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Abstract 

The main research question driving this thesis is, “Does the Northern Adult Basic 

Education Program (NABEP) prioritize Indigenous people’s educational interests?” To 

answer the question, a documentary and thematic analysis method was used at three levels: 

students’ evaluations (micro), institutional policy and curriculum (meso), and national and 

global documents (macro), plus, a secondary data analysis of the Yukon College 2016 

internal NABE Student Outcomes Final Report. I found contradictions at each level, which 

when amalgamated, do not prioritize Indigenous people’s needs. Instead, they prioritize 

national economic needs as defined by the government which appear to disregard the needs 

of Indigenous students and their culture. To reach this perspective, I re-framed the 

challenges with Indigenous education, which is widely represented as being due to the 

deficits of individual Indigenous students regarding participation and success in education 

and developed a theoretical framework. I was able to reveal biases in the NABEP by 

combining Nancy Fraser’s (2008) perspective on social justice about what is needed to 

address the legacy of colonial inequality and Bernstein’s (2000) concepts of classification 

and framing which were developed for and derived from analyzing prejudices in 

educational systems in Western economies. Combining these two frameworks to interpret 

my thematic analysis, revealed how international policy, national policy, institutional 

practices and the knowledge and curriculum, generated further inequalities. These power 

inequalities implicitly embedded in the type of pedagogy and curricula in the form of ABE 

(Adult Basic Education) that I studied, reproduced, or reinforced many of the injustices 

formed through colonial relations. Hence, NABEP which should have promoted broader 

economic, cultural, and political justice, undermined Indigenous people’s rights. I found 

the program restricted progress to university-level pathways, limited Indigenous culture 

and Indigenous knowledge and it did not provide knowledge critical for ensuring full 

participation in democratic society and access to higher level professions.  
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Chapter 1.  
 
Introduction 

Indigenous peoples have the right to the dignity and diversity of their cultures, 

traditions, histories and aspirations which shall be appropriately reflected in 

education and public information.  

— UNDRIP - Article 15 

The focus of this thesis is on exploring the biases that are embedded within the Northern 

Adult Basic Education Program (NABEP) in Canada to demonstrate how there are 

different educational priorities of the Federal Government, the educational institutions, and 

Indigenous students. To support the above mentioned UNDRIP-Article 15, the evaluative 

model that I have developed to critically consider the effects of these different priorities is 

set within a wider framework of social justice and in particular focuses on how colonization 

is built into this educational program which ostensibly aims to benefit Indigenous First 

Nation students   

The term ‘Indigenous’ can represent communities that are heirs and practitioners of 

distinctive cultures and relations (Pio et al., 2014). Historically, in Canada, Indigenous First 

Nation people are distinct and classified differently from Inuit and Metis. Documented by 

the Assembly of First Nations (AFN), First Nations in Canada include 634 communities 

recognized as “Aboriginal” by the Constitution Act of 1982, who are generally living 

below the Arctic Circle and struggle for the continuance of their culture. Correspondingly, 

Indigeneity is a political term based on worldwide assertions for the rights of Indigenous 

communities as a response to colonization (Jones and Creed, 2011).  

The NABEP is an education support program, introduced in 2012 and funded by the 

Canadian federal government, that is aimed at assisting Northerners to get focused training 

so they can gain employment. NABEP students are typically Indigenous (93%), young 

(37% between 18-25 years old), female (61%), and living in a rural community (66%), 
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reflecting some of Canada’s most vulnerable populations and subject to educational 

disparities (Fortin and Blottner, 2016). As NABEP was being introduced, the then Prime 

Minister of Canada, Stephen Harper, identified developing natural resources in the North 

as a strategic pillar in his government’s Arctic Policy (Sabin, 2015).  

The statistics highlighting the inequalities between Indigenous and non-Indigenous 

populations in Canada are clear (Pidgeon, 2016). Despite attempts to improve academic 

and employment achievement for Indigenous populations, tracking data reveals an increase 

to only 38 percent in 2010 from 33 percent in 1996 for post-secondary qualifications, which 

suggests there is more to this problem than just an incapacity of students or a reluctance on 

their part to be scholastically effective (Cherubini et al., 2010). Furthermore, in 2001, the 

employment rate for First Nations was 49.7%, almost 12% lower than non-Indigenous 

citizens (Harrison and Lindsay, 2009). Even by 2006 Statistics Canada (2006) revealed the 

proportion of the population to have a university degree was only 7.7% Indigenous versus 

23.4% non-Indigenous.  

The problem the research addresses, is whether the NABEP was addressing needs of 

Indigenous Canadians or whether in trying to close the socio- economic gaps the rights the 

UNDRIP-Article 15 quote suggests should be addressed through education are ignored. 

Typically, governments have economic priorities, and a host of literature tells us that 

education institutions reproduce dominant social structures (Aikman, 2011; Prout and Hill, 

2012; Abeita, 2018). As for Indigenous learners, it is widely agreed that there is not enough 

consultation to understand the educational needs of Indigenous communities (Boon and 

Lewthwaite, 2016). Furthermore, that current education systems and supposed reforms 

have inherited colonial social injustices that are now embedded in a biased system that 

assimilates Indigenous students to the dominant social structure which does not serve their 

interests. Thus, the context of my research of Indigenous education, is in investigating 

whether programs created by Western institutions and funded and shaped by the Canadian 

national government for Indigenous populations do in fact, prioritize Indigenous needs, 

leading me to my main research question, “Does the NABEP prioritize Indigenous people’s 

educational interests?”   
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1.1 My NABEP Interest, Position, and Background Context  

I discovered there were multiple competing positions on how to frame problems in 

Indigenous education which made resolving the issues that arose through my study a 

complex task. My understanding of the educational problem deepened as I explored it 

through my research, raising many complexities such as whether through NABEP the 

government and educational establishments were balancing cultural and economic 

objectives, and questioning whether they were providing limited options for students to 

ladder up academically and few student opportunities for social mobility.  

I am a Canadian instructor with several years’ northern experience of working at Yukon 

College, Canada (Yukon University since 2020) with Adult Basic Education (ABE) 

programs that target local First Nation (Indigenous) students. I was also the NABEP 

coordinator from 2013-2015, working with over 10 different communities across the 

Yukon Territory and in partnership with neighboring Northwest Territories and Nunavut 

colleges. In addition, I have lived and worked in the small isolated First Nation village of 

Pelly Crossing, located 287 km north of the capital city of Whitehorse, between 2011 and 

2013. The experience of working in a First Nations community piqued my interest in 

Indigenous education and its role in addressing justice issues. My position at the time was 

as an instructor with the Yukon College Pelly Crossing community campus and I was 

responsible for implementing the very first Skills for Employment Program funded by 

NABEP. At the time, I was grateful to receive a portion of the millions of dollars in federal 

funding for local programming but felt a discomfort with the potential of a program using 

a neo-liberal agenda focused on local resource extraction. The funding is defined as neo-

liberal because its approach seemed to largely represent the idea that education is largely 

to facilitate a free-market socio-economic transformation: namely to harness local labour 

by educating it to address labour shortages that address economic issues as defined by those 

who own national and multi-national companies. The neo-liberal influence in education is 

morally harmful because it diminishes all areas of life to market values (Connell, 2012). 

Hence, although this was presented as an initiative to benefit Indigenous populations in my 
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region, I had questions relating to why the government was taking this initiative in this area 

now, when historically it had received limited attention. 

1.1.1 The neo-liberalization of the education system and its links 
to the economy 

General background 

Since the 1960s, many Canadians, including many First Nations, fell short on the skills 

essential for employment in Canada’s neo-liberal capitalist economy. In 2007, a Senate 

study unequivocally suggested the federal government implement literacy and numeracy 

programs focused on Aboriginal learners and highlighted how First Nation employment is 

a central issue (Harrison and Lindsay, 2009). This suggestion was fueled by the findings 

of the 1994 International Adult Literacy Survey (IALS), the International Adult Literacy 

and Life Skills Survey (IALLS) and the international studies Essential Skills Research 

Project (ESRP), pushing governments to build `Essential Skills` as a tool for the 

development of citizens and the economy (Hennesey and McIntosh, 2008). Human 

Resources and Skills Development Canada (HRSDC) then began a national inquiry based 

on the ESRP which highlighted nine Essential Skills (reading text, document use, 

numeracy, writing, oral communication, working with others, thinking skills, computer use 

and continuous learning). One response in 2003, by way of the Human Resources 

Partnerships and the National Literacy Secretariat, was to start up the Essential Skills and 

Workplace Literacy Initiative. However, by 2005, the Minister of Finance called for a 

national literacy strategy for economic efficiency, health, justice, and workplace skills 

development at the national level in conjunction with provinces and territories (ACLES, 

2005).  

Unfortunately, research reveals that ABE and training programs are less likely to spread 

out to individuals with low literacy who most desperately require the programs in the first 

place (Hennesey and McIntosh, 2008). Challenges of First Nation employment range from 

failings of the educational system to absence of awareness and backing at the public, family 

and/or personal level (MNP LLP, 2012). Examples of the educational shortcoming include 
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First Nation workplace training programs that claim to build community, cultures and 

personal development but then highlight paid employment as indicators of success which 

shows there is a crucial disconnect between objectives and assessments (Harrison and 

Lindsay, 2009). However, Canada’s First Nation citizens are the youngest, quickest-

emerging population and signify a great budding workforce, making First Nation economic 

development key for the Canadian state (MNP LLP, 2012). This push for economic 

development has also been influenced by forces outside the traditional nation-state. 

Canadian education and the global economy 

Canada has increasingly been under pressure to improve Canada’s competitiveness with a 

skilled labour force in the regional and global economy via the North American Free Trade 

Agreement (NAFTA) and World Trade Organization (WTO). Consequently, higher 

education has become absorbed in supporting economic development and global 

competitiveness via neo-liberalist policies at the macro level (Grimmett, Fleming and 

Trotter, 2009). Canada’s policy dialogue connects education with employment market 

policy and is guided by the concept that funding human capital creates economic growth 

(Morgan, 2016). Across Western countries, including Canada, state funding for education 

averages 5% of the gross domestic product, representing a large portion of Canada’s 

spending (Wallner, 2011). To integrate into this global economy, Canada appears to be the 

only nation to have created an assessment like the Program for International Student 

Assessment (PISA) of the Organisation for Economic Co-operation and Development 

(OECD), shifting evaluation away from theoretical concepts to applied skills (Morgan, 

2016). This is an example of Canada embracing assessments influenced by global 

assessment practices and reflects how outside forces are shaping nation-state education 

policy towards neo-liberalism. In 2005, the Canadian Minister of Finance announced 

various broad policy directions including “Enhancing Canada's World-Class Workforce” 

via implementing the Federal Framework for Action in Rural Canada and the Northern 

Strategy (ACLES, 2005). Building on this, the Canadian Northern Economic Development 

Agency (CanNor) implemented the NABEP in 2011, targeting Indigenous students in 

northern rural areas. 
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1.1.2 Background history of First Nation treatment and education 
in Canada 

Canada’s Indigenous education from colonial time to the present  

The Canadian state has long executed genocidal policies concerning Indigenous 

populations whose land the state seized, and these actions were framed with the aim of 

assimilation through education (Green, 2011). The colonial history of Canada’s Indigenous 

education goes back to the Royal Proclamation (1763), British North America Act (1867), 

and the Indian Act (1876) which meant all aspects of the lives of Indigenous people became 

the responsibility of the Canadian state. Indigenous students have since then been at the 

receiving end of repressive structures in education based on cultural oppression, notably 

the Indian Act legislation (Vickers, 2002). Specifically, Indigenous education was strictly 

under the authority of the Canadian Federal Government (Nadasdy, 2012).  

Since the start of the 1900s there has been restricted mobility in the Canadian academic 

system for Indigenous students. How far learners progress in the state educational system 

is, conceivably, the key factor in economic fulfilment. For example, mandatory residential 

schooling was used to assimilate Indigenous children into Western culture. Students at 

these institutions were subject to an assimilation process aimed at changing personal 

identities away from Indigenous ways of knowing (White, 2013). The operation of 

residential schools was sub-contracted to Christian churches which forced assimilation, 

religion, and education objectives in an aggressive manner (Green, 2011). Consequently, 

Indigenous higher education did not develop because traditionally state policies used 

education as a tool to ruthlessly assimilate Indigenous communities into the dominant 

society (Preston, 2008).  

The Royal Commission on Aboriginal Peoples (1996) recognized that present day 

Indigenous challenges can be linked back to residential schools and even currently, many 

Indigenous communities look at university education as assimilation into the controlling 

colonial culture (Preston, 2008). The last of the controversial residential schools funded by 

the Canadian government's Indian Affairs and Northern Department, as a policy of 
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assimilating Native Canadians, was closed in 1996 (Horne, 2010). This colonial approach 

to ‘education’ and failed state education policies imposed inter-generational pain and 

deprived generations of Indigenous communities of education (Green, 2011). Most 

recently, in 2022, the Pope apologized for the harm caused by residential schools. 

1.1.3 The positioning of First Nation people as deficit 

Existing Canadian research mostly highlights low academic performance for Indigenous 

youth (Thiessen, 2009). The crux of the argument is that governments and providers of 

education typically have narrowly focused on Indigenous academic low attainment rather 

than the problem of lack of knowledge. 

Indigenous education in Canada has historically had a common thread of high failure rates 

that has been typically framed as a failure at the individual level. This continues to be a 

challenge, and the well-documented Indigenous educational gap has been the subject of 

numerous articles (Preston, 2008; White and Peters, 2013; Larsen and Fondahl, 2014; 

Santibañez, 2016; Milne, 2017). There are numerous research studies showing inequity in 

academic results between Indigenous and non‐Indigenous students, despite the focus of 

many nation-states around the world on schools achieving equity for Indigenous students 

(Boon and Lewthwaite, 2016; Wilkinson, Lewthwaite and McGinty, 2017). Students from 

most Arctic territories across the North with high numbers of Indigenous inhabitants fall 

behind the southern populations on academic achievement. Understanding the barriers to 

Indigenous education success is a key issue. In this thesis, I go onto explore how Canada’s 

problems with Indigenous education can be framed as a problem of the lack of validation 

for Indigenous knowledge, curricula that are western controlled and that the issue is one of 

power imbalance between Indigenous populations and mainstream Canada in defining and 

shaping what education is for and what the roles of Indigenous people should be rather than 

simply one of low attainment. 

Typical framing by the Canadian government and the focus of most research is to position 

First Nation people’s education as a deficit. For example, disparities persist in education 
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outcomes across the North for Indigenous communities (Larsen and Fondahl, 2014). As 

stated above, there is an enormous academic and socio-economic difference in Canada 

between northern Indigenous communities compared to the rest of the population in the 

south. The census data on Canadian Indigenous peoples exposes the scholastic levels which 

are undoubtedly lagging compared to the rest of the nation (Sheila, 2006; Spence, White 

and Maxim, 2007). However, limited academic achievement at Canada’s northern 

Indigenous schools can be connected to educational institutions not meeting the needs of 

the Indigenous population through culturally appropriate pedagogies (Boon and 

Lewthwaite, 2016).  

The history behind Indigenous participation in education has been oppressive and the 

effects of colonial policies have left an ongoing disastrous legacy for Indigenous people 

today (Abeita, 2018). Specifically, state-run education has been used as a vehicle for 

constructing national allegiance and for ‘de-culturizing’ Indigenous communities 

(Aikman, 2011). In addition, the inheritance of colonial policies has resulted in framing 

Indigenous educational shortfalls as the fault of individuals (Prout and Hill, 2012). These 

colonial policies argue that the root of educational inequality rests at the individual level 

instead of due to structural inequalities.  

A literature review on Indigenous education suggests clear and mounting evidence that 

education structures globally have been influenced by a growing neo-liberal ideology and 

practices of the nation-state (Connell, 2013). A key tool of nation-states for assimilation of 

Indigenous students into neo-liberal agendas has been post-secondary education 

institutions such as in Canada’s North. 

1.1.4 The NABEP 

The Canadian Federal Government decided to create the NABEP via the Canadian 

Economic Development Agency (CanNor). NABEP was introduced as an ABE type of 

program designed to tackle unemployment and to encourage Indigenous students into 

further education. The Canadian government envisaged First Nation students as one of the 
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key target groups. CanNor, through NABEP, provided $27 million (CAD) in funding to 

the territorial colleges between April 2011 and March 2016. The three territorial colleges 

in Canada's North before 2020, were Aurora College, Yukon College, and Nunavut Arctic 

College. Broadly, this funding was devoted to developing the colleges’ ABE programs with 

a key focus on the rural Indigenous population.  

Under NABEP, the definition of ABE includes instruction that aids adults to attain 

adequate levels of reading, math, and other necessary abilities to gain work or meet the 

requirements for occupational training. The typical NABEP includes a 15 credit, 15-week, 

full-time, non-academic course load. These Skills for Employment programs range in 

vocational topic areas from trades, event planning to day care, etc., that primarily focus on 

entry-level workplace skills.  

This study was based on Yukon College. Yukon College implemented these NABEP 

courses across 13 different community campuses spread out through the Yukon Territory. 

The Yukon is about the size of France with a total population of about 42,000. From 2011-

2016, 46 programs had been successfully run in 13 towns in partnership with 13 different 

First Nation self-governments, territory wide. During those years, 397 learners were 

involved, 66% of whom resided in countryside villages. Instructor/Coordinators from each 

campus took on the coordination of NABEP in their communities. Each one oversaw the 

development of a proposal, budgeting, hiring instructors, and recruitment of students, 

registration management, logistics and teaching. For example, typically, an outside content 

expert (non-indigenous) such as a Red Seal (qualified) carpenter would be brought in to 

teach a trades program Monday-Friday, from 9 a.m. to 3 p.m. with academic programs in 

the morning such as math and hands-on skills in the afternoon. 

Background and living conditions of NABEP students 

NABEP students mostly reside in isolated rural communities with small populations of 

about 300-500 residents with limited services. For example, Old Crow is the most northern 

of the community campuses, the only one above the Arctic Circle and only accessible by 

air, which makes the quantity and quality of all services, including education, more difficult 



 

10 

to provide. Yukon temperatures in winter typically reach -40°C, further adding to the 

challenges of successfully implementing complex programing that involve moving 

students, equipment, and instructors in what can pose high risks to health and safety. 

Furthermore, NABEP students tend to be a high-risk group that face barriers to education 

and employment such as: transport, homelessness, and inter-generational trauma from 

residential school (Fortin and Blottner, 2016). 

1.2 Aim and Objectives 

The aim of this thesis is to address my main research question: “Does the NABEP prioritize 

Indigenous people’s educational interests?” 

The focus of the objectives of this thesis are shaped by the theoretical framework which 

is briefly explained below. The objectives are framed in the following way: 

• To understand the macro level (national/international), I have asked what 

values and interests are expressed in the policy documents. 

• To explore the values and interests that underpin organizational meso level 

policy making in Yukon College and territory governance.  

• To understand the micro level of the participants, through (students) 

experiences, using information from a survey designed to examine students’ 

experiences, and NABEP course outcomes, including employment and 

education statistics. 

1.3 The Study and the Framework 

The NABEP case 

To answer the main aim and objectives previously stated, this thesis examined NABEP and 

the national and international policies that had the potential to shape and influence its 

construction and effects. Using an analysis of national and international policies, college 

documents and a secondary data set indicating students' feedback, I utilised NABEP as a 
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case that enabled me to see how these different levels were shaped. Merging decolonial 

and social realist approaches, this thesis explores the NABEP through the perspectives of 

government, education institutions and students by applying Nancy Fraser’s 3 Rs and 

Bernstein’s theoretical framework which helps to unpack the way in which policy, 

curricula, teaching and learning implicitly carry hierarchical relations which empower 

particular forms of education and supress others. Thus, I have developed a framework 

drawing upon Bernstein and Nancy Fraser through the process of analysis that I present in 

this thesis, but I will only provide a short introduction to this framework in this next section 

and will detail a longer rationale in the upcoming Chapter 3. 

Introduction to decolonial approaches 

Colonialism has had First Nation ideas of education historically marginalized and 

disenfranchised in Canada. The history of colonialism and Eurocentric cultural dominance 

in Canada that controlled all aspects of Indigenous life, including education, has played a 

role in the current standing of Indigenous populations in education, which is an 

international Western-driven phenomenon (Vickers, 2002). Efforts to tackle this historical 

injustice from the Canadian government has included public apologies and financial 

remuneration. However, Indigenous voices have pushed further to question the ongoing 

injustices being produced by embedded colonial structures in education today. Indeed, 

conversations focusing on Indigenous education need a context of awareness regarding the 

impacts of education which historically has been controlled by colonial and neo-liberal 

interests and that still affect Indigenous student lives today (Abeita, 2018). However, to 

overcome colonial power, colonial power first must be identified by how it is organized 

into systems of assimilation and control, and then we can start to dismantle it through 

understanding how the system works (Iseke-Barnes, 2008). From my perspective, Nancy 

Fraser’s (2008) 3 Rs framework, is useful in recognizing and identifying factors disabling 

students’ economic, cultural and politically driven barriers that support marginalization 

(Keddie, 2012). 
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Decolonization’ can be understood as a practice of liberating persons and communities 

from the financial, governmental and cultural effects of colonization (Winberg and 

Winberg, 2017). Nancy Fraser’s 3 Rs framework for social justice in education and for 

decolonization in general focuses on three areas to address injustices of gender, race, and 

class in society: redistribution (economic justice), recognition (socio-cultural justice) and 

representation (political justice) (Aikman, 2011). Fraser’s (2005) argument is that for social 

justice to be achieved, all actors involved must be viewed equally and therefore all unjust 

institutional barriers must be taken down to meet the core goals of decolonization (Quinless 

and Adu-Febiri, 2019). Decolonization is a practice and an ideal to start a historical process 

of change through transformative actions. This thesis being one of those actions, albeit in 

a small way. 

Decolonization approaches frames Indigenous learners so that they are in a position to 

actively work towards decolonizing the structures of educational institutions (Pete, 2015). 

Thus, decolonizing approaches can be used as tools to recognize the structures of 

colonization, while offering actions that upset colonial power (Iseke-Barnes, 2008). 

Therefore, in this thesis I am going to make the case that decolonization requires that 

actions for change occur at macro, meso and micro levels. Consequently, social justice can 

only be served if (a) macro and meso levels are aligned with micro and (b) they work 

together to detect and deconstruct colonial structures embedded in Indigenous education 

which create students’ economic, cultural, and political barriers.  

Introduction to Bernsteinian approaches 

Nancy Fraser’s 3 Rs approach to address embedded educational inequalities is strengthened 

by bringing them together with Basil Bernstein’s framework. Bernstein’s framework has 

the specific tools to analyze Western educational structures that are barriers to advancing 

social justice in academia. Basil Bernstein (2000) has a social justice orientation that 

complements Nancy Fraser’s work through providing tools under the rubric of codes which 

can help to describe how at different levels affecting education – inequalities are 
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reproduced and can help identify where action is needed (Sadovnik, 1991; Singh, 2002; 

Nash, 2006; Case, 2015). 

1.4 Thesis Organization 

The order of topics in this thesis will be as follows. Chapter 2 draws upon the literature and 

policies that describe and explore social justice through Indigenous education. Based on 

this exploration, I argue that challenges in Indigenous education is a problem of knowledge, 

curriculum, and power instead of framing it as being caused by low attainment. Chapter 3 

focuses on explaining why I have drawn on the philosophical framework of critical realism 

and the combined theoretical frameworks of Fraser (2008) and Bernstein (2000). 

Furthermore, I argue that to achieve social justice, these approaches are helpful to identify 

and challenge the embedded colonial framing of Indigenous education highlighted through 

all the chapters.  

In Chapter 4, my methods section shows my research methodology for this thesis was done 

using an analysis of documents and one secondary data set via highlighting the NABEP as 

a case to provide the data at the macro (nation-state and global), meso (institution e.g. 

advanced education) and micro (learner) levels. Chapter 5 focuses on my results based on 

the data that was extracted via documentary analysis and Braun and Clark’s (2006) 

thematic analysis approach.  

Chapter 6 is a data analysis carried out from the perspective of how to increase social justice 

in education, where I apply my theoretical framework to explain and make sense of my 

data findings. Lastly, in Chapter 7, I finish with a conclusion offering the overall 

recommendations from my research and potential additional future inquiries. 
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1.5 Conclusion 

 

Overall, in this opening section, I have shown my aim and objectives of this thesis. I have 

outlined the problematic biases that are embedded within Canadian education programs 

targeting Indigenous students and committed to explore the different educational priorities 

of the government, the educational institution, and Indigenous students. Finally, I have 

shown the overall order of the chapters and stated that my research is framed from 

decolonial and Bernstein perspectives to work towards transformative change. Thus, I have 

declared my non-neutral position for the thesis in hopes to bring us closer to more equitable 

and socially-just educational opportunities for Indigenous communities in Canada’s North. 



 

15 

Chapter 2.  
 
Literature Review on Indigenous Adult Basic 
Education 

Indigenous peoples have the right to establish and control their educational 

systems and institutions providing education in their own languages, in a manner 

appropriate to their cultural methods of teaching and learning. 

— UNDRIP - Article 14 

2.1 Introduction 

A literature review on Adult Basic Education (ABE) access programs targeting Indigenous 

students within post-secondary institutions reveals two conflicting perspectives on the role 

they should play in society in addressing current inequalities between Indigenous and non-

Indigenous communities and the issues that are central to achieving the rights encapsulated 

in the above mentioned UNDRP-Article 14. The economic efficiency perspective attempts 

to fill the Indigenous to non-Indigenous education gaps with economic objective-based 

solutions that focus on individual and cultural deficits as the problem to be solved by state-

run ABE programs built for Indigenous people (Rao and Robinson-Pant, 2006). In contrast, 

the Indigenous rights perspective argues, that behind the failure of mandatory primary and 

secondary education systems, are embedded colonial and neo-liberal structural inequalities 

that are the problem and thus, ABE programs by Indigenous people are needed to generate 

more holistic areas of economic, cultural, and political transformation towards social 

justice and self-determination (Walker and Smythe, 2020). Access programs are rooted in 

the idea that if barriers are addressed for marginalized groups they will succeed in advanced 

education (Levin and Alcorn, 1999) but how to identify what the barriers are and 

implement them is an area of contention and complexity (Frawley, Larkin and Smith, 

2017). 
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Canada, similar to Australia, New Zealand or the USA, is a settler-colonial state, where 

embedded colonial education systems connected to neo-liberalism need to allow for 

Indigenous ways of knowing and being (Ewards, 2010; Godlewska, Schaefli and Chaput, 

2013; Burns et al., 2016; Kluttz, Walker and Walter, 2020; Benson and Khelsilem, 2021). 

Thus, my review will include literature not only from Canada but globally and from all 

educational levels as they are interlinked and are required to provide a comprehensive 

background to Indigenous ABE access programs within Western neo-liberal higher 

education systems, as is suggested by this quotation: 

For some Aboriginal students wishing to acquire a post-secondary education, some 

institutions have developed specific initiatives designed as ‘access’ programs. 

These unique opportunities are designed as outreach programs that build 

relationships between post-secondary education and K-12 systems and their 

students and as important, provides higher education opportunities for individuals 

who have previously not enjoyed educational success. In some cases, the post-

secondary institutions have modified the traditional admission policies to enroll in 

an access program, so as to broaden the entrance opportunities for Aboriginal 

students (Long and Hachkowski, 2015, p.9) 

Access programs are also known as bridging, transition, and preparatory programs of 

which the University of Manitoba and the First Nations University of Canada (FNUC) in 

Saskatchewan have been leaders in since the 1970s (Malatest, 2010; Orr, 2020). The 

success of ABE is also closely related to post-secondary accessibility and employment 

opportunities in most capitalist societies (O’Donnell and Arriagada, 2019). Yet, as stated 

in Chapter 1, the census data on Canada’s First Nations reveals that educational levels are 

clearly behind countrywide levels, and this poses severe social policy challenges, regarding 

how to provide appropriate bridging programs for Indigenous students for the Canadian 

government, because higher education is regarded as a key element in building the 

knowledge economy and they struggle to even reach these access programs (Batterbury 

and Hill, 2005; Sheila, 2006; Spence et al., 2007; Richards, 2008; Genge and Day, 2021). 

Currently, only 10% of Indigenous peoples have university degrees compared to 30% of 

non-Indigenous Canadians and whilst more than 60% of those Indigenous students that did 

get into higher education did it through access programs, these are clearly not providing 

access for most Indigenous students (Restoule et al., 2013; Kristoff and Cottrell, 2021). 
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For many authors, there is a clear sense that ABE access programs focusing on Indigenous 

students within post-secondary institutions tend to be part of a commonly flawed education 

system that puts the blame for lack of success on individual students, instead of on 

embedded colonial structural inequalities and then offers neo-liberal economic solutions 

that side-line Indigenous cultures (Godlewska, Schaefli and Chaput, 2013; Walker and 

Smythe, 2020). The shift to this situation is believed to have been cemented in the 1980s 

when ABE’s link to democratic civic rights in Canadian educational institutions was 

displaced by employment sector objectives and these objectives were further developed in 

the 1990’s with continued marginalizing of critical thinking and engaged citizenry (Cowin, 

2018). 

Although there is a significant amount of literature on policy regarding school age systems, 

the deficits and efforts to widen access to higher education and the failures that led to the 

need for ABE to fill those gaps (Long and Hachkowski, 2015), there is limited research on 

how Indigenous ABE learners fare within post-secondary institutions in access programs. 

This includes research in journals linked to The Coalition on Adult Basic Education 

(COABE). Perhaps, this is because they are low-status programs commonly dependant on 

precarious third-party funding based on neo-liberal policies (Rao and Robinson-Pant, 

2006) and in Canada the ABE system is fragmented due to the funding and governance of 

education being devolved to provinces: 

Within the context of decentralised federalism, Canada is the only country within 

the OECD without a national body of education. Provinces, therefore, have 

considerable autonomy over education policies and spending, although they are 

bound to providing basic education (K-12) and post-secondary education. ABE has 

always occupied a liminal space within these mandates, leading to a patchwork of 

differential access across provincial and municipal jurisdictions. These differences 

and disparities in access to ABE in Canada has led to (as yet unsuccessful) calls for 

a pan-Canadian adult education policy and for greater cross-provincial cooperation 

and cohesion (Walker and Smythe, 2020, p.199). 

Hence, without national oversight and quality control, there is variability, and some access 

programs may represent neoliberal policies that continue a colonial legacy of low status, 

short-term Indigenous training and employment opportunities pushed by national 
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governments and industry. For example, the rural/urban Indigenous educational divide 

results in a “second-class” system for rural students with limited respect and recognition 

for both students and instructors alike (Burns et al., 2016; Clapperton, 2017; Britton et al., 

2020; Kim and Layman, 2022). Unfortunately, ABE students overall are typically low 

status employees or the unemployed looking to schooling to advance their work 

opportunities (Guenther, 2021). 

Using my main ABE research question as a guide, “Does the NABEP prioritize Indigenous 

people’s educational interests?” requires that I consider the conflicting opinions about what 

this statement means, and I put them into a dialogue with each other. I focus on some ABE 

research that frames the current state of ABE for Indigenous students as being characterized 

by deficits and failure at the individual level, and other ABE research that contests this 

opinion by focusing on structural inequalities and Indigenous self-determination: and it is 

within this latter group of literature that my thesis is positioned. 

The first section of this literature review is organized into a logical argument that conveys 

a position that ABE Indigenous education in Canada and globally is being underpinned by 

a deficit perspective on Indigenous learners and that from an economic efficiency 

perspective can be solved via neo-liberal frameworks that focus on economic objectives 

and strengthening capitalist colonial structures (Godlewska, Schaefli and Chaput, 2013; 

Clapperton, 2017). For example, ABE Indigenous functional literacy programs commonly 

focus on: 

the deficits a person has and assumes that these deficits are the base of the problem. 

Programmes are constructed to help people to develop these skills to participate in 

the economy as labour units in the workplace (Ewards, 2010, p.29). 

However, the economic perspectives are being challenged by the Indigenous rights 

perspectives focusing on colonial and neo-liberal structural inequalities that continue to 

marginalize Indigenous learners. 
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Secondly, post-secondary institutions are leading the way in Indigenous inclusion actions, 

based on their apparently taking on board the Indigenous rights perspective, that economic, 

cultural and political decisions in education should be inclusive of Indigenous communities 

(Robertson et al., 2012; Kristoff and Cottrell, 2021; Bergier and Anderson, 2021). Thirdly, 

this literature review makes the case that there is very little research into ABE access 

programs for Indigenous learners and instruction in higher education, including the 

International Journal of Indigenous Education Scholarship produced by the World 

Indigenous Network Higher Education Consortium (WINHEC) (Orr, 2020; Sallaffie et al., 

2021). Most literature on Indigenous educations seldom distinguishes between the 

contrasting types of post-secondary education such as university and vocational training, 

access programs etc. (Long and Hachkowski, 2015). In addition, ABE is considered low 

status, branding Indigenous learners with having a lack of success and credential 

acknowledgment, thus contributing to systemic inequality (O’Donnell and Arriagada, 

2019; Kristoff and Cottrell, 2021; Burgess, Bishop and Lowe, 2022). 

Literature review  

This literature review sets the background context of Indigenous education in a way that 

enables me to provide a rationale for the way NABEP was designed and to explain how I 

have approached this as a case to provide data. Thus, in the first part of my literature review, 

I draw upon the international literature to show how colonization and the relationships of 

domination that emerged from it have marginalized Indigenous people at all levels of 

education and the consequence of this is that Indigenous knowledge, culture and values 

and have not played a role in creating education in Canada. For example, the literature 

illustrates how Canada has used political and governmental power to dominate, 

marginalize, and assimilate Indigenous communities based on the ideological biases, 

dominances, and subjugations and this has shaped the effects of national education systems 

on Indigenous groups, including the pedagogies of advanced education (Green, 2011; 

Pentecost et al., 2018). However, the second part of my literature review indicates that if 

we focus more narrowly on institutional policies, there appears to be efforts to include 

Indigenous opinions and to open universities up to Indigenous students and representatives. 
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Finally, in the third part, I look at research that has discussed how and in what context any 

benefits to Indigenous individuals have been documented in previous research. I conclude 

that this research leaves a gap in that it does not usually trace where there is currently 

connection and disconnection between these three levels: government policy, institutional 

practices, and student learning and outcomes. The literature review is organized so that it 

leads logically to my research objectives through a general-to-specific principle approach. 

