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Honoring What They Say:
Opening Frayer

QO Great Spirit

Whose voice 1 hear in the wind

Whose breath gives lite to the world

Hear me

[ come to you as one of your many children

[ amm small and weak

[ need your strength and wisdom

May | walk in beauty

Make my eyes behold the red and purple sunset

Make my hands respect the things that You have made
And my ears sharp to hear Your voice

Make me wise so that | may know the things

That You have taught your children -

Th+ lessons that You have hidden in every leaf and rock
Make me strong, not to be superior to others

But to be able to fight my greatest enemy: myself

Make me ever so ready to come to You with straight eyes
So that when life fades as the faded sunset

My spirit will come to You without shame

(The anthor of Hus prayer is unhnon)

L
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Honoring What They Say:
An Open Letter

Dear colleagues and friends,

We are happy to share our research process, experiences, and recommen-
dations with vou in this special edition of the Canadign Journa! of Native
Education.

In carrying out our tasks over the past several years as we completed
our research, our experiences seemed to us to have been like learning
about a great forest. In order to understand the forest, we had to journey
through it. On the journey we identified particular bearings, which estav-
lished new trails and which marked existing ones. On the journey we
fearned about each tree and its surrounding undergrowth. By the end of
the journey we had mapped as much detail about the whole forest and
abuout each tree as we could.

This research report, “Honoring What They Say: The Postsecondary
Expariences of First Nations Graduates,” is our map, respectfully re-pre-
sented for anyone who wishes to travel in our territories or to prepare a
map of their own lands.

As you travel through our report, you may sometimes feel over-
whelmed by the complexity of the forest. We who have mapped it feel that
there are places of surprising beauty and power within. Just as our ances-
tors sought knowledge and understanding from interacting with the land,
~o we too sought knowledge and understanding from the people who
have lived in the world of postsecondary education.

We raise our hanu. 1 thanks and respect to atl those who participated
it this research project, acluding the graduate research assistants and a
number of staff at the First Nations House of Learning and the Native
Education Centre. The participation of the NEC was made possible by the
mudch anpreciated commitment and dedication of the board members of
its parent vreanization, the Urban Native Indian Education Society. We
thank as well the Ministry of Advanced Education, Training and Technol-
opy, Aboriginal Programs (now the Ministry of Skills, Training and Labor,
Abariginal Programs) who generously suppuorted the project.

We acknowledge with gratitude the Musqueam people whose Ances-
tors” spirits and teachings pervade their traditional lands, on which UBRC
and the First Nations House of Learning now stand.

Most important, though, is the contribution made by the many gradu-
ales, who willingly filled in questionnaires, participated in tocus groups,
spoke with us, and showed great commitment to the research. Without
them this report would have been impossible to write. They “spoke from
the heart” to us- - we hope that we have re-presented their words in the
wavs they intended.
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Honoring What They Say. Postsecondary

Open Letter
Fepeniences of First Natwns Sraduates

We hope that our map, and the forest it represents, will help to nourish
and sustain future generations of postsecondary students. Throughout

our work we were guided by the principles expressed so cogently by the
late Chief Dan George of the Squamish Nation:

Have | done all 10 keep the air fresh?
Have | cared enough about the water?
Have 1 left the eagle to soar in freedom?

We offer our work as a humble contribution to the effort of improving
postsecondary educaion for First Nations peoples.
Love and respect to vou all, and a good journey,

Jo ann Archibald
Shecta Selkirk Bowoman
Fiditors
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Honoring What They Say:
Executive Summary

In many First Nations cultures there is a trickster with special powers to
transform itself/himself /herself into human or animal form or into other
elements of nature. The trickster, sometimes referred to as a trickster of
learning, travels on many journeys, learning lessons in life. One such
trickster is named “Old Man Coyote”; one story of his adventures speaks
of his search for his bone needle. He had lost it near the bushes, but was
looking for it near the fire because the light was better there.

As people concerned with First Nations education and research, we
seek respectful ways to bring First Nations contexts and research together.
We must question our methods, approaches, and practices. We must
consider whether our motives and our methods honor and respect First
Nations ways. In this report we present our research process as we “sat
around our fire” and began our “search for the needle.”

In the spring of 1992, the then Ministry of Advanced Education re-
quested the First Nations House of Learning at the University of British
Columbia to follow up First Nations graduates from postsecondary insti-
tutions in British Columbia. In response to the Ministry’s request the
House of Learning sugge: ted that a First Nations research model be devel-
oped and piloted in two institutions, the University of British Columbia
and one other. Tnis dynamic process model would address the substan-
tive questions of interest to th. Ministry relating to:

+ the relationship between postsecondary education and employment;

» what factors encourage successful graduation; and

« what barriers and problems were faced by students during their
university years and how they were overcome.

The research model would be shared with interested postsecondary
institutions in British Columbia. During the research process a number of
issues distinct or unique to First Mations postsecondary education could
be addressed.

The development of the process model began with a consideration of
the area of evaluation known as impact assessment. The result of our
deliberations was a process model: an organic entity, adaptable and, once
again, consistent with the principles of respect and honor that are basic to
First Nations peoples” habits of thought. The research process when
viewed from this perspective becomes a dialogue that is growth-oriented
rather than static, and that allows the central place of other such funda-
mental First Nations principles as spirituality and a sense of community.
The study, then, was rooted in tradition, but did entail a number of steps
th it generally conformed to usual academic practice, including a review of
hterature, submission ot the proposal for ethical review, testing the re-
search process model, and sharing the results of the project.

¥
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Honoring What They Say. Post<econdary Lxecutive sunmmary
Expenenices of 1 st Nationts Graduates

The literature confirmed the belief that the participation rate of First
Nations peoples in higher education is less than 20% of the rate of the
general population and identified several iactors associated with success
or attrition at university, including the nature of the K-12 school system,
low expectations of First Nations students, unresponsive curricula, lack of
counseling, racism, financial support, institutional commitment, family
and peer support, and presence of First Nations staff in the institution.

The Process Model
It appears that the process model has potential {or revealing information
about the substantive interests of the Ministry (the goals of the present
study). However, low return rates, longer than usual return times, and the
need for frequent personal contact to ensure returns are factors that
should be taken into account in planning future appiications of the process
muodel. These may be a function of the particular characteristics of UBC:
cross-validation is desirable before change in the process model is made.
When the mndel was tested by the Native Education Centre, it was
apparent that the model itself is sufficiently adaptable to be of use to a
pustsecondary institution that is very different in its goals and student
population from UBC. It appears, further, that the relationship with the
UBC research team served a number of purposes: to influence the decision
to cooperate with UBC's request; to witness and model a number of
research processes; to complete the collection of participants’ responses
using boih questionnaire and focus group; and to analyze and interpret
the resulting information. During this collaborative venture some limita-
tions of the process madel became evident, induding the low return rate
of the questionnaires, the problems of adapting the form for use by other
institutions, and the difficulties inherent in interpreting and reporting
results by people who understand their own context well but are to some
extent unfamiliar with the research e-terprise.

