),
rate the extent of impact as stated by participants or observed by others, specifically,
(S) FNMI students, (N) non-Abor students, (T) teachers, (O) other school staff,
(P) parents/guardians,
(FN) local First Nations,
(M) Métis communities,
(AO) Abor organizations/agencies, (FNg) FN community groups,
(Mg) Métis cg's,
(Ig) Inuit cg's, (Ng) non-Aboriginal cg's.
5 = outstanding positive impact,
4 = important positive impact,
3 = positive impact,
2 = occasional positive impact,
1 = limited positive impact,
0 = no positive impact.
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6. Sharing lessons learned, probe for A9a-c sub questions; re: examples
of limited success (A.9 a), reasons for non-success (A.9 b), proposed
strategies for improving this activity (A.9 c).
7. Please distinguish any specific efforts at ensuring beyond doubt this effort
is also inclusive of Métis students.

Simcoe County

1

3

4

5

2 or 6 or 7

DIRECT STUDENT INTERVENTIONS
Individual Support: Personal, Academic
• Counseling
• Direct Academic
Programming:
o Early literacy w
cultural component
• MENTORING (re
CYWs)
• Parental involvement in
student activities
• Support to culturally
relevant alternative
education
• FAMILY SUPPORT
(re: CYWs)
Group Support Activities:
•

Talking circles

Inclusion of Aboriginal
content/modules in the
classroom environment
In-class programs/
modules/assignments w
cultural content (to give the
opportunity for Aboriginal
students to see themselves
respectfully represented in
the curriculum)
• In-school extra•
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Simcoe County

1

3

4

5

2 or 6 or 7

curricular, cocurricular field trips,
drop-in
•

Elders’ voices

•

PREVENTION/
INTERVENTION
PROGRAMMING
RE:
OPPORTUNITIES
FOR HEALTHY
LIFESTYLE AND
WELLNESS
CHOICES (RE:CYW)

Group Skills Development Activities
IN-CLASS
PARTICIPATION IN
ABORIGINAL
CULTURAL GROUP
ACTIVITIES
in-class programs/
modules/assignments w
cultural content (to give
aboriginal students more
knowledge/insight about
themselves, as well as their
families, communities and
nations) including contests
and exhibitions (e.g.,
writing, public speaking,
art) (re: irts)
• Culturally relevant
extra-curricular
activities w credit
options
• Non-credit arts, drama
and other
participatory activities
(drums, art)(drama)
• Leadership
•
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Simcoe County

•

1

3

4

5

2 or 6 or 7

skills/Aboriginal youth
as leaders/generation 7
Support for transitions:
junior to intermediate
division

Educating Others
WELCOMING
ENVIRONMENTS
(Lodges in pilot schools)
• IN-CLASS
ABORIGINAL
PROGRAM IMPACT
ON OTHERS
In-class
programs/modules/assignme
nts w cultural content
(promoting awareness
of/sensitivity to aboriginal
culture by teachers and
other students and as sense
of inclusion)
•

•

Role Models

•

Special events (cultural
open house)
Contests and
EXHIBITIONS (e.g.,
city-wide, art/music and
Awards and bursaries
(“seven generations”)

•

•
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Replacement Question Format for Questions: A8, A9a to A9e
Toronto District School Board
The following table provides an overview of the original UAEPP activities initiated. The
activities originally expected to have the largest effort, biggest reach and leading impacts are
named in BOLD CAPS. Other activities with significant effort that are expected to reach a large
audience but were not expected to have strong impact are named in Bold Upper and Lower
Case. Plain black type indicates a focused effort but without the effort, breadth or expected
impact of the activities listed in bold, while Grey text indicates low to no effort.
Questions:
1. Was this activity initiated? Y=yes, N=no
If no to Q1 ask Q2,
2. Please explain why this activity was excluded or discontinued. (go to next activity)
If yes to Q1 ask Q3-6,
3. Was this activity fully implemented as planned?
Y= yes,
E = expanded from original plan,
S= not fully implemented yet (still working on it),
P= partially implemented (done with implementation),
N= not implemented at all [skip to next activity]
4. Number of participants (e.g., students)
5. Given the expected impacts on participants (described above), and
considering the most positively impacted students (the top half of the
students),
rate the extent of impact as stated by participants or observed by others, specifically,
(S) FNMI students, (N) non-Abor students, (T) teachers, (O) other school staff,
(P) parents/guardians,
(FN) local First Nations,
(M) Métis communities,
(AO) Abor organizations/agencies, (FNg) FN community groups,
(Mg) Métis cg's,
(Ig) Inuit cg's, (Ng) non-Aboriginal cg's.
5 = outstanding positive impact,
4 = important positive impact,
3 = positive impact,
2 = occasional positive impact,
1 = limited positive impact,
0 = no positive impact.

Page D-40

6. Sharing lessons learned, probe for A9a-c sub questions; re: examples
of limited success (A.9 a), reasons for non-success (A.9 b), proposed
strategies for improving this activity (A.9 c).
7. Please distinguish any specific efforts at ensuring beyond doubt this effort
is also inclusive of Métis students.

Toronto

1

3

4

5

2 or 6 or 7

DIRECT STUDENT INTERVENTIONS
Individual Support: Personal, Academic
• COUNSELLING
• DIRECT ACADEMIC
PROGRAMMING:
o TUTORING,
o READING
SUPPORTS
• MENTORING
• Parental involvement in
student activities
• Support to culturally
relevant alternative
education
• Family Support
Group Support Activities:
•

TALKING CIRCLES

Inclusion of Aboriginal
content/modules in the
classroom environment
In-class programs/
modules/assignments w
cultural content (to give the
opportunity for Aboriginal
students to see themselves
respectfully represented in
the curriculum)
• IN-SCHOOL EXTRA•
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Toronto

1

3

4

5

2 or 6 or 7

CURRICULAR, COCURRICULAR
FIELD TRIPS, DROPIN
•

Elders’ voices

•

Prevention/interventio
n programming re:
opportunities for
healthy lifestyle and
wellness choices

Group Skills Development Activities
In-class participation in
aboriginal cultural group
activities.
in-class programs/
modules/assignments w
cultural content (to give
aboriginal students more
knowledge/insight about
themselves, as well as their
families, communities and
nations) including contests
and exhibitions (e.g.,
writing, public speaking,
art) (re: irts)
• CULTURALLY
RELEVANT AFTERSCHOOL
ACTIVITIES w credit
options
• Non-credit arts, drama
and other participatory
activities (grade 7 & 8)
• Leadership
skills/Aboriginal youth
as mentors
• Support for
transitions: postsecondary and lifelong
•
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Toronto

1

3

4

5

2 or 6 or 7

learning
Educating Others
Welcoming
environments
• IN-CLASS
ABORIGINAL
PROGRAM IMPACT
ON OTHERS
In-class
programs/modules/assignme
nts w cultural content
(promoting awareness
of/sensitivity to aboriginal
culture by teachers and
other students and as sense
of inclusion)
•

•

Role Models

•
•

SPECIAL EVENTS
(AT PSE )
CONTESTS AND
EXHIBITIONS (E.G.,
WRITING, PUBLIC
SPEAKING, ART)

•

Awards and bursaries
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