2.2 Global ABE Indigenous Education Economic Efficiency 
and Indigenous Rights Perspectives 

Economic efficiency perspective: Deficit problem 

I begin by discussing global research on ABE Indigenous learners and how they are being 

emphasized as a deficit problem that should be solved by an economic efficiency 

perspective of Western colonialism and neo-liberalism, the very system that has 

marginalized Indigenous knowledge by nation-state governments (Rao and Robinson-Pant, 

2006; Robertson et al., 2012). For example, although post-colonial perspectives began to 

emerge in Canada in the 1960s, it wasn’t until the 1973 Indian Control of Indian Education 

policy definition of post-secondary education that included, “the formal academic, 

vocational, and career technical education, as well as adult basic education, upgrading, life 

skills and pre-college courses taken to meet post-secondary requirements” that Indigenous 

ABE has gained attention and been seen working in parallel with socio-economic 

developments at the state level (Richardson and Blanchet-Cohen, 2000, p.2; MacKinnon, 

2015; Starblanket, Long and Dickason, 2020). In New Zealand, it wasn’t until the late 

1980s that an Indigenous Kaupapa Māori approach, that promises empowerment of 

Indigenous peoples and Indigenous education, developed throughout all education areas 

including adult education (Walker, 2021). However, even in New Zealand, the prevailing 

discussion in ABE literacy education is dominated by Western neo-liberal objectives. For 

example, Ewards claims that ABE was aimed at: 
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advancing economic outcomes in isolation from other important factors of 

importance to Maori and that the agenda promotes ‘economic slavery’ aimed at 

ensuring the units of production – low class workers, overly represented by Maori 

(Ewards, 2010, p.26) 

In the late 1970s, Australia pushed for aboriginal adult vocational training opportunities by 

the Department of Employment and Youth Affairs, trailed by the Report of the Committee 

of Review of Aboriginal Employment and Training Programs (1985) that made 

recommendations for changes to Aboriginal education and training and the Aboriginal 

Education Strategic Initiatives Program (AESIP) (1990) (Street et al., 2018). Shortly after, 

the Australian Government started the Workplace English Language and Literacy (WELL) 

within workplace vocational training including Indigenous participants in 1991 (Windisch, 

2015).  

The focus on this research has been from two competing perspectives. Firstly, there has 

been a dominant economic efficiency perspective focused on individual deficits. The 

deficit perspective measures Indigenous students’ failures according to Western cultural 

and institutional standards (William et al., 2017). In addition, accompanying the ‘deficit 

metrics’ perspective there has been the rise of neoliberalism globally including in the UK, 

New Zealand, Australia, Canada and the US that puts economic priority above all else as 

the solution (Robertson et al., 2012; Fogarty et al., 2017). For example, in New Zealand 

government-funded ABE Indigenous programs have been: 

disguised within ideas of maintaining social classes that disproportionately position 

Maori in the bottom end and remain silent on the place of Maori identity advanced 

through cultural and critical literacy (Ewards 2010, p.32). 

Secondly, this dominant economic perspective has been questioned by an Indigenous rights 

perspective, as a means of challenging colonial structural inequalities. This second 

competing perspective focuses on the barriers created for Indigenous students by the 

embedded colonial systems of education that need social, institutional, and economic 

reform (Smith and Smith, 2019; Bergier and Anderson, 2021). The last perspective is based 
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on Indigenous rights and self-determination (Rao and Robinson-Pant, 2006; Battiste, 

2013). 

These competing perspectives have manifested into different approaches to implementing 

solutions to the challenges facing Indigenous education, including the Aboriginal add-on 

approach, partnership approach and First Nations Control approach (Richardson and 

Blanchet-Cohen, 2000). For example, the Aboriginal add-on approach presently used in 

Canadian educational frameworks is used to include Indigenous peoples into pre-existing 

curricula such as by adding a Yukon First Nations 101 course at Yukon University in 

Whitehorse, Canada. The partnership approach promotes bi-cultural initiatives between 

Western educational institutions and Indigenous communities by offering solutions to 

Indigenous needs such as Dechinta Bush University Centre for Research and Learning 

located in Canada’s Northwest Territories, that partners with University of Alberta, 

University of British Columbia, and the University of McGill. Lastly, First Nations Control 

approach is where Indigenous communities choose to separate and follow their own self-

governing practices and set up their own independent education and training, such as 

Nicola Valley Institute of Technology (NVIT) in Merritt, British Columbia, Canada, which 

is a member of the Indigenous Adult and Higher Learning Association (IAHLA), 

representing Aboriginal-controlled adult and post-secondary education. 

There is a significant amount of information globally from countries such as Canada, 

Australia, New Zealand, and the US on Indigenous education in general, such as 

government secondary and post-secondary education statistics, and on ABE overall. For 

example, there is no shortage of research detailing how the existing primary, secondary 

and post-secondary education systems in Canada have fundamentally failed Indigenous 

communities (Battiste and Henderson, 2017). However, there is limited amount of research 

specifically on Indigenous ABE within post-secondary institutions. Although, I include 

research on both secondary and post-secondary education because there is an important 

interconnection between all the levels, I keep a focus on ABE for Indigenous populations 

as this is where I see this research as contributing. The interconnection between the levels 

comes as ABE tends to compensate for the shortcomings of mandatory education and its 
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purpose should be to offer access pathways to advance further opportunities (MacKinnon, 

2015). 

Globally, Indigenous students at all levels of education have been represented from a 

deficit problem perspective via impaired participation, low levels of progression into post-

secondary education, including ABE courses, and poor graduation rates at college and 

university level compared to other societal groups (Milne, 2017). Showing disparities 

across international education systems, young Indigenous students in Canada, New 

Zealand and Australia have not had equal access to educational opportunities as the non-

indigenous population, resulting in devastating outcomes (OECD, 2017). This trend 

continued when Statistics Canada in 2011 revealed that only 9.8% of Indigenous people 

ages 25-64 had a university degree compared to 26.5% non-Indigenous. In New Zealand, 

the Indigenous Maori people have lower socio-economic and educational outcomes than 

the non-indigenous population (Walker, 2020). For instance, in 2019, for year 13, 

Indigenous students in New Zealand had a 46% attrition rate compared to only 23% non-

Indigenous (Stewart and Tocker, 2021). In Australia, 62% of Indigenous students finished 

year 12 (2014–15), compared to 86% of non-Indigenous students (DPMC, 2017, p.43). 

Furthermore, the Australian Bureau of Statistics (2017) stated approximately 30% of the 

total population was Indigenous (Street et al., 2018). 

Therefore, there is a strong case when studying an ABE access program within a post-

secondary institution like NABEP, for looking at international literature on other 

Indigenous populations because it is likely that their similar histories of socio-economic 

marginalization through colonization and neo-liberalism are connected in some way 

(Robertson et al., 2012; Smith, Tuck and Yang, 2018: Kristoff and Cottrell, 2021). ABE 

courses like NABEP are common in Indigenous education globally and they often are 

driven by the idea that they will support the development of skills for employment. 

Programs in post-secondary education from a federal government perspective are often 

framed in terms of needing to orientate individuals, who are usually defined as having 

failed in compulsory education, to the needs of the labour-market, to increase their own 

personal wealth, and for them to play a role in facilitating national economic growth 
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(Hennesey and McIntosh, 2008; Grimmett, Fleming and Trotter, 2009; Morgan, 2016). 

However, there is ample research that illustrates that much job-related training frequently 

stops minority groups from acquiring the knowledge that permits social movement 

(Wheelahan, 2007; Dobbin and Kalev, 2018). In addition, Indigenous ABE educational 

programs in higher education that are tied to advancing Western capitalist infrastructures 

have been found by existing research to have generally resulted in environmental and 

socio-economic disparities for Indigenous people, including the self-destruction of their 

own Indigenous knowledge through disempowering education systems which produces the 

sense that Indigenous knowledge is not relevant to contemporary society and its 

advancement (Abeita, 2018; Higgins and Kim, 2019). 

It is widely admitted that there is an urgent need to understand in depth why Indigenous 

students internationally, including Indigenous youth in northern Canada, are 

overrepresented in relation to poor attainment (Thiessen, 2009; Pidgeon, 2016; Statistics 

Canada, 2016; Louie et al., 2017; Walker, 2020). The problem is that much of the deficit 

perspective research into ABE for Indigenous populations and its impacts have consistently 

and narrowly focused on Indigenous academic low attainment in compulsory education 

with a focus on Indigenous failures as either individual or cultural (Preston, 2008; Aikman, 

2011; Prout and Hill, 2012; White and Peters, 2013; Pio et. al, 2014; Larsen and Fondahl, 

2014; Santibañez, 2016; Milne, 2017; Llewellyn, Boon and Lewthwaite, 2018; Rameka 

and Stagg Peterson, 2021). However, various Indigenous researchers such as Battiste 

(2013), Smith and Smith (2019), and Cajete (2020) reflect studies around the world, 

including Australia, United States, New Zealand and Canada, that challenge this pattern of 

investigating which focuses on the individual or cultural deficits that cause this situation.  

The research internationally has found that in relation to schools, social injustices inherited 

from colonization impact the underlying determinants of inequality, such as education, in 

not meeting the needs of the Indigenous population (Griffiths et al., 2016; Kristoff and 

Cottrell, 2021). For example, colonial education systems have led to Indigenous Australian 

pupils being on average 2½ years behind non‐Indigenous classmates (Boon and 
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Lewthwaite, 2016). Furthermore, the Eurocentric nature of classrooms in Australia may 

also explain why Indigenous students are continually thought to be the most disadvantaged 

group in that nation due to the lack of culturally suitable classroom approaches (Wilkinson, 

Lewthwaite and McGinty, 2017). In addition, affected by colonization in New Zealand, 

Maori students account for most of the low educational attainment and retention rates in 

that country (Boon and Lewthwaite, 2016). Likewise, Indigenous education controlled by 

the state has had a long history of social and economic domination (Godlewska, Schaefli 

and Chaput, 2013). For example, in Canada, a history of colonial economic domination 

resulted in up to 41.5% of the Indigenous population receiving social assistance compared 

to 8.1% of the non-Indigenous population (Vickers, 2002). Thus, what is explicitly driving 

this argument is that we need to reform the content of education to increase social justice 

and develop opportunities for Indigenous participation. There is little doubt that colonial 

and postcolonial histories of development and education have marginalized Indigenous 

groups (Aikman, 2011; Anning et al., 2012; Benson and Khelsilem, 2021). Yet, these 

disparities are rarely mentioned in most government reports regarding Indigenous ABE. 

Moreover, research on Indigenous American students highlights how education has 

represented a policy for preserving U.S. government control over Indigenous communities, 

such as the Pueblo peoples, who have been subjected to natural resource extraction and 

labour exploitation systems that produced oppressive laws and new cultural norms 

contributing to low graduation rates (Thiessen, 2009; Lorenzo, 2017; Abeita, 2018). The 

research focused on low attainment is limited because it assumes the problems are only the 

results of individual failure and does consider the inequalities embedded in colonialism. 

The nation-state focus on low attainment has been challenged by literature that highlights 

structural inequalities caused by colonialism. Although there has been a focus of many 

nation-states around the world on schools achieving equity for Indigenous students, they 

are wrongly attributing blame and hence the solutions offered are at best inadequate and at 

worst reinforce or increase the problem (Boon and Lewthwaite, 2016; Wilkinson, 

Lewthwaite and McGinty, 2017).  
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The individual or cultural deficits perspective, frames Indigenous communities’ variances 

in socioeconomic success in education as being due to failure to gaining competency at 

specific ways of thinking (e.g. scientifically-based theory, knowledge, and skills) that it is 

believed should be acquired at academic institutions. The solution is seen to be the effective 

socialization of the Indigenous student so that they assimilate the scientific values of the 

governing society (Lopez, Gurin and Nagda, 1998; Neuman and Blundo, 2000). This 

deficit problem perspective, that personal characteristics determine educational success, is 

how most countries, including Canada, typically still structure their academic platforms, 

blaming the failure to achieve on the students or perhaps on shortcomings in the cultural 

education they gain in their communities (Edwards, 2014; Arim et al., 2016; Kirkness and 

Barnhardt, 2016). In Canada, individual deficit practices and ideas are completely 

normalized, usually overlooking, or masking the notion that European colonialism, which 

reduces Indigenous cultures, ideas and knowledges, is the foundation for the existing social 

structure and accepted norms (Bhuyan, Bejan and Jeyapal, 2017; Cannon and Sunseri, 

2018). There are consequences of this perspective for the Canadian education system 

affecting marginalized communities, particularly First Nations, as when they do badly at 

math at school level, this bars them from many other academic opportunities. This practice 

continues even though there is compelling evidence that structural and historical 

disadvantages rooted in colonialism are affecting Indigenous economic, cultural, and 

political life, including having an impact on educational attainment (Ormiston, Green and 

Aguirre, eds., 2020).  

In support of my contention that research is needed in the Yukon where my study is based, 

research by Lewthwaite, Owen and Doiron (2015) highlights the structural and historical 

disadvantages contributing to students from most Arctic territories across the North with 

high numbers of Indigenous inhabitants falling behind the southern populations on 

academic achievement, by arguing that colonial pedagogies are to blame. For example, the 

limited educational success experienced by Indigenous students isolated in Canada’s North 

may be linked to the colonial pedagogies used in classrooms, as unsuccessful academic 

programs can be connected to educators ignoring Indigenous knowledges, views, and 
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opinions from the home to the classroom (Llewellyn, Lewthwaite and Boon, 2016). For 

example, this perspective was reflected in research carried out in Australia in 1999 with 

only 5.1% of primary and secondary teachers in Australia being represented by minority 

groups (Meaney, 2002) and the lack of indigenous educators and knowledges was raised 

as an issue. Furthermore, another instance of this public debate was highlighted by the 

Ottawa Catholic School Board replacing Shakespeare with Wagamese Indigenous authors 

(Miller, 2020).  

Many authors back up the idea that this problem is historically entrenched, running 

throughout social hierarchies and academic systems in the state’s educational structure. 

Entrenched social hierarchies can be defined as, “…durable group-based inequality that is 

sustained by systematic laws and habits” representing domination (slavery), ostracization 

(racism) and low standing in decision making regarding marginalized groups (Anderson, 

Jackson and Phillips, 2014, p.259). Other authors have focused on different instances of 

this problem, for example, Larsen and Fondahl (2014) argue that there is a clear deficiency 

of Indigenous political participation at the state level and, as I further discuss below, this 

results in a lack of culturally receptive curriculum and pedagogy in Indigenous education 

across the globe.  

Structural inequalities 

Empirical literature framing Indigenous education as an individual or cultural deficit as 

referenced above is being challenged by another area of research that addresses challenges 

in Indigenous education from an structural inequality perspective focusing on continuing 

colonial disparities including economic, cultural, and political challenges. For example, the 

Federal Government of Canada released a draft First Nations Education Act (2013) but 

encountered Indigenous opposition because the proposal did not acknowledge Indigenous 

education control, consultation, partnership, or resources (White and Peters, 2013). Lack 

of proper consultation does not offer the attention needed by Indigenous populations to 

shape educational policy (Llewellyn, Lewthwaite and Boon, 2016). Resolutions impacting 
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treaty requirements are theoretically to be made in consultation with Indigenous 

communities (Tager, 2014). 

Education for Indigenous people has been generally created by the politically represented 

dominant class rather than developed by and for Indigenous people. Thus, some researchers 

suggest that a better understanding of the barriers to Indigenous education created for 

Indigenous people by political state structures is a key step to remedying current academic 

disparities (Prout and Hill, 2012). Research from this perspective argues that the barriers 

to Indigenous education may be linked to structural inequalities where, for example, there 

is no political input on the national stage, cultural recognition at institutions or equal 

economic distribution of resources in classrooms for marginalized Indigenous 

communities (Fraser, 2008). In fact, as there has been a plethora of research indicating that 

education in general replicates a wide range of social disparities and there is good reason 

to think that Indigenous educational inequalities also have historical and cultural causes 

and are not just related to the cultural deficits of Indigenous groups or laziness of 

individuals (Sadovnik, 1991; Bernstein and Solomon, 1999; Nash, 1999; Apple, 2002; 

Singh, 2002; Power and Witty, 2002; Balarin, 2008; Erikson, 2009; Philpott and Batty, 

2009; Sriprakash, 2011; McLean, Abbas and Ashwin, 2013; Moore, 2013; Edwards, 2014). 

It is hard to think that disparities in academic opportunities, admissions, access, and 

achievement (Wilson-Strydom, 2017) experienced do not have similar structural roots: but 

the context in which the roots grew and the way in which they developed are unique. 

While education has a role in reproducing current hierarchies of social class, it also has a 

possible transformative role (Walker, 2015). For example, in New Zealand, Hawaii and 

Alaska, Indigenous peoples are developing academic programs based on Indigenous 

approaches and integrating Indigenous knowledge into the standard curriculum (Larsen 

and Fondahl, 2014). However, although the position taken on structural inequalities alone 

may pave a way for Indigenous communities to succeed in Western academic and 

employment hierarchies, it unfortunately does not address different Indigenous “ways of 

being and doing” regarding self-determination (Smith and Smith, 2019). Thus, building 
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upon this literature reflecting structural inequalities in Indigenous education has led to the 

development of an Indigenous rights perspective. 

Indigenous rights perspective 

Indigenous groups are steadily gaining acknowledgement of their rights as Indigenous 

peoples from the local to the global, paving a path for equality through a rights-based 

process to participate in decision making, including in educational contexts (Aikman, 

2011). The growing momentum for self-determination in education among many 

Indigenous societies has led to the fact that self-determination in education is now 

recognized internationally as a human right, stated by Article 14 of the United Nations 

Declaration on the Rights of Indigenous Peoples (2007) (Larsen and Fondahl, 2014). This 

was in answer to a historical context of Indigenous communities globally facing a wide 

range of human rights violations that endangered their right to existence as a group and 

their own socio-cultural decision making (Aikman, 2011). Multicultural policies which 

give equal status and respect to each cultural community are key to moving forward (Webb, 

2015). For example, Canada joined the United Nations Declaration on the Rights of 

Indigenous Peoples (UNDRIP) promising to respect the rights of Indigenous peoples 

(White and Peters, 2013). This means Indigenous peoples have the right to create and 

govern their own educational structures and use cultural methods in their own languages 

that create new frames of thinking that act on educational values and make real decision-

making via ‘self-determination’ (Aikman, 2011; Ormiston, Green and Aguirre, eds., 2020). 

The central tenet underlying self-determination is the control of decision-making which 

necessitates that non-Indigenous groups give up their past power and to have Indigenous 

and non-Indigenous people cooperate as equal partners (Cazden, 2012). This has 

highlighted the importance of recognizing Indigenous knowledge as argued by renowned 

Indigenous scholars including Gregory Cajete (2020), Linda Tuhiwai Smith (2019), Marie 

Battiste (2013) and Kathy Absolon (2019). 
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What is Indigenous knowledge?  

Recognized by the UN Declaration on the Rights of Indigenous Peoples (2007) for self-

determination and protected in Canada, Indigenous knowledge (IK) is separate from 

compartmentalized Western knowledge in its holistic approach, rooted in ecological 

contexts that can offer approaches to current social and environmental challenges (Battiste 

and Henderson, 2009; Cajete 2010, Jones and Creed, 2011; Pio et.al, 2014; Cajete, 2020). 

One of Canada’s most prominent Indigenous scholars, Marie Battiste (2005), describes 

Indigenous knowledges as a culturally specific understanding of a community that is fluid, 

adjusting over time and environment, that was created by local ways of being including 

beliefs and practices (Hare and Davidson, 2020). For example, the interconnection of 

everything in the world is illustrated through harnessing the knowledge of Elders through 

land-based learning, based on mutual respect and reciprocal relationships between all 

humans, animals, and the land (Barnhardt and Kawagley, 2005; Iseke-Barnes, 2008). 

Furthermore, land-based Indigenous ways of knowing spiritual and empirical knowledge 

were customarily passed on from one generation to another through ceremony and oral 

stories grounded on the holistic belief that everything on earth is inter-dependent, 

culminating in a focus on the collective good (Castellano, 2000; Hare, 2005; Moore, 2018; 

Starblanket, Long and Dickason, 2020). For instance, like humans, all animals, trees, rocks, 

water, etc., have a spirit and are respected as so, instead of being simply regarded as a 

resource that can be bought and sold. The position of Indigenous knowledge, through its 

holistic and inter-connected values and priorities, challenges common Western neo-liberal 

frameworks of knowledge priorities, dissemination and understanding (Robertson et al., 

2012; Absolon, 2019). 

The role of education in safeguarding economic opportunity and cultural stability is vital, 

particularly when western academic understandings are blended with traditional 

frameworks. For example, Indigenous peoples in New Zealand and Hawaii are developing 

Indigenous organized academic programs based on Indigenous approaches, such as 

traditional knowledge referred to as two-eyed seeing – an approach that utilizes both 

Indigenous and western perspectives for a holistic understanding (Larsen and Fondahl, 
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2014; Bartlett, Marshall and Marshall, 2012). However, to include traditional knowledge 

within hard science pedagogy remains difficult (Kirkness and Barnhardt, 2016). This is 

due to (neo-) colonial Western structures continuing to marginalize Indigenous ways of 

knowing, even when it is involved via appropriation, such as neo-colonial efforts to fit 

Indigenous knowledge into Eurocentric scientific frameworks for it to be respected as valid 

(Higgins and Kim, 2019). Overall, it can be emphasized that there is a struggle between 

Western and Indigenous knowledge systems and values. Moreover, the controlling society 

has typically tried to assimilate marginalized groups (Anning et al., 2012). A suitable 

theoretical framework that is inclusive of Indigenous knowledge is needed to critically 

challenge the existing colonial curriculum and evaluation frameworks that aim to 

assimilate Indigenous students into an unjust social hierarchy that has developed over an 

extended period.  

The position of my thesis highlights the importance of not only focusing on understanding 

the barriers to Indigenous education success but also to be inclusive of Indigenous rights 

for self-determination that include economic, cultural, and political power. Furthermore, 

the framing of Canada’s problems with Indigenous education can be approached from an 

alternative perspective. Instead of looking at the issue as a problem of lack of engagement 

with the economy and low attainment, it can be seen as a problem that is rooted in internal 

academic mechanisms regarding knowledge validation, curriculum control and power that 

feed into economic, cultural, and political inequalities. For example, even though 

Indigenous people may work in academic settings, unfortunately the administration, 

curricula and pedagogy of classrooms are rooted in a colonial system, marginalizing 

Indigenous knowledge (Lewthwaite, Owen and Doiron, 2015). Moreover, academic 

institutions have legitimized neo-colonial social and political principles (Walker, 2015). 

Thus, there is a demand for enhanced teaching pedagogy and assessment frameworks to 

increase academic results for Indigenous students that meet the needs of Indigenous 

communities (Boon and Lewthwaite, 2016; Arim et al., 2016). For instance, the existing 

aboriginal disparity in Australia underscores not only crucial questions about social justice 

but also highlights how more equitable policies are needed as a societal urgency 
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(Klenowski, 2014; McKnight, 2016). However, there is a current gap in this type of 

research regarding ABE Indigenous education in post-secondary institutions and the 

appropriate theoretical framework to guide it that brings out structural inequalities, 

Indigenous self-determination, and internal mechanism of institutions together in a 

coherent theoretical approach that addresses questions regarding the roles of nation-states 

in Indigenous education. 

2.3 How Indigenous Education Has Been Addressed by the 
Canadian Government 

A review of the empirical research showed that Canada had, up until the time of my study, 

adopted a neo-liberal approach to address the academic and socio-economic difference in 

Canada between Indigenous communities and the rest of the population (Corson, 1999; 

Sheila, 2006; Spence, White and Maxim, 2007; Richards, 2008; Cherubini et al., 2010; 

Larsen and Fondahl, 2014; Klenowski, 2014; Calver, 2015; Pidgeon, 2016; Boon and 

Lewthwaite, 2016; Milne, 2017). A key theme that came out of the literature review was 

the assimilation and destruction of Indigenous education by the Canadian Federal 

Government through aggression using genocidal policies such as Royal Proclamation 

(1763), British North America Act (1867), and the Indian Act (1876) including taking away 

land, culture, and political power for colonial resource development (Vickers, 2002; Green, 

2011; Nadasdy, 2012; Milne, 2017). For example, mandatory residential schooling was 

used to assimilate Indigenous children into Western culture using Bible lessons and child 

labour with no opportunity for any real academic achievement or economic advancement 

(White, 2013; Milne, 2017; Kim and Layman, 2022). Moreover, colonialism has had 

consequential and ongoing disastrous socio-economic results for Canadian Indigenous 

communities today, including withholding the Indigenous right to vote until 1949 and 

subjecting future Indigenous generations to low socio-economic status with almost total 

reliance on the state (Vickers, 2002). Consequently, Indigenous higher education did not 

develop because traditionally state policies used education as a tool to ruthlessly assimilate 
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Indigenous communities into the dominant society, thus creating distrust towards 

educational institutions (Preston, 2008; O’Donnell and Arriagada, 2019).  

The Royal Commission on Aboriginal Peoples (1996) recognized that present day 

Indigenous challenges can be linked back to residential schools that did not close until 

1996. Even currently, many Indigenous communities look at university education as 

assimilation into the controlling colonial culture. The imposed inter-generational pain from 

residential schools for Indigenous communities led to a public apology in 2008 by 

Canadian Prime Minister Stephen Harper and the formation of a Truth and Reconciliation 

Commission (TRC) (Preston, 2008; Horne, 2010; Cherubini et al., 2010; Green, 2011; 

Tager, 2014). Although, the Indian Act was revised in 1951, colonial effects still exist 

within Canadian structures today, as colonial values are intertwined into our existing 

academic systems (Vickers, 2002; Milne, 2017). In 1972, the National Indian Brotherhood 

(NIB), a national Indian rights organization now recognized as the Assembly of First 

Nations (AFN), formed a national policy that called for the renewal of Aboriginal rights 

that helped form the Indian Control of Indian Education (ICIE) policy, which became a 

turning point for educational advances by defining local Indigenous political, 

administrative, financial, and curricular control (McFadyen, 2006; Horne, 2010).  

The Canadian Government has addressed problems in Indigenous education primarily as 

problems in engaging Indigenous people in the economy, as part of a continued colonial, 

neo-liberal solution to which is tied to the deficit problem perspective outlined above. 

CanNor, a development agency of the Canadian Government, implemented the NABEP 

with the three territory colleges as an attempt to bridge the socio-economic gap between 

Indigenous communities in Canada’s North and the rest of the nation. As NABEP was 

being introduced, the government, identified developing natural resources in the Arctic a 

top priority (Sabin, 2015). Economic development such as resource extraction needs a 

locally trained workforce because it is expensive to fly in qualified workers from the rest 

of the country. At the same time there has been a strong demand for enhanced access to 

education for geographically isolated pupils and education that makes pupils ready to be 

successful in their communities (Larsen and Fondahl, 2014). This context provides buy-in 
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for partnerships both by the federal government and by local communities. However, it is 

access to advanced knowledge that opens the door to further political consciousness in 

students because it creates the space to think beyond the existing reality and the everyday 

skills needed to work in a mine and thus to question political and economic disparities 

(Simmons, 2015). In addition, historically, there were fears that education such as science 

functioned as the ‘operating doctrines’ of colonialism and control for the aim of resource 

exploitation (Winberg and Winberg, 2017). Yet, Indigenous communities are not 

completely without power or responsibility as Canada attempts to advance extraction of 

oil, gas and mineral resources in the Arctic, the local Indigenous population have the power 

to create legal impediments to those initiatives through exercising Indigenous rights 

(Tager, 2014). Still, this can be tough when much needed economic resources are being 

offered to financially impoverished communities.  

Education policies may be used to reflect the Canadian Government’s stance on supporting 

minority groups. Thus, consent from subordinate groups can be gained by the dominant 

culture that can appear as beneficial to the subordinate (Webb, 2015). However, education 

policies can also be a way to conceal wider aims of control used to avoid changing the 

embedded structural inequalities, such as equal access to higher education. It raises the 

question whether Canadian government funded ABE access programs within post-

secondary institutions targeting Indigenous learners, are in fact an attempt at social justice 

or a form of social control for resource development through applying neo-liberalism to its 

northern post-secondary educational institutions that marginalizes Indigenous knowledge.  

Indigenous knowledge in Canada today 

Marginalization of Indigenous knowledge continues today in Canadian educational 

institutions, as the focus of knowledge is still based on Western cultural and scientific 

knowledge (Adu-Febiri, 2017). Furthermore, many nation-state structures including in 

Canada, have inherited colonial style systems that reflect, and are owned by, the interests 

of Western perspectives and are distributed through academic institutions that alienate 

Indigenous ways of knowing (Appiah, 1997). Thus, there are valid epistemologically 
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grounded challenges to be made to Western knowledge that are now cast as self-

evidentially true and valuable. However, Indigenous traditional knowledge cannot simply 

replace Western knowledge as they are each appreciated for different necessities and so a 

holistic framework is needed as, “many are concerned that higher education be both about 

providing marketable skills and “cultural-community” skills; that education improves 

people’s capacity to strengthen culture and not only be about employment and earning 

higher incomes” (Richardson and Blanchet-Cohen, 2000, p.54).  

Summary 

Although, many others have challenged the nation-state notion that the problem with 

Indigenous education should not be described simply as an individual deficit, I believe my 

thesis can add to that area of research. For example, value can be added to previous research 

by considering the intergenerational effects of colonialism embedded in structural 

inequalities linked to problems of internal academic mechanisms regarding knowledge 

validation and curriculum control. Linking the internal academic mechanisms that 

marginalize Indigenous communities from economic, cultural, and political control is an 

area where my thesis can expand the current pool of knowledge as, “an important barrier 

to achieving the goals of First Nations’ education is the continual mechanism of control of 

the federal government” (Richardson and Blanchet-Cohen, 2000, p.54). The literature is 

clear that Canada’s Indigenous societies were aggressively assimilated during colonization 

as subjects of the conquering state; students were placed in residential schools, where it 

was mandatory to learn Western colonial education systems and forced to give up their 

traditional way of life because of racism and resource exploitation (Green, 2011; Jones and 

Creed, 201; Cherubini, 2012; Vickers, 2002; Pio et.al, 2014; Griffiths et al., 2016;). Thus, 

advanced education must recognize its violent, imperialistic, and colonial past, as the 

framework of higher education is closely related to neo-colonial actions that energize the 

connections of race, property, and domination (Patton et. al, 2016). Furthermore, the 

difficulties are more complex in the context of problematic Indigenous government 

schooling programs. 
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Overall, my position sides with the overabundance of literature on Indigenous education 

that indicates strong support that higher education has been shaped by neo-liberalism and 

government control (Connell, 2013). A key tool of nation-states for assimilation of 

Indigenous students into neo-liberal agendas has been post-secondary education 

institutions such as in Canada’s North.  

2.4 How have Canada’s northern post-secondary 
education institutions addressed Indigenous 
education? 

Recently, from an Indigenous rights perspective, Canadian post-secondary institutions 

have been the leaders in inclusive pedagogical changes for Indigenous education 

(Augustus, 2015). Moreover, going back over thirty years, the Canadian Federal 

Government and the Yukon Territory have signed Self-Government Agreements (SGAs) 

with the Yukon First Nations and these SGAs highlight how political changes have hopes 

for advancing education to meet Indigenous needs regarding cultural ways of knowing 

(Lewthwaite, Owen and Doiron, 2015). One illustration is that Yukon College introduced 

an Indigenous Governance Degree and has a mandatory Yukon First Nation 101 course for 

staff and students campus wide (The Indigenous people of the Yukon refer to themselves 

as First Nation). In fact, First Nation students in the Yukon encompass about one-third of 

the advanced education pupils. The realization of this Indigenous education is linked to 

Indigenous local control and involvement as a stakeholder in the process (Larsen and 

Fondahl, 2014). For example, in 2006, all Yukon First Nations government representatives 

attended the ‘Two Trails-One Future’ summit on post-secondary education. This summit, 

hosted by Yukon College, was held to meet the new challenges created by the settling of 

land claims and self-government agreements with the Government of Canada, represented 

by the Umbrella Final Agreement (UFA) (Yukon College, 2007).  

The UFA final agreements provide for the negotiation of First Nation lands, resources, 

governments, and programs, including property taxation (Horne, 2010). For First Nations 
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to be completely involved as equal partners they need to participate in schooling, from 

elementary to post-secondary schools, as creators of knowledge. They need to create or 

recontextualize knowledge from their culture into the curriculum (Ormiston, Green and 

Aguirre, eds., 2020). Creating new Indigenous knowledge at institutional level structures 

such as Yukon College not only provides Indigenous knowledge holders with legitimacy 

and the spaces to use this knowledge to change society but also the power to shape 

education at the Yukon Territory level in Canada. Moreover, in liberal-democratic 

countries, the social obligation to address these inequalities is, at least on paper, of principal 

importance (Webb, 2015). The present-day realities of Indigenous peoples are perhaps the 

most significant social justice issue in Canada (Cherubini et al., 2010).  

However, the politics of recognition of Indigenous education inequalities must go past state 

policies of ‘social inclusiveness’ which may, in fact, hide aims of assimilation into a 

Eurocentric culture (Webb, 2015). This leads to questions of what it means to provide an 

advanced education that finds solutions for justice and equality (Walker, 2015; Smith and 

Smith, 2019). Overall, this literature review suggests that the difficult task at this point in 

history, widely agreed upon by those interested in social justice, is evaluating efforts 

towards empowering Indigenous knowledge, and then determining from those results how 

to make future improvements including equal access to opportunities at the classroom 

level.  

2.5 How has research on classroom programming 
addressed opportunities for Indigenous students 
including the North at all levels? 

Most literature addressing ABE, including access programing for Indigenous students 

implemented by colleges and universities, has come from describing the problem as a 

deficit at the classroom level and the scope is limited to mostly descriptive research (Britton 

et al., 2020). I found only one external review, specifically of the NABEP: the First 

Nations, Inuit and Métis Essential Skills Inventory Project (FIMESIP). FIMESIP is run by 
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Canadian Career Development Foundation (CCDF), a non-profit organization that works 

to advance career services and is partnered with Social Development Canada’s Office of 

Literacy and Essential Skills, the Assembly of First Nations, the Métis National Council, 

and the Inuit Tapiriit Kanatami. The limitation of these normative (FIMESIP) project 

interpretations is that it focuses on a collection of current best practices rather than a deep 

historical, socio-economic, and critical analysis of the status quo that my position reveals 

as underpinning the problem. They do, on the other hand, offer a project self-assessment 

tool that covers important issues such as Indigenous inclusion.  

Most existing research on Indigenous ABE programing implemented by higher education 

in Canada and internationally has been based on relatively few samples of northern 

Indigenous education case studies. One example is Aboriginal Transition Programs – 

Literature Review by Cynthia Wesley-Esquimaux, Ph.D. and Victoria Bolduc from 

Lakehead University (2014), which is situated in southern Canada. The remoteness of 

northern Canada’s Indigenous populations (i.e. north of 60 degrees longitude) has made it 

challenging to carry out specific, critical and comprehensive studies of the area’s current 

Indigenous ABE programs in higher education. However, recently there was a study by 

Sallaffie et al., (2021) that did a survey of Nunavut post-secondary students in Canada’s 

most northern arctic territory but was not specifically focused on access programs. 

Nevertheless, most of the data on Indigenous education which can be found in the 

literature, such as Thiessen (2009), pertain to Indigenous failure rates and we must look 

deeper into the barriers created by internal academic mechanisms embedded by colonial 

practices that marginalize Indigenous students including delivery practices, assessments 

and curriculum that are biased towards the ruling class. 

Revealing pervasive barriers to Indigenous students in classroom practices of education 

and the values reinforced by classroom agents, includes acknowledging various forms of 

classroom disadvantage and practices of marginalization (Aikman, 2011). Therefore, we 

want to know: 1) Are Indigenous students getting equal access to economic resources and 

academic opportunities? 2) Is Indigenous culture being recognized in classrooms? and 3) 
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Are Indigenous students gaining prospects to be represented in decision-making 

opportunities for their programs?  