Findings: UBC Graduntes

With regard to the UBC graduates, most of the respondents wete gradu-
ates of the Faculty of Education; about 70% were women. They identified
most closely with a large number of First Nations from across North
America. Just under 40" were “competent” in a First Nations language.
About two thirds of the group had worked in a field rel>ted to the area of
their university study. About two thirds of the grouj. relt that UBC had
generally met their expectations.

In response to two items about sources of support, the graduates saw a
clear division between First Nations tamily, friends, and First Nations
students’ services, and other UDC and community services: of 137 named
saurces, 119 specifically focused on First Nations people, institutions, or
LUBU First Nations agencies {(espedially NITEDP and Ts'kel, which appear to
have impact beyond their program mandates). [t is clear from the ques-
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tionnaire responses that the participants’ First Nations cultures had a
major impact on their UBC experiences; virtually all of this impact was
pusitive. Being strong with a First Nations culture constituted a major
success factor for the questionnaire respondents.

The first barrier may be the respondents’ initial perceptions of the
university: about 70% recalled their first few months at UBC in negative to
neutral terms; about the same percentage of the adjectives they used to
describe that experience were negative as well (e.g., scary, lonely). A second
barrier is lack of funding or inadequate levels of funding. Just under 80%
of the questionnaire respondents reported “barely adequate” funding or
below: most funding came from DIA or bands, and it was this funding that
was seen as inadequate much of the time (fwo thirds, as compared to
about one quarter to one third for other funding sources). Problems were
often barriers to success, many of which were some personal issue or
characteristic. Negative perceptions of UBC as an institution constituted
another potential barrier. The questionnaire respondents felt that, on the
whole, UBC as an institution was somewhat more discouraging than
encouraging.

A major barrier discussed at length by the focus group participants was
racism in various contexts and forms. Seme incidents toch the form of
belittiing persons or cultures; some were depersonalizing incidents of
tokenism and assuming that First Nations programs and achievements
were inferior to those of the majority culture. The legacy of past discrimi-
nation and racism had present impact as well: aspects discussed by the
focus groups incuded the unrealistically low self-assessment and low
self-esteem, genuinely low skill levels, emotional barriers, and lack of
awareness of First Nations identity and issues.

All but five of the respondents reported no difficuity in finding em-
ployment, almost always in the field in which they had studied. In general
the respondents have broadened their work horizons in their field of
training, and /or have assumed progressively more responsibility in the
field of training. Two thirds of the group are working in a First Nations
context. Just under two thitds felt that UBC had generally prepared them
well; another 15% had mixed feelings about quality of preparation. Nega-
tive comments tended to focus on the gap between preparation for work
and the reality of working (e.g., in education, in community schaols).

An outcome of the UBC experience thal is likely to have both a direct
and an indirect effect on employment is the impact of UBC on the gradu-
ates” First Nations identity. The positive aspects confirm identity and
legitimacy; the negalive aspects challenge it and force resolution and
tirming; of identity and power. Personal growth. another outcome of the
UBC experience with both direct and indirect effects on employability,
was revealed in a number of the respondents’ statements about UBC's
influence. One important aspect of persoral growth is the graduatey’

Ir "
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Honorimy What They Say. Postsecondary I'xecutive Summary
P xpeniences of First Nutions Gradudtes

ability to act as rofe maodels and to serve their communities (the one allows
the other), which in turn increased the sense of personal strength and
efficacy. Negative personal growth was rarely reported.

Fimdimys: The Natroe Education Centre

Although most NEC graduates heard about the Centre from private indi-
viduals, it was primarily the institutional characteristics of the NEC that
respondents listed as influencing their decision to attend. The decision
revolved around two broad factors, relevance-accessibility and First Na-
tions milieu-identity (each of which operates, of course, in the context of
the other). Other factors involved included the wish to learn and pass the
learning on to others, a commitment to First Nations children, and a wish
to benetit the community al large.

Success factors likely to have been influential include the immediate
comfort felt at the NEC, even during the initial months. Sources of support
included friends and family, staff and other students in NEC, the atmos-
phere of the Centre, the First Nations identity of the NEC, relevance of the
course and program content, and the strict but helpful regulations. The
comments of the focus group participants concentrated on four aspects:
the possibility of taking successive programs, course / program quality, the
personal qualities of instructors and staff, and the First Nations culture
learning /mifieu. Comments on the teaching skills and positive personal
qualities of the staff and instructors are particularly frequent.

varriers experienced by the respondents included funding and /or lim-
ited finances; many respondents feit that their funding was “barely ade-
quate” or less. The “inadequate” source was often an agency or band. For
some respondents responsibilities or perceived problems were likely to
have been barriers: family responsibilities, financial responsibilities or
problems, and personal situations. Negative perceptions of the Centre,
likelv to have been barriers for the few individuals making them, included
specific problems with staff, perceived lack of information, and “lack of
responsibility” of fellow students (a measure of academic climate in one
particular class perhaps).

Lhe connection between education at the NEC and employment is
clear: virtually all the responding graduates are either employed in some
area close to that of their training or are engaged in new educational
ventures, again for the most part in their area of training. That is, they are
progressing rather than switching. All found the NEC programs or
coutses relevant and useful. The graduates’ increasing awareness and
affiliation with First Nations is likely to act both directly and indirectly on
sraduates’ employability, as is the increased sense of personal power
reported by the graduates.

[t is Clear that the NEC is tulfilling its mandate to train First Nations
prople in a variety of postsecondary programs and to create a milieu in
which First Nations culture and identity is validated in the context of

~}
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acacemic rigor {equal to that of other educational institutions). Other
outcomes, equallv desirable, include personal empowerment and growth,
an increased invosvement in First Nations issues, and an increasing sense
of oneself as a member of a valuable culture. Success factors include the
matching of program to needs of students, but equally important is the
careful creation of an environment conducive to learning and comfort for
First Nations people, including the skilis of a caring staff. Barriers appear
to be primarily financial, but also include a number of other factors re-
ported as isolated, personal incidents. Reputation and milieu, in addition
to ease of access and tit between programs and career /personal goals,
appear to be major factors in the decision to attend NEC programs.

The Workshop/Symiposium

The research project and the process model were described during the
davlong workshop /symposium. The comments by the workshop partici-
pants focused on a number of specific details of the research process.
Issues discussed included the question and definition of First Nations
research methodology and o number of constraining factors. The partici-
pants felt that the structure was comfortable and that the process model
was usetul and applicable. Some participants also felt that the day pro-
vided a demonstiation of First Nanons values of honesty, respect, and
sharing, while cne othe: commented on the prayer circle, which honored
First Nations ways and set the pace. The few negative comments tended to
focus on details of arrangements or the process and its findings. [nterest in
future workshops was high, with a number of topics being suggested.

Recommendations

With regard to the research project and process modet recommendations

are as follows:

« The consensual team approach to the project worked well and was
fullv consistent with First Nations prinaples. It should be continued.

« Theinclusion ot Elders and students in the project, and the atmosphere
of spirituality in which meetings and discussions were often framed,
worked well and was again consistent with First Nations principles;
both should be continued.

o the basic components of the process model proved to be useful and
adaptable; they should be retained.

Recommendations with regard o substantive areas tollow:

» Because First Nations graduates are putting their education to such
good use, primarily in First Nations settings, programs for First
Nations students are clearly worth the money put into them. Tt is
important that they be supported. Institutional commitment is needed,
as well as commitment at other levels

o With regard to major success tactors and barriers:

14
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@ Hemormg What They Say: Postsecondary Executive Surmary
xpertences of Frst Natwns Graduates

« encourage and fund First Nations support systems in post-
secondary institutions; and enhance levels of support for those
already operating, whether in First Nations controlled or in other
institutions;

« work at preeniry levels to ensure good preparation, especially the
secondary school level;

« do everything possible to foster strong, traditional First Nations
culture, both inside postsecondary facilities; and in the larger
society;

» ensure the presence of adequate numbers of skilled, caring staff
(especially important is a strong First Nations presence), including
counselors to help students overcome the effects of past and present
discrimination and racism);

+ wuork to alleviate personal funding difficulties;

s foster change in the wider institutional climate so that the
institutional climate is welcoming and humane (this factor is
especially important in non-First Nations-controlled institutions);
and

« work systematically Lo eradicate racism at all levels.
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Honoring What They Say:
The Logos

Or the four fogos tound in this report three are from the University of British
Columbra and the other from the Native Education Centre (Vancouver).

Mhe logo of the First Nations House of Learning at UBC may be found on the
first page of Part [, Developing the Process Model, and on the first page of Part V,
Issues, Reflecthions, and Recommendations [t was created by Tsimshian artist Glen
Woaod. It consints of a human face flanked by two ravens, which also form the
frame of a longhouse. The face is a bumanoid with frog-like teatures and repre-
~ents First Nations pecples. The house design represents the university or House of
[ arnimy, which s the wayv some abonginal languages reter to schouls. The Raven,
a symbol of creativity and learning, is also known as a trickster or transformer in
many First Nations cultures. As represented here, Raven 15 transforming the
uriversity to reflect Frrst Nations cultures and philosophies, liking the university
to First Nations communities.

The Native Indian Teacher Education Program (NITED) logo may be found on
the first page of Part 1, The UBC Expertence It 1s based on a legend that comes
from the Nourthwest Coast of BC and is found 1in one form or another in a number
of First Nations cultures. The logo shows Raven with the sunin his beak, superim-
posed over a airde that represents a Hole in the Sky. The legend 15 of the time
when the earth was in complete darkness. Raven flew through a Hote in the Sky
where he took the sun in his beak and brought it back through the Hole in the Sky
to give light to the earth. The NITEP Advisory Committee thought this would be a
trtingz symbol because NITELD hopes to bning the light of education ta First Nations
Juldren ain o much more effective way than has happened in the past. The logo
was designed by l’hillip (Oppe) Oppenheim, a Thompson First Nation artist.

The logoe of the Nathve Education Centre may be found on the first page of Part
llI, The NEC Experience. [t was designed by the artist Mark Henderson while he
was a student at the Centre and depicts a Northwest Coast Sun Mask. He adapted
the Sun Mask to represent the rising sun to symbuolize the rebirth or emergence of
mdnvidual learners” hfelong educational goals and aspirations. The Sun is impor-
tant to many First Nations peoples across North America and often s a symbol of
life tsedf,

The logo of the Ts kel graduate program may be found on the first page of Part
[V, Sharing the Research Process. It was created by the artist Vern Brown, who s a
member of the Tstmshian Nation and whose home community 1s Kitkatla, BC.
I's*kel is a Halg'emeylem word meaning Golden Eagle. To many First Nations, the
Eagle symbohzes great achievements and accomplishments. [t is thus a fithing
symbol of the program, symbolizing both the aspirations and the accomplish-
ments of the people involved with the program, be they Elders, students, advisors
vt faculty /staff

10
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Honoring What They Say
Fart I: Developing the Process Model

Introduction

A basic question, which can be seen as both shallow and deep, both simple
and complex, is What s First Nations research and what should it 130k like?
Questions of this sort are oceanic in scope, and like the ocean have surfaces
and depths. As we contemplate the water, we see only its reflective sur-
tace, including our own images. Even though we know that there is an
undersea realm masked by reflections, the surface and the upper world
seem to be all there is.

The same is true when we are immersed in the water, Because the
underside of the water’s surface is also reflective, we can be fully aware
only of the depths and their contents. The underworld of the sea and its
reflective boundary constitute the “known” world. We even see differ-
ently under the water because light behaves differently down there.

Research is a cultural, human activity, and like all cultural activities it
should proceed from the culture. “Culture” should not be added piece-
meal to an imported research methodology. Because “First Nations re-
search” so often begins with a Western majority culture viewpoint, the
research process becomes one of interpreting the depths of the ocean
while being fully aware only of the surface. Even whea we do penetrate
the depths, much of their richness is obscured because we are seeing as we
would on top of the ocean’s surface. Understanding begins when we
accept the differences between above and below the water, when we begin
to plan research and carry it out from the point of view appropnate to
where we are situated.

When contemplating First Nations research, First Nations
cultural principles and tways of expression should be predorinant.

In many First Nations cultures there is a trickster with special powers
to transform itself /himself /herself into human or animal form or into
other elements of nature. The trickster, sometimes referred to as 4 trickster

11

BEST COPY AVAILABLE




@@@

@ Canadian Journal of Native Education Volume 21 Number 1

of learning, travels on many journeys, learning lessons in life. As we think
about First Nations research, we can reflect on a story told by Eber Hamp-
ton of the Chickasaw Nation about a particular trickster. When he told this
story he was talking about the connections between motive and method in
research. Eber has given permission to use this story and has encouraged
its adaptation-- to make it ours. We have renamed the trickster “Old Man
Coyote.”

Old Man Coyote had just fimshed a long day of hunting. He had walked
miles and miles that day, over some rough ground. [In Canada, we should be
saying “kilometers and kilometers,” but somehow that doesn't sound right.
“Mtiles and mides” sounds much better.} It was starting to get dark, so he
Jdecided to set up his camp for the might After supper, he sat by the fire and
rubbed his feet They were tired and sore from the long day’s walk. After he
rubbed them, he decided to put on his favorite moccasins. He took hus

fay orite moccasins vut of his bag and noticed that there was a hole in the toe
of one of then. He looked for his special bone needle to mend the moccasmn,
but couldn’t feel it in his bag. [Old Man Coyote was a modern man. He
mendaasd his own moccasins.| He tried again, but he couldn’t feel or see the
needle. Su, he started to crawl on his hands and knees around the fire to see if
he could find that special needle. Just then Owl came flying by. He landed
next to Old Man Covote. “What are you looking for, my friend?” said Owl.
Uld Man Coyote said, "l can’t find my bone needle, my favorite needle. |
can’t find it anvivhere  Owl said, "t have very good eyes. I'll fly around the
fire and look for your needle.” Owl made one big swoop around the fire, and
saud, “Lean’t see vour needle, my friena ” “if the needle were around the fire,
I would have seenait,” he sard. “[t can’t be there.” Then Owl asked Old Man
Covote. "Where did you use the needle the last time?” “Ol, quite far away,
over in the bushes. I mended my jacket there ” Then Owl said, “If you last
used 1t somewhere else, wity are you looking around the camp fire?” Old
Man Covote looked at Owl. “Well. it's vasier here The fire gives off a good
light and 1 can see better.”