Indigenous students lack opportunity to access further education and economic resources 

as compared to their non-Indigenous counterparts and this gap has increased according to 

some Canadian statistics (Thiessen, 2009). For example, a major barrier for Indigenous 

students in Canada is completing high school and there is a deplorable 20-percentage point 

gap in post-secondary educational attainment between Indigenous communities and the 

rest of the population (White and Peters, 2013). The same situation exists in the other 

education sectors for Indigenous education, including primary and secondary schools. To 

provide a fuller context, it is important to highlight a vital connection between the other 

education sectors and higher education because the grades and courses attained at the 

primary and secondary levels dictate entrance to higher education opportunities such as 

colleges and universities. For example, 1996 Canadian statistics revealed limited 

opportunity for Indigenous individuals as only 11% of Indigenous students completed high 

school (Vickers, 2002). Moreover, there is less Canadian government spending on funding 

for on-reserve K-12 First Nation education than provincial administrations devote per pupil 

in provincial schools, thus limiting opportunities (Green, 2011). This gap in Indigenous 

student classroom opportunities and resources can be connected to issues of Indigenous 

geographical isolation, international education goals and ‘reaching the hard to reach’, via 

an assortment of delivery practices (Aikman, 2011). Furthermore, these results emphasize 

that the key to increasing advanced education is to increase high school completion rates 

(White and Peters, 2013).  

There is a clear economic gap in Canada between Indigenous and non-Indigenous citizens 

and research suggests that household socioeconomic factors are related to student 

opportunities (Arim et al., 2016). For example, being deprived of occupation prospects and 

economic development will discourage students from wanting to go to high school or to 

aim to gain university completion or it will dictate the type of educational institutions an 

individual can have access to, and therefore, financial inequalities are also contributing 

factors to individual opportunities (White and Peters, 2013). Hence, more affordable 
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community colleges tend to mostly be attended by marginalized lower socio-economic 

groups, and this leads to lower paying jobs for graduates than graduates from the expensive 

universities that are more likely linked to higher paying job prospects (Patton et al., 2016). 

There is little doubt that the crucial arguments in front of post-secondary education 

currently are the link between student individual opportunities via access to education and 

the public and political beliefs of the role higher educational institutions should be taking 

in contemporary local and global economies (Clarence, 2015). In addition, there is the also 

the pertinent issue of recognizing Indigenous culture and rights for self-determination 

within education frameworks. 

Western classrooms have been marginalizing Indigenous culture as Western curricula and 

assessment are based on an understanding that does not acknowledge Indigenous ways of 

knowing, as knowledge production historically has been created by those who seized 

positions of power (Barnhardt and Kawagley, 2005; Ropers-Huilman and Winters, 2011; 

Smith and Smith, 2019). For example, Indigenous knowledge has been marginalized and 

made obscure in most classrooms as most homework typically only covers the colonial 

white male value system (Pete, 2015). Moreover, in 2017-18 the National Center for 

Education Statistics (NCES) reported that 79% of faculty members were of Caucasian 

descent. Conversely, Statistics Canada (2017) reported only 1.4% of professors are 

Indigenous (Genge and Day, 2021). Education was and continues to be framed by a very 

constricted understanding of the world, which organizationally disqualifies opinions other 

than that of the prevailing ruling class (Pete, 2015). For example, Western education has 

characteristically been grounded in scientific structures of knowledge from colonial powers 

that still lean significantly towards Indigenous marginalization (Neuman and Blundo, 

2000; Kulnieks, Longboat and Young, 2013; Gaudry and Lorenz, 2018). Another 

illustration is that sciences are regarded as the most valuable academic knowledge, and 

thus have the advantage of receiving institutional funding, consequently marginalizing 

Indigenous knowledge (Patton et al., 2016).  

Furthermore, while nation-states commonly concentrate on economic growth alone, the 

people themselves look for something more, such as leading meaningful lives (Nussbaum, 
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2009). Education should empower their students to have individual voices and the power 

to envision and make change in society and their personal lives – characteristics which are 

rarely seen in current programing for Indigenous communities (Ropers-Huilman and 

Winters, 2011). Overall, there is evidence that most existing studies looking at Indigenous 

education attribute the problems to individual deficits. A de-colonization framework is 

needed that acknowledges structural inequalities and Indigenous rights for self-

determination. Thus, this under-researched, controversial, and neo-liberal aspect of ABE 

in Canada’s northern post-secondary institutions has not been given much attention and 

questions arise as to how this type of program may affect existing inequalities. Studies of 

Indigenous ABE access programing in higher education are rare when viewed from a 

decolonization approach. Finally, ABE access program students require improved 

admission to educational opportunities and self-determination if scholastic imbalances in 

Canada’s North are to be corrected.  

Summary 

My literature review was done to holistically comprehend issues relating to whether 

NABEP could facilitate access and advancement through targeted funding for Indigenous 

communities and to help contextualize the findings from my research. I focused on 

identifying the structures and different levels that produce (un)equal outcomes for 

Indigenous students. Like Griffiths et al. (2016), I found through the literature that these 

educational inequalities exist because of injustices that the Indigenous communities have 

experienced because of colonization. Hence, I realized I needed a theoretical framework 

and methodological approach that would trace how processes of colonization are embedded 

in state-funded ABE access programing within post-secondary institutions for Indigenous 

communities. Additionally, parallel to Connell (2013), my literature review on Indigenous 

education strongly suggests that academic institutions internationally have been shaped by 

an increasing neo-liberal philosophy and federal government practices via post-secondary 

education which ultimately reinforce rather than challenge colonizing processes. 
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2.6 Conclusion 

The aim of this literature review was to highlight the type and importance of existing work 

published on Indigenous education and to specify what empirical or theoretical gaps my 

contribution can address. To help make sense of the literature, I divided it into three parts 

and illustrated how each segment raises questions and provides information, perspectives 

and principles that have framed my understanding of the challenges in Indigenous 

education research. In developing my account, I stated my critical position on the 

competing perspectives represented within in the reviewed literature.  

In the first part, I began with the literature which focuses on how Indigenous education has 

been addressed as a deficit problem via an economic efficiency perspective at the global 

and state levels. This is important because the NABEP was developed as a state program. 

In the second part, I looked at how Indigenous education has been addressed through 

research focusing on the institutional level in terms of inclusion and the third part was 

reviewing Indigenous access to opportunity at the classroom level. As a result of reviewing 

the literature, I positioned my research as asking challenging questions regarding whether 

the dominance of Western science and Western notions of what knowledge is valuable 

undermined NABEP’s potential for benefiting Indigenous people in Canada. In the 

literature review, I provided empirical examples of existing studies and included literature 

which highlights the importance of integrating Indigenous knowledge into educational 

programs, supposedly promoting social justice for these groups. Hence, I framed my study 

and the critical evaluation of the NABEP, that generating social justice for Indigenous 

people is not just about accessing Western knowledge, it is about Indigenous people and 

ideas shaping and defining the interests of Indigenous people themselves. Thus, I illustrated 

how this literature informed the framework I present in the next chapter which I argue is a 

suitable framework for addressing my data and underpinning the rationale for my study. 

 



 

43 

Chapter 3.  
 
Philosophical and Theoretical Framework 

Indigenous peoples have the right to maintain and strengthen their distinct 

political, legal, economic, social and cultural institutions, while retaining their 

right to participate fully, if they so choose, in the political, economic, social and 

cultural life of the State.  

— UNDRIP - Article 5 

3.1 Introduction 

In support of reaching the goals stated in Article 5, this thesis uses an innovative theoretical 

framework that combines Nancy Fraser’s (2008) and Bernstein’s (2000) theoretical social 

justice concepts to evaluate state-funded ABE programs targeting Indigenous populations 

in Canada, such as NABEP. Firstly, in this chapter, I outline the different philosophical 

positions on which my chosen theoretical framework was built and make the case for the 

need for this new framework. Secondly, I explain Fraser’s and Bernstein’s theories and 

why I selected them for my analysis of the NABEP. Finally, I describe and explain how 

and why I decided to combine Fraser’s 3 Rs and Bernstein’s classification and framing 

concepts via a theoretical framework table. My research methods are then explained in the 

succeeding Chapter 4. 

3.2 Philosophical and Theoretical Background 

Are participation and lack of credibility issues in Indigenous education due to deficiencies 

at the individual level or are there larger structural factors at play? At the center of the 

controversy lies three typical contrasting viewpoints characterized by philosophical 

positions that include positivism (realist ontology and objective epistemology), 

constructivism (irrealist ontology and subjectivist epistemology) and critical realism 

(realist ontology and subjectivist epistemology) (Cruickshank, 2012). The realist 
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perspective frames education as recognition and legitimacy through individuals 

independently gaining competency of irrefutably valuable scientifically based theory, 

knowledge, and skills acquired at academic institutions (Neuman and Blundo 2000). In 

conflict with the realist approach, social constructivists cast the pupil’s successes in 

education as an outcome of social powers, arguing that knowledge is not objectively 

valuable to all and it embodies certain people’s or group’s interests due to it replicating 

prevailing social relations of control and inequality (Milutinovic 2011, Moore 2013). The 

power relations and any injustices that exist in the context in which the knowledge was 

created become embedded in the knowledge, its uses, and the status it has in society. 

Critical realism combines both the ontology of realism and the epistemology of 

subjectivism based on Marxism, via retroductive reasoning (an educated guess about the 

likely explanation for an observation, which can then be tested) to create new 

understandings about the issue for the intention of being a transformative and powerful 

emancipatory tool to address social inequalities (Scott and Barret, 2013). Controversies are 

disputes creating conflict that polarize society because certain groups offer different 

opinions on the same subject or push to resolve a problem in another way (Magendzo and 

Pavez, 2017).  

These debates, which focus on whether science, knowledge and curricula embody a 

universal truth or social, political, cultural and economic interests, raise important 

questions about how issues surrounding Indigenous education should be framed and how 

they could be solved. Unpacking these perspectives and the inherent controversy embodied 

in NABEP will highlight the value of these approaches and why they are important to 

debate. In addition, between the spectrum of realist and social constructivist perspectives, 

there lie various other theoretical approaches that attempt to describe competing realities 

of knowledge and education conflicts that fall within the range of critical perspectives 

(Cruickshank, 2012). Critical perspectives that have been used to analyze knowledge and 

education include critical theory, social justice, and decolonization approaches. Critical 

Theory laid the foundation for the 1960s paradigm shift that changed the socio-political 

landscape, ushering in new social movements, such as civil rights and decolonization, and 
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challenging long-held assumptions that, whether by obvious intention or by built-in bias, 

generated social biases (Reimer, 1995). This new change in social consciousness paved the 

way for the development of these additional critical lenses for the analyses of dominant 

social structures. 

3.3 Roots of Academic Inequality   

The degree to which education as an institution is accountable for reproducing social 

disparity is an established cause of controversy between social researchers (Bernstein and 

Solomon, 1999; Nash, 1999; Apple, 2002; Singh, 2002; Power and Witty, 2002; Balarin, 

2008; Erikson, 2009; Philpott and Batty 2009, Sriprakash, 2011; McLean, Abbas and 

Ashwin 2013; Edwards, 2014; Magendzo and Pavez, 2017). At the centre of the argument 

stand two conflicting core viewpoints embodied by the realist and social constructivist 

perspectives. 

3.3.1 The realist perspective 

The scientific realist approach is grounded in logical empiricism and positivism, arguing 

an objective ‘‘truth’’ exists to be found via use of the scientific method. It offers standard 

instructional methodologies to various academic activities and pushes critical socialization 

of the student to assimilate to the greater values of the governing society (Neuman and 

Blundo, 2000). Scientific realism reasons that the scholastic inadequacies of poor people 

are an actual result of their educational weaknesses. The absence of accomplishment is 

branded as scientific fact with the failings to achieve being blamed on the students’ 

personal deficits (Edwards, 2014). For example, strong personal characteristics are vital 

for educational success (Arim et al., 2016). However, the scientific realist perspective, 

which was generated by Western science and colonizing societies, does not acknowledge 

other cultures’ knowledge, but only recognizes expert knowledge from the dominant 

culture’s institutions and focuses on instructor and organization needs before the student’s 

(Neuman and Blundo, 2000). Before the 1970s the domain of research was led by this 
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realist viewpoint. Undeniably, this realist ideal has ruled Eurocentric education and it 

remains the dominant perception in academic institutions (Luckett and Luckett, 2009). In 

effect, the realist model is how most countries, including Canada, characteristically still 

structure their academic institutions. There are consequences of this realist model for the 

Canadian education system that affect marginalized communities, particularly First 

Nations. For example, evaluation rules use math as an entrance requirement but do not 

offer academic math opportunities and support to minority groups. Therefore, it is 

important to question the prevailing educational practices to underscore persistent 

Indigenous academic issues, because while Indigenous knowledge has value in Indigenous 

societies, it is disregarded and not incorporated into curriculum on the basis that it is not 

valid and valuable knowledge according to the judgements of Western science (Abeita, 

2018).  

3.3.2 The social constructivist perspective 

An approach to framing social justice issues in Indigenous education is the social 

constructivist perspective and it is rooted in the philosophical position represented by 

constructivism. This perspective is positioned as a counter argument to the realist approach 

regarding the roots of Indigenous educational inequality. This approach argues that there 

is subjectivity intrinsic in the scientific method and acknowledges “validity” in ways of 

practicality rather than understanding a “universal truth” (Neuman and Blundo, 2000). In 

addition, academic research and policy must struggle with what it means to be a person 

and how public agreements come into being (Fleury and Garrison, 2014). For the social 

constructionist, the dominance of scientific knowledge and the realist perspective has 

marginalized Indigenous knowledge through biased academic entrance requirements in 

developed nation-states, such as Canada, that have been framing lesser standing Indigenous 

learners as unsuccessful. 

Social constructivists claim that because of social powers, knowledge is not value free, it 

reproduces dominant social associations of control and inequalities (Luckett and Luckett, 

2009; Milutinovic, 2011; Moore, 2013). In the current research, Eurocentric knowledge is 
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put before First Nation knowledge and the dominance of one over the other is about power 

imbalances that concerns not only academics but also classroom practitioners 

(Boudourides, 2003; Stroet, Opdenakker and Minnaert, 2014). In turn, these deliberations 

have persisted in Canadian educational research for decades. For example, one study 

looked at, “Learner Acquisition and Its Relationship with Constructivist Learner Roles in 

a Secondary Education Chemistry Curriculum in Québec/Canada” (Aydin, 2013, p.1). 

Another example used social constructivist approaches regarding Canadian physical 

education curriculum (Singleton, 2009).  

The constructivist approach is useful in critically analyzing social and political values 

inherent in learning institutions via the ability to critique customary frameworks of power 

and social control, so that learners start to assume accountability for social consciousness 

and change (Neuman and Blundo, 2000). However, some academics argue that while social 

constructivism recognizes the right of social things to exist it does so at the cost of denying 

the existence of non-social entities (Kneer, 2009). Moreover, realists and critical realists 

argue there is a lack of judgement about the relative value, usefulness or truth of particular 

forms of knowledge. So scientific realism might argue that Indigenous knowledges are less 

appropriate at representing things about the truth of knowledge or about its ability to 

identify and understand important problems. Furthermore, opponents of social 

constructionism argue it permits nothing but an analysis with no tangible conception of 

pushing onward for real change (Balarin, 2008). Thus, constructivism lacks the ability to 

provide specific detailed frameworks to guide social change, falls prey to being too general, 

and loses meaning if everything is socially constructed. Therefore, for more specific 

theoretical frameworks on the reproduction of educational disparities, I review critical 

realist approaches. 

3.4 Towards a Critical Realist Approach 

It can be maintained that while social constructivism delivers arguments against realist 

philosophy, it provides inadequate explanations concerning unfairness in First Nations 
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schooling in Canada. Furthermore, Indigenous traditional knowledge cannot simply 

replace Western knowledge as each type of knowledge is appreciated for different 

necessities (Young and Muller, 2013). For example, a First Nation medicine man may play 

a key cultural role in the health of a community but not for performing a heart transplant. 

To assert they are one and the same, therefore, would be a backwards move: social 

constructivism would fall away from realistic politics without any convincing ability to 

move society forward (Young, 2008). Irrespective, the dichotomy between relativist 

constructionism and absolutist positivism is too restrictive (Jackson, 2014). Both 

viewpoints overlook the inherent properties and powers of knowledge (Ellery, 2017). 

Neither the realist nor the social constructivist methodologies independently deliver a 

concrete structure for connecting macro power and class relations to micro academic 

practices.  

The critical realist philosophical position via social justice and decolonization approaches 

can analyze the validity of nation-state framing and through this new optic, we can 

concentrate on incorporating First Nations as equal designers of teaching and knowledge. 

Perhaps, a critical realist approach could suggest a way to increase parity for Canada’s First 

Nation schooling?   

3.4.1 Social justice approach 

From a critical realist philosophical position, the social justice approach, based on Paulo 

Freire’s work, could be a valuable framework for increasing justice in education for 

Indigenous communities. Paulo Freire's research in education has connected critical ideas 

of education with social justice practice, highlighting relations between teachers and 

students toward awareness raising (Abeita, 2018). In the 1960s, Freire’s work was based 

on human rights of traditionally marginalized groups, such as women and Indigenous 

peoples (Magendzo and Pavez, 2017). His ideas laid the foundation for a framework for 

social justice in education that was started by Nancy Fraser which focused on three areas, 

redistribution (economic), recognition (cultural) and representation (political), to address 

injustices of gender, race, and class in society (Aikman, 2011). Other similar approaches 
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in line with social justice frameworks include critical social work, Critical Race Theory 

(CRT) (McCoy and Rodricks, 2015; Patton et al., 2016; Dixson, 2018; Sleeter, 2017), 

Feminism (Anderson, 2003; Hart, 2006; Ropers-Huilman and Winters, 2011; Jones and 

Hughes, 2016; Gray, 2016; Sarseke, 2018) and Decolonizing approaches (Bhuyan, Bejan 

and Jeyapal, 2017). Education reproduces culture and influences society, therefore a social 

justice approach in education focuses not only on access to education but also the content 

of education taught in a historical context (Connell, 2012). This approach has become vital 

in addressing the Indigenous educational gap (Klenowski, 2014).  

Social justice has increasingly separated into two types: one that focuses on the concept of 

equal distribution of resources and one that focuses on the notion of recognition where 

assimilation to a Eurocentric culture is no longer necessary (Herbert, 2013). Conversely, 

Fraser contends that politics of recognition frequently fail, and social justice needs both 

redistribution and recognition (Webb, 2015). While social justice frameworks can identify 

structural blockages, addressing the engrained structural disadvantage for Indigenous 

people is still questionable (McKnight, 2016). Nevertheless, Fraser further identifies levels 

of political injustice, including common political distortion, whereby individuals are 

denied educational access by the nation-state and therefore an Indigenous justice approach 

to education is about fair access to nation-state education (Aikman, 2011). Furthermore, an 

Indigenous justice approach to education is connected to decolonizing approaches. 

 

3.4.2 Decolonizing approaches 

Increasing justice in Indigenous education via tackling colonial structures is a method 

offered by decolonization approaches. Decolonizing approaches developed by positioning 

themselves within diverse Indigenous knowledge as a response to continuing 

marginalization of Indigenous communities and enduring colonial agendas (Bhuyan, Bejan 

and Jeyapal, 2017). ‘Decolonization’ can be understood as a practice of liberating persons 

and communities from the financial, governmental, and cultural effects of colonization 
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(Winberg and Winberg, 2017). Decolonizing a colonial inheritance in advanced education 

may include eliminating statues, altering mission statements, and adjusting marketing 

approaches (Baron, 2017). This research reveals how conventional academia only 

disseminates the Eurocentric foundations of knowledge. Decolonization approaches also 

demand a withdrawal from social science’s historic attachment with colonialism and 

domination of Indigenous traditional knowledge to pave the way for the creation of 

knowledge that is more democratic (Takayama, Sriprakash and Connell, 2015). For 

example, in Canada, Western practices are completely normalized and perhaps even 

supported by Marxist-inspired approaches that characteristically overlooked European 

invasion as a prerequisite for developing power relations within modern societal 

organization (Bhuyan, Bejan and Jeyapal, 2017).  

The challenge is to move away from colonial foundations and reframe what is legitimate 

educational knowledge and to stop the continued use of marginalized Indigenous 

communities as a testing ground for Eurocentric theories (Takayama, Sriprakash and 

Connell, 2015). For example, when Indigenous ways of knowing are put into the education 

structures via content and instruction, a step closer to decolonization is possible (Baron, 

2017). To overcome colonial power, colonial power first must be identified by how it is 

organized into systems of assimilation and control, and then we can start to dismantle it 

through understanding how the system works (Iseke-Barnes, 2008).  

Overall, this approach frames Indigenous learners in a position to actively work towards 

decolonizing the structures of educational institutions (Pete, 2015). Thus, decolonization 

approaches can be used as tools to recognize the structures of colonization, while offering 

actions that upset colonial power (Iseke-Barnes, 2008). Decolonizing approaches can be 

framed as part of a larger indigenization process that also entails inclusion and 

reconciliation. 

Theoretically, indigenization is to adopt Indigenous viewpoints in transformative ways 

(Gaudry and Lorenz, 2018). Indigenization is also a movement placing Indigenous ways 

of knowing within higher education, to change policy, pedagogies, and methods to advance 
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Indigenous achievement (Pidgeon, 2016). Indigenous inclusion is a policy that pushes for 

increasing Indigenous participation in Western organizations, while reconciliation 

indigenization challenges what is accepted as valid knowledge, reconciles Western and 

Indigenous knowledges, and explores university-Indigenous population relationships 

(Gaudry and Lorenz, 2018). However, decolonized indigenization foresees the across-the-

board restructuring of current advanced education to change knowledge production toward 

equality with the dominant culture. Nevertheless, we cannot solely rely on Indigenous 

knowledge and so a new way is needed for increasing justice in Indigenous education 

(Young and Muller, 2013). 

3.4.3 Fraser’s 3 Rs for decolonization 

Nancy Fraser’s 3 Rs framework (2008) of redistribution (economic justice), recognition 

(socio-cultural justice) and representation (political justice) is useful to analyze 

contemporary issues in higher education pedagogies, scholarship and practice via 

recognizing and disabling students’ economic, cultural and political barriers to ensure a 

socially-just decolonized curriculum (Aikman, 2011; Keddie, 2012; Winberg and Winberg 

2017: Bozalek, Hölscher and Zembylas, 2020). The educational meaning of 

“redistribution” includes intellectual matters as well as monetary; educational 

“recognition” means inclusion in the school curriculum of marginalized people’s histories, 

cultures, and knowledges; and educational “representation” means access to decision-

making in education (Cazden 2012). 

In fact, successfully applying Nancy Fraser’s (2008) three-way theory of social justice to 

assess Indigenous education in Canada as a product of colonialism has been done by 

Petoukhov (2012):    

Fraser’s theory tends to view the residential school system as a product of 

colonialism and, in order to resolve the injustices associated with it, call for the 

deconstruction of the colonial project by instituting transformative change in the 

economic, cultural, and political spheres. In other words, reconciliation will not be 

possible until Indigenous people become settlers’ equal partners in all aspects of 

social life (p.13). 
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Fraser’s 3 Rs framework is also an approach that is inclusive of Indigenous ways of ‘being’ 

and ‘knowing’ in education. For example, current education programs such as NABEP 

focus on human capital (knowledge, skills and attitude) but Indigenous conceptions of 

knowledge include human factors and competencies such as feelings, ethics and spirit. 

These are currently effectively omitted but curricula could be re-imagined through 

developing humanitarian abilities through service learning made possible by the Human 

Factor Competency Education (HFCE) model (Adu-Febiri, 2014). This perspective looks 

at using the human agency approach that helped indigenous populations flourish before 

colonization and could advance educational transforming for Indigenous communities.  

Furthermore, Zipin, Fataar and Brennan (2015) also point out that Fraser’s ‘who’ and ‘how’ 

questions connected to the 3 Rs and inclusion principles, provides a strong inclusive 

framework for advancing justice in education: 

Fraser suggests, from a pragmatist stance, that who and how questions of justice 

entail complex contingencies and cannot be assigned formulaic procedures. 

Instead, she offers flexible meta-principles. Regarding the who of justice, Fraser 

defines a strong inclusion principle (p.31) 

Additionally, criteria for advancing social justice in education should include equal 

economic distribution of resources, equal cultural recognition, and equal political 

presentation and thus the focus should be on overcoming status subordination instead of 

establishing group identity, 

Rather than adopting a politics of recognition that begins with group identity, this 

approach begins with a critical analysis of the concrete arrangements – the 

structures and relations of economic and cultural oppression – that impede parity. 

It targets precisely what subordinated parties need to be able to participate as peers 

in social life (Keddie, 2012, p.10). 

This social justice approach has become vital in addressing the Indigenous educational gap 

(Klenowski, 2014). Yet, while social justice frameworks can identify the wider structural 

blockages, how one would address the internally-engrained structural disadvantage for 

Indigenous people is still questionable and could be strengthened through combination with 
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another approach (McKnight, 2016). Through the analytical work I have done with my 

data, I illustrate, in Chapters 5 and 6, how Nancy Fraser’s 3 Rs approach to address 

embedded educational inequalities, could be strengthened by bringing them together with 

Basil Bernstein’s framework. This has more specific tools to analyze the way that the 

internal Western educational structures that are embedded in all layers of the educational 

system are barriers to advancing social justice in academia. 

3.4.4 Bernstein’s framework 

Bernstein’s theoretical framework attempts to create an equilibrium between the realist and 

the social constructivist interpretations, by accommodating both objective knowledge and 

society’s subjectivity in a manner that eludes relativism (Bernstein 2000). For example, 

social realism may acknowledge that the NABEP curriculum is socially constructed but at 

the same time acknowledges knowledge such as the sciences is needed for building safe 

bridges.  

Numerous empirical examples of research have exposed how Basil Bernstein's theory 

identifies the mechanisms by which academic knowledge, curriculum, and pedagogy 

reinforce and interrupt social inequalities (Cambridge, 2010; McLean, Abbas and Ashwin 

2013; Pausigere and Graven, 2013). For example, some job-related training frequently 

stops learners from acquiring the knowledge that permits social movement (Wheelahan, 

2007). This highlights First Nation learners who endure inferior educational programs, 

while being financed by a state-level national program. Bernstein’s approach is widely 

understood as generating a theoretical understanding that could illuminate the role of the 

federal government in relation to educational disparity at the school-room level (Apple, 

2002). Furthermore, Bernstein’s ideas can assist in generating a structure to understand the 

connections between the macro, meso and micro policies and experiences of educational 

change while challenging the notion that education is value-free (Sriprakash, 2011). 

In my research, it has been possible to study how Fraser’s 3 Rs are or are not facilitated by 

NABEP through incorporating some of Bernstein’s concepts into an analysis of education 
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which aims to understand and challenge Indigenous educational inequalities in Canada’s 

North (Sadovnik 1991; Singh 2002; Nash 2006). In addition, Bernstein’s framework also 

gives a sense that there is a need to understand the mechanisms generating inequalities and 

possibilities at the macro, meso and micro levels. Furthermore, access to education is an 

issue of distributional social justice (Bernstein and Solomon, 1999; Ellery, 2017). 

3.4.5 Bernstein’s framework applied to NABEP 

To draw upon a white British male theorist like Bernstein to analyze Indigenous education 

at the macro, meso and micro levels in ways intended to understand and challenge First 

Nation educational inequalities is somewhat contentious (Singh, 2002; Nash, 2006). 

However, Basil Bernstein (1924-2000) was one of the most prominent scholars within his 

field, and he developed an abstract theoretical model regarding the social framing of 

knowledge, which I think is useful when infused with Fraser’s 3 Rs (McWilliams, 1995; 

Moore and Muller, 2002; Balarin, 2008; Straehler-Pohl and Gellert, 2013; Player, 2013).  

Applying this framework to NABEP involves analysis that considers macro-level federal 

government policies such as Canadian Northern Economic Development Agency 

(CanNor); meso-level implementing organizations such as Yukon College; and micro level 

focus on individuals such as NABEP students. NABEP students’ access to knowledge can 

be analyzed at the classroom micro levels by using Bernstein’s (2000) concepts of 

classification and framing that provide mechanisms for linking (in)equalities to Yukon 

College (meso level) and CanNor (macro level). Learners must have admittance to 

knowledge thought to be essential for a socially responsible member of the public (Young 

and Muller, 2013; Edwards, 2014). Furthermore, admission does not just refer to getting 

into academia, but also to what knowledge is being imparted in schools (Clegg, 2016). For 

example, a pupil may be admitted into a Yukon College course, but the content may not be 

transferable to any situation that allows graduates to use it. Therefore, using Bernstein’s 

concepts such as classification and framing are useful tools to operationalize aspects of the 

critical thinking implicit to the other theories described above (Tan, 2010; Donnelly, 2014; 

Clegg, 2016; McLean, Abbas and Ashwin, 2017). 
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Overall, Bernstein's theory is a total theory of society, but his focus is on education’s role 

within it and is trying to achieve social justice by identifying concepts of power and control, 

such as academic rules that control student access to advanced knowledge which 

contributes to a biased social hierarchy. Moreover, he offers mechanisms that help to 

describe the linkages between the macro, meso and micro, such as an explanation of how 

the division of labour works based on the historical constructions of everything becoming 

fundamentality embedded in codes that are made up of classifications and framings that 

support or change boundaries within society. Furthermore, boundaries that permeate 

throughout society can be studied at various levels and the strength of these boundaries can 

reveal potential change or re-enforcement of the status quo. 

His theoretical tools of classifications and framings are useful in a segment in this chapter 

because they help to pinpoint the unjust internal mechanisms of western educational 

institutions. For example, recognition is analyzed by an analysis of who is recognised in 

policy and in practice and in what way they are or are not recognised, but there are no 

fundamental units of analysis that explain what mechanisms constitute the power of being 

or not being recognised. Classifications and framings provide this understanding. 

Recognition happens or doesn't happen when things, people or ideas (knowledge) are 

organised hierarchically. Altogether, it makes sense to select Bernstein’s concepts of 

classifications and framings because they can best describe the educational mechanisms 

behind the access to Fraser’s 3 Rs. 

3.4.6 Bernstein’s classification and framing concepts 

The micro to macro analysis can be implemented using Bernstein’s concepts of 

classification and framing (Bernstein, 2000). The concepts of classification and framing 

offer a framework for examining classroom dissemination of power and rules (Badger 

2010). This is important for my analysis, because deciding on which tangible changes in 

education to take, also involves a consideration of power (classifications) and control 

(framings) and how they create hurdles for students to successfully access Fraser’s (2008) 

3 Rs. I seek to understand which boundaries (classifications) and which practices 
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(framings) are apparent in education that affect opportunities for Indigenous students but 

are produced at various levels within the social hierarchy.  

Strong classification has strong boundaries and indicates the power hierarchy between two 

things is intransigent and less likely to change: weak classifications have weak boundaries, 

and there is less power differential between the two. For example, if Indigenous knowledge 

is absent, and there is knowledge for labour in the neo-liberal economy that is present, then 

there is a strong boundary and an extreme power imbalance, as one is considered relevant 

for society and the other is considered irrelevant. If both knowledges were present but one 

featured more strongly there may be more likelihood that change is afoot and so forth. 

Framing, on the other hand, is about who controls what and refers to “the degree of control 

teacher and pupil possess over the selection, organization, pacing, and timing of the 

knowledge transmitted and received in the pedagogical relationship” (Badger, 2010, 

p.506). Sometimes classification and framing vary in similar directions. For example, there 

is strong classification between English and math courses as the boundaries are rigid 

between the subject areas. The framing of a math course also tends to be strong as the 

teacher usually strictly controls the pace, content, and delivery of the information. 

However, if framings weaken and pedagogies start to change, giving more control to 

students for example over how things are learned, there may be change afoot. Framings 

also control who can enter different education programs and have access to academic or 

vocational courses. The concepts of classification and framing can be harnessed to give 

insight into opportunities to access Fraser’s redistribution, recognition, and representation 

and whether reproduction or change is taking place. They provide mechanisms to describe 

how power works to reproduce or transform society.  

3.5 Theoretical Framework: Fraser’s 3 Rs Combined with 
Classification and Framing of NABEP 

My theoretical framework (see Table 3.1) combines Bernstein’s description of the 

mechanisms of power and control, which shape the social process of (in)equality described 
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by Fraser’s (2008) framework. Fraser’s framework is valuable in describing the broad 

actions that produce (in)equalities and bring out the areas of action needed to tackle 

economic, cultural, and political obstacles to achieving just educational outcomes for 

Indigenous populations (Keddie, 2012). However, to understand what concrete actions to 

take also requires an understanding of the power (which can be explored through 

Bernstein’s (2000) notion of classifications) and control (as indicated by Bernstein’s (2000) 

notion of framings) and how they create policies, actions, process and practices that 

become obstacles for students that are embedded in the unjust social order, which manifest 

in education but are generated at different levels of society. Classifications form hierarchies 

between everything in the field of study: people, knowledges, curricula, qualifications, and 

so forth. A pertinent example is the hierarchy that exists between Indigenous knowledge 

(and people) and Western knowledge (and people). Framings, which represent control, 

regulate who can do what, at what time and in which setting: such as who can teach ABE 

or be the instructor that chooses the content of syllabus (Bernstein, 2000). 

Table 3.1 Nancy Fraser and Bernstein Combined Theory Applied to NABEP 

Fraser 

 

 

     Bernstein 

Macro Meso Micro 

Classification 

Framing 

Redistribution: 

Is there any 

evidence that 

there is a 

redistribution of 

economically 

valuable 

resources? 

Do classifications and 

framings in national 

policy documents 

indicate any intention 

to redistribute 

economically valuable 

resources to 

Indigenous people? 

Do classifications and 

framings at the 

organizational level 

indicate any intention 

to redistribute 

economically valuable 

resources? 

Do classifications and 

framings in the survey 

data indicate that 

economic resources 

have or will be 

redistributed to 

Indigenous students or 

teachers? 

Recognition: 

Are Indigenous 

values and 

peoples 

recognized in 

relation to 

NABEP? 

 

Do classifications and 

framings in national 

and international level 

policy documents 

indicate a recognition 

of Indigenous people, 

their values and/or 

interests? 

Do classifications and 

framings in 

organizational level 

policy documents 

indicate a recognition 

of Indigenous people 

and values?  

Do classifications and 

framings in the survey 

data indicate a 

recognition of 

Indigenous people and 

values? 
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The table above illustrates the way that combining the two frameworks raises particular 

questions about the classifications and framings that constitute recognition, representation 

and redistribution at the different levels being studied.   

 

3.6 Conclusion 

In this section, I have explored the various theoretical perspectives relevant to NABEP that 

lead me to justifying and presenting a novel framework by combining Fraser (2008) and 

Bernstein (2000) to help answer my main research question. I discussed how and why I 

chose to combine Fraser and Bernstein and displayed how they complement each other, as 

they both work towards achieving social justice but with prioritising different focus areas 

from a critical realist position. In conclusion, I will discuss the answers produced from my 

theoretical framework in detail later in Chapter 6, where I explain how I applied this 

framework to interpret my data results from Chapter 5. Next, in Chapter 4, I illustrate the 

methodology of how my research was conducted. 

Representation: 

Are indigenous 

people and their 

values 

represented in 

the creation, 

teaching, 

management of 

NABEP?  

Do classifications and 

framings in the 

national and 

international level 

policy documents 

represent Indigenous 

people and their 

values?  

Do classifications and 

framings in the 

programme level 

documents relating to 

NABEP represent 

Indigenous people and 

their values?  

Do classifications and 

framings in the 

NABEP survey data 

represent Indigenous 

students and staff? 
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Chapter 4.  
 