As people concerned with First Nations education and research, we are
weeking respectiul ways to bring First Nations contexts and research to-
gether---to create an appropriate meeting, place perhaps. To get to this
meetng place we must examine our motives and assumptions, and ques-
tion our methods, approaches, and praciices. We must consider whether
our motives and our methods honor and respect First Nations ways. In
this report we present our research process as we “sat around our fire”
and began our “search for the needles.”

Backeround and Purpose of the Project
In the spring of 1992, the then Ministry of Advanced Education requested
the First Nations House of Learning al the Univ ersity of British Columbia
to develop a research study. The study would foliow up First Nationy
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graduates from postsecondary institutions in British Columbia, including
universities, colleges, and First Nations-controlied institutions. In re-
sponse to the Ministry’s request, the House of Learning suggested that any
research process be grounded in First Nations cultural contexts,.yet be
responsive to pertineit educational issues in postsecondary institutions.
The research process suggested by the House of Learning was intended to
result in the development of a First Nations research model piloted in two
institutions, the University of British Columbia and one other.

in accordance with this view, the research team decided not to follow
tvpical methodology for studies of this sort: that is, not to send question-
naires to a sample of First Nations graduates from all postsecondary
institutions, perhaps foltowed by a series of interviews. There were two
major reasons for this decision:
1. The belief that the scope of variables that influence the extent and
quality of postsecondary education is so broad that the validity ot
findings from this type of methodology would be questionable. Such
variables include funding, local community support/involvement,
history, and experience ot the institution with First Nations peoples,
The belief that any First Nations educational research must involve
the stakeholders in the design and implementation phases and that
they must ultimately benefit from the research experience. This belief
implies that, among other principles, the institutions themselves must
be involved in any research that is undertaken.
The team fell that we could begin to develop a research model that
would address the substantive questions of interest to the Ministry relating
tor
« the relationship between postsecondary education and employment;
e what factors encourage successfil graduation; and
e what barriers and problems were faced by students during their

university years, and how they were overcome.

During the research process, a number of issues distinct or unique to
First Nations postsecondary education could be addressed (e.gr., particular
cultural traditions/ practices).

[.J

Thus the fundamental question and position around which the
study was designed was: Are postsecondary progranis for First
Nations peoples effective? What is the evidence for this? The
evidence is the experiences and ideas of the graduates of such
programs, before, during, and after attendance/completion of the

progrant.

It was dlso proposed that the research model developed through the
UBC experience would be adapted and piloted with one other postsecon-
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dary institution, then shared with any other interested postsecondary
institutions in British Columbia. [t was felt that these institutions might
then adapt the model to their particular educational contexts, use the
resulting information for program planning and improvement, and pro-
vide the then Ministry of Advanced Education with pertinent data /infor-
mation regarding access to, and success in, postsecondary education for
First Nations peoples.

More specifically, the approach that was taken was to focus on the
experiences of graduates from programs at twa postsecondary institutions
in British Columbia, the University of British Columbia and the Native
FFducation Centre (Vancouver). The study was intended both to reveal
substantive findings about these experiences that would be useful to the
respective institutions, and to test the research model, which would then
be useful to any postsecondary institution wishing to undertake a process
of formative evaluation with their First Nations students or graduates.

The project was equally balanced between substantive issues and
ticthodological concerns.

The approach to the study was inits setting and anns consistent with
First Nations wavs. The approach, the method, and the outcomes of the
project were not seen as being “written in stone,” but rather entailed
discussion and a consensual approach at each stage of the study, in addi-
tion to caretul scrutiny from a First Nations viewpoint.

The development of the process model began with a consideration of
the area of evaluation known as impact assessment (Rossi, Freeman, &
Wright, 1980). This area of research is directed at establishing with as
much certainty as possible whether a program is producing its intended
ettects. Inaddition, impact assessment attempts to estimate the magnitude
ol the effects and to reveal unintended effects (both positive and negative).
Finally, impact assessment investigates as much as possible the extent to
which the effects were caused not by the program, but by extraneous
factors, Such extraneous factors might include maturation processes, so-
cial processes, political change, or changes in family status or composition.

Any of a large number of research and evaluation designs are appro-
priate for impact assessment, including experimental procedures with
control groups, quasi-experimental designs, case studies, time series stud-
s, and qualitative methodologies. We felt that a general qualita-
tive /quantitative research design offered a potentially useful approach.

T'he basic components of the process model as initially delineated are
similar to the six st zes of any research or evaluation project. Indeed, it is
ditficult to conceive of any research without these major stages. The com-
ponents induded:

1. deciding about the questions to be answered;
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2. deciding about populations and samples of former students, as well
as the definitions of such terms as First Nations;

3. deciding about methods of gathering information from the students

and about relevant data/measures;

deciding on a data gathering and analysis timeline;

gathering and interpreting the information; and

communicating the research and its results to others.

Because of the basic approach of the study, the research design also

entailed at every stage a questioning process among the members of the

research team, which was centered on the question Is this appropriate in the

First Nations context? For example, when deciding about relevant data and

measures, the important First Nations value of respect for people’s pri-

vacy came to the fore. Each potential question for the survey torm wa.

eramined closely before being included, that is, it no precise reason for its

inclusion could be conceptualized, that particular data ttem was dis-

carded.

e N

As becomes evident beloto, the First Nafions nalure of the research
aind the process model may be found in the details of the procedure
arnd the interpretation of the findings rather than in the gencral sct
of components.

[t seemed reasonable to us that in the case of postsecondary education
the impact on the students is long term, and in all likelihood starts when
the students tirst decide to attend their particular programs. Thus both the
substantive concerns of the Ministry and the process model we wished to
develop would fit into this area of formative evaluation. Because of the
[ong-term nature of the impact, the experiences of the graduates both
during and after program completion were relevant.

It also seemed reasonable to accept the view that in this case the most
appropriate and valid measures of impact were the students” own ac-
counts, their stories. Their stories would also reveal other valid measures
of impact such as their present employmient status. Finally, in keeping
with the methodological principle of triangulation, it seemed ds=sirable to
gather the stories in more than one way. As is described below, a mailed
questionnaire and a special form of group interview-—the focus group --
were the methods we chose to test.

Because of the need to limit the scope of the project, we decided to
focus on those who had completed programs, the graduates.