Methods 

4.1 Introduction 

The word itself, ‘research’, is probably one of the dirtiest words in the Indigenous 

world’s vocabulary. When mentioned in many Indigenous contexts, it stirs up 

silence, it conjures up bad memories, it raises a smile that is knowing and 

distrustful. It is so powerful that Indigenous people even write poetry about 

research. The ways in which scientific research is implicated in the worst excesses 

of colonialism remains a powerful remembered history for many of the world’s 

colonized peoples. 

 

— Linda Tuhiwai Smith, Decolonizing Methodologies: Research and Indigenous Peoples, 2021 (p.1) 

This section details my methodological approach and methods for collecting and analyzing 

data and was developed in acknowledgment of Linda Tuhiwai Smith’s above quote to take 

a research method approach that was respectful and mindful of the historical distrust 

between Indigenous communities and Western institutions. Firstly, I begin by summarizing 

the questions raised by the literature review and highlight the research area I am seeking to 

contribute to. I then introduce the NABEP that I am investigating and my positionality on 

it, before making a case for the need to study Indigenous education issues at the macro, 

meso and micro levels, which includes stating my epistemological and ontological position 

from a critical theory and social realist combined perspective. Next, I explain in depth why 

certain data sets were chosen and what they were intended to reveal at the different levels 

of inquiry, before going into the sampling process for each of the data sources. Finally, I 

demonstrate how I analyzed my data and addressed issues relating to reliability and validity 

and how I handled ethical deliberations. Overall, the purpose of this chapter is to validate 

that my research methods show a systematic process of data selection and examination that 

fairly embodies the different positions held by the various actors in the analyzed data sets 

that were being investigated through my secondary data analysis.  



 

60 

4.1.1 Questions raised by the literature review 

Questions raised by the literature review on Indigenous education suggested that, although 

NABEP was ostensibly set up to help geographical areas of Canada with high rates of 

poverty, with an implicit and explicit agenda to prioritize the lives and needs of Indigenous 

people, such programs have not historically ultimately prioritized the social, cultural, and 

economic needs of Indigenous people (Green, 2011; Milne, 2017). My understanding that 

this was the case, led to my developing the research question, “Does the NABEP prioritize 

Indigenous people’s educational interests?” In addition, my research was guided by sub-

questions including: What interests and values were expressed at the national/international 

level where debates frame policy, at the college level, whereby policies are 

recontextualized and become educational programs and institutional practices, and at the 

individual experiential level, where I have explored Indigenous students’ reflections on 

having experienced the programs that were set up under the NABEP scheme.  

To answer my main research question, I have linked my analysis of data to the different 

levels of society and education in the following way: 

• To understand the macro level (national/international), I have asked what values 

and interests are expressed in the policy documents. 

• To explore the values and interests that underpin organizational level policy making 

in Yukon College and territory governance.  

• To understand the micro level of the participants, I have explored (students) 

experiences, using information from a survey designed to examine students’ 

experiences, and NABEP course outcomes, including employment and education 

statistics. 

I will discuss later in this chapter how there are different agents and interests in the policy 

documents and how they were selected as valid sources of data as they expressed different 

ways to frame the value of Indigenous education. Although on face value education 

programs which are aimed at employment, such as the one I am studying, are valuable, it 

is important to explore and study these questions because highlighting a case that reflects 
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government education priorities for Indigenous students can bring an analytical and critical 

lens to this field of education.  

4.1.2 Analytical approach: analysis of macro, meso and micro 
data  

As introduced above, the analytical approach for this thesis was an analysis of data 

pertaining to three different levels: macro (national/international), meso (Yukon College 

/territorial government) and micro (students) to see how the documents framed the value 

of Indigenous education, how actors understood them and if there was a diverse or shared 

understanding behind those beliefs. Thus, this thesis highlights how policy documents 

reveal different priorities by key actors shaping basic adult education in a higher education 

context in northern Canada by looking at the NABEP. To get a more holistic understanding 

of how the different actors intersect and shape policy and practice, it is important to study 

Indigenous education through the lens of the issues that are revealed at the macro, meso 

and micro levels and to explore coherent and contradictory relations between them.  

4.1.3 The NABEP 

This section explains how the program I have picked is representative of the wider 

problems identified in the literature review. NABEP was chosen as a helpful case to 

analyze because it reflected a multi-year, Arctic-wide, federal education policy initiative 

for targeting Canada’s vulnerable northern Indigenous population. Reflecting educational 

inequality issues in the literature review, NABEP students were typically Indigenous, 

young, female, and living in a rural community, representing some of Canada’s most 

vulnerable populations and subject to educational disparities (Fortin and Blottner, 2016). 

NABEP provided $27 million Canadian Dollars in funding to the three territorial colleges 

between April 2011 and March 2016, including Yukon College. Although only $5 million 

went to Yukon College and the rest to Northwest Territories (NWT) and Nunavut colleges, 

based on need from high school graduation rates.  
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Yukon College was seen as an appropriate site for this study because it implemented most 

of the newly created Skills for Employment programs while NWT and Nunavut focused 

on developing existing curriculum and only a few new programs developed. For example, 

regarding pre- and post NABEP implementation offering new ABE programming to the 

rural communities, Yukon increased new programs by 50%, Nunavut by 39% and NWT 

had no increase (CanNor, 2016). In addition, Yukon increased provision for students in the 

Territories by 361% between 2007-2011 to 2011-2015, whereas Nunavut only increased 

provision for students by 52% and NWT with 13% (CanNor, 2016). Thus, Yukon College 

made a good case to investigate because it represented the highest number of new Skills 

for Employment programs implemented across the wider program with a greater growth in 

the number of students provided for: seemingly there would be more chance that these new 

programs served the interests of the Indigenous populations they targeted.  

This NABEP documentary analysis and secondary data analysis included policy analysis, 

qualitative data, and curriculum investigations. Developing data pertaining to a single case 

to provide numerous sources of evidence with potentially different perspectives, can allow 

for in-depth investigation and is excellent for data-rich information and a method to 

understand complex real-life situations (Mohd Noor, 2008). Thus, arguably by analyzing 

the NABEP case, through the lens of selected data, we can connect to larger generalizations 

about Indigenous education issues related to equality (Flyvbjerg, 2006; Badger, 2010; 

Jones, 2011). However, the strengths and limitations of this data as effectively representing 

the program, needs serious consideration and balanced conclusions need to be drawn and 

I demonstrate the processes I used for doing this in the upcoming data sampling process 

section and in the analysis section. 

My NABEP research at the micro level focused on a Yukon College case. Specifically, it 

entailed secondary data analysis of the results of the 2016 NABE Student Outcomes Final 

Report and an analysis of some of the student data from the survey of 282 students that 

underpinned this report and was produced by an outside consultant and paid for by Yukon 

College. The evaluation of the NABEP was paid for directly through Yukon College 

NABEP funding which may have limited the degree of independence for the evaluator and 
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influenced the report’s partialities. The emphasis was on employment and education 

statistics summary datasets, plus qualitative student interviews (See Appendix A). 

However, it is the outside consultant’s representation of data and how the data was 

positioned as different representations that relate to reality, but are not a direct expression 

of it, and thus it represents different interests and power relationships (Simandan, 2019). 

This case was picked to provide the data from the entire NABEP because it had 282 student 

interviews. These were valuable in that they were from difficult to access students after the 

Yukon programs which were the most varied Skills for Employment implemented 

programs across, Yukon, NWT, and Nunavut. Existing interview data was used in a context 

where it is not considered ethical and often not possible to interview indigenous students 

and graduates for projects like mine, which will not bring the necessary value to Indigenous 

communities to warrant yet another set of interviews on the already recently researched 

282 student interviews. However, shortcomings included the inability to ask new questions, 

as no new interviews were conducted due to financial and ethical considerations.  

All learners who had finished a NABEP course prior to December 2015 were surveyed to 

investigate program effectiveness. Overall, 282 NABEP students completed the surveys 

over Phase 1 and Phase 2 of the study, with consent from each student. Surveys 

incorporated in-person, telephone, paper, and online consultation, with data collected by 

all methods inputted to a Microsoft Excel spreadsheet which I had access to. The datasets 

captured student employment and continued education numbers to determine the impact of 

the Yukon College NABEP focusing on student outcomes and was used as an internal 

evaluation. I wanted to reanalyze the NABEP data using what I learned in the literature 

review, to consider the wider context of social justice issues regarding state funded 

education targeting rural Indigenous communities in Canada, and because I learned from 

reading in preparation for this thesis that historically education was used to meet state 

priorities and not the priorities of the Indigenous communities themselves (Green, 2011; 

Abeita, 2018; Higgins and Kim, 2019).  

Although I did a secondary analysis on the existing report results, wherein the views of the 

evaluators are represented, I also did some analysis independently of the report using the 
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raw data produced by the consultant. The questions that generated this raw data were 

influenced by what the evaluators found important, and the targets set by Yukon College 

and the government. However, the difference between this paper’s analysis and the original 

2016 NABE Student Outcomes Final Report is that my research focuses on analyzing 

competing interests at the macro, meso and micro levels. I focused on this area because, 

there are diverse perspectives on Indigenous education not only between, but within the 

levels that are both a reflection and a challenge to entrenched Western bias in educational 

systems. I believe that this understanding can provide understandings based upon a social 

justice influenced perspective.  

4.1.4 My positionality on the NABEP data 

This section reflects on my positionality on the NABEP data. Specifically, it examines the 

way my relationship to the project, my situatedness within the project and my relationship 

to some of the data sets studied have shaped the study and what I have done to mitigate 

any unwanted bias or influence (Simandan, 2019). The idea of positionality attempts to 

acknowledge that aspects of the definition of bias are a natural part of research. 

As I learned new perspectives, my positionality on the NABEP and the related data 

changed over time. For example, being a middle aged, white, male, Canadian instructor 

working at Yukon College in Canada, my perception of basic adult education programs 

that focus on local First Nation (Indigenous) students was originally highly influenced and 

shaped by a Western centric world view. However, after years of analyzing data provided 

by the NABEP case during the latter part of my EdD units and in doing the analysis for 

this thesis and looking at facts that had not been part of my previous experience, this life 

experience, changed my perceptions of my research and the program. I began to question 

my own Western bias and the shortcomings of my own perspective about social justice 

towards Indigenous people. For example, I had to consider the new perspectives offered 

by Marxists approaches, reconciled with Indigenous ways of knowing and colonialism 

(Bhuyan, Bejan and Jeyapal, 2017).  
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My relationship with the NABEP started in 2011 as an instructor with the rural Yukon 

College Pelly Crossing community campus working with the Selkirk First Nation. I was 

responsible for implementing the very first Skills for Employment program funded by 

NABEP. Afterwards, I became the Northern Adult Basic Education Program (NABEP) 

coordinator from 2013-2015 and, as such, I was responsible for the organizing of the 

program across the Yukon Territory. This included logistical support of outsourcing the 

2016 NABE Student Outcomes Final Report to the consultant who produced the key data 

sets for my secondary data analysis. During this part of my life, I was unaware of the 

perspectives I now have access to and that I use in this thesis. 

In 2017, I started studying the NABEP data sets in my position as researcher with the 

University of Bath, but by then I was no longer employed by NABEP. However, to create 

a critical distance, as described by Biesta (2007), I had to reconcile between being a 

previous NABEP employee, grateful to have received a portion of the millions of dollars 

in federal funding for local programming, and being a researcher seeking both clarity and 

a balanced approached on investigating my main research question, “Does the NABEP 

prioritize Indigenous people’s educational interests?” In addition, I had doubts about the 

purpose of the government funding. To create a critical distance, I used a thematic analysis 

technique when selecting data excerpts, in addition to checking out the findings and my 

assumptions with my supervisors. I will explain this thematic analysis technique in the 

upcoming analysis section. 

The more I examined the NABEP and learned about its larger historical and colonial 

background, I realized it was a part of a wider context of social justice for Indigenous 

peoples that began to cause a shift within my Western perspectives, and over time as I read 

around the topics presented by Nancy Fraser, it started shaping my epistemological and 

ontological position. Hence, I became influenced by Nancy Fraser’s critical theory and 

Basil Bernstein’s social realism (Bernstein, 2000; Fraser, 2008). As I illustrate in my 

analysis, I found that through applying Fraser’s 3 Rs and Bernsteinian codes I could reveal 

sources of social inequality via the educational systems’ overall embeddedness in the 

colonial bias of Canada. Furthermore, I discovered there were multiple competing positions 
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on how to frame problems in Indigenous education which made resolving the issues that 

arose through my study a complex task. 

4.1.5 My epistemological and ontological position and the need to 
study Indigenous education issues  

The three most common philosophical positions to take in research include positivism 

(realist ontology and objective epistemology), constructivism (irrealist ontology and 

subjectivist epistemology) and critical realism (realist ontology and subjectivist 

epistemology) (Cruickshank, 2012). The most extreme versions of the first two positions 

are too limited because positivism focuses on universal laws that are not real and extreme 

constructivism considers all knowledge to be subjective (Jackson, 2014). Furthermore, in 

the case of NABEP, neither the positivist nor the constructivist philosophical positions 

independently deliver a concrete philosophical approach for connecting macro power and 

class relations to micro academic practices. However, a qualitative investigation can give 

detailed insight into whether the program embodies values that are likely to promote and 

achieve success for Indigenous students and communities (Milne, 2017).  

I chose critical realism as the philosophical position to underlie my research on NABEP, 

because it combines both the ontology of realism and the epistemology of subjectivism 

inspired by Marxism, via retroductive reasoning (Rexhepi and Torres, 2011; Cherubini, 

2012; Zachariadis, Scott and Barret, 2013). Hence, it has generated feminist, non-white, 

and non-masculine perspectives to challenge and transform towards social justice and it 

does this through developing the population’s understanding of how to analyze injustice 

and develop new lenses for challenging it. For example, applied to NABEP, critical realism 

captures historical injustices of Indigenous education in Canada that are a result of unfair 

power relations, that are real (ontology of realism) and it also acknowledges that the 

creation, content, and distribution of NABEP knowledge reflecting social hierarchy can be 

socially re-constructed (epistemology of subjectivism).  
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In this thesis I bring together two different theoretical lenses, Bernstein’s (2000) social 

realism and Nancy Fraser’s (2008) ideas relating to social justice which I categorize as a 

critical theory approach because of its commitment to change towards social justice 

(Bernstein, 2000; Fraser, 2008). Thus, an emphasis on change and to not being a neutral 

observer but having a mandate for transformative social change was well suited for 

combining critical theory and social realism to study NABEP. 

Both Nancy Fraser and Basil Bernstein focus on constructivism and structure, but their 

focus is slightly different. Nancy Fraser’s 3 Rs of redistribution, recognition and 

representation focus on what needs to happen overall, using these mechanisms to work 

towards social equality. However, Bernstein’s concepts are more helpful for describing the 

educational mechanisms which generate these barriers and inequalities of access in 

education (See Table 3.1).  

4.2 Research Design and Methods 

Data sampling and analysis 

To start, in this section, I justify and highlight how each data set was selected and produced. 

I describe my sampling strategy and the reason for choosing the data sets that I did for 

analysis. This segment explains the sampling process in relation to each data source, by 

stressing the value in terms of the document’s representation of what was happening at the 

macro, meso and micro levels. One section at a time I clearly outline the process of 

sampling the documents and their relevance, and why each document is important to 

understanding the issues relating to the NABEP case. I also clarify how the values 

embedded in each policy document pertain to the overall NABEP case being reviewed and 

highlight any shortcomings.  

The data sets 

This section explains in more depth why certain data sets were chosen, who was involved 

in generating the policy documents and my epistemological position of what they can tell 
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us about the macro, meso and micro levels. I argue this is an adequate way to study interests 

and values at each of these three levels because these documents reflect the priorities of the 

key actors shaping the NABEP. Furthermore, “social realities have a reflexive character, 

i.e., how people see, represent, interpret and conceptualize them is a part of these realities” 

(Fairclough, 2013, p.178). Below I have clearly outlined one data set at a time: macro, 

meso and micro, and the reasons for the selection of data pertaining to each, followed by 

the sampling process. 

4.2.1 Macro level 

Sampling of groups 

My sampling at the macro level included the selection of 12 policy documents from eight 

actors that I organized into three groups representing the Canadian Government, education 

development organizations and global institutions shaping higher education in Canada (See 

Appendix D). These policy documents were included in addition to government published 

reports, government paid consultant program reports such as CanNor 2016, independent 

NGO reports, First Nation organization reports and international reports. 

Sampling of documents 

I looked at the websites of the macro level actors and chose documents that represented an 

authorized version of that actor’s opinions on higher and Indigenous education. The 

documents included government policy, non-government reports and program evaluations 

done by government paid consultants. Originally, I did a wide search looking at 45 different 

documents published from 1996 to 2018 but mostly selected documents for analysis 

published after 2009. I justified narrowing down the document selection to that time-

period, because they reflected the climate and position on Indigenous education shaping 

NABEP just prior to its implementation from 2011-2016 or they were evaluation reports 

of the program after the agreed upon funding cycle had ended. One outlier was the FNEC 

(2002) report because it strictly focused on Indigenous education at a national level from a 
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First Nation perspective and was either cited or posted by other key actors such as AFN 

and CCL. 

4.2.2 Macro level documents and groups 

Table 4.1 Macro-level actors whose documents I examined 

Canadian Government: 1. Council of Ministers of Education Canada (CMEC) 

(CMEC, 2012; CMEC, 2014) 

2. CanNor (CanNor, 2016; CanNor, 2018) 

3. Government of Canada (Government of Canada, 2009) 

Education development: 4. Canadian Council of Learning (CCL) (CCL, 2007; 

CCL, 2009) 

5. First Nations Education Council (FNEC) (FNEC, 

2002) 

6. Assembly of First Nations (AFN) (AFN, 2010; AFN, 

2012) 

Global Institutions: 7. Organization for Economic Co-operation and 

Development (OECD) (OECD, 2013) 

8. UN Declaration on the Rights of Indigenous Peoples 

(UNDRIP) (UNDRIP, 2007) 

Above is a table of the documents I selected for documentary analysis and below is a 

description of the documents that I used as source of the data that I analyzed to answer my 

research question.  

Macro-level documents I examined: 

1. Council of Ministers of Education Canada (CMEC) (CMEC, 2012; CMEC, 2014) 

I chose the Canadian Government actor Council of Ministers of Education Canada 

(CMEC) because they coordinate national education funding efforts and represent Canada 

internationally such as with the United Nations Economic Commission for Europe 

(UNECE) focusing on sustainable education themes. The CMEC 2012 document was 

chosen because it was a Canadian progress report for the UNESCO Global Report on adult 
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learning and education which is particularly significant for indigenous education projects 

like NABEP aimed at adult learners. The CMEC 2014 report was important because it was 

the only national document capturing promising practices during the time of NABEP that 

assist in the alignment of skills and education systems with the needs of the labour market. 

It is important to note that, unlike other countries, Canada does not have a central education 

authority at the federal level. Instead control over education lies at the provincial and 

territorial level, thus there were limited other documents I could use representing Canada’s 

education central authority at the federal level. However, since CMEC coordinates federal 

education funding priorities, their documents have given me an insight into national 

education interests at the federal level of government. 

2. CanNor (CanNor, 2016; CanNor, 2018) 

The Canadian Northern Economic Development Agency (CanNor) is a central actor in the 

NABEP case, as it is the government department that directly funds NABEP, representing 

the priorities of the federal government. CanNor is the agency that carries out the 

Government of Canada's economic priorities for the Yukon, NWT and Nunavut Territories 

through working with Indigenous communities, industry and other government 

departments. The federal government’s values are embedded in CanNor as it is an agency 

that carries out policy directives of the government. CanNor policy documents gave me 

insights into core aspects of the macro level because they revealed national educational 

priorities across Canada’s North. The CanNor 2016 report, representing the government, 

generated by government-hired consultants R.A. Malatest & Associates Ltd. (one of 

Canada's largest independently owned and operated research and evaluation firms) was an 

evaluation of the entire program via survey of students, instructors and industry across 

Yukon, NWT and Nunavut from 2011-2016. This report was paid for by CanNor. I believe 

this document revealed CanNor’s NABEP education priorities at the macro levels. The 

2018 CanNor document highlighted the government’s strategic framework in the North 

between 2013-2018 and framed economic priorities from a government perspective. 
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3. Government of Canada (Government of Canada, 2009) 

The 2009 Canadian government document published by the Minister of Indian Affairs and 

Northern Development and Federal Interlocutor for Metis and Non-Status Indians, a 

federal government department, was selected because it laid out the Canadian federal 

government’s vision for Canada's northern strategy prior to NABEP’s first implementation 

and was frequently referenced by CanNor. The architects of the NABEP (2011-2016) 

program were supported by Canadian Prime Minister Stephen Harper’s Conservative 

government. Harper was in power from 2006-2015, for the years prior to NABEP’s 

implementation, and throughout the years that I have analyzed NABEP data. Thus, this 

limited me to not using more recent documents, because the 2009 document contained the 

blueprint for the government’s priorities for the North overall. Thus, this document partly 

represents the Harper years in government and a policy document that set the context for 

NABEP.  

4. Canadian Council of Learning (CCL) (CCL, 2007; CCL, 2009) 

The CCL was formed in 2004 by a Liberal government as an independent national 

education monitor but was defunded by Harper’s Conservative government after 2010. 

Thus, the CCL embodied an independent education watchdog representing educational 

professionals at the federal level and was selected because their 2007 document looked at 

redefining how success is measured in First Nations, Inuit and Métis learning and their 

2009 document captured holistic approaches to measuring aboriginal success in education. 

The CCL research reports were posted on the Assembly of First Nations (AFN) website 

under the section language and culture, hence representing key educational documents for 

Indigenous groups. Although the CCL was up to 95% funded by government, the CCL 

documents represent non-government perspectives on educational priorities and played a 

role in shaping the policy landscape before NABEP was implemented. In response to 

claims that these old documents are not relevant, it can be argued that since the CCL closed 

their doors in 2010, no new organization replaced them, and the 2009 and 2007 CCL 

documents were the last documents produced that strictly focused on Indigenous education 

in Canada from a national perspective.  



 

72 

5. First Nations Education Council (FNEC) (FNEC, 2002) 

The FNEC 2002 document was selected because it represented a nation-wide Indigenous 

perspective on educational interests for their own people via priority intervention areas 

before the implementation of the NABEP. The document dedicated a large section 

specifically toward programs for young people via vocational training and post-secondary 

education that best reflected the NABEP case. Although, the FNEC websites had newer 

documents from 2009-2012, I either found them to be brief with a limited amount of 

information that I could get or too general regarding First Nation funding for education. At 

the time of doing the research, (FNEC, 2002) was the most updated FNEC policy document 

published on the AFN website that focused on education and consequently highlighted its 

importance. 

6. Assembly of First Nations (AFN) (AFN, 2010; AFN, 2012) 

Firstly, I selected the AFN 2010 and 2012 documents because the AFN is the nation-wide 

advocacy organization representing 634 First Nation communities across Canada. 

Although not every First Nation is an AFN member, it is Canada’s largest Indigenous 

organization in support of a common voice for advocating on First Nation’s issues 

including education. Therefore, it was the first organization that I looked at which 

repeatedly cited and posted policy documents from the UN, FNEC, and CCL. This led me 

to using a ‘snowball’ technique. I researched any commonly mentioned actors and policy 

articles until no new ones were found. Secondly, I selected the AFN 2010 and 2012 

documents specifically because they outline Canada’s First Nation vision for education and 

approaches to aiding the transition to post-secondary education around the time NABEP 

was implemented. 

7. Organization for Economic Co-operation and Development (OECD) (OECD, 

2013) 

The OECD is a key global organization that works on public policy such as improving 

economic and educational best practices and setting standards. The OECD (2013) 

document was selected because it was the most updated document at the time of NABEP 

and I wanted to get a sense of what direction and influence Canada as a nation-state was 
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getting from the international community regarding priorities in education. There was a 

2002 policy document published by OECD on the request of Canada that looked at adult 

learning, but it was not recent enough. 

8. UN Declaration on the Rights of Indigenous Peoples (UNDRIP) (UNDRIP, 2007) 

UNDRIP is instrumental in working towards achieving basic international standards for 

Indigenous survival. The UNDRIP (2007) document was selected because it highlights 

Indigenous educational rights of which Canada has ratified. It is also a policy document 

commonly cited by both the AFN and FNEC.  

4.2.3 Meso level 

Sampling of groups 

My sampling at the meso level included the selection of 12 policy documents from five 

actors that I organized into three groups representing the Yukon Government, academic 

professionals, and the market (See Appendix E). These policy documents included Yukon 

Government education policy, Yukon College institutional policy and Yukon College 

market studies prepared by paid consultants. 

Sampling of documents 

I looked at the websites of the meso level actors and chose documents that characterized 

an approved version of that actor’s ideas on higher and Indigenous education. The 

documents included government policy, Yukon College committee documents and 

conference proceedings, in addition to reports from commissioned consultants. Originally, 

I did a broad exploration looking at 21 different documents published from 1973 to 2018 

but then mainly selected documents for analysis from 2001 to 2016. I chose a 15-year 

window for the meso-level policy documents because I wanted to include some 

government education acts and literacy policy that fell into that time period. Notably, I did 

not include older Yukon historic documents such as Today for Our Children Tomorrow 

(1973) because they were too general and dated. In addition, while CiCan is a national 
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organization, its focus is primarily at the meso institution level and so I moved it from the 

macro to the meso level. Finally, one older document that I made an exception with, was 

the Royal Commission on Aboriginal Peoples (1996) as it stated the federal government’s 

obligation to Indigenous higher education and an important document cited by CiCan and 

other organizations as a central guiding document. 

4.2.4 Meso level documents and groups 

At the meso level, I included five different actors and 12 of their related policy documents. 

Based on Clark’s (1983) triangle of cooperation, I chose three groups of meso-level 

education actors such as government (various departments), educational professionals 

(college committees) and the market (business consultants). Although, I define macro as 

federal government, meso as educational institutions/regional government and micro as 

students, I included CanNor as a macro level actor. CanNor was also included to represent 

government at the meso level because the Yukon Government was completely bypassed to 

manage the NABEP, even though education is their jurisdiction, and NABEP remained 

firmly in the control of the central government but implemented by Yukon College. The 

further reasons for the choices made, which are listed in Table 4.2, are explained below: 

Table 4.2 Meso-level actors whose documents I examined 

Yukon Government: 1. Department of Education  

(Yukon Government, 2001; Education Act, 2016; 

CanNor, 2016) 

Academic Professionals: 2. Yukon College Board of Governors (BOG)  

(Yukon College, 2002; Yukon College, Anon, 2006; 

Yukon College, 2012; Yukon College, 2016) 

3. President’s Advisory Committee on First Nations 

Initiatives (PACFNI)  

(Yukon College, 2007; Bosely and Reid, 2008) 

4. College and Institutes Canada (CICan) 

(Yukon College, 2014; Royal Commission on 

Aboriginal Peoples, 1996) 
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Market: 5. McDowell Group (private consultants) 

(McDowell Group, 2006) 

Meso-level documents I examined: 

1. Department of Education (Yukon Government, 2001; Education Act, 2016; 

CanNor, 2016) 

The Department of Education for the Yukon Territory is a pivotal actor because control 

over education is the jurisdiction of the territorial government. The meso-level territory 

government 2001 and 2016 documents were selected because they show the government’s 

strategic objectives and commitments for education across the territory. The CanNor 

(2016) document was also used at the meso level, not only because it captured Yukon 

College representations from the institutional level, but it reflects the contrasting priorities 

of a federal department as an actor in the jurisdiction of the territory government. Notably, 

this is the same CanNor (2016) document as used at the macro level, but I focused on the 

sections containing the territory government as Yukon Government was not directly 

involved in NABEP. 

2. Yukon College Board of Governors (BOG) (Yukon College, 2002; Yukon 

College, Anon, 2006; Yukon College, 2012; Yukon College, 2016) 

The BOG dictates the Yukon College acts and strategic education goals and thus represents 

an important actor at the meso level. Yukon College documents, including Yukon College 

Act (2002), Two Trails-One Future summit summary minutes (2006), Yukon College 

Press Release (2012) and Yukon College Strategic Plan (2016), were chosen because they 

reflected policy that would have represented key influencing factors shaping the NABEP 

and other educational interests at the meso level. For example, the Yukon College Act 

(2002) mandated three Indigenous members to represent First Nations, which influenced 

the Yukon College Strategic Plan. In addition, the summit minutes (2006) highlighted the 

need for First Nation inclusion leading to the creation of PACFNI which had a say in 

programming for NABEP.  

3. President’s Advisory Committee on First Nations Initiatives (PACFNI)  

(Yukon College, 2007; Bosely and Reid, 2008) 
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The Terms of Reference (TOR) (2007), Yukon College document was included because it 

stated the purpose and priorities of the committee. PACFNI is a committee representing 

Yukon’s First Nation government’s education professionals that report directly to the 

Yukon College president. The Yukon College report by Bosely and Reid (2008) captured 

many Yukon First Nation concerns and recommendations from the Two Trails-One Future 

summit for future directions on education at Yukon College leading up to NABEP and thus 

affecting its implementation including the creation of PACFNI. Lastly, I reviewed the 

Council of Yukon First Nations (CYFN) website for a First Nations perspective at the meso 

level on their education positions. Although the group was formed from an offshoot of the 

1973 Yukon Native Brotherhood (YNB) to become Yukon Council of Indians (YCI), and 

now Council of Yukon First Nations (CYFN) to negotiate self-government agreements 

with the Canadian government based on the Today for Our Children Tomorrow (1973) 

document, I did not choose them because the agreements were specific to each First Nation. 

Out of Yukon’s 14 distinct First Nations only three have not signed the Umbrella Final 

Agreement (UFA). However, the CYFN website lists their main partners as AFN, 

Government of Canada, UN and Yukon Government all of which I have included as key 

actors. CYFN also represents the Yukon on the Arctic Athabaskan Council (AAC), an 

international treaty organization. Neither CYFN nor AAC had specific documents focused 

on education and therefore I looked at mainly First Nations perspectives within the Yukon 

College institution such as BOG and PACFNI etc. 

4. College and Institutes Canada (CICan) (Yukon College, 2014; Royal Commission 

on Aboriginal Peoples, 1996) 

Although an educational organization at the national level, I included CICan at the meso 

level because Yukon College as a signing member to CICan’s Indigenous Education 

Protocol for Colleges and Institutes (2014), would reflect interests by educational 

professionals. CICan and Yukon College as a member show how their priorities are framed 

by the Royal Commission on Aboriginal Peoples (1996) as one of the background forces 

shaping the context in which NABEP was delivered. 
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5. McDowell Group (McDowell Group, 2006) 

I included the Yukon College paid consultants McDowell Group’s (2006) socio-economic 

profile report on Yukon College to get a context of the background regarding market 

interests at the meso level that preceded the implementation of NABEP in the Yukon. 

4.2.5 Micro level  

Sampling of groups 

My sampling at the micro level included the selection of four documents from four actors 

that I organized into three groups representing the government, academic professionals, 

and the market (See Appendix F). This included federal and Yukon College commissioned 

reports, in addition to the secondary analysis of the 2011-2016 NABEP data set used for 

the Fortin and Blottner (2016) report drawn from a survey of 282 students. 

Sampling of documents 

I chose to use Yukon College’s internal 2016 NABE Student Outcomes Final Report based 

on a survey of 282 students because funding academic research can be challenging and 

using existing data for analysis is one approach to meet this challenge (Dunn et al., 2015). 

In addition, the ethical reason for this was to avoid over-researching a population that has 

had historical mistrust of Western institutions due to colonialism. I have looked at the 

report to get things like employment and education statistics, as well as qualitative data of 

NABEP student and industry experiences. Furthermore, the data represented by the 

NABEP survey was an asset that could be maximized to get a better insight into Indigenous 

education in northern Canada and beyond. However, the limitation of using this data is that 

I only have answers to the previous researchers’ questions and not my own. In addition, 

the Fortin 2017 report on NABEP was included because it reported on the rest of 2016, as 

federal annual reports are due before the year is finished. March 31 is the annual fiscal 

deadline for all federal budgets in Canada. Overall, using the NABEP case to supply the 

data was an approach taken to get a better in-depth understanding of the issue. 
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4.2.6 Micro level documents and groups 

At the micro level, I included four different actors and four of their related policy 

documents: 

Table 4.3 Micro-level actors whose document data and secondary data analysis 

I examined 

Government: 1. CanNor 

(CanNor, 2016) 

Academic Professionals: 2. Yukon College faculty  

(Fortin and Blottner, 2016) 

Market: 3. Individual NABEP students and industry 

representatives  

(2011-2016 NABEP data set; Fortin and Blottner, 

2016; Fortin, 2017) 

 

Micro-level documents I examined 

1. CanNor (CanNor, 2016) 

The CanNor (2016) document was used at the micro level because it captured NABEP 

students’ perspectives from a government funded report. As previously mentioned, the only 

level of government directly involved with NABEP was federal. 

2. Yukon College faculty (Fortin and Blottner, 2016) 

The perspectives of the Yukon College faculty working at the classroom level with NABEP 

were reflected in the Fortin and Blottner (2016) report. This report was key because it 

revealed Yukon College instructors and coordinators views on NABEP from 2011-2016. 

3. Individual NABEP students and industry representatives (2011-2016 NABEP data 

set; Fortin and Blottner, 2016; Fortin, 2017) 

The market can include students as they are the consumers of education programs as well 

as industry that has a demand for graduates. Thus, these perspectives are captured via the 

Yukon College funded Fortin and Blottner (2016) and Fortin (2017) reports that were based 
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on the 2011-2016 NABEP data set that surveyed 282 students. Additionally, I also did a 

secondary data analysis on the 2011-2016 NABEP data set. 

4.2.7 The analysis for each data source/section  

Whilst documentary analysis can be affected by the analytical technique and perspective 

of the researcher, I aim to make the process of analysis transparent so that readers can judge 

the validity and value of my claims. In summary, I did two forms of analysis: documentary 

analysis at the macro, meso and micro level, with an additional secondary data analysis at 

the micro level. At the micro level, on top of documentary data analysis, I approached the 

NABEP case with a thematic analysis method for qualitative data regarding the secondary 

data analysis of the 2011-2016 NABEP data set.  

Using Fraser (2008) and Bernstein’s (2000) conceptual structure, data sets at the macro 

and meso levels were selected for themes with thematic analysis. Themes can be 

recognized as inductive ‘bottom-up’ or theoretical ‘top-down’. As per Bernstein’s (2000) 

approach to methodology, I initially kept theory and data separate and thus started with the 

inductive ‘bottom-up’ approach to looking at the data. Hence, this was a data-driven 

approach to coding the data without attempting to force it into themes based on pre-existing 

notions or prejudices. 

4.3 Documentary Form of Analysis 

4.3.1 Macro level analysis of state and global policy documents  

The selections of excerpts were broad to include any data that reflected priorities in 

Indigenous education at the macro level by government, education development 

organizations, and international organizations. Each document was read and any statement 

relating to the priorities of Indigenous education was selected for analysis. This part of the 

process resulted in extracts being taken from 12 documents. Initially, the selected 

statements were cut and pasted into Microsoft Word documents before being entered into 
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NVivo. This was done not only at the macro level but also at the meso and micro levels as 

well. Then the extracts were labelled and coded according to the interests that different 

organizations and actors had in Indigenous education. At this point, 119 illustrations of 

priorities for Indigenous education were recognized at the macro level, under three 

different themes. These themes were grouped under three main themes that included: 

Indigenous empowerment, Indigenous integration, and holistic approaches. The theme of 

Indigenous empowerment came from Indigenous groups who valued education to give 

them political, cultural and economic independence. The theme of valuing education for 

Indigenous integration into Canada’s dominant economic system was a position of interest 

by state actors. Bridging the gap between competing interests of government and 

Indigenous groups was a holistic theme approach by academic professional groups. 

However, all of these positions did hold some level of economic interest for education, 

thus, these contender themes were then folded into an overall defined theme of economic 

development. I had some problems with terms such as empowerment because it could 

capture both economic and cultural advancement depending on the perspectives of each 

group. Below is Table 4.4 with the number of statements from each document to show the 

extent of the data and a sense of how much data was analyzed. 

Table 4.4 Macro level documents and number of statements 

Documents Number of 

statements 

1. CMEC, 2012 7 

2. CMEC, 2014 16 

3. CanNor, 2016 18 

4. CanNor, 2018 7 

5. Government of Canada, 2009 4 

6. CCL, 2007 6 

7. CCL, 2009 18 

8. FNEC, 2002 9 

9. AFN, 2010 18 

10. AFN, 2012 7 

11. OECD, 2013 5 

12. UNDRIP, 2007 4 

Total 119 
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While the Government of Canada (2009) policy document for the North was included as it 

was cited as important in CanNor NABEP reports, it had minimal data about Indigenous 

education as it was more about how to develop the North overall. This is in contrast to the 

CanNor (2016) report, where I was able to select a great deal of data because the report 

was specifically about NABEP. For example, I included how the Government of Canada 

was interested in investing in Indigenous education to compete in a fast-changing economy, 

including resource extraction industries such as minerals, oil and gas, but I left out larger 

infrastructure interests such as health, security, and climate change issues that were less 

related to NABEP. Another instance of not looking at the entire document was the FNEC 

(2002) report. Although the entire report was about Indigenous education, I only focused 

on the section about First Nation higher education and training as it was most pertinent to 

the NABEP case. For example, I included Indigenous concerns about not being included 

in decision making but excluded other FNEC interests in the report that were not pertinent 

to my study, such as new technologies in schools. To ascertain the level of priority for 

interests at the macro level for NABEP, I focused on positions with themes that repeatedly 

showed up across the data sets such as the economic-political priorities or holistic 

approaches to Indigenous education and I analyzed them as strong contending themes.  

4.3.2 Meso level analysis of college and department documents 

The extracted data at the meso level included qualitative information that was taken from 

such sources as the 2002 Yukon College Act, Yukon College Two Trails-One Future 

summit conference proceedings on postsecondary education, Yukon College Strategic 

Goals 2016-21, CICan’s Indigenous Education Protocol for Colleges and Institutes, and 

Yukon College’s internal 2016 Northern Adult Basic Education Student Outcomes Final 

Report. In addition, I used six documents for background context. At this point, 91 

illustrations of priorities for Indigenous education were recognized under three different 

themes that emerged from my process of analysis. At the meso-level data analysis, the 

initial themes included: 1) territory governments (education policy), 2) First Nation 

education, and 3) First Nation inclusion. The two main themes thematically organized 
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included: 1) First Nation education obstacles and 2) First Nation inclusion and 

opportunities. Finally, at the meso-level data analysis, the defined theme used was 

Indigenous education opportunity. There seem to be agreements across all major actors at 

the meso level, including government, academic professionals, and industry, that education 

institutions should be culturally and economically inclusive of Indigenous communities. 

The only area of disagreement that came up was Indigenous voices speaking out against 

not having an input into programming at Yukon College during the Two Trails-One Future 

summit conference. Below is Table 4.5 that lists the number of statements that were 

analyzed: 

Table 4.5 Meso level documents and number of statements 

Documents 
Number 

of statements 

Yukon Government, 2001 13 

Education Act, 2016 3 

CanNor, 2016 7 

Yukon College, 2002 3 

Yukon College, Anon, 2006 6 

Yukon College, 2012 4 

Yukon College, 2016 16 

Yukon College, 2007 3 

Bosely and Reid, 2008 8 

Yukon College, 2014 16 

Royal Commission on Aboriginal Peoples, 1996 3 

McDowell Group, 2006 9 

Total 91 

4.3.3 Micro level data analysis of NABEP documents 

The extracted data at the micro level included qualitative information that was taken from 

reports commissioned by the federal government (CanNor, 2016) and Yukon College 

(Fortin and Blottner, 2016; Fortin, 2017). In addition, I used two documents for background 

context. At this point, 37 examples of opinions on NABEP were recognized under two 

different themes that emerged from my process of analysis. At the micro-level data 

analysis, the initial themes included: 1) course challenges and 2) course successes. Finally, 
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at the micro-level data analysis, the overall defined theme used was Indigenous 

employment opportunities because employment was a key motivator across participants. 

There seem to be agreement across all actors at the micro level that while NABEP built up 

student confidence, more advanced knowledge opportunities were limited such as missing 

critical thinking skills as noted by industry, the lack of upgrading options as recognized by 

instructors, and limited course and employment opportunities in rural areas as experienced 

by students. An area of discrepancy is that while instructors claimed NABEP improved 

students’ ability to participate in the labour market, industry representatives countered that 

it was limited to entry-level employment only. Below is a Table 4.6 that lists the quantity 

of data that was analyzed: 

Table 4.6 Micro level documents and number of statements 

Documents 
Number of 

statements 

CanNor (2016) 12 

Fortin and Blottner (2016) 21 

Fortin (2017) 4 

Total 37 

4.4 Secondary Data Analysis  

4.4.1 Micro level analysis on NABE student survey data 

In addition to the document analysis at the micro level, to further infer the interests of the 

students, I performed a secondary data analysis using raw data from the 2016 NABE 

Student Outcomes Final Report (Fortin and Blottner, 2016), which is based on student 

survey results. Thus, I selected relevant data sets that I evaluated from the 2016 NABE 

Student Outcomes Final Report student survey to provide insights (see Table 4.7). The 

purpose of this section was to provide an independent analysis of the data that was collected 

for evaluation purposes and framed in government funding terms for the student survey.  
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Table 4.7 Survey questions 

Question 

Number  

Survey Question  

A7 What, if anything, changed in your life after taking your NABE course(s)? 

Example: I am teaching my children the skills I learned through NABE.  

A4 How could your course be improved? 

B1 Which of the following best applies to you? Choose only one option. 

B5 If you have a job did your course get you your job? 

B8 Are you taking further training courses? 

B9 Did your (NABEP) course(s) help you get into your school courses? 

C1 Do you plan to continue your education? 

C2 When it comes to school and work, what challenges have you faced? 

The interview data analysis was done using a thematic analysis. As previously mentioned, 

thematic analysis is examining a data set, such as interviews or text, to discover recurrent 

patterns of significance (Braun and Clarke, 2006). The data collection was organized using 

Computer Assisted Qualitative Data Analysis Software (CAQDAS) called NVivo which is 

a research tool for content analysis that makes qualitative data examination more precise 

and transparent (Kim et al., 2016). Thus, NVivo is well-suited to research with numerous 

types of data, such as survey answers, literature reviews, and web pages. The student data 

thematic analysis for this study was generated via open code using NVivo to capture 

granular themes and then group them towards broader themes. For example, descriptive 

themes, such as course and personal challenges related to NABEP, were reduced to 

eliminate any prominent overlapping themes before being connected to Fraser and 

Bernstein’s framework.  

To begin the data analysis, I had to organize and familiarize myself with the data. I went 

through all the original 282 student interview raw data sets from the 2016 NABE Student 

Outcomes Final Report, including data from life changes to work and school challenges. 
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For example, one student, identified only by a number, city and course topic, responded to 

survey question A7 “What, if anything, changed in your life after taking your course?” The 

student’s answer, “I want to bring these skills to my children”, was put in the Excel 

spreadsheet next to the student’s number and under the heading of question A7. At the 

start, to generate initial codes, I cut and pasted data sources into Microsoft Word documents 

and then into NVivo. Once the data was entered into the project, it was organized into 

folders or ‘nodes’ (which assembled diverse data). I went through the data and created 

nodes for relevant information found while focusing on the main research question by 

looking for NABEP data linked to academic and employment outcomes. NVivo uses the 

concept of ‘nodes’ to permit investigators to code qualitative data. A node denotes the 

folders for any pertinent topics or ideas related to the study (Kim et al., 2016). To explore 

the research question, I used open coding to elicit the themes talked about in the different 

data. Open coding was guided by paying attention to any repeated patterns that seemed 

important to individuals or groups. For example, at the micro level, a node labelled Course 

Challenges, had a repeated pattern related to math, where students’ concerns included: 

“Algebra is difficult, and I need to do more studying” or “getting back into math is hard” 

(see Figure 4.1). Yet, my coded data differed from my wider themes because my themes 

helped to summarize the information.  
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Figure 4.1  NVivo Nodes 

 

Subsequently, I searched for themes, which meant organizing the various codes into 

potential themes. I had five wider themes that included course challenges, future, future 

aspirations, learning, and personal challenges. Then I had 13 sub-themes including math, 

practical, employment, entrepreneurship, learning, education, work, academic, 

programming, trades, family, and friends, financial and other (see Figure 4.1 above). These 

themes supported data generation because they provided insight into what values and 

interests students had regarding NABEP. For example, course challenges showed that math 

was an obstacle for some students. Most of the students agreed that they liked hands on 

learning of new skills that would improve their chances of employability and helped them 

gain confidence. The courses in rural areas were often limited in the options offered. For 

example, plumbing may be the only trades course offered in a community, so that is what 

students would have to sign up for as there was no other choice. There was disagreement 
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on the question of whether NABEP helped them gain new employment, because 61% of 

the students surveyed said it had not. 

At the micro-level primary data analysis, the five themes included varying numbers of 

statements pertaining to each: 1) course challenges (6 statements), 2) future (10 

statements), 3) future aspirations (14 statements), 4) learning (15 statements), and 5) 

personal challenges (14 statements). During the review themes section, I chose a set of 

contender themes and completed their fine-tuning. Where I found there was not enough 

data for some themes, I combined these with others, reducing my total number of themes. 

For example, future employment and entrepreneurship had limited data and were like 

future aspirations of education and work, so I joined them together. This process allowed 

me to systematically go through a large dataset, import different data types into NVivo, 

and group them. At this point, I defined the core meaning of what the theme was about and 

polished the themes for my analysis. Then, I re-read my complete data set to confirm any 

intelligible pattern and added any extra coding that may have been excluded previously. In 

this last section (define and name themes), the nodes were clustered into relevant groups 

and were then centralized into a refined contender that themes included: employment 

challenges and education challenges. Lastly, at the micro-level primary data analysis, the 

defined theme was Indigenous employment. 

Once I had synthesized all the macro-, meso- and micro-level themes, it was time to 

produce my thesis. With completed themes, I was ready to apply theory to the data for my 

final analysis aiming to explain the intricate story of my data in a genuine, clear, manner 

that I believe is valid. My method of understanding the data was heavily shaped by 

Bernstein’s (2000) consideration of what is a suitable research practice by recognizing the 

differences between theoretical and empirical descriptions. In the following Chapter 5, I 

present my findings without theory before discussing my analysis in Chapter 6 framed by 

critical theory and Bernstein’s perspectives. 



 

88 

4.5 Ethical Implications 

I submitted an Ethical Implications of Research Activity (EIRA) form to the Yukon 

College Research Ethics Board (REB). On November 10, 2017, a research ethics clearance 

letter was received stating the REB concluded that since this project “An analysis of 

Northern Adult Basic Education Program (NABEP) in Canadian higher education” (my 

original tittle) intends to only use existing data sets that are anonymous and cannot be 

linked to the individuals that provided the information, the research is exempt from REB 

review (article 2.4 of TCPS2). The decision not to produce fresh data from doing new 

intrusive Indigenous student surveys on sensitive communities was not only a financial 

consideration but also an ethical consideration. Historical distrust by Indigenous 

communities of the Canadian Government and educational systems responsible for inter-

generational residential school trauma was and remains an ethical consideration when 

doing Indigenous research in Canada.  

The ethical implications of publishing my analysis are not likely to bring Yukon College, 

students or NABEP disrepute or harm as no individual people are mentioned in the datasets 

and the survey results only speak to the program overall. Furthermore, NABEP and the 

College would benefit from seeing where their programs could be improved. Additionally, 

my research limitations included not doing additional interviews and not capturing 

development from 2018 onward. The details of my research limitations can be found at the 

end of the thesis in the conclusion section. 

4.6 Conclusion 

In this part of my thesis, I have detailed my methodological approach and methods for 

collecting and analyzing data. In addition, I stated my aims, objectives, positionality on the 

NABEP data, philosophical position, and why I chose to study NABEP. Overall, I showed 

how I analyzed my data and addressed ethical considerations to validate my research 

process. In the following Chapter 5, I present my findings. 
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Chapter 5.  
 
NABEP Findings  

Indigenous peoples have the right, without discrimination, to the improvement of 

their economic and social conditions, including, interalia, in the areas of 

education, employment, vocational training and retraining, housing, sanitation, 

health and social security. 

— UNDRIP - Article 21 

5.1 NABEP Main Results 

5.2 Introducing the data results 

It is very clear that in UNDRIP- Article 21, that Indigenous people such as those featured 

in this study should have the right to improve their education. Hence, my efforts to 

understand the biases in the NABEP through the results of my analysis revealing 

conflicting views on the ABE access programming within higher education for Indigenous 

communities by various actors, is an effort to test whether Canada is standing by its 

obligations, as it signed up to fulfil this promise. Furthermore, I wanted to understand the 

biases in the NABEP and investigate the varying priorities between the federal, 

institutional, and local levels, and theorize the ‘value’ of this education programming for 

Indigenous populations themselves. My analysis shows, there are different positions on the 

role of NABEP and other ABE access programs in Canada aimed at Indigenous 

populations: not only between the macro-level organizations such as the government or the 

department of education, but also at the meso level (educational institutions and 

departmental), the micro level (the thoughts and comments of the students themselves) and 

within each of the levels between different groups and individuals. However, whilst there 

are competing Indigenous voices that at the national and institutional level represent 

Indigenous interests, these do not in the end disrupt the historical colonial bias that is 

embedded in NABEP. These positions are marginalized. Thus, my findings help to answer 
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my main research question, “Does the NABEP prioritize Indigenous people’s educational 

interests?”  

In my macro-level analysis of policy documents, I found conflicting interests between the 

nation state, education development organizations, and global institutions. While the 

federal government displayed a clear priority of economic development, a conflicting view 

was portrayed by national education development organizations including ones that were 

Indigenous led that leaned more towards the socio-political empowerment of Indigenous 

people. Global institutions generally took the position of trying to bridge the gap between 

conflicting federal and Indigenous group interests. 

My analysis of meso-level extracts revealed that Yukon College, government, and the 

market all converged to have inclusive values for Indigenous education. However, meso-

level inclusive policy did not translate into advanced educational opportunities for NABEP 

students in the rural communities. Furthermore, there was a misalignment between meso-

level inclusive policy and what curriculum framework the university delivered at the micro 

level as the courses offered overall did not ladder-up to advanced education and 

employment opportunities for Indigenous students. 

Data extracts from the micro level exposed limited advanced employment and education 

opportunities for NABEP students. I observed a misalignment in employment and 

educational opportunities between the micro-level and what was highlighted at the meso 

and macro levels. 

5.3 Results of the NABEP Data Analysis 

First, I will outline the analysis of national and international policy documents. This section 

is shaped by the emergent themes from the macro level analysis of: 1) the role of ABE 

access programs like NABEP in relation to the economic development of the country 

according to market principles; and, 2) the social and political empowerment of Indigenous 

peoples in Canada. Secondly, I discuss the emergent themes from analysis of the 
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institutional Indigenous education opportunities provided at the college and illustrate how 

policy is recontextualized through institutional practices and programs. The institutional 

data revealed themes of Indigenous education opportunities (meso) and Indigenous 

employment opportunities (micro). These themes are the results of my analysis and are 

presented with extracts from the NABEP data to highlight the different actors’ views on 

each theme. As previously mentioned in the methods section, the policy actors were 

selected based on Clark’s (1983) commonly used triangulation typology of academic 

oligarchy, state authority and the market (Gebremeskel and Feleke, 2016), this is reflected 

in the policy documents selected. In the succeeding Chapter 6, I discuss my findings in 

relation to my research questions and attempt to accurately represent the various positions 

being voiced through the theoretical framework introduced in Chapter 3. 

5.3.1 Data reflecting NABEP nation state interests at the macro 
level  

Introduction  

This section shows how the impact of federal NABEP economic interests trickle down 

towards the higher education institution where the NABE program and the students were 

based. The analysis of policy documents illustrates tension between documents 

representing Indigenous communities that prioritize education for their young people, and 

those represented by government-related actors such as CanNor, Council of Ministers of 

Education Canada (CMEC) and OECD.  

The analysis presented reveals two main conflicting positions on the purpose of Indigenous 

ABE and a third position of compromise. Firstly, the Government of Canada tends to frame 

Indigenous ABE as a vehicle to meet state economic objectives. Secondly, there is an 

opposing position from education development organizations including Indigenous led 

ones in Canada that views Indigenous education on a whole as a pathway to 

personal/cultural development and societal change. Thirdly, the position taken by global 

institutions is to bridge the gap between government and the needs of First Nations people 

in Canada. The policy documents from government, education development organizations, 
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and global institutions on Indigenous education overall, depicted a conflict in value 

regarding economic commercialization and socio-political empowerment. 

I reintroduce the table demonstrating the policy actors and documents selected for 

convenience as they are referred to below (see methodology for more detail on sampling 

and rationale). In this section below I discuss and refer to extracts from these documents 

and the three main categories of organization that they were selected to represent: the 

Canadian Government; Education Development and Global Institutions.  

Table 5.1 Macro-level actors whose documents I examined 

Canadian Government: Council of Ministers of Education Canada (CMEC) 

(CMEC, 2012; CMEC, 2014) 

CanNor (CanNor, 2016; CanNor, 2018) 

Government of Canada (Government of Canada, 2009) 

Education development: Canadian Council of Learning (CCL) (CCL, 2007; CCL, 

2009) 

First Nations Education Council (FNEC) (FNEC, 2002) 

Assembly of First Nations (AFN) (AFN, 2010; AFN, 

2012) 

Global Institutions:     Organization for Economic Co-operation and 

Development (OECD) (OECD, 2013) 

UN Declaration on the Rights of Indigenous Peoples 

(UNDRIP) (UNDRIP, 2007) 

 

 

Main theme: economic development and empowerment.  

All the policy documents representing Canadian Government organizations prioritized 

economic development as the main purpose of education. For instance, out of the 24 

extracts relating to this theme, from this set of documents 11 of 13 government quotes 

prioritized economic development in contrast to 11 of 11 excerpts from Education 
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Development policy documents which prioritized socio-political empowerment. Below, I 

offer extracts that represent the economic and contrasting political empowerment positions, 

as well as addressing any extract outliers such as government highlighting the importance 

of Indigenous culture. 

Extracts from the Government of Canada and its specialized development organizations, 

such as the Canadian Northern Economic Development Agency (CanNor), reveal a strong 

focus toward valuing Indigenous ABE for entry-level employment in the existing labour 

market as CanNor defines ABE: 

…as education-related activities to help adults achieve sufficient levels of literacy, 

numeracy and other essential skills required to obtain a job or benefit from 

occupational training (CanNor, 2016, paragraph 1.1.2).  

In addition, the executive summary of the 2016 CanNor report states: 

The objective of the Northern Adult Basic Education Program (NABEP) is to 

expand the territorial colleges' literacy and numeracy programs, particularly in 

remote communities, in order to target working-age Northerners, including 

Indigenous people, and help them acquire the basic skills they need to join the 

workforce and take advantage of emerging economic opportunities (CanNor, 

2016).  

What is missing in CanNor’s objectives is to consider Canada’s obligations to Article 14 

as they joined the 2007 United Nations Declaration on the Rights of Indigenous Peoples 

(UNDRIP) promising to respect the rights of Indigenous peoples UNDRIP that states: 

Indigenous peoples have the right to establish and control their educational systems 

and institutions providing education in their own languages, in a manner 

appropriate to their cultural methods of teaching and learning (p.5).  

Whilst there were two mentions of culture in the government’s 2016 CanNor report: 

Section 3.1.1 Core activities b) Access to and quality of courses and material 

An example of how the relevance and quality of materials was enhanced was their 

translation into Indigenous languages. In that regard, the recruitment of Inuit elders 
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to take part in many courses in Nunavut (the "Elder Project") in order to incorporate 

Inuktitut and Inuit culture into adult basic education courses is noteworthy. 

Section 4.2.2 Cultural and linguistic appropriateness of materials 

A couple of educators also noted that the coursework included elements of local 

culture and traditions to make the course material more accessible and relatable to 

learners. Another educator noted that the inclusion of Elder projects, where Elders 

would visit the classrooms and engage with the students in traditional activities 

such as storytelling circles and crafts, were an important aspect of the program and 

needed to be continued (CanNor, 2016). 

The UNDRIP commitment indicate that Indigenous needs, and interests should be shaping 

and changing the economy. However, these two excerpts are about appropriate pedagogy 

and the preservation of cultural rather than economic activities that relate more to programs 

in Nunavut and Northwest Territories than to the Yukon as they have much higher 

Indigenous populations. For example, most of the population and government in Nunavut 

is Indigenous Inuit which is reflected in the decision-making process for educational 

programming. However, even in these cases there is a reproductive framework driving 

existing economic activities and by adding Indigenous content only, this feels more like 

concessions than addressing economic inequality. Furthermore, although there is First 

Nation Self-Government, there is limited Indigenous political representation in the Yukon 

Territory Government which is where the program being analyzed took place. 

The CanNor-NABEP 2016 report also characterises our modern-day, globalized, 

knowledge-based society and its demands for advanced education as an entry level 

requirement for acquiring an occupation that can offer students the financial, communal, 

and individual resources needed for success (Lam et al., 2013). This is in line with the 

values and goals for an economic focus on education and what is meant by success, 

highlighted by a Canadian Government report which proclaimed the following objective: 

To ensure Northern citizens develop the skills, knowledge and credentials they need 

to excel in a fast-changing economy, we have invested in a range of supportive 

programs (Government of Canada, 2009, p.16).  
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However, as I go on to illustrate, if NABEP students were not offered advanced education 

at the micro level, they would not be able to compete in this global market: even on these 

terms. The next extracts from the CanNor - Building a Strong North Together - Strategic 

Framework 2013-2018 report by CanNor support the idea that economic interests were 

prioritized by educational policy makers in Canada’s North regarding Indigenous people 

and are reflected in CanNor’s mandate: 

Fostering regional economic development in Canada’s three territories by 

delivering programs; building partnerships to leverage investments in the North; 

and advocating for the interests of Northerners, including Aboriginal Peoples 

(CanNor, 2018, p. 3).  

The value in education for Indigenous communities from the government’s perspective 

appears to be consistently as economic activities, such as, 

In 2009-2010, federal programs assisted over 60,000 Aboriginal adult 

learners…received the skills-development training needed to succeed in the labour 

market (CMEC, 2012, p. 35).  

Furthermore, data extracted from the 3.5 Summary of Findings section from the NABEP 

Evaluation Final Report (CanNor, 2016) shows the government’s strong framing of 

Indigenous education for economic purposes on existing private sector projects rather than 

in a region economically and culturally transformed by Indigenous knowledges, values and 

practices:  

[at NABEP there] … appears to be a lack of sustained partnership between the 

private sector and the colleges for development in the workplace. 

It is worth recognizing that economic goals both from the government and First Nations 

are not automatically exclusive from Indigenous community development. Nevertheless, 

to a considerable extent, government economic values tend to prioritize financial aspects, 

and while the labour market in general is mentioned, in practice, the language around 

labour market is often referring to resource development in areas with rural Indigenous 

populations. There is a clear link between resource extraction in the northern region’s 

government documents referred to in their communication around employment, 
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development or the workplace. The following extracts from government documents all 

make the same point about the main link to employment being highlighted through resource 

extraction, including the Government of Canada and CanNor’s report extracts that stated: 

Resource Development Sector Global demand for mineral resources and energy has 

made the North a prime destination for investments from within and outside the 

country. CanNor works closely with federal, territorial and Aboriginal partners, and 

with industry proponents, to facilitate major resource and infrastructure projects 

(CanNor, 2018, p.5). 

Mining activities and major projects such as the Mackenzie Gas Project are the 

cornerstones of sustained economic activity in the North and the key to building 

prosperous Aboriginal and Northern communities (Government of Canada, 2009, 

p.15). 

It is interesting to note these last two extracts on resource extraction are silent regarding 

debates about the move to sustainable resources and lowering CO2 levels. Furthermore, 

the Council of Ministers of Education Canada (CMEC), an intergovernmental body and 

instrument to represent the education interests of the provinces and territories 

internationally, is a key shaper of Indigenous education with an economic focus.  

The representatives at CMEC, a government agency appear to be partly on the same page 

as the federal government regarding the importance of market orientation to education. 

CMEC focuses on both secondary and post-secondary education and how to develop it, 

and it can be seen on an economic trajectory that is framed in a Western context. There is 

a crucial link between lower-level and higher education because they ladder into each other 

and then into the workforce (Patton et al., 2016). School curriculum tailored to servicing 

an economy based on resource extraction is an example of education laddering into the 

employment sector. The following examples are from governmental policy documents that 

cover both secondary and post-secondary contexts and they nicely highlight this point: 

British Columbia’s Skills for Jobs Blueprint: Re-engineering Education and 

Training is designed to match the skills that British Columbia’s students acquire 

during their education and training programs with labour market requirements 

(CMEC, 2014, p.51). 
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The Ministry of Education established one-year agreements with 11 northern K-12 

school districts along the Liquefied Natural Gas corridor to employ or contract 

recruitment specialists and career coordinators (CMEC, 2014, p.51).  

In the deliberations evident in Indigenous policy documents, there are multiple Indigenous 

positions on supporting the fossil fuel industry. For example, Canada’s Calvin Helin, the 

chairman and president of Eagle Spirit Energy Holdings and a member of the Lax 

Kw’alaams band is trying to lead the way for a ‘First Nations-led pipeline’ (Kassam, 2018). 

While some oil pipelines can be positive for Indigenous people (McIvor, 2018), there are 

many Indigenous communities who oppose it for reasons including climate change, water 

pollution and violence against women. Nevertheless, these government policy extracts, 

ignore these alternative perspectives, and frame a strong connection from the education of 

Indigenous populations and their economic well-being to resource development and the 

labour-market. It is also interesting to note how resource extraction in general is often 

pushed onto socio-economically poor communities and any opposition is framed as being 

against economic progress. In further support of this economic position on education, we 

have a clear example by the Council of Ministers of Education Canada (CMEC), stating:  

The Government of Canada plays a lead role in support of postsecondary education, 

adult learning, and skills development with a labour-market orientation (CMEC, 

2012, p.18). 

This last excerpt regarding the Government of Canada is an example that makes a clear 

case of how strong the economic values are at the macro level. It also shows that while 

there is some access to education programs for Indigenous groups, they appear to be limited 

to an economic focus by the federal government. 

However, in response to Canadian government programming for Indigenous education, it 

may be that education development organizations such as FNEC and AFN via Indigenous 

led policy documents consider that First Nation voices are not actually heard in all the 

stated collaborations, consultations, and partnerships. In contrast to the three actors 

(CMEC, CanNor, Gov. of Canada) representing the Canadian government’s position, five 

actors representing educational development (CCL, FNEC, AFN) and global institutions 
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(OECD, UNDRIP) appeared to push for frameworks of empowerment, including 

assessments and evaluations that are not limited to economic development. Different from 

CanNor’s position on the purpose of education, Canadian Indigenous perspectives are 

illustrated by these two quotes from education development organizations promoting an 

alternate view of education that:  

…was expressed in their daily living, in relationship of one to another, in humility, 

in sharing, in cooperating, in relationship to nature (AFN, 2012, p.5).  

…empowers the Aboriginal learner, the family, community, and education system 

to effect meaningful change (CCL, 2007, p.3).  

Furthermore, Indigenous transformative recognition statements of values regarding the 

purpose of education have included: 

Unless a child learns about the forces which shape him: the history of his people, 

their values and customs, their language, he will never really know himself or his 

potential as a human being (AFN, 2010, p.3). 

The conflict over the value of education seems to sit with opposing positions regarding the 

core purpose of what education is supposed to deliver on in the first place. This conflict 

may stem from a historical struggle between a dominant colonial class and an Indigenous 

minority group seeking empowerment. However, the pursuit of economic interests can also 

run parallel to the pursuit of empowerment and well-being, and they are not mutually 

exclusive. Furthermore, current economies demand educated populations for individual 

and community success (Lam et al., 2013). Nevertheless, extracts from education 

development organizations and their First Nations led policy documents tend to put more 

emphasis on one value over another. The following extracts from education development 

organizations are clear examples highlighting a First Nation view on the purpose of 

education that challenges a strictly economic one: 

Today, Aboriginal children are still forced to study in the regular programs 

established by the dominant society. The Report of the Royal Commission on 

Aboriginal Peoples has this to say about the situation: “The Aboriginal component 

of programs is usually limited to additional material designed to enrich the normal 

content of programs. It does not call into question the core hypotheses, values and 
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logic that are being taught” (Volume 3, Gathering Strength, p. 519) (FNEC, 2002, 

p.11). 

The only FNEC (2002) quotations relating to the importance of economic development in 

education included: 

Educational systems in Canada focus on professional training, which seeks to 

ensure the highest employability rate and is thus an indispensable part of economic 

development (p.22). 

When we consider how widespread vocational training programs have become in 

all Canadian provinces over the years, we cannot but conclude that there is an ever-

increasing need for such training among First Nations communities, who are 

engaged in numerous economic development projects. Such training must be given 

within an autonomous education framework that is adequately funded (p.22). 

Although the economy not being the sole priority, these two last extracts do show that job-

related training needs of First Nations communities are important in economic terms and 

do play a key role in meeting their financial needs but in an autonomous education 

framework. 

Education for empowering social change is a consistent position held by education 

development organizations. The following extract is typical of the Canadian Council on 

Learning (CCL) in that there are more quotes of a social nature than strictly economic and 

is an interesting perspective from an education development organization. CCL is a 

national, independent, and non-profit research corporation that differs from the previously 

stated government position by putting holistic perspectives such as personal development 

on the center stage: 

Indicators focus on years of schooling and performance on standardized 

assessments. They do not reflect the purpose or nature of holistic learning (CCL, 

2007, p.2).  

However, the findings from the data taken from education development organizations 

suggest that in general there is a large gap between the priorities of government and 

Indigenous people in Canada. Furthermore, an analysis of these policy documents and data 
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regarding First Nation education in Canada provides solid evidence of a framework which 

prevents equal educational opportunities for advanced knowledge amongst Canada’s 

Indigenous population. Specifically, the CCL make the case that the evaluation and 

assessments that are used across the education sector, including in ABE, reinforced the 

predominant status quo of inequality between First Nations and the rest of the country. As 

we can see from the following excerpts from the CCL, the disconnect between these two 

opposing positions is represented as a key obstacle to improving Indigenous education: 

The consequences of this conceptual disconnect are potentially harmful and can 

lead to, for example, assessments of Aboriginal learning that focus exclusively on 

failure—when in reality, many successes may exist (CCL, 2009, p.6). 

If decades of Aboriginal poverty and marginalization are to be reversed, there is an 

urgent need to re-examine what is understood as First Nations, Inuit and Métis 

learning and how it is measured and monitored (CCL, 2007, p.3).  

However, although both share government positions, the CMEC deviates from CanNor’s 

position, highlighting personal development and political empowerment as important, 

when saying that Canadian post-secondary education provides: 

…high-quality learning opportunities and the skills Canadians need to successfully 

enter the labour market, achieve personal success and happiness, and contribute to 

a strong democracy (CMEC, 2012, p.18).  

I did not find evidence that developing personal happiness and a strong democracy is 

CanNor’s main position for ABE. In addition, regarding access to programs and in 

agreement with previously mentioned education development organizations, there have 

been concerns trending among global institutions, such as the OECD regarding narrow 

educational frameworks. They have suggested that a more holistic view of student learning 

needs to be developed with regard to evaluation and assessment frameworks (OECD, 

2013). More Indigenous education opportunities are further supported by the United 

Nations Declaration on the Rights of Indigenous Peoples (2007) which states:  

Article 14(2): Indigenous individuals, particularly children, have the right to all 

levels and forms of education of the State without discrimination (p.13).  



 

101 

In general, the two competing themes of the economy and the development of education 

which is empowering for Indigenous people values and their communities need to find 

some common ground on the value and purpose of education to move forward. The need 

to collaborate and have honest consultation on these controversial issues is nicely 

summarized by this extract: 

Therefore, a key challenge for Aboriginal Peoples—and for educators and 

governments working with First Nations, Inuit and Métis to improve learning 

conditions—is to articulate a comprehensive definition of what is meant by 

“learning success,” and develop and implement an appropriate framework for 

measuring it (CCL, 2007, p.2). 

The background context of these debates in terms of knowledge and its relationship to the 

economy is complex. First, although Indigenous communities want to promote their own 

culture, they also seek Western education to succeed in Canada. Thus, they have adapted 

the ‘two ways of knowing’ approach and there is a wide consensus that education is key to 

success via culturally relevant programs (CCL, 2007). Secondly, current common 

education assessment approaches seldom produce the explicit requirements of Indigenous 

communities that incorporate assessment around Indigenous ways of knowing, such as 

orientation to economy, society, ecology, etc., thus creating an obstacle to success for 

Indigenous communities in the Canadian economy (CCL, 2009).  

My documentary analysis pertaining to NABEP revealed a theme of economic 

development with limited Indigenous political representation on Indigenous education 

issues. Below is a development organization position from a First Nation criticizing the 

Canadian Government for using education as an economic-political tool of oppression 

limiting political representation: 

In the past, the Canadian governments’ education policy has been a tool of 

oppression, but it can be a tool of liberation founded on First Nation control over 

education. First Nations view education as a means to achieving self-determination 

and redressing the negative impacts of colonial practices (AFN, 2010, p.4).  
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The methods Canada and numerous other nation-states have used in trying to make change 

have been mostly deficient regarding consultation. For example, the Federal Government 

of Canada did not consult with Indigenous communities about changes to the First Nations 

Education Act (2013) which shows insufficient consultation (White and Peters, 2013; 

Llewellyn, Lewthwaite and Boon, 2016) and the Assembly of First Nations (AFN) in 

Canada condemned federal government budget bills that one-sidedly changed the Indian 

Act. As previously mentioned, resolutions affecting treaty obligations are supposedly to be 

made in discussion with Indigenous groups (Tager, 2014). 

Overall findings at the macro level  

Overall, these results highlight state policy that provide evidence of the nation-state 

framing of Indigenous education for the purposes of economic objectives. There is a well-

established trend of limited advancements in Indigenous education and federal framing of 

education for economic purposes including resource extraction in northern and rural 

Indigenous areas. 

However, it is important to note that First Nation governments are not completely void of 

economic interests but also have their own economic plans and independent financial 

investments. For example, First Nations governments in the Yukon have development 

corporations that have about $500 million in capital to invest (Forrest, 2016). But it is also 

important to be aware of the complexities when considering Western and Indigenous 

views, as they both can take various forms and cannot be simplified to a good versus bad 

dichotomy. One approach is not necessarily better than the other, as they may serve 

different purposes. Still, the nation-state limiting Indigenous access to transformative 

education opportunities is problematic in that it reinforces embedded colonial hierarchies 

in education. Between the two opposing camps of government and education development 

organizations including First Nation led actors, rests global institutions that appear to try 

and bridge the existing gap or further support government economic priorities. It is also 

interesting to note that while development organizations claim independence from 
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government, they can also be started, funded, and denied federal support depending on the 

political party in power at the time. 