It is evident from the above discussion that the result of our delibera-
trons was a process model. a flexible procedure rather than a fixed rigidity,
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an orgapic entity, adaptable and once again consistent with the principles
ot respect and honor that are basic to the traditional teachings of First
Nations peoples. The research process when viewed from this perspective
becomes a dialogue that is growth-oriented rather than static, and that
allows the central place of such other fundamental First Nations principles

as spirituality and a sense of community.

It is evident as well that the study was rooted in the traditions of the
ancestors of BC's First Peoples; throughout the study we tried to respect
those traditions. By acting in ways that were in accord with First Nations
principles, we hoped to ensure that the research process and model would
facilitate the empowerment of First Nations peoples, as well as giving
graduates an opportunity to share their experiences. By such sharing the
grraduates will help those who enroll in postsecondary programs in the
future: the younger brothers and sisters of the “postsecondary family.”
Giving assistance in this way - in perfect accord with the important First
Nations principle of giving back to the family and community.

However, it is equally evident that the research project did entail a
number of steps that, in general, conformed to accepted academic practice,
including a review of literature, submission of the proposal for ethical
review, testing the research process, and sharing the results of the project.
It is important to remember, however, that each was examined for con-
formity to First Nations principles, and adaptations were made if neces-
sary.

Parts [ through V of this report contain the detailed description and
hndings of each stage of the project, an.d the literature review is found in
Parts VI-VIL A summary of these sections follows.

A Summary of the Literature

An extensive literature review was undertaken that not only included the
published literature on First Nations p«stsecondary education (primarily
in North America), but also a survey of fugitive literature and disserta-
tions or theses. [n addition, the literature discussing each of two method-
ologies (i.e., survey research and focus group research) was reviewed with
special reference to the applications of these methods to the First Nations
context. The full text of the literature review may be found in Parts VI-VII,
as well as a full list of references cited and other relevant material which
comprises Part VILL. The brief summary below is adapted from this sec-
tion.

The literature confirmed the belief that the participation rate of First
Nations peoples in higher education is less than 20% of the rate of the
general populaton, and at the undergraduate level more than 70% of First
Nations students who start a program do not complete it, as compared
with a completion rate of over 7U0% in the general population of university
students (Student Flows, 1993). This situation, however deplorable, reflects
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a dramatic change since the 1960s, when the participation rate was close to

zero, Significant changes since the 1970s have included:

 acurrent attendance rate of more that 80% of First Nations children in
provincially established schools, rather than federal schools;

» the establishment of hundreds of First Nations-controlled schools;

« the establishment in all regions of Canada of special university-based
programs, first in education and law and in preparatory programs, and
now in other areas such as the health professions; and

« the establishment of tertiary institutions by some First Nations
communities.

The literature identifies several factors associated with success or attri-
tion at university. A major factor is the nature of the K-12 school system.
Barriers to success found at both pre- and postsecondary levels may in-
clude:;

« teachers or faculty with low expectations of First Nations students;

« an unresponsive curriculum inappropriate for building the academic
skills of First Nations peoples;

« lack of, or inappropriate, career and academic counseling; and

s the personal and systemic experience of racism.

Other major factors are financial support for university studies, family
and peer support, institutional climate, and institutional support. The
iterature indicates that postsecondary services work best when both
teaching and nonteaching staff are themselves members of a First Nation.

As one part of the process of surveying the literature, a survey of
postsecondary institutions was completed. The intent of the survey was to
rdentify of the fugitive literature: in-house and other unpublished studies
of First Nations educational programs. Of the 250 institutions to which
questionnaires were sent, 78 (36") responded. The form contained four
questions that were answered Yes or No, in addition to two questions
requesting a written response and a space for other comments.

The 78 institutions responded to the Yes/ No questions as follows:

U Has your institution or program completed a followe up study of Frrst Na
tons eraduates?

‘Yt'ﬁ lT (2].3’1;.
No ) (75.6%
No response 2 (2.6

rJ

Has your wstitution or program completed an cvaluation (either mternal or
external) that imcludes measures or indicators of First Nations stuadents” sue
coss or aftrition?

Yo 24 (3”.8“u)
Nu 51 (65 400
No response 3 (3 R

Lr
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3 Hus your nstitution completed any kunid of assessment of First Nations stu-

dents” educational weeds i your area, or any study of institulional effective-
ness relatioe o First Nations students?

Yeu 30 {38.5%)
No. 28 1359%)
No response 20 (25.6%)
4. If you have responded “yes” to any of the above questions, are the reports ac-

cesstble?

Yes. 27 (34.6%)
No 23 (245%)
NO response. 28 (35.9%)

With regard to the two write-in questions and the miscellaneous com-
ments made. the 78 institutions gave the following responses:

. Do you know of other stidies/literature that might be wseful?

[wenty-four institutions made a comment in this section of the form. In
general they fell into one of three areas: references to programs, boards, or
institutions {& comments); references to individuals (6); and references to
reports or published literature (10). The references ta programs, boards, or
institutons included the American Indian Education Consortium, Fraser
Valley College, Lakehead University, the Metis and Piegan Nations, the
University of Calgary, the California State Universities (2 comments), and
the Southwest Indian Training Committee.

The six references to individuals were general suggestions of people
known to have worked in the area (i.e., to have completed some study that
the respondent felt was relevant, such as a program evaluation). They
included university faculty (3), DIAND (1), and First Nations-controlled
school boards (3).

Of the 10 references to reports or literature, one person merely noted
that many studies were available, and a second respondent commented
that many INAC and UN documents were available. A further two re-
terred us to a report or bibliography. Of the remaining six respondents,
two referred us to published journal articles in the Journal of American
Indiant Educationt and the Journal of Indigenous Education. The final four
responses included references to specific reports.

2. Do you have any other suggestions that might help us?

Twenty-two institutions responded to this request. Five comments were
reterrals to specific people the respondents felt might serve as informants
or resource persons. Of the remaining 17, five were “miscellaneous.” One
person simply endorsed the need for a study such as ours, another gave us
the name of a consulting firm, and a third noted that there were no UBC
graduates in their area. A fourth respondent said that their institution di
not identify First Nations students or graduates. The fifth person asked for
a copy of our study when it was completed.

3 18
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Six of the 12 remaining responses were referrals to literature of to
institutional activity. Of the six, two referred us to an institutional history
that “might” be available and to an internal DIAND survey of First Na-
tions students. A third person referred us to ERIC files, and two others
noted that their institutions were doing some form of study or review of
First Nations students. The sixth noted that their institution did some
vearly follow-up of graduates,

The remaining six responses were suggestions about the conduct of the
~tudy, including a recommendation that students be contacted (3 respon-
dents) and a suggestion that daily contact with students be made. One
sugpested that “social counselors” be asked to participate, while the final
respondent suggested that pacticipatory evaluation would be worthwhile.