Furthermore, there is strong evidence of the government favoring economic development 

as the priority for ABE taught in a higher education context targeting Indigenous 

communities versus the education development organizations that are pushing for a more 

holistic approach, specifically regarding evaluations and assessments. The push for more 

holistic assessments and evaluations is also reinforced by global institutions. Although the 

main push for holistic Indigenous education may be at the primary and secondary levels 

and less so at ABE levels, there still is a concern by development organizations that 

advanced education should not be solely focused on economic goals. However, with global 

institutions, there is a still a theme of market orientation behind consultations with 

Indigenous groups over education.  

Finally, my findings are broadly like Case (2013) and Onsman (2015) in that those neo-

liberal interests are influencing educational institutions towards having commercial 

objectives. Current funding of Indigenous education in Canada has undergone a 

momentous shift from traditional government objectives of cultural assimilation to an 

economic focus (Bhuyan, Bejan and Jeyapal, 2017; Dunham, 2018).  

5.3.2 Data reflecting NABEP institution interests at the meso level 

Introduction to meso-level findings 

This segment highlights Indigenous education interests viewed by NABEP related 

educational stakeholders at the meso level. Considering Indigenous educational 

inequalities in Canada and globally, research findings from this thesis explore the 

variations in different policy bodies comprising of what governmental structures, 

educational institutions, and the market value. At the meso level, all five actors and the 

twelve related policy documents and reports that I examined contained extracts supporting 

policies of inclusive Indigenous education opportunities. These extracts are representative 

quotations of the wider documents. Out of the 19 representative extracts highlighted in this 
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section, 15 extracts demonstrated supportive policies for Indigenous education 

opportunities across all stakeholders. However, a couple of the extracts suggested that 

Indigenous people were not given input (Anon, 2006, p.10) or that specifically NABEP 

students were not receiving advanced educational opportunities (CanNor, 2016 (5.1). This 

illustrates the ambiguity at this level. Furthermore, the remaining extracts from CanNor 

(2016) highlighted potential conflict in NABEP objectives between the macro and meso 

levels. I bring back the method section table displaying the policy actors and documents 

selected for easy referencing. 

Table 5.2 Meso-level actors whose documents I examined 

Yukon Government: Department of Education 

(Yukon Government (n.d.), 2001; Education Act, 2016; 

CanNor, 2016) 

Academic Professionals: Yukon College Board of Governors (BOG)  

(Yukon College, 2002; Yukon College, Anon, 2006; 

Yukon College, 2012; Yukon College, 2016) 

President’s Advisory Committee on First Nations 

Initiatives (PACFNI)  

(Yukon College, 2007; Bosely and Reid, 2008) 

College and Institutes Canada (CICan)  

(Yukon College, 2014; Royal Commission on Aboriginal 

Peoples, 1996) 

Market: McDowell Group (private consultants)  

(McDowell Group, 2006) 

 

 

 

Main theme: Indigenous education opportunity 

 Government view 
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Analysis of the NABEP data at the meso level revealed the main theme of some access to 

Indigenous education opportunities for Indigenous students across the region overall but 

not necessarily for NABEP students specifically. General Indigenous collaboration and 

opportunity are highlighted by the 2001 Yukon Training Strategy which commits the 

Yukon Government to:  

partner with Yukon College, First Nations, non-government organizations (NGOs) 

and other stakeholders to provide resources so that Yukon people can acquire 

training (p.1).  

The data reflecting the view of Indigenous education opportunity by the Yukon 

Government via the Department of Education is generally framed as being accessible, 

highlighted in the 2001 Yukon Literacy Strategy via the Department of Education and the 

2016 Yukon Education Act. For example, the Yukon Literacy Strategy Objectives include 

all levels of education:  

• To develop partnerships with First Nation Governments (p.4).  

• To address more effectively the global needs as identified in the latest literacy 

research produced in Canada and elsewhere; and (p.4) 

• To understand and address the literacy-based challenges of self-government and 

land claims both for First Nations and Yukon people (p.5). 

The Yukon Literacy Strategy Objectives to cooperate with macro-level partners and 

address global needs fit in perfectly with the previously mentioned agenda of global 

institutions such as OECD and Council of Ministers of Education Canada (CMEC). 

Cooperation regarding PISA assessments are a case in point. 

Moreover, in addition to the theme of Indigenous education opportunity in higher 

education, the Yukon Government also has policy that specifically includes the primary 

levels. Although, the following extract may be in the context of primary and secondary 

schools and not just Indigenous higher education, they play a vital part in providing a fuller 

context. The 2016 Yukon Education Act states: 
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55 Every school administration…shall include in the school program, activities 

relevant to the culture, heritage, traditions, and practices of the Yukon First Nation 

served by the school. S.Y. 2002, c.61, s.55 (p.34). 

It is worth rearticulating the wider framing of meso-level data presented in this section. 

There is a key connection between primary and advanced education because success at the 

primary levels creates future paths and opportunities towards post-secondary and then into 

employment (Patton et al., 2016). Moreover, from a government view the holistic approach 

to assessments and Indigenous cultural inclusion appears to be more focused and integrated 

at the primary levels than by the more advanced ABE access programing within higher 

education, such as that developed by NABEP in the Yukon.  

There is a pivotal connection between the other education sectors and higher education 

because marks obtained before higher education dictate student entrance opportunities 

(Patton et al., 2016). Thus, low academic achievement before higher education has 

contributed to a large gap in post-secondary educational achievement between Indigenous 

and non-Indigenous communities in Canada (White and Peters, 2013). Curriculum that sets 

up Indigenous students for failure from the beginning of their academic career has long-

term consequences and student failure rates may be due to current and past systems not 

meeting the needs of Indigenous populations. Moreover, the financial earnings gap 

between college and high-school graduate salaries continue to widen as reported by the 

Organisation for Economic Co-operation and Development (OECD) (Dunham, 2018). 

Overall, these outcomes underscore the importance of high school graduation (White and 

Peters, 2013).  

Specifically, regarding NABEP Indigenous educational opportunities, the 2016 CanNor 

Evaluation Final Report on NABEP showed how: 

Representatives from all three colleges pointed out that the new courses and 

curricula were developed following consultations with local Indigenous 

governments and communities to identify educational needs in these areas. This 

engagement process made it possible for the communities to identify the 

requirements of their local labour markets and ensured that courses tailored to the 
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training needs of adult learners were developed and delivered to meet local labour 

market requirements (4.4.1).  

This extract shows government consultation with Indigenous communities framed in an 

economic context. However, at the meso level there is evidence of potential tension 

between various government jurisdictions on education. An example of this tension is 

reflected in this next extract highlighting Adult Basic Education (ABE) and Literacy and 

Essential Skills (LES) from CanNor’s 2016 NABEP Evaluation Final Report: 

The territorial governments, because of their responsibilities with respect to 

education, also provide the colleges with support and funding for ABE and LES 

[Literacy and Essential Skills] development. As such, for some areas (e.g. recruiting 

educators, developing material and curricula or expanding outreach) the NABEP 

might overlap with territorial investments and possibly with program objectives 

(4.4.1). 

The tension points over funding and supporting curricula, instructors etc. between the 

federal and territorial levels can be an issue because in Canada, responsibility for education 

is not centralized at the federal level but rests at the provincial or territory level. Thus, 

curriculum priorities at the federal level may not be reflected at the territorial level which 

has the jurisdiction for education control. Any differences between policy and practice 

could demand further investigation and be the source of potential conflict between Yukon 

First Nations, Yukon College, and government. For example, a conflict over federal-

territory education jurisdictions is highlighted in CanNor’s 2016 NABEP Evaluation Final 

Report:  

The NABEP is aligned with federal government and CanNor priorities. However, 

adult basic education is an area where federal and territorial jurisdictions and 

activities may intersect or overlap. The federal government plays a role in ABE and 

LES development through funding and fiscal transfers to the territories, by fulfilling 

its responsibilities with respect to labour market development and by establishing 

national standards for LES (3.5). 

These tensions between federal and territorial governments and other potential tensions, 

such as between Yukon College and the state, over the direction of Indigenous education 

will be illustrated in more detail in Chapter 6. Meso-level policy choices are predisposed 
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by the institutional context in which they are made (Wallner, 2011) and Yukon College is 

no exception.  

 Academic professional view 

The data produced from Yukon College documents highlighted the importance of 

Indigenous representation from academic professionals both by the institution and First 

Nation perspectives regarding shaping Indigenous education opportunity at the college 

level. First Nation representation on the Yukon Board of Governors (BOG) is a crucial 

contribution to First Nation inclusiveness as the BOG has the ultimate responsibility for 

approving Yukon College strategic goals. Judy Gingell, a First Nation representative on 

the Yukon College Board of Governors who served as Commissioner of the Yukon and 

was chair of the Council for Yukon Indians, was made a Member of the Order of Canada 

for her contributions to the improvement of Aboriginal rights and governance in Yukon 

(APTN, 2019). 

Ms. Gingell helped guide Yukon College Strategic Goals 2016-21 to acknowledge 

traditional knowledge via Yukon College institutional values such as inclusiveness and 

diversity: 

We honour the cultures and heritage of Yukon First Nations, and we value the 

contributions of traditional knowledge and Indigenous world views (p.3).  

In addition, Carol Geddes, a First Nation appointed to the Board of Governors of Yukon 

College, explained: 

For Yukon First Nations people, learning traditional knowledge and skills from our 

elders has long been our institution of higher education (Yukon College, 2012, p.1). 

Furthermore, First Nation representation on the Board of Governors assisted in drafting 

2016-21 Strategic Direction and Goals: 

Yukon College will collaborate with First Nations to identify and respond to their 

educational needs and priorities (p.6). 



 

109 

Political representation also comes from First Nation Board of Yukon College Governors 

members in the Yukon College document, ‘Two Trails-One Future’ summit summary 

minutes. The ‘Two Trails-One Future’ summit summary minutes succinctly summarize the 

First Nation position that highlights the need for Indigenous inclusion. First Nation summit 

delegate Mary Easterson, who previously sat on the Yukon College Board of Governors, 

said: 

… we have a problem with accessibility to Yukon College…we have several 

communities with no input to the College, they’re not being represented or offered 

programming (Anon, 2006, p.10). 

Progress and milestones from the 2013-2016 Strategic Plan included 34 Northern Adult 

Basic Education programs (NABEP) implemented in the communities with strong support 

from First Nations. NABEP was implemented via Yukon College and influenced through 

Yukon College’s President’s Advisory Committee for First Nation Initiatives (PACFNI). 

PACFNI is a high-profile committee, made up of educational representatives from each 

Yukon First Nation, which provides strategic direction to the College, specifically the 

Board of Governors’ and the Senior Management Team (Bosely and Reid, 2008). 

PACFNI’s Terms of Reference 2007 mandate states:  

e) PACFNI will enhance the profile of First Nations by encouraging and supporting 

their involvement within the institution (p.1). 

PACFNI also played a role in supporting the following Figure 5.1 course selection but all 

final decisions to fund each individual course had to be accepted by CanNor that could be 

linked to an economic benefit through an application process. 
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Figure 5.1 NABE Courses and Participation 
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This Figure 5.1 taken from the 2016 NABEP Student Outcomes report (p.8) of the entire 

list of NABEP courses shows the numbers of Indigenous people in each course and what 

they were studying. Ayamdigut is the name of the main Yukon College campus located in 

Whitehorse. The other communities are all rural communities with small populations 

ranging from about 100 to 1000 citizens. It is interesting to note that most access programs 

delivered to the rural communities through NABEP are of vocational nature except for 

Mayo’s General Educational Development (GED) which is an internationally recognized 

high school equivalency testing program, Math 030 (Grade 10 level needed for entry to 

nationally recognized trades program) delivered in Beaver Creek to only three students and 

only one Essential Skills Culture course for an almost 100% rural Indigenous NABEP 

student population. The rest of the programs tend to focus on service and industry 

supporting topics such as event planning, heavy equipment training, and trades. 

Furthermore, First Nation voices are protected in the Board of Governors (BOG) through 

the Yukon College Act, as three of 18 (17%) positions must be filled by First Nations. The 

Yukon College Act states: 

at least three shall be chosen from people nominated by at least one Yukon First 

Nation to sit on the Board of Governors that shaped Yukon College strategic goals 

(Yukon College, 2002, p.3).  

These meso level excerpts reveal some political representation as they reflect Indigenous 

inclusion within decision-making bodies at Yukon College. These reserved BOG positions 

allow for Indigenous input into decision-making. However, it is interesting that Statistics 

Canada showed that in 2016, 23.3% of Yukon’s population was aboriginal and therefore 

underrepresented on the BOG. 

These academic professional organizations, individuals and policies laid the foundation for 

influencing Yukon College’s 2016-21 Strategic Plan and signing CICan’s Indigenous 

Education Protocol for Colleges and Institutes. Denise Amyot, President and CEO of 

CICan, said: 
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This protocol will encourage our members to be even more inclusive of Indigenous 

cultures and even more proactive in eliminating the barriers to education that many 

Indigenous learners still face (Yukon College, 2014, p.1).  

Moreover, CICan defines Indigenous education in this context as a treaty right: 

The government of Canada recognize and fulfill its obligations to treaty nations by 

supporting a full range of education services including post-secondary education… 

(Royal Commission on Aboriginal Peoples, 1996, pp. 689).  

However, as described in my previous segment, Indigenous influence in education 

diminishes at the macro level. Indigenous people’s culture has been marginalized through: 

state education systems via issues of accessibility, cultural relevance, and entry 

requirement bias (Royal Commission on Aboriginal Peoples, 1996).  

It is in this context CICan academic professionals has pushed for Indigenous people’s 

admission to higher education through inclusion and community development and this 

position is in relation to historic obstacles to accessibility and entry requirements (CICan, 

2019). Thus, Yukon College, by being a CICan signatory institution, agrees to: 

1. Commit to making Indigenous education a priority, 

2. Ensure governance structures recognize and respect Indigenous peoples, and 

3. Implement intellectual and cultural traditions of Indigenous peoples through 

curriculum and learning approaches relevant to learners and communities. 

Various groups of elite academic professionals all agreed on the theme of Indigenous 

education opportunity. The theme of Indigenous education opportunity is also linked to the 

market. 

 Market view 

McDowell Group consulting completed the Yukon College Socioeconomic Profile (2016) 

report which looked at the broader and long-term socioeconomic impacts of Yukon 
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College. This report captured the First Nations educational opportunity with market 

connections: 

Yukon First Nations and territorial agencies benefit from employees with training 

specific to the governance challenges of Yukon, including specialized governance 

and service delivery training through the Northern Institute of Social Justice and 

state-of-the-art mining and heavy industrial training through the Centre for 

Northern Innovation in Mining (p.2). 

The McDowell Group report highlighted how at Yukon College “First Nations students 

made up 37 percent of full-time students” that then could engage in the labour market 

which is much higher than the percentage of Indigenous population in the Yukon Territory 

(p.12). For example, the report went on to show how inclusive the college was with First 

Nations: 

The College also prepares students for work in First Nations and territorial 

governance, health care, teaching, and myriad other needed professions (p.26). 

One example of Yukon College putting this inclusive policy into practice is the Yukon 

First Nations Core Competency (YFN 101): 

Yukon College is phasing in a requirement that all students and employees have a 

fundamental understanding of six key aspects of Yukon First Nations: history, 

heritage and culture, governance, residential schools, contemporary topics, and 

world views. As of April 2015, 93 percent of permanent and term College 

employees had achieved this core competency (McDowell Group, p.12). 

In addition, the Yukon College Socioeconomic Profile report emphasized Yukon College’s 

Centre for Innovation and Mining (CNIM) as it: 

…plays an important role as a venue for constructive dialogue and relationships 

between Yukon First Nations and heavy industry (p.34). 

This last extract, while showing Indigenous recognition by Yukon College, also seems to 

put a high value for dialogue in education that is economically focused such as in heavy 

industry. 
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However, these previously highlighted transformative opportunities (McDowell Group, 

2016, p.2) from a Yukon College context may not be available for graduating NABEP 

students within higher education overall. For example, the 2016 NABEP Evaluation Final 

Report from CanNor also revealed the lack of preparedness students had to enter the labour 

market: 

Interviewed students said they believed they needed additional education before 

they could get the jobs they were hoping for (5.1). 

This quotation from CanNor contradicts previous citations suggesting that government, 

academic professionals and the market had inclusive Indigenous education opportunity 

policies, thus indicating that these inclusive policies are not reaching the rural Indigenous 

populations. 

Overall findings at the meso level  

Overall, at the meso level, including the government, college, labour market and First 

Nations, voices converged on the crucial point of Indigenous educational opportunities. 

However, although there was clear evidence of some Indigenous educational opportunities, 

for NABEP students it was limited to only lower academic and employment arenas. While 

advanced educational opportunity may be accessible at Yukon College’s main campus for 

Indigenous students in university level courses, there is limited evidence that they trickled 

down to the rural communities hosting NABEP access programs. Furthermore, Nussbaum 

(2006) points out that current education systems do not focus enough on developing 

students’ critical abilities. Therefore, it is important to explore how macro-level policies 

trickle down to student social mobility at the micro levels. It is essential to explore how 

macro-level policies affect student social mobility via curriculum content. 
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5.3.3 Data reflecting NABEP student interests at the micro level 

Introduction to micro-level findings 

This last data results segment shows how the NABEP evaluation via the 2016 NABE 

Student Outcomes Final Report and CanNor reports revealed student views on Indigenous 

employment opportunities. Evaluation results also contain the views of non-students, such 

as instructors, who wish to have a voice in shaping student identities. As outlined in the 

methods section, actors were chosen via the triangle of cooperation, but as such, they can 

also be extended to include other higher education actors such college instructors and 

students (Ashwin, Abbas and McLean, 2015) (See Table 5.1 reproduced from methods 

section). This thematically-analyzed data relates to the micro level because micro-level 

NABEP evaluation reports were examined and guided by the inductive ‘bottom-up’ data-

driven method to data collection. Three different actors’ views are captured via excerpts 

from four separate NABEP documents (CanNor, 2016; Fortin and Blottner 2016; 2011-

2016 NABEP data set; Fortin and Blottner 2016; Fortin, 2017) chosen for their ability to 

reflect student, instructor, and industry views on NABEP via survey methods (See Table 

5.3). The majority show limited student employment opportunities are evident from 

systematic analysis and are trustworthy perspectives in characterizing what was in whole 

documents or whole data sets. For example, 19 out of 26 different representative excerpts 

shown in this section revealed NABEP offered limited advanced employment 

opportunities.  

Table 5.3 Secondary sources from which I analyzed micro level data pertaining 

to students and instructors  

Government: CanNor 

(CanNor, 2016) 

Academic Professionals: Yukon College Faculty  

(Fortin and Blottner 2016) 

Market: Individual NABEP Students  

(2011-2016 NABEP data set; Fortin and Blottner 2016; 

Fortin, 2017)  
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These actors and their excerpts were chosen because they are representative of the key 

players at the micro level that influence what is delivered in the classroom. Through 

thematic analysis, statements were analyzed for the range of perspectives and that the 

quotations provided capture the most strongly apparent perspectives. 

Main theme: Indigenous employment opportunities  

My data findings suggests that Indigenous NABEP students lacked employment 

opportunities. Hence, there were limited opportunities that would even allow students to 

participate at a high level in the neo-liberal society which the program pertained to be a 

part of. In the NABEP evaluation report, CanNor framed the terms of analysis which, as 

stated in Chapter 1, was driven by a neo-liberal and white educational agenda. It was 

claimed that there should be: 

“…three measures of the success of the NABE program…whether students, found 

employment, went on to further education, and were utilizing the skills from their 

course” (Fortin and Blottner 2016, p.16).  

This illustrates how indicators of success were solely based on mainstream framing of 

educational success. Hence, there was no space given to the evaluation of the program 

according to Indigenous values. Indigenous values as shown in the previous macro section 

included cultural and political importance versus merely economic. The macro-level 2016 

CanNor report was directly commissioned by the federal government and thus was framed 

in those economic values, and while the 2016 NABEP Student Outcome Report was 

commissioned by Yukon College it was still based on the evaluation matrix set by the 

federal government (See Appendix B). 

Furthermore, there was substantial evidence from the survey of students that they 

themselves saw NABEP courses as being about jobs in the mainstream economy and they 

were not particularly impressed with the range of courses or employment opportunities that 

would open in their community. The 2016 NABEP Student Outcomes Report showed that 

18% of students (p.10) joined the program because they wanted a career in that area. The 

reason why Indigenous NABEP students were not more clearly pointing out that there were 
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insufficient Indigenous values, pedagogies and curricula could be that the program and 

thus the survey questions were economically framed.  

Out of the 13 student quotes that relate to the issue discussed in this section, regarding 

employment and academic opportunity, 10 citations expressed challenges versus 

successes. These subjective results are consistent with quantitative results stating that only 

37% of students said NABEP helped them get a job and 13% reported and were currently 

enrolled in college or university after the program indicating that they needed further 

education in order to get employment (Fortin and Blottner, 2016). Extracts were chosen 

through open coding and a thematic analysis as described in the Chapter 4 Methods. For 

example, open coding captured extracts reflecting repeated themes including future 

employment/education and course/personal challenges which I then grouped together in 

NVivo. For example, one student who had little optimism about local employment 

opportunities said:  

I heard that there weren’t many options for classes. I had only worked casual jobs 

before. I never had a full-time permanent job and I basically relied on Social 

Assistance.  

These students acknowledged the limited opportunities in the community: 

Finding work in my community is hard.  

Seven students voiced apprehension that while they gained skills, there was not sufficient 

local commerce with existing services related to their training. While it may appear 

students only think of educational intuitions providing economy-focused courses, and it 

may even be that they want them to be like this, there was limited academic options made 

available to them at the time. Thus, the evaluators most likely went on the economic 

framework track as set by the priorities in the evaluation framework and work-focused 

curriculum.  
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A consistent theme from the data was the deficiency of existing employment opportunities 

in the rural communities. These local employment and economic challenges are also 

highlighted in CanNor’s 2016 NABEP Evaluation Final Report:  

Although there is no requirement that the NABEP be linked to industry-driven 

demand, there is a risk that, without a concrete link with the labour market, 

individuals will remain stuck in the "pre-employability cycle" of training, failing to 

find a job, and going back to training (3.5).  

Career and skills development are only one part of the solution, “Economic and community 

development must go hand in hand in order to ensure that jobs are available for students” 

(Fortin and Blottner, 2016, p.23). What seems to be missing is a clear plan to provide jobs 

relating to local Indigenous needs and community developed economic activity. 

Furthermore, education qualifications must also be linked to the labour market. If education 

credentials are not connected to advanced employment opportunities, options to progress 

are limited. The following student comments from the NABE student survey highlighted 

the barriers faced without higher learning:  

I did get a small raise at my work. But I need to get my math 030 to continue which 

I really want to do. This is holding me back. 

I work at the daycare Auxiliary on-call. I needed my level 1. 

This excerpt is an example of how even on its own terms as a labour market focused 

program, the courses did not particularly succeed as 61% of students reported that “NABEP 

did not help me get a job” (Fortin and Blottner, 2016, p.18). 

The analysis of the curriculum at the meso level, which captured the whole program of 

courses with the topics offered and in which rural communities they were delivered, helps 

to frame the background context of this section (See Figure 5.1). Although First Nations 

through PACFNI did have a say in which courses were to be delivered in their community, 

they were limited to the type of courses Yukon College had, the expertise to deliver and 

the type of content CanNor was able to fund in the program proposals coming from Yukon 

College.  
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Graduation qualifications need to be firmly tied to the payoffs of advanced education with 

government involvement. Yukon College NABEP courses had no entrance requirements 

and credits were non-transferable. Although other colleges with comparable programs 

normally have admission tests, Yukon College decided not to test applicants in the rural 

communities. While eliminating entrance requirements could have been an attempt to 

eliminate educational entrance obstacles and be inclusive of First Nations, it also negatively 

affected opportunities to ladder up academically. However, the evaluation that became the 

most challenging for NABEP students was that their program was only awarded non-

transferable credits, effectively denying any academic progression and employment 

options. Looking at CanNor and Yukon College evaluation frameworks, only non-credit, 

non-transferable basic math (about grade 8 level) was mentioned in NABEP local 

evaluation, thus limiting their access to new opportunities (see Appendix C).  

NABEP’s local evaluation (see Appendix C) only has ‘meets’, ‘fails to meet’ and ‘exceeds 

minimum requirements’: 

Graduation Requirements:  

FM-fails to meet minimum 

requirements 

MM-meets minimum 

requirements 

EM-exceeds minimum 

requirements 

Although this point is not complete evidence of limiting access to knowledge, but it is an 

indicator of limiting access to knowledge and this apparent when you look at the type of 

knowledge that NABEP offered. It is evidence that strong academic standards were not set 

as the top priority. These types of vague graduation requirements are not transferable to 

university-level courses, such as a letter grade backed by a percentage score that can be 

used to calculate a grade point average (GPA). For example, Yukon College’s Academic 

Regulations and Procedures (2018) use a grade point value system for transferable credits: 
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Figure 5.2 Yukon College Academic Regulations and Procedures (2018) 

 

NABEP Skills for Employment programs offered 15 credits upon graduation that did not 

transfer anywhere else or ladder to advanced academic programs. Transferable credits need 

to be firmly linked to the remunerations of academic prospects and political power 

controlled by the Canadian state (Tan, 2010). These types of evaluations revealed that 

NABEP students had limited academic options due to the strong barriers regarding 

transferable credits. Furthermore, at the micro level the NABEP survey showed 71% of:  

partners and instructors were most likely to note that the biggest limitation of the 

format is that it does not meet the need for upgrading (Fortin and Blottner, 2016, 

p.20).  

In addition, if the graduate’s credentials are not recognized and credits cannot be 

transferred, this can limit employability. In the last NABEP year extension 2016/2017, of 

which close to 100% of students self-identified as First Nation, “…only 23% of NABE 

students reported that they were employed or had been employed since participating in 

NABE” and only 8% said NABEP helped them get a job (Fortin 2017, p.15). Moreover, 

the next reference from CanNor’s Evaluation Final Report, is a stimulating sample of 

NABEP training level for students that did not offer higher-level education opportunities 

from an industry perspective: 
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The main challenges cited by the industry representatives in terms of sustainable 

employment were literacy and numeracy. One industry representative specifically 

mentioned critical thinking and problem-solving skills as specific challenges facing 

new hires (5.1). 

The data sets revealed that after the first five years (2011-2016) of NABEP, 74% of 

graduates were employed and 52% went on to further education (Fortin and Blottner, 

2016). As previously mentioned, the survey also exposed, however, that 61% of graduates 

said that NABE did not help them get a job. Still, some former students from the NABEP 

survey were able to connect to the labour market: 

I am currently on a temporary contract with my First Nation doing finance and my 

sisters and I are thinking about starting an accounting business.  

Changed my life. I love the work and want to do more. I am working at Minto and 

use my skills every day. 

I am now working for justice department in an admin role 3 days a week. I started 

May of last year. It gave me more confidence in work and my computer skills. 

Statements from college staff in the CanNor NABEP Evaluation Final Report also reflect 

some students’ success in finding employment: 

All of the college representatives interviewed said that the NABEP had improved 

students' ability to participate in the labour market (5.1).  

…a major benefit of the NABEP courses was the opportunity for adult learners to 

experience success in the classroom, which boosted their self-confidence and their 

own perceptions of their ability to find a job after completing the course (5.1). 

However, these examples of students connecting to the labour market long-term were in 

the minority. In addition, math courses offered through NABEP did not link with the 

requirements allowing access to further education and were mainly focused on workplace 

skills. Prospects for students to progress to higher level programs were very limited, with 

no rigid assessment framework, and although the math provided was linked to workplace 

numeracy, there were no minimum mathematical achievement benchmarks to gain access 

to further academic programs (Fortin and Blottner, 2016). The NABEP student survey 
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revealed strong framing as the program did not go into very much depth on the topics 

covered and had academic limitations: 

More time to cover everything especially the book work. I really wanted to finish 

all three math books but did not have the time to finish. 

It could have touched more different things. It was very, very basic, like how to 

turn on a computer. I had to continue to remind myself it was just an intro course 

but a lot of it was too basic for me. 

Too quick. Sampled a lot of topics but didn't get to dive deep or use it much. 

The pupils described challenges with math and basic literacy and were apprehensive about 

educational institutions, while having limited stability in their lives (Fortin and Blottner, 

2016). Other student responses highlight the need for math when commenting on what was 

done in the course:  

I would still like to do my math 10 and figure out carpentry. 

I am trying really hard to finish math 030 so I can get my GED and take more 

courses. 

However, Indigenous accessibility to NABEP from the student’s perspective is 

demonstrated via the CanNor 2016 NABEP Evaluation Final Report:  

The qualitative data from interviews with adult students confirm that ABE courses 

are available in their communities: adult students who were interviewed for this 

evaluation found it easy to register for ABE activities in their communities (4.1).  

This excerpt shows there was availability of NABEP courses in the communities, but the 

lack of critical knowledge offered reinforced barriers that prevented students from 

advancing in social mobility. Furthermore, although 93% of students identified as First 

Nation only 2% said the program’s curriculum made them feel closer to their culture 

(Fortin and Blottner, 2016). Qualitative questions regarding cultural recognition were not 

included in the student survey but in general: 

A few students felt that the course could include a little more of the local culture 

(Fortin and Blottner, 2016, p.11) 
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However, the odd instructor who was local was able to connect with students and include 

local culture and consider the life knowledge of First Nation residents (Fortin and Blottner, 

2016). 

My NABEP data findings at the micro level suggested limited access to transformative 

employment opportunities connected to insufficient training for graduates’ full 

participation in the workforce and academic access. For example, instructors commented 

that NABEP learning outcomes did not ladder up to academic opportunities, further 

reinforcing an unjust colonial employment hierarchy. Underprivileged communities are 

routinely denied access to advanced courses, preventing pupil admission to concepts of 

disciplinary knowledge (Wheelahan, 2007; Sarseke, 2018). CanNor’s own reports 

highlighted that: 

Industry representatives found NABEP graduates to be prepared for entry-level 

positions, but that they would not be able to move up in the company without 

further training and education. Industry representatives also cited several areas 

where NABEP graduates were insufficiently prepared for the workplace (CanNor, 

2016, 5.3). 

NABEP students only received basic knowledge for the daily workplace and lower entry 

positions instead of critical knowledge, thus negatively influencing social mobility and 

limiting opportunities for student accessing advanced employment. 

Overall findings at the micro level 

Additional micro-level NABEP consultation of Indigenous needs regarding transformative 

employment and education opportunities is required. Overall, data showed how NABEP 

academic options limited graduates’ full abilities to connect with the labour market and 

advanced academic options via non-transferable credits. Furthermore, there was limited 

Indigenous cultural recognition at the micro level. The titles of courses (curriculum) for 

the whole program as stated in Figure 5.1 at the meso level are Western focused and 

marginalize Indigenous perspectives. In this context, it opens the potential to make the case 

that the views on Indigenous education are contradicted at the meso level in terms of what 



 

124 

gets designed and implemented for the micro level. The evaluation for the program and its 

framing is influenced by the design of the courses which fit mostly with a Western lens on 

employability. Furthermore, Indigenous perspectives that value humankind’s important 

spiritual connection to nature is marginalized over Western economic framing of nature as 

a resource to be bought and sold. In the following Chapter 6, I apply my theoretical 

framework to broaden the overall understanding and offer various perceptions into the 

findings. 

5.4 Conclusion 

This section presented my findings, highlighting conflicting interests dominated by the 

federal government toward economic development between the nation state, education 

development organizations, and global institutions (macro-level). In addition, actors at the 

meso level revealed inclusive policy values for Indigenous education. However, that did 

not translate to NABEP students in the rural communities and thus, those limited 

opportunities trickled down to NABEP students at the micro-level. Overall, I noted a 

misalignment in employment and educational opportunities between the classroom level 

and what was stated at the institutional and government levels. Next, in Chapter 6, I apply 

my theoretical framework to my findings. 
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Chapter 6.  
 
Theoretical Analysis 

Indigenous peoples have the right to self-determination. By virtue of that right they 

freely determine their political status and freely pursue their economic, social and 

cultural development. 

— UNDRIP - Article 3 

6.1 Introduction  

This chapter presents what I believe is a helpful theoretical description of my findings 

which focus on how to increase social justice in education for Indigenous students. I 

suggest that by combining aspects of Nancy Fraser’s 3 Rs decolonization approach (2008) 

with Bernstein’s concepts of classifications and framings (2000), new understandings and 

the specificity of possible lines of action are identified to help reach the UNDRIP-Article 

3 goals stated above. I illustrate this at the micro, meso and macro levels by mapping the 

data as described in Chapter 5 onto the framework. I believe that Nancy Fraser’s 3 Rs and 

Bernstein’s concepts of classification and framing help describe the intricacies of the 

process by which Indigenous students are denied justice in education (as explained in 

Chapter 3) via colonial economic, cultural, and political barriers that have become in 

embedded in education systems and practice. My framework facilitates analysis in relation 

to, and comparison with, other forms of ABE for Indigenous populations so that regions of 

Canada or different countries can be compared.  

6.2 Nancy Fraser (2008) and Bernstein (2000) Theoretical 
Analysis Applied to the NABEP  

In Table 3.1, previously introduced in Chapter 3, I describe the overarching questions that 

illustrate how I have used an analysis of classifications and framings as conceptualised by 

Bernstein (2000). The answers to the questions indicate how high-level policies of 
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contradictory tendencies and the process of setting up, funding, organizing, and teaching 

of the NABEP increased or limited access to Fraser’s (2008) 3 Rs at different levels. As 

described in previously in Chapter 3, in considering the wider process of decolonizing or 

not, academic institutions can be assessed in the context of whether there are increasing 

indications of social justice through access to Nancy Fraser’s 3 Rs concepts: redistribution 

(economic), recognition (cultural), and representation (political) (Fraser, 2008). This can 

be understood by exploring what mechanisms make up the field of education or educational 

policy being examined through Bernstein’s classification and framing (Bernstein, 2000). 

Fraser’s (2008) framework is helpful in identifying and challenging wide economic, 

cultural, and political injustices brought on by colonization, but Bernstein’s (2000) 

theoretical tools of classifications and framings are more accurate in describing the precise 

process and practices in western educational institutions that become barriers for 

Indigenous students to access Fraser’s 3 Rs (See Table 3.1) although, these two approaches 

have different areas of focus, they don’t contradict each other but rather complement each 

other towards achieving social justice objectives. 
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Table 3.1 Nancy Fraser and Bernstein Combined Theory Applied to NABEP 

 

 

 

 

 

 

Fraser 

 

 

     Bernstein 

Macro Meso Micro 

Classification 

Framing 

Redistribution: 

Is there any 

evidence that 

there is a 

redistribution of 

economically 

valuable 

resources? 

Do classifications and 

framings in national 

policy documents 

indicate any intention 

to redistribute 

economically valuable 

resources to 

Indigenous people? 

Do classifications and 

framings at the 

organizational level 

indicate any intention 

to redistribute 

economically valuable 

resources? 

Do classifications and 

framings in the survey 

data indicate that 

economic resources 

have or will be 

redistributed to 

Indigenous students or 

teachers? 