Other Comithents
just under one half (i.e., 36) of the 78 institutions had some additional
comments or enclosures. Nine sent documents with their responses. For
example, the Carrier-Sekani Tribal Council sent copies of an educational
assessment study they had completed in 1986 and a directory of educa-
tiongl resources for their area (Brown, 19864, 14986b; 1987). The enclosures
are discussed in the full literature review found in Parts V] and VIL

A further 11 institutions noted that studies were available. One institu-
tion asked for a formal request for the report. Four noted that such studies
were unavadilable, and one respondent commented that their studies were
out of date. Finally, five institutions stated that their studies of students
were ongoing, four othiers gave contact names and addresses, and five
wished to share our findings when we had completed the study.

Cerwral Cominents

It is evident from the above resalts that only about one third of the
postsecondary institutions who responded to the request for information
have conducted follow-up studies of First Nations students, studies of
success factors or barriers, or needs assessments. Judging from the results
of the survey, and the literature review in Parts VI and VI, it appears that
the present study may add to the knowledge base in the area of First
Nations postsecondary education.

Project Methodology

This section outlines the general approach and methodological plan. More
specitic details of the methodology as used at the two postsecondary sites
are briefly summarized below. The detailed descriptions are to be found in
the ~ections on the UBC and the Native Education Centre experiences
respectively. The plan for the workshop/symposium, during which the
research project and process model were presented to interested postsec-
ondary insdtutions, may be found in Part V.

9
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As vutlined above, the basic components of the process model as
mitially delineated were:

I deciding about the questions to be answered;

2. deciding about populations and samples of former students, as well
as the definitions of such terms as First Nations;

3. deciding about methads of gathering information from the students

and about relevant data/measures;

deciding on a data gathering and analysis timeline;

gathering and interpreting the information; and

b communicating the research and its results to others.

These six steps were adapted for the present research project. The formu-

lation and testing of the initial model at the University of British Columbia

included-

I adopting the three interests of the Ministry as the questions of interest
(i.e, the relation of emiplovment to education, success factors, and bar-
riers);

2 deciding to survey the entire population of First Nations graduates,

across all programs and all vears, the term First Nations 1o be defined

broadly;

deciding to use two major methods of data collection: the quantita-

tive/qualitative mailed survey and the focus group, with limited use

of a third method, telephone interviews; the survev would ask for
both farced and open choices; the focus group questions would be
based in part on the results ot the surveys;

4. dediding to use bwo mailouts and personal contact to maximize retum
rates of questionnaires, and two dilferent focus groups, with two dif-
terent methods of analysis for the focus group transcriptions; and

5. deciding to communicate the initial results and utility of the process
model to the other postsecondary institution initially, and then to any
interested postsecondary institution during the sharing day; this day
to be tollowed by a report both for the then Ministry of Advanced Ed-
ucation and for generai distribution.

Because of the basic approach of the study, itis import. at to remember
that the research design also entailed at every stage a questioning process
among the members of the research team, which was centered on the
guestion s ts appacopriate e the First Nations context? Because of the focus
given to such considerations, it is evident that the research design itself is
exploratory, as are the findings discussed below.

e

e

The Site Expertences: A Previeie
Parts [ and Hl of this report give in considerable detail the findings of the
UBC experience and the experience of the Native Fducation Centre.
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As e digest the fimdings from the two sifes, it becones evident
that the process model does indeed have potential as a formative
evaliationf/impact assessment device; and that the findings
directly uddress the three interests of the then Ministry of
Advanced Education: educationfemployment relationship, suceess
factors, and barriers.

With regard to the UBC graduates, most of the respondents were
gradudtes of the Faculty of Education; about 70% were women. They
dentitied most closely with a large number of First Nations from across
North America. The graduates saw a clear division between First Nations
lamuly, friends, and First Nations students’ services, and other UBC and
community services: of 137 named sources, 119 specifically focused on
Viest Nations people, institutions or UBC. First Nations agencies (espe-
aally NITEP and 15%kel, which appear to have impact bevond their pro-
pram mandates). It is clear from the questionnaire responses that the
participants” First Nations cultures had a major impact on their UBC
experiences; virtually all of this impact was positive.

The first barrier may be the respondents’ initial perceptions of the
university: about 70% of the questionnaire respondents recalled their first
few months st UBC in negative or neutral terms. A second barrier is lack
ot funding or inadequate fevels of funding. Droblems are often barriers to
success: the questionnaire respondents included 170 problems or obsta-
cles, WX et which were some personal issue or characteristic. Negative
perceptions of UBC as an institution constitute another potential barrier,
[ be questionnaire respondents felt that, on the whole, UBC as an institu-
tton was somewhat more discouraging than encouraging,

A major barrier discussed at length by the focus group participants was
racism in various contexts and forms. Some incidents took the form of
belittling persons or cultures; some were depersonalizing incidents of
tokenism and assuming that First Nations programs and achievements
were inferior to those of the majority culture. The legacy ot past discrimi-
nation and racism had present impact as well.

All but five of the respondents reported no diticulty i tinding eia-
ployment, atmost always in the field in which they had studied. In general
the respondents have broadened their work horizons in their tietd of
training, and/or have assumed progressively more responsibility in the
field of training. Two thirds of the group are working in a First Nauons
vontest.

An outcome of the LBC experience tikely to have both a direct and an
indirect effect on employment is the impact of UBC onthe graduates” Fee
Nations adentity: For 53/67 questionnaire respondents, that impact was
positive, but not evervthing reflected positively on the institution. Per-
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sonal growth, another outcome of the UBC experience with both direct
and indirect effects on employability, was revealed in a number of the
questionnaire respondents’ statements about UBC's influence. In a general
way it can be seen as the result of focus on the individual as agent in
his/her own education. Negative personal growth was rarely reported.

[n the NEC testing it appears that the model itself is sufficiently adapt-
able tu be of use to a postsecondary institution that is very different in its
goals and student population from UBC. During this collaberative ven-
ture, however, some limitations of the process model became evident,
including <he low return rate of the questionnaires, the problems of adapt-
ing the form for use by other institutions, and the difficulties inherent in
interpreting and reporting results by people who understand their own
conteat well but are to some extent unfamiliar with the research enter-
prise.

Although most NEC graduates heard about the Centre from private
ind viduals, it was primarily the institutional characteristics of the NEC
that respondents listed as influencing their decision tn attend: the decision
revolved around two broad factors: relevance-accessibility and First Na-
tions milieu-identity (each of which operates, of course, in the context of
the other). A major aspect of accessibility is the comfort level students felt,
even on first entering the Centre, whiie another is the desire to learn about
First Nations heritage and to be with other First Nations people. Other
factors involved included the wish to learn and pass the learning on to
others, a commitment to First Nations children, and a wish to benefit the
community at large.