Recognition: 

Are Indigenous 

values and 

peoples 

recognized in 

relation to 

NABEP?  

Do classifications and 

framings in national 

and international level 

policy documents 

indicate a recognition 

of Indigenous people, 

their values and/or 

interests? 

Do classifications and 

framings in 

organizational level 

policy documents 

indicate a recognition 

of Indigenous people 

and values?  

Do classifications and 

framings in the survey 

data indicate a 

recognition of 

Indigenous people and 

values? 

Representation: 

Are indigenous 

people and their 

values 

represented in 

the creation, 

teaching, 

management of 

NABEP?  

Do classifications and 

framings in the 

national and 

international level 

policy documents 

represent Indigenous 

people and their 

values?  

Do classifications and 

framings in the 

programme level 

documents relating to 

NABEP represent 

Indigenous people and 

their values?  

Do classifications and 

framings in the 

NABEP survey data 

represent Indigenous 

students and staff? 
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6.2.1 Description and purpose of my combined theory table (Table 
3.1) 

Across the top of Table 3.1, I have organised the Bernstein framework via the micro, meso 

and macro levels, which is common for such studies and in line with my focus on the 

different levels at which NABEP was created and enacted. The columns containing 

classification and framing pose the overarching questions that are pivotal to revealing the 

mechanisms by which inequalities and privileges are passed on. In theorizing the data, I 

have looked for strong and weak classification between phenomena at the different levels. 

These depict the strength of the boundary and the extent of the hierarchy between related 

phenomena. For example, there is strong classification between credit bearing and non-

credit bearing courses, in terms of status, and the impact is that they affect opportunities 

for graduate’s access to advanced employment. There is also a strong framing regarding 

who gets to create the curricula in the educational setting: in the case in point, outside of 

general consultations with PACFNI there were no strong evidence in the data of Indigenous 

people’s input or influence on NABEP’s rural curricula. This framing of who can do what 

controls who gets to decide what counts as valid learning.  

Fraser’s (2008) 3 Rs are depicted down the side of Table 3.1. As explained in Chapter 3, 

recognition, redistribution, and representation are critical to affecting real change for the 

decolonization of education. For example, as I go on to illustrate, the redistribution of 

resources is constrained by strong classification of Indigenous knowledge as being 

irrelevant, and Western knowledge as being relevant, to courses that give access to 

employment. Hence the redistribution of resources is only accessed via Indigenous peoples 

learning white Western knowledges for the available forms of employment. Consequently, 

the non-recognition of a knowledge and total absence of any Indigenous ways of knowing 

in courses that are designed for these populations is the strongest form of classification. 

This strong classification of Indigenous knowledge is also generated by a strong framing 

of Indigenous colleagues and specifically Indigenous knowledge bearers as being 

irrelevant as curriculum creators in courses for accessing employment at the college 

studied. A similar process can be seen in the policy documents at the college level not 
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reaching the rural areas, and in relation to those national policies which guide and fund the 

development of courses for Indigenous people. In addition, access to recognition, can be 

seen as being limited or advanced by either strong or weak classification and framing 

reflected in the documents and data that shows different levels of recognition of Indigenous 

values at the classroom, college, and state level. Finally, across the row showing access to 

representation via classification and framing, the questions that one might ask is if there 

was Indigenous representation and involvement in the classroom teaching, institutional 

practices and national policy decision regarding NABEP. For example, if strong 

classification and framing prevented Indigenous input into something like the national First 

Nation Education Act or CanNor policy documents at the macro level which shaped 

NABEP, that would constrain representation of the Indigenous knowledge in ABE for 

Indigenous populations, consequently restricting the inclusion of Indigenous values in the 

teaching and creation of NABEP. 

 

6.3 Redistribution: Macro, Meso and Micro Levels 

In this section, I will answer the questions to show the value of the analytical framework.  

6.3.1 Do classifications and framings in national policy 
documents indicate any intention to redistribute 
economically valuable resources to Indigenous people? 

Whilst I analyzed documents from three groups of policy bodies at the macro level, there 

is a strong classification between policy bodies that have the power to make policy that 

compels the education to enact it and the only group that can do this is the one representing 

the Canadian Government. The policy documents representing education development and 

global institutions are on the outside of this ability and vying for influence, thus creating a 

classification hierarchy. Therefore, regarding establishing strong classification and 

framing, there is only the government that has the power to redistribute. Most of this section 
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on redistribution is about government policy documents and who controls the policy, as 

these documents can help us understand redistribution. For example, if evidence of NGO 

perspectives is not seen in government documents, then they have not had much impact.  

My analysis shows that at the macro level of federal government policy, knowledges that 

would consider people’s educational needs beyond the economic, such as personal success 

as stated on page 100, are classified as relevant but are strongly insulated from the needs 

of the economy which is hierarchically positioned as the most important force in defining 

what an individual’s and the country’s needs are. This is indicated by the government’s 

stated purpose and definition of ABE access programs from my NABEP findings in 

Chapter 5, section 5.3.1, with the federal government’s role to make ABE responsive to 

labour market needs. Hence, the education system from the federal government’s 

perspective is positioned as primarily serving the economy. A weaker classification 

between economic needs and the knowledge that serves the economy and the knowledges 

that underpin Indigenous communities and cultures would be needed if Indigenous values 

and knowledges were to become relevant to setting the educational agenda and the 

direction of Canadian society. This is largely because for now Indigenous education and 

knowledge is only seen as being about well-being and has no status with reference to the 

economy. For example, in section 5.3.1, there were very few references to how Indigenous 

needs would be important in driving NABEP courses, creating very strong framing for the 

syllabi of these courses (including employment skills as defined by Western Capitalist 

businesses and limiting any room for change driven by Indigenous agendas and any 

knowledge, they have developed that might be considered as valid in driving forward 

Canada’s interests). The only exception to this is that the government did claim to advocate 

for aboriginal interests and partnerships, but this is only done in the context of leveraging 

investments and resource extraction, as displayed on page 96, hence confirming the 

dominance of economic priorities over empowering other aspects of Indigenous 

communities, knowledge, and values. In addition, there is no reference by the federal 

government to any damage that might be done to Indigenous peoples or others by pursing 

economic priorities and no sense that Indigenous people will be empowered to represent 
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their own interests. The presence of one knowledge and not the other, strongly classifies 

white Western knowledge as working towards economic colonization of the mind and that 

Indigenous culture is not relevant to the economy.  

As is shown on page 93, section 5.3.1, the focus of the majority of NABEP courses 

prioritized by the federal government in the macro level documents, indicated that they 

classified the low value entry-level skills for the workplace as the most relevant knowledge 

and framed the economically poorer and Indigenous students as only entitled to and 

suitable for this type of knowledge and course. Again, the strong classification of what 

knowledge is suitable and what knowledge is not marked by the absence of reference to 

other options. Furthermore, section 5.3.2, confirmed it was a requirement for NABEP 

courses to be aligned with macro-level economic priorities at the state level. Most 

importantly, the strong framing described on page 107, aligned NABEP (and the 

educational agents who will enact these policies) with Government of Canada priorities to 

help remote communities get basic skills for the marketplace. In addition, section 5.3.1 on 

pages 95-96 demonstrated that the federal government strongly frames educational content 

around resource extraction by connecting it with activities between mining partnerships 

and thus ensuring industry relevant courses that are associated with entry level jobs 

(CanNor 2016). The absence of other more highly valued forms of knowledge that would 

be suitable for career progression (much of which would have been strongly and 

hierarchically related to what was accessible) frames the students as learners who are not 

capable or deserving of other knowledge or curricula. These classifications and framings 

which pair students and curricula and workplaces in low status entry-level jobs are also 

confirmed in CanNor’s 2016 NABEP Evaluation Final Report which clearly stated that 

NABEP’s purpose was to offer Indigenous people only basic skills mandatory for the 

labour market. So Indigenous students as high-status people who can be bearers of highly 

valued labour market positions and as bearers (teachers and learners) of Indigenous culture, 

knowledge and education is not part of any classification system by the federal 

government. As the analysis in Chapter 5 section 5.3.3, page 120 shows, the education 
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provided did not meet the need for upgrading and could only be applied to entry-level job 

training courses.  

The analysis presented in section 5.3.1, shows how the state pushes for an economic 

efficiency position, while in contrast, educational development organizations, such as the 

Canadian Council on Learning (CCL), called for more holistic perspectives to Indigenous 

education from an Indigenous rights position beyond training for entry-level jobs, thus 

pushing for weaker classification and framing to make room for change. On page 100, they 

also highlighted how Indigenous groups needed to be consulted as equal partners in 

curriculum development. CanNor’s priority of focusing on training for entry-level jobs 

falls short of a holistic approach, thus denying access to long-term sustainable employment 

and limiting NABEP students’ access to social mobility. In addition, although global 

institutions agreed with the importance of education for the labour market, they also pushed 

for Indigenous education frameworks that were not limited to economic development. 

Strong classifications act as barriers to change via mechanisms such as non-inclusive 

curriculum where Indigenous holistic priorities are marginalized. Overall, nation-state 

funded NABEP training was limited for entry-level positions, thus downgrading education 

development and global institution perspectives, and creating a strongly framed hierarchy 

influenced employment with inadequate options for advancing social mobility. Finally, 

while Indigenous groups acknowledged the economic benefits of ABE on page 99, they 

challenged the strong classification and framing of it to be more holistic with culturally 

inclusivity as demonstrated on page 98. 

Summary  

This section emphasized how actors (government, institutions, Indigenous groups, 

industry, etc.) in the academic field with different values and power (as reflected in policy 

document data), had different approaches for shaping the redistribution of resources for 

Indigenous ABE and how Bernstein’s classification and framing concepts are strong tools 

to identify unjust post-secondary education redistribution mechanisms (Arnot et al., ed, 

2002; Erikson, 2009; Case, 2015). Strong boundaries were created by federal policy that 
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had the absence of high-level jobs and knowledge available to Indigenous students, framing 

NABEP rural Indigenous students as not capable for these positions and thus re-creating 

colonial inequalities. Bernstein’s mechanisms of classification and framing highlighted the 

limited Indigenous access to redistribution at the macro level by way of only offering low-

level jobs and courses. 

More specifically, NABEP data showed at the macro level, different forms of strongly 

classified knowledge redistributed unevenly across society in line with social hierarchies 

that favoured neo-liberal economic efficiency positions, such as only basic training for the 

labour market, and marginalized Indigenous redistribution input, such as more holistic 

education opportunities. Overall, as shown in Chapter 2 literature review, funding research 

has historically shown how marginalized students tend to receive only basic technical 

training while the white ruling class receive advanced critical thinking knowledge at 

universities (Bozalek, Hölscher and Zembylas, 2020). The federal government made a 

circular and impenetrable system, except perhaps at the lower levels where there might be 

space for change, albeit not at a nation-wide level. This becomes important in the following 

sections, such as at the meso level, where we can see how Bernstein’s mechanisms 

reinforce the process to access redistribution.  

6.3.2 Do classifications and framings at the organizational level 
indicate any intention to redistribute economically valuable 
resources? 

My analysis shown in section 5.3.2, revealed that across the organization levels of Yukon 

College and industry, there was a concerted effort to be inclusive of Indigenous students 

so that there could be redistribution of economically valuable resources represented in the 

inclusive wording of different policy bodies. However, these policies where not put into 

practice for NABEP students, reflecting the strong rural/urban divide and overlapping 

federal/territorial jurisdictions concerning Indigenous students. Firstly, while there was 

some evidence of weak classification and framing of advanced level courses by Yukon 

College at the meso level regarding inclusive redistribution of economically valuable 
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resources such as professional training for First Nations such as governance, health care 

and teaching on page 113, it did not extend to rural NABEP students. My analysis of the 

NABEP data revealed Yukon College meso-level documents encouraging First Nation 

access to the employment sector including professional territorial governance, mining, 

health care, and teaching positions but only for those with advanced qualifications offered 

in the city and not to the students in this study (McDowell Group 2016). Furthermore, 

Yukon College, in implementing NABEP, had the meso-level jurisdiction to modify the 

curriculum to meet students’ needs, such as a culturally-based curriculum, but their ability 

was curtailed by CanNor’s criteria that courses funded by the program must target macro-

level economic priorities. In addition, the Yukon Territory Government responsible for 

funding local education, including Yukon College, was side-lined in their own jurisdiction 

regarding having control of NABEP funding as it went directly to the college, causing 

further tension.  

Summary  

Strong classification and framing revealed the control at the meso level of what knowledge 

(Indigenous and vocational) was selected. These concepts were selected to highlight the 

connections and disjuncture’s between different actors and the rural/urban divide. This 

section showed weak classification and framing as urban institutional and industrial actors 

were for the most part inclusive for defining the direction that Indigenous ABE within 

higher education should take. However, overall, from my NABEP data findings, strong 

classification and framing for rural NABEP students offered only entry-level employment 

and training opportunities. This was apparent by Yukon College’s rural NABEP that 

limited access to inclusive policies highlighted by industry and the college in the city for 

those with advanced college level courses. Finally, conflict over educational funding 

jurisdictions between the federal and territorial governments affected programming 

outcomes, as not all policy objectives at all levels are the same.  
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6.3.3 Do classifications and framings in the survey data indicate 
that economic resources have or will be redistributed to 
Indigenous students or teachers? 

My analysis of the data in section 5.3.3 of Chapter 5, indicated that NABEP data 

demonstrated strong classification and framing of economic efficiency goals at the macro 

level by nation-state actors which had similar results trickling down at the classroom micro 

level, limiting student access to that redistribution of advanced knowledge. The data 

illustrating NABEP’s Indigenous student participation in the courses shows that they were 

involved in courses that were strongly classified as providing knowledge and skills for the 

labour market and meeting requirements for low level jobs but weakly framed in terms of 

where they fitted in academic hierarchies which meant they then provided limited options 

to succeed in advanced and sustainable employment. For example, from a document that 

evaluated the course from the government’s economic growth and efficiency standpoint, it 

was noted as a success that NABEP trained students for entry-level employment and in key 

areas of need in their local villages and labour force as stated on page 106 (CanNor, 2016). 

Indicating that the strong classifications of the relevant (low status) entry level knowledge 

was suitable for Indigenous students (who were de facto framed as only suitable for access 

to this type of knowledge). So, on the one hand this led to some successes in terms of 

students participating and passing the assessment at this level; this mapped onto the 

government’s intentions for the courses. However, on the other hand of the evaluation, 

there was evidence of insufficient training for NABEP students for full participation in the 

workforce. While federal government education policy for the general northern population 

uses language such as providing “credentials they need to excel”, on page 94, CanNor, as 

the government organization framing the educational focus for Indigenous communities, 

uses lower status language such as “basic” and “sufficient” on page 93, revealing unequal 

opportunities and hierarchical classifications that denote Indigenous groups as low status 

and low earning citizens. Furthermore, even if we accept that there must be a tie between 

economic and education policy, success will mean that classroom level graduation 

qualifications need to be firmly tied to the payoffs of advanced schooling opportunities and 

classified as something attainable for Indigenous students who, as previously discussed, 
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will have been disadvantaged by the formal education system. Low educational 

achievement in the compulsory K-12 system should not be seen as indication of their lack 

of suitability for progression. Consequently, limiting the employment payoffs tied to 

advanced education opportunities hinders Indigenous students’ opportunities in the 

transformation of the social order. My NABEP data analysis from Figure 5.1 on page 110, 

uncovered strongly classified Eurocentric curricula that offered limited academic streams 

and isolated learning segments, preventing rural NABEP students from socially and 

intellectually advancing their social mobility. This strong framing of ‘who’ gets to do 

‘what’ can also be linked to neo-liberal influenced ABE access programs that prioritize 

state economic objectives over individual needs.  

Moreover, neither CanNor’s nor Yukon College’s strong framing of the evaluation 

captured any advanced academic knowledge, only basic math related to workplace skills 

(see Appendix C). This resulted in NABEP students being trained for entry-level manual 

labour positions with limited options of crossing firm barriers into advanced professional 

fields, thus cementing current strongly classified divisions of labour. An inability to move 

beyond entry-level positions is a case in point and becomes a serious concern from a social 

justice perspective. However, a synergy was developed here, as there is no evidence from 

section 5.3.3 that the state government or classroom instructors pushed for advanced 

knowledge linked to critical thinking in NABEP access programs. Even if it is difficult, 

ABE programs should give pupils access to disciplinary knowledge because this 

knowledge allows communities to shape change (Wheelahan, 2007). The only mention of 

critical thinking was that these skills were reported missing by industry regarding NABEP 

students (page 121). 

Two strongly classified main areas of achievement for NABEP at the micro level included 

employment and further education. Firstly, the data sets revealed that after finishing 

NABEP 74% of NABE students were employed and 52% continued further education, but 

these stats are not based on real valuable criteria as NABEP survey results also showed 

61% of NABE students had similar employment and academic statistics when entering the 

program (Fortin and Blottner, 2016). Secondly, this reveals the limited local employment 
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opportunities available to rural NABEP students, thus reflecting the strong framing that 

limited further redistribution of economically valuable resources. There was evidence 

(page 117) of students who voiced their apprehension that while they gained skills, there 

was not enough local commerce with existing services related to their training (CanNor, 

2016; Fortin and Blottner, 2016). In addition, most jobs that NABEP students did receive 

were entry level jobs such as janitor, labourer or secretary positions (CanNor, 2016). 

Further evidence of strong framing, limiting job opportunity that resulted from NABEP 

came from the student survey question that claimed students were gaining confidence but 

were not having the work opportunities to practice their skills. As reflected on page 118, 

there were a few positive responses to questions about gaining new opportunities, but they 

were related to students who already had employment and so their current standing was 

not advanced directly by NABEP. The student survey revealed that NABEP did not help 

most students gain new jobs, as the students who already had jobs before NABEP simply 

returned to them, albeit in a better capacity, while for most these were often entry-level 

positions with little opportunity for advancement without further education or training as 

demonstrated on page 123 (CanNor, 2016). Strong classification reflected insufficient 

training for NABEP students for full participation in the workforce. Although, from the 

Government’s economic efficiency perspective, there was a push for connecting students 

to the labour market for the redistribution of economic resources as exposed on page 118, 

but those positions and efforts would be at the bottom rung of the market hierarchy.  

In addition, at the micro level, NABEP strong classification and framing illustrated on 

pages 119-123 via non-transferable credits and non-academic criteria created the way that 

benchmarks were generated and met. This strong framing of the curricula dictated whose 

knowledge was distributed and how it was distributed, thus shaping the academic field 

limiting Indigenous student access to economically valuable resources. 

Summary  

NABEP students only received strongly classified and framed very basic knowledge for 

the daily workplace and lower entry employment positions instead of knowledge that 
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would help them ladder up, thus negatively influencing social mobility and limiting 

opportunities for student transformation and social change. Examples of this are NABE 

Skills for Employment programs that excluded vital transferable math requirements and 

did not ladder up to advanced education opportunities thereby creating graduates for only 

entry-level employment.  

Through applying Bernsteinian questions, I highlighted how NABEP strong classification 

and framing shaped the redistribution to resources by the federal government, college, and 

instructors at the micro levels. The framework behind NABEP’s overall structure, through 

Fraser (2008) and Bernstein’s (2000) combined theoretical framework, revealed certain 

evaluations and math opportunities that shaped the social hierarchy to the disadvantage of 

rural Indigenous students. Finally, my data analysis of NABEP calls attention to the need 

to have more inclusive redistribution of valuable resources for Indigenous communities to 

create a more just educational system in Canada and achieving UNDRIP Article 3. 

6.4 Recognition: Macro, Meso and Micro Levels 

In this section, I will go across the middle section of Table 3.1 applying my theoretical 

concept to my NABEP data results.   

6.4.1 Do classifications and framings in national and international 
level policy documents indicate a recognition of Indigenous 
people, their values and/or interests? 

To be recognized is to have Indigenous people’s values, rights and or interests represented. 

My analysis as presented in section 5.3.1 of Chapter 5, indicates that the macro level, 

national and international policy documents revealed that there was a slightly weaker 

classification in terms of the recognition of Indigenous groups in policy documents via the 

UN recognizing Indigenous rights. Example of this, is the OECD pushing for more holistic 

educational frameworks and Indigenous groups such as AFN and FNEC advocating for the 

importance of recognizing Indigenous culture. However, in recognizing and classifying 
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this form of education as not important to the economic development of Canada and 

Indigenous populations in government documents is striking. Documents prioritizing 

education for pre-defined economic objectives symbolize and classify Indigenous 

priorities, cultures, knowledges, and opinions on what brings economic security and well-

being as irrelevant. Though there was some strong NABEP framing of the curricula 

recognizing cultural methods of Indigenous stories and language through the Nunavut 

Territory (an area not covered by this study) with a majority Indigenous population, as 

shown on page 93, this was not the case for the Yukon Territory with a minority Indigenous 

population where the strong framing of the curricula largely did not recognize Indigenous 

culture. The implications of this is that while recognition of Indigenous people is present 

in global policy documents such as UNDRIP, it is not the priority in federal policy 

documents which are behind the funding of NABEP-related education and thus ultimately 

shape the overall type of programming that is seen at the classroom level in these areas 

where Indigenous people are significant minorities (around 24% of the Yukon Territory 

population-2016 Census-Yukon) but are not represented enough in powerful arenas. Thus, 

where Indigenous people are not the majority, the strong classifications related to them 

trickle down from the state level to generate a strong economic framing at the classroom 

level, effectively denying holistic recognition of Indigenous interests. The marginalization 

of Indigenous culture in education has been well documented by the Royal Commission 

on Aboriginal Peoples (1996) across Canada. Moving towards a weaker classification at 

the macro level that was more inclusive of international policies, recognizing Indigenous 

people such as ratifying UNDRIP, should push federal governments to not only make 

verbal promises for change but to also recognize cultural and other Indigenous priorities 

so they materialize into actions. Perhaps some form of accountability with organizations 

that genuinely embody the diversity of the population would be helpful here.  

Summary 

A misalignment of priorities regarding the recognition of Indigenous people was seen 

between the Canadian federal government and global organizations. For example, 

UNDRIP Articles call for the state in conjunction with Indigenous groups to take effective 



 

140 

measures to recognize Indigenous methods in education by developing and protecting 

Indigenous rights. However, the language around education in government policy 

documents at the macro level appears to side-line issues around recognizing Indigenous 

knowledge and rights by putting economic goals front and centre. 

6.4.2 Do classifications and framings in organizational level policy 
documents indicate a recognition of Indigenous people and 
values? 

Analyzing my main findings at the meso level, as offered in section 5.3.2 of Chapter 5, via 

organizational policy documents related to NABEP, showed that while there was a weaker 

classification through Yukon Government, Yukon College strategic goals, CICAN 

protocol and the Yukon First Nation (YFN) 101 course recognizing Indigenous culture, 

strong classification by CanNor and Yukon College’s McDowell Group report prioritized 

economic objectives over recognizing holistic Indigenous values. The prioritizing of 

economic objectives over recognizing a variety of Indigenous values was revealed in the 

strong framing of NABEP curriculum and course topics towards labour market demands 

seen on page 110. For example, out of the 45 NABEP course offerings, only one course 

was culture related, while the majority were applicable to industry. Furthermore, the basic 

training provided to NABEP students would limit them to only entry-level positions as 

supported on page 114. The implications of not implementing the recognition of 

Indigenous culture and values in educational programming through the strong 

classification and framing of ruling elite values creates a continued form of assimilation 

into Western colonial and capitalist frameworks that deny any alternative Indigenous 

priorities. 

Summary 

My analysis at the meso level showed that while there was some weak classification 

through promises for recognizing Indigenous knowledge and way of being from the 

territory government and Yukon College, there was limited evidence of these goals being 

implemented outside the YFN 101 course and almost non-existent regarding NABEP. The 
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implication of this is that there still is a strong classification through strong framing of 

euro-centric courses supported by the federal government that are still being offered to 

Indigenous communities, that create barriers for culturally inclusive curriculum to be 

implemented. Thus, there was virtually almost no Indigenous-led content and methods 

visible in NABEP. As a result, there appears to be a different priority between what is 

stated in Yukon Government and Yukon College policies and what was offered to federally 

funded NABEP students regarding recognizing Indigenous educational rights. 

6.4.3 Do classifications and framings in the survey data indicate a 
recognition of Indigenous people and values? 

Analysing my main findings via micro-level documents and student’s perspectives related 

to NABEP as displayed in section 5.3.3 of Chapter 5, exposed some weak classification in 

some students being recognized as gaining Indigenous employment opportunities. Still, 

evidence on page 118 indicated the vast majority of NABEP students were strongly 

classified toward being reduced to fit into Western economic framework needs and not 

recognized as needing something different to fit Indigenous needs. The strong 

classification and framing toward Western economic needs prevented the offerings of 

knowledge and training to make transformational change. The recognition of Indigenous 

values was marginalized via strong framing of NABEP curriculum that only offered 

training for entry level positions, non-transferable credits, limited academic options, and 

lacking Indigenous cultural content. In addition, as can be demonstrated on page 116, 

CanNor recognized only narrow Western values of assessment and success, such as 

employment and further education statistics, thereby ostracizing any cultural objectives 

Indigenous students may have had. This scenario is supported by only 2% of NABEP 

students reporting that the program brought them closer to their culture as presented on 

page 122. The consequence of this is that until Indigenous values are recognized in program 

curriculum and assessments, Indigenous rights to create their own methods and content in 

education will continue to be ignored, instead of being equally recognized as Western 

educational frameworks. 
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Summary 

My analysis at the micro level showed that the weak classification of Indigenous 

recognition policies at the meso did not trickle down to the NABEP classrooms. NABEP 

classrooms remained strongly classified toward limiting advanced academic and 

employment options for Indigenous students. Outside of the student survey, Indigenous 

students had no real input into the creation and content of the NABEP and thus the 

curriculum was strongly framed and controlled by the instructors toward Western 

economic objectives of the state. The outcome of this is that Indigenous students were for 

the most part offered only education topics important to Western labour markets, thus 

denying their right to develop and bring in their own culturally relevant content as per 

inclusive polices represented at the meso and macro levels. Thus, there appears to be a 

misalignment in priorities between the Canadian Federal Government, the educational 

institutions, and Indigenous students. 

6.5 Representation: Macro, Meso and Micro Levels 

In this section, I will go across the bottom section of Table 3.1 applying my theoretical 

concept to my NABEP data results to speak to my framework.  

6.5.1 Do classifications and framings in the national and 
international level policy documents represent Indigenous 
people and their values? 

My analysis of classifications and framing representing Indigenous people and their values 

in national and international policy documents revealed some weak classifications as 

represented by UNDRIP, AFN, FNEC and CCL, in section 5.3.1 of Chapter 5. However, 

overall, Indigenous decision making at the macro level was disenfranchised by the federal 

government including CanNor and CMEC toward strongly classifying the representation 

of Indigenous education for economic purposes. As presented on page Error! Bookmark 

not defined., the federal government not properly consulting Indigenous communities 
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about changes to the First Nations Education Act (2013) is a case in point. Furthermore, 

most of the government language used toward Indigenous education presented on pages 

93-95, is most certainly strongly classified toward economic priorities. The consequence 

of this is that when Indigenous education is primarily put into a strictly labour market 

context without proper First Nations representation into the decision-making process, 

unjust neo-liberal educational frameworks continue to prevent Indigenous communities 

from building and attaining independence as outlined in UNDRIP policy documents. Such 

actions continue to block opportunities to re-address the harmful influences of colonial 

practices. Since framing is primarily about the pace and content of course deliveries, 

framing was not relevant at global and state levels. 

Summary 

Although some national and global policy documents tried to push for more inclusive 

Indigenous representation at the macro level, the position held by the Canadian federal 

government was strongly classified toward developing Indigenous education largely for 

the sole for the purpose of advancing the economy including resource extraction. The 

outcome of the nation state dominating this type of narrative has for the most part silenced 

opposing Indigenous voices who have wanted to make decisions regarding their own 

educational paths. This was specifically during the time that I studied NABEP 2012-2017, 

that interests, other than the nation state, did not have strong enough political representation 

to do so. Through analyzing how various policy documents illustrated the different levels 

of power and control to influence the direction of education, these findings showed that not 

all actors have the same power. The federal government is on top of the hierarchy 

controlling the funding decisions and the other interest groups are underneath vying for 

influence. Since federal policy has the most powerful classification and framing capacity, 

this prevents outside voices gaining power through accessing the 3 Rs. The evidence for 

this can be seen down at the micro level by looking at whose interests are reflected in the 

curriculum being taught in classrooms and NABEP’s type of curriculum and values 

appears to be reflected in government documents. 
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6.5.2 Do classifications and framings in the program-level 
documents relating to NABEP represent Indigenous people 
and their values? 

While the meso-level documents that I analyzed revealed some weak classification and 

framing, allowing some representation of Indigenous people and their interests relating to 

NABEP via the McDowell Group report, CiCan protocols, PACFINI, and BOG, as 

presented in section 5.3.2 of Chapter 5, overall, there was strong classification and framing 

to exclude rural NABEP students to be represented in the urban centre. Although 

government claims to have acknowledged Indigenous interests through Indigenous 

representatives and partnerships, as stated on pages 105, there appears to be jurisdictional 

conflict regarding NABEP at the different government levels on what priorities should be 

met but also with the context that funding is controlled at the federal level. In addition, 

Indigenous representation through the BOG and academic professionals through PACFNI 

did not appear to translate into advanced academic and employment opportunities or 

prioritizing Indigenous culture for rural NABEP students specifically. Rural Indigenous 

communities continue to be not represented enough in decision making for program 

priorities. This translates into not enough varied, advanced, and culturally inclusive course 

offerings as displayed on page 110. One example of this, and highlighted in the following 

micro level, is the selection of strongly framed non-credit courses offered to NABEP 

students without any other choices of credit courses that could help them ladder up 

academically, leading to advanced employment opportunities as demonstrated on page 

119. 

Summary 

Overall, Indigenous NABEP students in the rural communities were strongly classified to 

not get the same amount of representation in decision making or get the opportunities 

awarded to those in the urban centre with strongly framed advanced, transferable, and 

valued credit courses recognized in the labour market. In contrast, rural NABEP 

Indigenous students and staff were strongly classified toward representation for only low 

valued, entry level, academic and employment opportunities with no opportunity to ladder 
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up or create a new Indigenous-led paradigm. These limited opportunities to rural 

Indigenous communities seem to be offered as the only ones deserved, due to personal 

deficits, while ignoring inequalities due to previously biased colonial school offerings and 

frameworks. 

6.5.3 Do classifications and framings in the NABEP survey data 
represent Indigenous students and staff? 

Analyzing my data findings from the NABEP survey revealed a strong classification and 

framing towards limited representation of Indigenous students and staff as indicated in 

section 5.3.3 of Chapter 5. This was apparent in the lack of decision-making abilities 

regarding evaluations and the type of courses being offered. For example, the strong 

framing of mainstream educational success, marginalized alternative Indigenous values 

and evaluation frameworks was seen on page 116, in addition to both Appendixes B and 

C. The courses offered on page 110, were strongly framed towards narrow economic 

priorities with almost no other options for rural students, including options to bring them 

closer to their culture. For example, if NABEP offered a trades course in a community, 

everybody would have to take it, whether they wanted to or not because there was no other 

choice. Furthermore, the courses were strongly framed toward low status, as credits were 

not transferable or tied to advanced academic offerings as demonstrated on page 119, 

leading to the training not being recognized in the labour-market. This resulted in limited 

opportunity for advanced employment and education. For example, as displayed on page 

117, many students found it difficult to find employment and advance academically, 

classifying NABEP students’ decision-making opportunities as low status. Although, there 

was some weak classification as some Indigenous students reported being represented as 

employed after the program, these were either jobs the students already had previously to 

the course, or they tended to be precarious part-time positions as indicated on page 121. 

Furthermore, any weak classification represented by taking down entrance requirements 

was overshadowed by the strong framing of credits being non-transferable. Finally, there 

was no significant representation of Indigenous staff in Yukon College’s NABEP as most 

staff were non-Indigenous (See Appendix B). NABEP was strongly framed to bring in only 
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the odd instructor or course to help represent alternative Indigenous values and interests 

different from government economic priorities, ultimately marginalizing Indigenous input 

at the micro level. 

Summary  

NABEP was strongly classified and framed at the micro level to not have significant 

Indigenous representation of students and staff through decision-making opportunities 

regarding evaluations and the content of the courses. The courses were strongly framed 

towards government economic priorities that left no space for Indigenous staff and students 

to decide on or create alternative course options or evaluations. 

6.6 Conclusion 

This chapter described my theoretical description of my findings by combining aspects of 

Nancy Fraser’s 3 Rs decolonization approach (2008) with Bernstein’s concepts of 

classifications and framings (2000) via connecting the data as described in Chapter 5 onto 

my theoretical framework, at the micro, meso, and macro levels. My theoretical analysis 

revealed colonial economic, cultural, and political barriers that have become in embedded 

in NABEP resulting in the marginalization of Indigenous students. In the subsequent 

Chapter 7, I conclude with a summary, implications, and some future recommendations. 
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Chapter 7.  
 
Conclusion 

Indigenous peoples have the right to maintain, control, protect and develop their 

cultural heritage, traditional knowledge and traditional cultural expressions, as 

well as the manifestations of their sciences, technologies and cultures, including 

human and genetic resources, seeds, medicines, knowledge of the properties of 

fauna and flora, oral traditions, literatures, designs, sports and traditional games 

and visual and performing arts. They also have the right to maintain, control, 

protect and develop their intellectual property over such cultural heritage, 

traditional knowledge, and traditional cultural expressions. 

In conjunction with Indigenous peoples, States shall take effective measures to 

recognize and protect the exercise of these rights. 

— UNDRIP - Article 31 

7.1 Introduction  

The research for this thesis and data analysis was started from the perspective of how to 

increase social justice in education. In line with what is suggested in the quote from Article 

31, at the start of this chapter, I realized that broad and deep changes, that challenged the 

very foundation of knowledge generation and Canadian educational systems, were needed. 

Ultimately, such changes were not found, but through Nancy Fraser’s (2008) and Basil 

Bernstein’s (2000) theoretical frameworks, I explored how the biases in the NABEP at 

Yukon College played a role in shaping education and employment for Canada’s First 

Nations living in the north. Furthermore, by applying Bernstein’s theory I discovered that 

there were different priorities of competing actors at the macro, meso and micro levels, 

who had unequal hierarchical access to power and control of education decision making. 

Fraser’s (2008) concepts helped to focus the analysis of power and control towards the 

degree to which NABEP empowered Indigenous rights.  
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7.2 The Problem 

The thesis sought to re-frame the education and employment gap between Indigenous and 

non-Indigenous populations in Canada that portrays Indigenous populations as failing in 

mainstream education and usually presented from a perspective that blames individuals for 

deficits and failures. Using a critical analysis of the biases embedded within education that 

shape practices, curriculum, and policy, I sought to explore alternative reasons for these 

differences. It is important to carry out this type of research to identify and find ways to 

bring down barriers that re-produce inequalities. I chose to study NABEP, as an interesting 

case, as it was implemented from 2011-2016 across Canada’s three northern territories by 

the federal government, focusing on Indigenous rural communities to address employment 

and educational deficits. During that time, I was based in the Yukon Territory and was a 

Yukon College instructor/coordinator, working with NABEP but wondering why the 

program was producing only limited opportunities for rural Indigenous students. This 

experience helped me shape my research question. 