Success factors likely to have ceen influential include the comfort felt at
the NEC; support from friends and family, staff, and other students in
N LC: the atmosphere of the Centre; the First Nations identity of the NEC;
relevance of course and program content; the possibility of taking succes-
sive programs; course/program quality; and the personal qualities of
instructors and staff. All these factors would operate together, interacting
with each other to create a context for learning and success for First
Nations students. Barriers experienced by the respondents included fund-
ing and/or limited finances. For some respondents, responsibilities or
perceived problems were likely to have been barriers: family responsibili-
ties, financial responsibilities and problems, and personal situations, spe-
cific problems with staff, perceived lack of information, and “lack of
responsibility” of fellow students (a measure of academic climate in one
particular class, perhaps), lack of day care and transportation problems.

The connection between education at the NEC and employment is
clear: virtually all the responding graduates are either employed in some
area cose to that of their training, or are engaged in new educational
ventures, again for the most part in their area of training. In aadition, the
NEC i~ serving as a source of renewed affiliation with First Nations,
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strengthening the sense of community and teaching a renewed apprecia-
tion for First Nations values. Awareness of First Nations issues and of
present situations were also menticned. This increasing awareness and
affiliation with First Nations is likely to act indirectly on graduates’ em-
ployability, as s the increased sense of personal power reported by the
graduates, which entails increased confidence, self-este m, determination,
and increased forming of positive social ties,

The research project and the process model were described during the
daylong workshop /symposium. The comments by the workshop partici-
pants focused on a number of specific details of the research process,
limitations and aspects of the research methodology and the process mod -
vl, and the redefinition of the research process to fit community needs.
Comments made after the workshop/symposium were generally posi-
tive. The participants felt that the structure was comfortable and that the
process model was useful and applicable. The few negative comments
tended to focus on details of arrangements or the process and its findings.
[nterest in future workshops was high, with a number of topics being
suggrested.
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Fait Il: The UBC Experience

The First Nations House of Learning at UBC was the first site o be
ivolved in piloting the process madel, that is, in the adaptation of an
impact assessment procedure that involved the use of survey and focus
group methodologies. This section of the report contains a brief descrip-
tion of First Nations education at UBC, outlines the methodology used in
piloting the process model, and presents the substantive findings. Works
cited appear in Part VIII, following the Review of Literature.

First Nations Education at UBC

Individuals from a number of First Nations had attended the University of
British Columbia from its early days. However, it was not until 1974 that
the program of First Nations education at UBC was established: the Native
indian Teacher Education Program (NITEP). A number of other pro-
grams, including the Native Law program, were initiated during the next
decade; in 1987 the First Nations House of Learning was established as a
vehicle to draw together, increase, and give greater visibility to the First
Nations presence on campus.

The First Nations House of Learning is not merely an academic home
for First Nations programs, but ts rather an entity that coordinates existing
efforts, stimulates new initiatives, gives support, and serves as a liaison
between First Nations communities, students, and the University.

The mission of the First Nations House of Learning is to work
toweand making the University’s resources more accessible to BC's
First Nations peoples and to improve the ability of the University
to nieet the needs of First Nations. The House of Learning is
dedicated to quality preparation in all fields of postsecondary
stidy. woitss quality education bemng deternined by ils relevance to
the phidosophy and values of First Nations. The House of Learning
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secks direction from First Nations communities through
consultation meetings and workshops held throughout the
province.

In keeping with the spirit of these goals, the objectives of the House of
Learning are:

» tofacilitate the participation of First Nations people in a wide range of
study areas by providing information and support services;

+ touexpand the range and depth of program and course offerings within
the faculties, schools, and institutes at UBC related to needs identified
by First Nations people and communities in BC;

« todentity and promote research that would extend the frontiers of
knowledge for the benefit of First Nations;

« toincrease First Nations leadership on campus;

« toexplore the possibility of founding an international component for
the advancement of First Nations people everywhere; and

» to establish a Longhouse on campus to enhance access and support
services for First Nations students.

The last objective was accomplished in May 1993 with the Official
Opening of the First Natious House of Learning Longhouse on the site of
the university’s original arboretum to which trees came from the four
directions over 50 years ago. The Longhouse in its setting of international
natural beauty truly belongs to First Nations: every stage from determin-
ing an architect to selecting furniture was done by committees of Elders,
students, staff, and faculty.

The Programs: A Bricf Description

NITE?. In 1969 a small group of First Nations educators formed the BC
Native r'eachers” Association. The creation of a Native teacher education
program was one of five priority areas identified by members of the
Association at the time of its creation, and five years later the NITEDP
program was established in cooperation with UBC.

At present NITED is similar to the basic elementary education program
offered at UBC. NITEDP students take the same compulsory education
courses and have identical graduation requirements, Two of the NITEP
vourses (First Nations educational history and issues in First Nations
pedagogy) are open to students campus-wide. In addition, NITEP re-
Juires extra seminars and field placements during the first three years,
which provide opportunities to observe and participate in a variety of
school settings.

The first two years of NITEP are offered through regional field centres,
which enables students to remain in their communities and with their
families and to understand education from the perspectives of their home
communtties. A field centre coordinator provides counseling, instruc-

ry .
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tional, and administrative services. UBC faculty travel to the field centres
to teach education-related courses.

First Nations Law. The First Nations Law program began at UBC in 1976
when the faculty initiated an affirmative action program to facilitate the
admission of First Nations applicants to the Faculty of Law. Since that time
the faculty has played a leading role in increasing the numbers of First
Nations lawyers in Canada and in addition has been a leader in teaching,
researching, and writing about First Nations law and legal issues. The Law
Facuitv currently offers six courses related to pertinent issues and rights of
First Nations peoples.

The First Nations Law Program strives to make the law school experi-
ence relevant and to meet the students’ needs and objectives. Not only is
the First Nations perspective included in some regular law courses at
present, but it will be even more pervasive in the future. The program
requires three years of full-time study, with a bar exam and a one-year
articling (apprenticeship) to follow before admission to the Bar of British
Columbia,

I's*kel In 1984 the Ts'kel graduate program was initiated in the Faculty
of Education to respond to the needs of the graduates of the NITEDP
program who were employed as principals or in other leadership posi-
tions. These students voiced a need for graduate studies opportunities that
would address administrative and First Nations educational concerns,
challenges, and issues. The first group of students helped the faculty to
develop some of the First Nations courses and also named the program.
Ts"kel is a Halg’emeylem word meaning Golden Eagle. To many First
Nations the eagle symbolizes great achievement and accomplishments.

The Ts'kel program, originally offered in educational administration,
required the completion of core courses in First Nations issues and educa-
hional leadership, as well as satisfying the requirements of the Faculty of
Graduate Studies at UBC. In a few years First Nations students in other
departments requested a program like Ts"kel. At present Tskel has ex-
panded from the master’s to the doctoral level and includes students in the
following departments in the Faculty of Education: Social and Educational
Studies, Centre for Curriculum and Instruction, and Educational Psychol-
opry or d Special Education.