7.3 Research Question 

My research was focused on understanding Indigenous education programming on state, 

institutional, and classroom levels, and to investigate education priorities from Indigenous 

communities themselves. This research was intended to answer the main question, “Does 

the NABEP prioritize Indigenous people’s educational interests?”   

Specifically, this thesis has investigated an ABE access program based within higher 

education in Canada’s North. Using NABEP as a case to provide the data and focusing on 

analyzing the Yukon College 2016 internal NABE Student Outcomes Final Report and 

related policy documents, I was able to reveal biases in the NABEP by combining Nancy 

Fraser’s (2008) and Basil Bernstein’s (2000) concepts, both of which aim to advance social 

justice in education for disadvantaged students. These two critical models, which explore 

cultural reproduction, have been adopted in various fields globally and I have found 
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combining them useful analytically to analyze the NABEP case at Yukon College. The 

difficulty in pinpointing the roots of academic inequality can be assessed by applying these 

two frameworks to unveil macro-, meso- and micro-level tensions regarding NABEP’s 

overall educational purpose in relation to social mobility and inclusivity. This was done by 

combing Fraser’s 3 Rs concepts of redistribution, recognition and representation with 

Bernstein’s classification and framing to help me answer my main research question. 

Overall, my analysis of NABEP revealed that the courses did not prioritize Indigenous 

people’s interests but instead prioritized the economic objectives of the federal government 

that marginalized alternative voices at the macro, meso and micro levels. The program did 

not offer pathways to bring down colonial barriers by providing new economic, cultural, 

and political prospects to meet the needs of Indigenous communities. Instead, NABEP 

practices, curriculum and policies produced only limited opportunities for rural Indigenous 

students thus preventing education in fulfilling its promise, to increase social justice. 

Below, I bring together the key findings and illustrate how they support my conclusions.  

7.4 Key Findings 

Combining Fraser’s 3 Rs and Bernstein’s classification and framing 

By building on the already existing pool of knowledge in determining the roots of academic 

inequality, my thesis has contributed a novel framework by combining Fraser’s (2008) 3 

Rs and Bernstein’s (2000) classification and framing into a combined framework that 

identified barriers to Indigenous achievement in education and points the way to address 

policy for the future. Fraser’s (2008) 3 Rs provided me with a framework for an analysis 

that explored the question of limited access to redistribution, recognition, and 

representation for NABEP students, which is what was needed to happen overall for the 

program to have concretely worked towards social equality. Additionally, Bernstein’s 

(2000) concepts of classification and framing were helpful for describing the educational 

mechanisms that generated inequalities for Indigenous NABEP students and the ability of 

the program and the college to access the 3 Rs. My study illustrates how classification 
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depicts how power is generated by the strength of barriers between hierarchies of study 

fields, while framing dictates control via the pace, content and manner of instruction. For 

example, my study found there is strong classification between academic and NABEP 

vocational courses as the program only offered non-credit courses with no opportunity to 

ladder up. Thus, NABEP framings prevented student access to academic credit courses. 

The concepts of classification and framing were harnessed to give insight into limited 

NABEP students’ opportunities to access Fraser’s (2008) redistribution, recognition, and 

representation as benchmarks to measure social justice criteria in education. 

Firstly, regarding redistribution, I asked if there was any evidence that there was a 

redistribution of economically valuable resources. It was shown that at national, 

institutional and classroom levels, Indigenous communities had limited access to 

redistribution through strong classification and framing of NABEP courses toward non-

academic and entry-level job training to meet federal labour market goals. Competing 

perspectives from educational development organizations, such as the Canadian Council 

on Learning (CCL) and First Nation Education Council (FNEC), to re-imagine the 

redistribution of knowledge for more holistic purposes was marginalized. However, the 

consequences of this are not clearly visible until looking at the outputs at the micro level, 

such as low-level education and employment opportunities for Indigenous students. This 

is due to the federal government having the power to dictate funding directions that pushed 

for low status redistribution of knowledge to meet national economic needs, thus creating 

a barrier to social mobility for Indigenous students. In addition, while the data regarding 

Yukon College policy (institutional level) provided some evidence of the intent to 

redistribute educational resources to Indigenous communities by offering higher education 

courses which could lead to higher earnings, rural NABEP students were not given an 

education that would allow them access to financial or other resources far beyond what 

they already had. Since federal policy controlling precarious ABE access programs for 

Indigenous communities is a key factor in decision making, it should remain a key area of 

research, albeit change at the lower institutional level has also shown some progress such 

as inclusive protocols signed by College and Institutes Canada (CICan). 
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Secondly, concerning recognition, I asked if Indigenous values and peoples were 

recognized in relation to NABEP. My analysis showed that at all levels, there was an 

overall very strong classification in the data studied that marginalized cultural recognition 

of Indigenous people and their rights in the case of NABEP. Although, key findings via 

organizational policy documents related to NABEP showed weaker classification as Yukon 

College and various partners appeared to be inclusive of Indigenous culture, conversely, 

strong classification by CanNor and Yukon College’s McDowell Group report prioritized 

labor market demands over recognizing holistic Indigenous values. Thus, most NABEP 

students were strongly classified toward a western economic framework and not 

recognized as needing the development of any cultural alternative, therefore preventing 

access to new opportunities to advance social justice in recognizing Indigenous different 

ways of being. The education system needs to integrate Indigenous knowledge and cultures 

and think about how to move forward in a way that begins to recognize the value of doing 

what is outlined in Article 31. Thus, there is value in the 3 Rs approach in relation to trying 

to create a world mirroring the values behind UNDRIP. 

Thirdly, regarding representation, I explored if Indigenous people and their values were 

represented in the creation, teaching, and management of NABEP? Overall, Indigenous 

decision making, by actors such as UNDRIP, AFN, and FNEC, was disenfranchised by the 

federal government including CanNor and CMEC toward strongly classifying Indigenous 

education for economic purposes. By the federal government focusing on a strictly labour 

market context with their political decision-making power for Indigenous students, 

opportunities to re-address the harmful influences of colonial practices were denied. 

Furthermore, my key results showed Indigenous representation through the Yukon College 

Board of Governors (BOG) and academic professionals represented by President’s 

Advisory Committee on First Nations Initiatives (PACFNI) was not enough, specifically 

for NABEP students to access advanced academic and employment opportunities and make 

a change towards NABEP’s curriculum content to be more culturally inclusive. Overall, 

the NABEP case can represent a cautionary tale of the government combining the interest 

of an Indigenous political minority with advancing economic interests that plays against 
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meeting other social justice issues through the strong classification and framing of a strictly 

economic narrative.  

Summary 

Analyzing the combination of Nancy’s (2008) 3 Rs and Bernstein’s (2000) classification 

and framing concepts shaping NABEP academic discourse and employment opportunities 

revealed the apparatus and structural inequalities faced by Indigenous students. Thus, this 

novel approach showed to be an effective way of producing important new knowledge. 

This approach highlighted NABEP evaluation marks, accreditation, work prospects and 

curriculum content which work to control social hierarchies that define access to 

redistribution, recognition, and representation. For example, at the micro level, NABEP 

did not offer any credits that could be transferred to advanced programs or credentials that 

would lead to professional designations in the employment sector. Furthermore, although 

NABEP workplace numeracy was introduced, there was no clear academic stream 

component to the Skills for Employment programs that would offer a path for students to 

achieve the minimal Grade 10 high school level of math needed to enter professional trades 

programs, offering students access to redistribution of valuable academic resources. A re-

imagined forward-looking education reflecting the values of Article 31 and in terms of 

classifications, framings and the 3 Rs would have state funding for Indigenous-led Board 

of Governors (BOG) in higher education that could fully make decisions regarding 

Indigenous taught curriculum and practices that holistically met the community’s 

economic, cultural and political needs. For example, this type of education would include 

on the land training, building Indigenous-run business and lead to holding political 

decision-making positions at all levels of government. 

My analysis of key NABEP data findings showed that the program had limited access to 

redistribution, recognition and representation that prevented NABEP graduates from 

advancing both scholastically and in the employment sector. NABEP data results revealed 

systematic outcomes limiting higher academic and employment advancement for 

Indigenous students. However, various NABEP data extracts show, from the Canadian 
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Government perspective, that the main purpose of NABEP included primarily economic 

objectives with links to engage Indigenous communities with the employment sector. The 

data also goes on to demonstrate that these economic employment targets were sometimes 

linked to resource extraction development projects in Canada’s North. Moreover, limited 

access to redistribution, recognition, and representation in the NABEP case, reveal 

curriculum content geared towards lower entry-level jobs shaping low status employment 

hierarchies for Indigenous students. 

7.5 Implications 

7.5.1 Advancing social justice in education for theory 

Value of Combining Nancy Fraser (2008) and Bernstein’s (2000) concepts 

The value of Bernstein’s (2000) classification and framing concepts was grounded in its 

central role in representing the mechanics that highlight the biases behind Nancy Fraser’s 

(2008) redistribution, recognition and representation of control and resources that either 

work toward or against building social justice in education. My analysis enabled me to 

outline the competing priorities of different actors (i.e. federal vs territory governments, 

educational organizations, industry, etc.) in the academic field that shaped access to 

redistribution, recognition and representation for rural Indigenous NABEP students. For 

example, framing affected the ‘who’ and ‘how’ of classroom content dissemination that 

displayed how the agenda in Article 31 was for the most part marginalized in being 

inclusive of Indigenous led instruction and content control. Hence, through Bernsteinian 

questions, I showed how actors in various institutions were in conflict or synergized over 

the direction of academia (Singh, 2002) and how these actors influenced the academic field. 

The contribution of this thesis to research has clearly identified a gap in the current 

literature on ABE access programs for Indigenous students offered in higher education in 

Canada’s North. My research results have added more understanding on how to address 

those problematic and engrained biased structural disadvantages blocking the advancement 
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of Indigenous students. For example, transformational change would need to allow for 

weaker classifications, such as easier mobility from vocational to academic programs and 

strong framings involving Indigenous led instruction and curriculum, instead of NABEP’s 

strongly classified non-transferable courses and strongly framed western instruction and 

content. The insights gained from this thesis support the broader understanding of the 

Indigenous education gap in Canada by clearly identifying the social structures and 

practices that purposefully or unknowingly maintain the status-quo and then offer a 

concrete way forward in addressing them.  

Furthermore, because of this research, when moving forward on investigating the success 

of Indigenous education programming, researchers can consider my analyzed data results 

when determining where to focus and how to frame their research questions by looking at 

issues such as Indigenous representation on boards of governors, Indigenous created and 

led curriculum or recognition and transferability of credits that offer opportunity for social 

mobility. My contribution to the further understanding in the field of Indigenous education 

can include new creative approaches for framing Indigenous education research problems 

in the context of unfair assessment, curriculum, and pedagogy practices as the mechanics 

behind access to redistribution, recognition, and representation, which are the key factors 

in advancing social justice and bringing down colonial barriers. 

7.5.2 Advancing social justice in education for practitioners 

The larger significance of this thesis is that it has re-framed the challenges in Indigenous 

education from focusing on failure rates by most previous research articles in this field, to 

a concrete look at the practices and educational values shaping the academic field that have 

had a strong influence on social mobility and cultural inclusion. My results suggest that 

educational practices must not only assist students’ personal development but also link to 

cultural and higher education opportunities. Similar to study results from Case (2013), 

there was almost no clear evidence for the offering of advanced academic, and employment 

opportunities to historically marginalized students in the NABEP. Moving forward, 

offering programming to Indigenous students that not only has transferable credits to ladder 
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up academically but create culturally inclusive curriculum and evaluations with Indigenous 

communities as equal partners is key. These type of suggestions for addressing social 

justice issues in education for practitioners is also supported by Mclean, Abbas and 

Ashwin’s (2013) research to examine higher education practices that guide learners in 

advanced education to be a definite style of employee and these arrangements reproduce a 

biased educational system. In addition, my suggestion for practitioners is directly in 

agreement with Wheelan’s (2007) opinion that vocational instruction should give 

apprentices access to advanced knowledge because this knowledge permits societies to 

influence change. Furthermore, Indigenous students could learn alternative ways to relate 

to strongly framed knowledge, tradition, and ethical principles that are outside the western 

classroom through land-based learning for decolonization to occur (Wildcat et al., 2014). 

For example, Canada’s Dechinta Centre for Research and Learning has a fully land-based 

university accredited Indigenous-led program. Moreover, Dechinta’s weak classification 

of interdisciplinary programs including Land and Indigenous Self-Determination: 

Introduction to Methods and Application (INLB 220) have applied these methods by 

learning to tan hides and building a sod house that can combine with the 3 Rs help to 

advance Indigenous self-determination (political), Indigenous educational capacity 

(culture) and employment opportunities (economic) in the North to generate greater justice 

as per UNDRIP Article 3. Overall, my findings are solidly in support of Lambert, Solem 

and Tani’s (2015) affirmation that for civilization to advance, it is imperative to dismantle 

practices which create Indigenous educational marginalization. Thus, it is hoped that the 

results of this research will advance past research with new and concrete approaches to 

furthering practices regarding Indigenous education in Canada. 
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7.5.3 Advancing social justice in education through policy 

Firstly, results of my analysis of NABEP data were largely like the education policies found 

in the literature review, such as Gaudry and Lorenz (2018), that echo the sentiment that 

nation-state funding for Indigenous education was and continues to be structured towards 

Indigenous marginalization and targets more towards neo-liberal socio-economic 

objectives of the state than the actual need of the Indigenous individuals and communities 

to advance themselves. Regarding NABEP, economic policy priorities were pushed by the 

state but only for entry-level jobs in the employment sector restricting space for building 

social justice opportunities. My results show how policy needs to be thought through and 

integrated at different levels – with the sound principles of Nancy Frasers 3 Rs. For 

example, my theoretical analysis shows how it can work to facilitate improvements from 

the macro to the micro by identifying access to inclusive Indigenous political 

representation including Indigenous input into national Education Acts and having 

Indigenous-led decision-making boards. Indigenous cultural recognition should be 

reflected in curriculum and economic redistribution. This should happen through access to 

credited and transferable courses that can advance social mobility. The power hierarchies 

embedded in policy around state funding for Indigenous higher education and practice need 

to be changed, as the state continues to control how and when the money is spent. For 

example, the federal government still dictates the timing of funding cycles and what type 

of programming the money can be spent on, that is outside of Indigenous control. 

Therefore, dominated by the Canadian federal government, it appears that levels all 

converged to contribute to neo-liberal educational policy frameworks that primarily 

targeted economic objectives, consequently, marginalizing the voices of other competing 

actors in the educational field with alternative priorities. Thus, future policies toward ABE 

access programs in higher education targeting Indigenous populations should focus on 

control of funding, in addition to, curriculum and practices that create opportunities to 

access redistribution, recognition, and representation to address past colonial polices. The 

importance of my research results could contribute to the improvement of Indigenous 

education by advancing Indigenous education policy towards a new holistic approach that 

addresses personal, academic, and financial needs of marginalized students.  
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Secondly, the misalignment between the macro, meso and micro levels regarding initial 

policy approaches to Indigenous education may have to do with the conflict of educational 

jurisdictions, as control over education generally lies at the territory level and may be at 

odds with federal level agencies who control funding for Indigenous higher education 

specifically. To achieve justice, an alignment at all levels is needed to remedy the unequal 

power relationships between the state and Indigenous groups that has excluded them from 

educational policy making as described in the Royal Commission on Aboriginal Peoples 

(1996). Federal policy played a role in limiting opportunities to NABEP students, thus 

reinforcing the historical and current unequal division of labour. For example, NABEP data 

showed the federal government was focused on Indigenous students for economic 

development and the local instructors highlighted a focus on student non-academic 

development. Conversely, governments from federal and territorial levels, in addition to 

local campuses should work with First Nations to achieve the re-imagined paradigm 

highlighted by UNDRIP. Thus, all levels regarding ABE access programs targeting 

Indigenous populations in advanced education should be aligned to develop a 

comprehensive understanding of students’ culture, offer advanced academic opportunities, 

and not be limited to low-level training for the labour market, to create space toward 

achieving social justice initiatives. Consequently, future education policies should 

challenge neo-liberal framing of education which simply looks to financial objectives that 

only create commercially motivated ABE access programs. 

Relationship with previous research  

This section will give a succinct summary of my research outcomes and their relationship 

to earlier research in these areas and reflect collectively about where the research literature 

is and what I have added to the existing body of research. Regarding my main research 

objectives for NABEP, which looked at the potential ‘tension’ due to contradicting 

educational values and purposes between macro, meso and micro levels, the results of this 

research seem to build on the literature review discussed in Chapter 2.  
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Similar studies of programs like this in the field come from describing the problem as a 

deficit at the classroom level, such as Thiessen (2009), and the range is restricted to mostly 

descriptive explorations and not theorized (Britton et al., 2020). My research has varied 

from theirs in contributing by studying closely the obstacles produced by internal academic 

mechanisms embedded by biased colonial systems, including procedures, evaluations, and 

curriculum, which has been supported both from my own findings in Chapter 5 and that of 

Grace (2008) and Donnelly (2014). My novel theoretical framework combination of Fraser 

(2008) and Bernstein (2000) has added a concrete structure for connecting macro power 

and class relations to micro academic practices; a connection that has been missing when 

studying Indigenous ABE access programs in higher education. For example, NABEP data 

results that highlighted non-transferable credits and a lack of academic options to progress, 

reinforcing the existing social order of inequality between First Nations people and the rest 

of Canada at the macro level, seemed to clearly resonate with Bernstein’s (2000) analytical 

tools represented by classification and framing. My framework enables analysis with other 

types of ABE for Indigenous communities, so that areas of Canada or different nations can 

be evaluated.  

Furthermore, my findings that reflect a biased educational system propagated by a 

dominant class and embedded in colonialization structures are broadly in line with research 

produced by Connell (2012), Takayama, Sriprakash, and Connell (2015), McKnight 

(2016), Bhuyan, Bejan and Jeyapal (2017), Sleeter (2017), Gaudry and Lorenz (2018), and 

Abeita (2018). For example, from my research, NABEP did focus programming on 

marginalized students in rural First Nation villages and the training was limited to entry-

level employment positions with limited options for academic advancement. Finally, the 

findings from Chapter 5 run parallel to Hache’s (1999) widely expressed view that higher 

education has been targeted by neo-liberal interests and needs to be challenged. Thus, my 

combined theoretical analysis framework can show how it can work to facilitate 

improvements and clearly shows what needs to be done, such as Indigenous on-the-land 

learning that is recognized to access economic, cultural, and political self-determination. 
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7.5.4 Research limitations  

My study has been primarily concerned with analyzing existing documents related to 

NABEP and Indigenous education and no additional interviews or raw data were produced. 

This analysis has focused on NABEP material from 2011-2017 and thus the findings of my 

study are restricted to NABEP programming up to 2017 and do not capture developments 

from 2018 onward. I have addressed only the issue of credit transferability and curriculum 

content for the first five years of NABEP.  

Furthermore, I should make clear that I have deliberately not done additional NABEP 

student interviews of my own due to ethical and financial reasons as outlined in Chapter 4. 

Ethical challenges can include sharing qualitative data containing confidentiality issues and 

receiving interviewee consent for the wider use of results. It is also important to recognize 

that the issues of using existing data to answer new questions for which the data was not 

originally created, can be mitigated by using the thematic analysis process. The only risk 

would be an analysis of a very small dataset where a specific program could be linked to a 

community. To avoid this, only large datasets were considered. 

However, the findings of my study do not imply that new support and programs focused 

on improving Indigenous education academic results have not been implemented at Yukon 

College since 2016. Unfortunately, the nature of my data does not allow me to determine 

whether NABEP students were offered options to ladder up academically in the continued 

programming that has taken place since 2017. Since then, in 2020, Yukon College has 

become Yukon University and has offered ABE access programs that are not only 

culturally inclusive but ladder up academically with transferable credits for rural 

Indigenous students. An example of this, at Yukon University is the Yukon First Nations 

Arts Program (YFNAP). Moreover, at the macro level, UNDRIP has since been actively 

implemented in parts of Canada, such as British Columbia. Although change has been 

slow, there has been some evidence of alternative voices being heard through visible policy 

changes, thus giving hope to the future, as outside voices are now starting to penetrate the 

academic field. 
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In addition, my findings should not be taken as evidence for the elimination of Skills for 

Employment type programs for Indigenous communities as they do serve an important 

function in building student self-awareness, but they also should be connected to higher 

learning options and cultural inclusion. Finally, the lack of new surveys and raw data 

specific to answering the questions presented in this thesis means that we cannot be certain 

exactly what NABEP students specifically themselves value in their educational 

opportunities. My research did not use new interviews and therefore it was challenging to 

access the needs specifically from each NABEP student individually. This could 

conceivably represent a flaw in my research design but does not mean that a completely 

new direction in research design is needed, as a large general picture could still be gained. 

Anticipation of criticism of this thesis’s theoretical framework would include limitations 

regarding combining Fraser’s (2008) and Bernstein’s (2000) concepts and the method I 

used to collect my data. Using two non-Indigenous scholars and trying to reconcile Marxist 

based approaches with colonization and traditional knowledge may have appeared to be 

problematic. However, since the data from my case was coming from a Western institution, 

I needed the tools that not only specialized in the mechanisms of control that shape Western 

educational institutions (Bernstein 2000), but I also needed an inclusive approach of 

Indigenous perspectives that identified the barriers of colonialism to be brought down 

(Fraser 2008). 

Problems arising during the research 

A few challenges arose during data collection. The most significant was to obtain 

permission from both the Yukon Research Centre Ethics Committee and Yukon College’s 

First Nations Initiatives (FNI) to have access to the 2011-2017 NABEP student survey data 

sets before being able to start any research. However, once I had access to the NABEP data 

sets, I was able to start the research. 
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7.6 Conclusion and Recommendations for Future 
Research 

Based on the results of this study, my recommendations for future research include new 

creative approaches for framing Indigenous education research, not as the failure of 

individuals but as a re-contextualization of the problem of unfair assessment, curriculum, 

and pedagogy practices that dictate the access to redistribution, recognition, and 

representation for Indigenous students. Recommendations for future changes to policy 

regarding curriculum should include transferability for laddering up options and access to 

advanced education and cultural opportunities. Vocational ABE students in access 

programs in higher education institutions require improved admission to advanced 

knowledge and credit transferability at the institutional (meso) level if educational 

disparities in Canada’s North are to be rectified. What is needed is a holistic approach that 

does not disconnect personal development from economic goals at the macro level and 

which will link personal and cultural development at the micro level with academic 

achievement. In general, priorities of all actors at the macro, meso, and micro levels need 

to be aligned if advancing social justice for Indigenous communities is to be achieved.  We 

will know we are successful when the personal, academic, and financial needs of 

marginalized students are addressed, when disparities are eliminated, and educational 

achievement is based on an Indigenous definition. Indigenous students deserve no less. 
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Appendix A  Student Follow-Up Survey 

Northern Adult Basic Education Program 
Community: Whitehorse 
Course (Circle):  Eco-Tourism  Esthetics   Trades Exploration 
   Student Success and Wellness 
 
Yukon College would like to know if your course helped prepare you for school or work. 
We are talking to students who took similar courses to do this short survey. All your 
responses will be kept confidential.  
 
Do you consent to do this survey?  

 Yes 
 No (submit blank form) 

 
Section A: Courses and Satisfaction 
This section of the survey asks about which course you took and how much you liked your 
course. This helps us group your answers with others that took the same course. It also 
tells us what is working, and what is not.  
 
Why did you choose to take this course? 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
 
Thinking about your course, did you take…  

 More than one course? 
 One course? 
 I did not finish the course. How come? 

______________________________________________________________________ 
______________________________________________________________________ 
 
What was the best thing about your course?  
______________________________________________________________________ 
______________________________________________________________________ 
 
How could your course be improved?  
______________________________________________________________________ 
______________________________________________________________________ 
 
One thing I wish I had learned was… 
______________________________________________________________________ 
______________________________________________________________________ 
 
The thing I found the hardest was… 
______________________________________________________________________ 
______________________________________________________________________ 
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What, if anything, changed in your life after taking your food preparation course? Example: 
I am teaching my children the skills I learned through NABE.  
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
 
Section B: Education and Employment Outcomes 
This section asks about your work and schooling. These questions tell us what happens 
to students after they took food preparation.  
 
Please check any sentences that are true.  

 I am employed.  
 I am self-employed (I am my employer). 
 I am not employed, but I have been employed since my course. 
 I am taking occupational training (e.g. taking a plumber course or learning to be a 

electrician) 
 I am in “on the job” training (e.g. working with a plumber). 
 I am not employed.  
 No response.  

  
Had you ever had a job before taking this course?  

 Yes 
 No 
 No response 

 
If you have a job, are you using the skills from your course? 

 Yes 
 No 
 Not applicable 

 
If you have a job, how long have you worked this job? ______N/A 
 
If you have a job, did your course help you get that job?  

 Yes 
 No 
 Not applicable 
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Has your income increased, decreased, or stayed the same after taking your course?  
 Increased 
 Decreased 
 Stayed the same 
 No response 

 
What level of education have you completed? Choose only one 

 Grade 8 
 Some high school 
 Completed high school 
 Some college or university 
 College certificate or diploma 
 Other ___________________ 

 
Are you taking further training courses?  

 Yes 
 No 
 Not Applicable 

  
Did your course help you get into school?  

 Yes 
 No 
 Not Applicable  

 
Did you earn a certification or ticket through your course (E.g. WHIMIS or First Aid)? 

 Yes 
 No 
 Not Applicable 

  
If so, what did you earn? ______________________________________ 
 
Thinking about your school and work choices, how satisfied are you with the choices you 
made about work and school BEFORE your NABE course(s)? 
 Very Dissatisfied       Very Satisfied 
            
Satisfaction 1 2 3 4 5 6 7 8 9 10 
Before NABE           
 
Thinking about your school and work choices, how satisfied are you with the choices you 
made about work and school AFTER your NABE course(s)? 
 Very Dissatisfied       Very Satisfied 
            
Satisfaction 1 2 3 4 5 6 7 8 9 10 
After NABE           
 
Section C: Future Planning 
These questions help us to understand where you are in your path.  
 
Do you have plans to continue school? 
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 Yes. What actions have taken?  
____________________________________________________________________ 

 No. How come?  
_____________________________________________________________________ 
 
When it comes to school and work, what challenges have you faced? 
______________________________________________________________________ 
______________________________________________________________________ 
______________________________________________________________________ 
What supports would help you reach your goal? Example: Childcare  
______________________________________________________________________ 
______________________________________________________________________ 
 
Section D: About You 
The next few questions are about you so that your answers can be grouped with people 
most similar to you.  
 
Please select your age range.  

 18-25 
 26-40 
 41-64 
 65+ 
 I prefer not to say 

 
Are you… 

 Male 
 Female 
 _______________ 
 No response 

 
Are you…  

 Single  
 Married  
 Separated 
 Common-law 
 Divorced 
 Widowed 
 No response 

  
Do you have any children under 18 that live at home full-time or part-time?  

 Yes. How many?            
 No  
 No response 

  
Are you a single parent?  

 Yes  
 No  
 No response  
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Are you First Nation, Metis, or Inuit?  
 Yes 
 No 
 No response 

  
Before this course, were you receiving social assistance (SA) or transitional income 
support?  

 Yes 
 No 
 No response 

  
After this course, were you receiving social assistance (SA) or transitional income 
support?  

 Yes 
 No 
 No response 

  
That is all the questions we have. Thank you for participating in this important study! 
 
If you have any questions or concerns, please contact [contact information removed] 
 
Are you willing to share your story with us? If so, please provide your contact information 
below 
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Appendix B  NABEP 2014/15 Quarterly Report  

ANNEX A 
2014/15 Northern Adult Basic Education Program (NABEP) Data *(QUARTERLY REPORT 4) 

   Dimension  
Performance 
Measurement Strategy 
Framework 

# Indicator Male Female Aborig-
inal 

Non-
Aboriginal 

2014/15 
Total 

Descriptive / Comments 

Activity 

NABEP Project Investments 1 Number and type of ABE 
products or services approved 

    

1 NABEP Funding for Yukon 
College approved Apr 1,2014 for 
$1,215,284.00 in 14/15 

Outputs 

ABE services and products, 
as approved by program 
funding 

2 Number and type of ABE 
products or services approved 

    

23 Environmental Monitoring (Faro), 
Kitchen Helper, Essential Skills 
Program/ WCC, Personnel 
Support, …  

Immediate Outcomes 

Increase in availability of 
adult basic education 
services 

3 # of adult basic educators 47 64 12 99 111 2 ABE Educators for Trades 
Exploration Programs (Watson 
Lake), 1 Educator involved in 
Student …   

4 Greater studying opportunities 
and learning continuity (eg 
extended hours, school years, 
more locations) 

n/a n/a n/a n/a n/a Evaluation to be completed by 
external consultant Year 3 & 5 
after completion (surveys or 
case studies) 

Intermediate Outcomes 

Increased use of services 
by target cohort of adults 

5 # of ABE students served 97 118 199 16 215 ABE students served includes 
participation in NABE programs 
and/or # of students who also 
made use of NABE created 
services or resources. 

Increase in quality of adult 
basic education services 

6 # of training programs for adult 
learners 

    

22 Environmental Monitoring (Faro), 
Kitchen Helper, Essential Skills 
Program/ WCC, Personnel…  
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7 # of aboriginal educators 

    
7 

  
8 # of local residents hired as 

educators 
n/a n/a n/a n/a n/a Evaluation to be completed by 

external consultant Year 3 & 5 
after completion (surveys or 
case studies) 

 
9 new or enhanced ABE materials 

and curriculum put into use in 
ABE system 

n/a n/a n/a n/a 3 Curriculum: Early Childhood, 
Pre-Skills (CPD) Assessment: 
Yukon Adult Placement 
Assessment  

Improved employment, 
occupational training, post 
secondary training (non-
occupational) and 
readiness for employment 
or occupational training 

1
0 

# of program participants 
(working age adults) acquired 
jobs 

55 67 116 6 122 Data collected includes 
preliminary findings from all 
NABE courses that were 
completed by October 15, 2014.  

 

1
1 

# of program participants 
(working age adults) advanced 
to occupational training  

2 0 2 0 2     "    " 

 

1
2 

# of program participants 
(working age adults) completed 
trades certification 

3 1 2 2 4     "    " 

 

1
3 

# of program participants 
(working age adults) advanced 
to post secondary training 

26 31 54 3 57     "    " 

 

1
4 

# of ABE students who 
successfully complete ABE 

81 98 170 9 179     "    " 

 

1
5 

# of whom go on to job training 2 0 2 0 2     "    " 

French Language Activities 

List Project activities 
supporting materials or 
courses made to 
Francophone communities   

n/a n/a n/a n/a 1 Yukon Francophone Association 
(L'AFY) developed a Bilingual 
Customer Service Curriculum  
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Appendix C NABEP Skills for Employment Evaluation 
Checklist 

Instructors:      Winter 2016 

Student Name:  

Graduation Requirements:  

FM-fails to meet minimum 

requirements 

MM-meets minimum 

requirements 

EM-exceeds minimum 

requirements 

Certifications Complete  Incomplete 

1. Interview Assignment--Profile a person’s career or 

personal interest 

✓   

2. Alcohol Drug Services ADS-work place and basic 

skills 

✓   

3. 9 Workplace Essential Skills ✓   

4. Basic Knowledge through demonstrated group 

work tasks and activities 

✓   

5. Basic Mathematics: Math Booklets 1-15 ✓   

6. First Aid ✓   

7. WHMIS ✓   

8. TDG ✓   

9. YTEC Super Host Fundamentals ✓   

10. LDAY ✓   

11. First Nations Core Competency 101 ✓   

12. Lock Out Tag Out (LOTO) Northern Safety 

Network Yukon 

✓   

13. YTEC Best Service ✓   

14. Food Safe ✓   

15. YTEC Service Cross-Culture ✓   

11. Welcome Yukon Workshop (YTEC) ✓   

o FM-fails to meet minimum requirements 

o MM-meets minimum requirements 

✓ EM-exceeds minimum requirements 
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Appendix D The Macro Level Sample 

Actors Group Purpose Type Importance Shortcomings 

CMEC Canadian 

Government 

Coordinate national 

education funding 

Federal 

government 

org report 

National education 

interests 

No authority over 

provinces and territories 

CanNor Canadian 

Government 

Implements Government 

of Canada's economic 

priorities for the north 

Federal 

government 

org report 

Government department 

that directly funds 

NABEP 

Limited interviews with 

students, staff and 

industry  

Government 

of Canada 

Canadian 

Government 

Strategic policy 

framework for the north 

Federal 

government 

policy 

Funding for post-

secondary education and 

training (economic focus) 

General policy not 

specifically on education 

CCL Education 

development  

Education monitor NGO report Highlights holistic 

approaches to Indigenous 

education and no cohesive 

national education plan 

Reports have no 

authority over policy 

decisions 

FNEC Education 

development  

Focused on First Nation 

education  

Non-

governmental 

report 

Highlights First Nation 

perspective on post-

education and training 

No authority over 

national policy decisions 

AFN Education 

development  

Represents 634 First 

Nations across Canada 

Non-

governmental 

report 

Outlines Canada’s First 

Nation vision for 

education  

Does not represent all 

First Nations in Canada 

OECD Global 

institution 

Global economic 

(including education) 

public policy and 

standard setting. 

International 

organization 

report 

Highlights more holistic 

view of student learning 

needs to be developed 

No authority over 

national policy decisions 

UNDRIP Global 

institution 

Develop international 

standards for Indigenous 

survival 

International 

organization 

report 

Highlights Indigenous 

educational rights 

Ratified but only as an 

inspirational document 
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Appendix E The Meso Level Sample 

Actor Group Purpose Type Importance Shortcomings 

Department 

of 

Education 

Yukon 

Government 

Oversee all education 

across the Yukon 

Territorial 

education 

policy 

documents 

Has jurisdiction over 

Yukon education 

Not specifically about 

higher education 

BOG Academic 

Professionals 

Set Yukon College 

mission and strategic 

plan 

Institutional 

policy 

documents 

Represents both the 

college and community 

First Nation BOG 

representation less than 

Yukon’s indigenous 

population 

PACFNI Academic 

Professionals 

Increase the 

effectiveness of 

programs and services 

offered 

Institution 

policy 

documents and 

reports 

First Nation government 

representation that reports 

directly to college 

president 

Only advisory and has 

no authority on final 

decisions 

CICan Academic 

Professionals 

Reduce inequality for 

disadvantaged 

populations by 

transforming post-

secondary education  

Institution 

policy 

documents and 

reports 

Provides employment-

focused training 

Has no authority on 

territorial education 

decisions and 

membership is only 

voluntary 

McDowell 

Group 

Market Market research, 

business planning, and 

program evaluations etc. 

Institution 

commissioned 

report 

Provides community 

market assessments  

Report has no final 

authority on college 

decisions 

 



 

203 

Appendix F The Micro Level Sample 

Actor Group Purpose Type Importance Shortcomings 

CanNor Government Implements Government 

of Canada's economic 

priorities for the north 

Government 

org report 

Government department 

that directly funds 

NABEP 

Limited interviews with 

students, staff and 

industry 

Yukon 

Faculty 

Academic 

professionals 

Instruct and implement 

Yukon College courses 

Institutional 

report 

Views represented at the 

classroom level 

Limited interviews with 

staff  

NABEP 

Students 

and Industry 

Market Consumers of education 

programs  

Institutional 

report 

Consumer views 

represented at the 

classroom level 

Limited interviews with 

industry 

 

 