Foealth Care Professions. The most recent program to be initiated is the
First Nations Health Care Professions Program, begun in 1988. This pro-
gram is an interventive and supportive initiative designed to attract First
Nations students to the heaith professions, to support First Nations stu-
dents enrolled in the sciences and health professions, and to assist the
health science disciplines in creating programs responsive to First Nations
needs. The program has been active in recruitment of high school stu-
Jdents, identification of potential health care professions students on cam-
pus, academic counseling, a Summer Science program and Synala

31 =6
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Honours Program for high school students, course development, aad for
the creation and sponsorship of a Native Health Research Database.

At the initiation of the program, no First Nations students were en-
rolled in the Faculty of Medicine and very few in other health sciences
faculties and schools. By 1989 there were four students and that number
had increased to 19 by 1991, As active recruitment of high school students
continues, numbers will continue to swell.

Pilotmy the Process Model: Methodology
Fhe Survey Questionnaire

Construction. It was important to decide whether to design a relatively
short questionnaire with restricted-choice responses that could be scaled.
Fhe motivation to do so comes from the knowledge that:

« data that are at least ordinal make for more straightforward
generalization of findings;
» restricted-choice responses are easier to answer and so may provide for

a higher return rate; and
« open-ended text questions are both more difficult to answer and much

more difficult, expensive, and time-consuming to analyze.

It was decided that the research questions required a balance in clear
tavor ot open-ended, narrative-response items. This is because the re-
search questions are complex and to find that complexity in the responses
we would have to ask those who responded to provide:

« eaplanations of contexts for coming to UBC and studying there;

+ recollections of situations that affected their progress;

« descriptions of their perceptions and attitudes; and

o retrospec e assessments about how well their UBC experience
prepared them for their further education and work.

We did not want to impose descriptive categories on the participants in

the job we asked each of them do.

A first version of the questionnaire was developed at a research team
workshop. 1t was piloted with six graduates who gave comments and
recommendations, and some items were maodified on that basis. In general
the design imperatives of Sudman and Bradbum (1982) were followed in
gquestion construction and questionnaire design.

The modified version, a five-page questionnaire with six forced-choice
items and 17 open-ended items, was mailed to 216 First Nations graduates
of UBC in December 1992. Graduates were identified from records at First
Ndtions House of Learning, through review of other University records,
arul by snowballing, asking graduates from different eras if they could
identify others. Questionnaires were sent to all known First Nations grad-
uates. Anonymity of participants was promised and maintained.

After an initial assessment of returns, a second mail-out of question-
naires to nonrespondents was made, along with follow-up telephone calls

{.
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to all nonrespondents whose telephone numbers were known. The final
number of returns, 67, gives a return rate of 31%.

The guestionnaire and the cover letter inviting response are included
in Appendix A.

Analytic issues. The decision to depend most on narrative-response
questions committed the research team to a painstaking analytic process
in which the first step would be to determine what salient descriptive
categories and meaningful distinctions the participants appeared to em-
ploy in their retrospections. The second part of analysis was the docu-
mentation of buth variability (i.e., range) and uniformity (ie., relative
incidence of a “value”) within those categories. The second part of analysis
provides a test of the descriptive adequacy of that first analytic step,
generalizing the descriptive categories,

In addition, the dependence on narrative response sets the tone for the
entire project and defines a perspective for interpreting this discussion of
tindings. Because of the way most research questions in education are
framed, we are inclined to look at incidence of a particular value as
definitive of the finding. In this report it is important to note what propor-
tion of the group has a common response or comment. Equally important
is the range of responses. When we document that one or two participants
made a similar observation, it is as important a finding as the report that,
tor example, 50% or 95% made a similar observation. Modal responses are
no mare important than solitary responses.

The return rate and the open-ended nature of the questions dictate
anuther caution in interpretation of responses and in inference. The return
rate of 31% is comparable to other return rates in First Nations university
graduate follow-up studies (e.gz., Wilson, 1983, where a mailed question-
naire in Wisconsin to 214 First Nations university graduates brought a
27.8"% return rate). We have to ask, What does nonresponse mean? and
whether unknown selection factors for initial identification of the popula-
tion should qualify any inference about a general population of First
Nations graduales.

Return rates are highest (a) with shorter questionnaires; (b) with re-
stricted-choice questionnaire items; and (¢) with homogeneous popula-
tions. Qur questionnaire would require the better part of an hour to
complete if done cursorily, with a preponderance of open-ended ques-
tions, sent to a population from more than 30 different First Nations
people who graduated in a variety of faculties over a 38-year period—
surely a heterogeneous population,

There is no assumption whatever about parametric inference to a pop-
ulation of First Nations UBC graduates; this is not a serious problem
because it is not an implied objective of the research question. It is a
problem only if the propensity to couch educational and social science
research questions in terms of formal parametric, survey, factoral, or de-
terministic design terminology creates misunderstanding and misinter-
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pretaiion of the results reported here. In this context it is valuable to recall

that the research objectives in this part of the project were:

. toidentify all possible First Nations recipients of UBC degrees; and

2. toask them to focus on their own experiences, to provide information
that allows for generalization about (a}) the refationship between their
university education and employment; (b) factors leading ta success-
ful graduation; and (¢) identification of barriers or problems experi-
enced during their student vears, with discussion of how those
barriers were overcome.

Thus the body of data from which we generalize includes text re-
sponses from 67 people who have successfully completed at least one
degree at UBC. None of the responses is entirely cursory. The people who
responded obviously reflected on what they wrate. It took commitment on
their part to respond. We consider we have a rich resource, a data source
created by almost one third of the identified graduates, in which they
reflect on our questions of research interest. We are bound, then, to ex-
plore that corpus for its nuances, its specification of explanatory context,
and ity intent. We believe that the respondents” commitment is evidence of
a First Nations value of sharing for community benefit In accordance with
our own First Nations values we respect entirely the legitimacy and valid-
ity of the testtmony they have provided through anonymous question-
ndire.

The descriptive categories that the participants gave us suggest areas
tor exploration of more precisely focused questions, using research de-
siggns that would allow parametric inference or more clearly relational,
possibly deterministic, statements. Another research area implied from
this project is to ask similar questions about barriers, problems, and suc-
cess factors of people who did not graduate.

Analysis. Text responses were transcribed and maintained in computer
files. Responses to forced-choice items were entered into files readable by
the SP'SS statistical analysis program and those results were tabulated.
Text responses were coded and marked using the TextBase Alpha com-
puter program, the conventions for coding being established as noted in
connection with each question separately.

As noted below, for some cases responses were assigned to noniinal
categories, and tests of association with the following variables were per-
formed: age at first entry, year of first entry, gender, competence in a First
Nations language, faculty, degree, source of funding, and assessment of
adequacy of funding. Tests of association were performed on contingency
tables created by cross-tabulating all the categories named above with all
other items that allowed for tabular aggregation and generalization.

We were particularly interested to see if response values would differ
by gender, source of funding, faculty, and period of attendance. The latter
was particulatly mteresting given the changing demography of First Na-
tions posisecondary attendance in the 1980s, radical policy changes that
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made funding much more ditficult to obtain in the mid-1980s, and increas-
ing band administration of postsecondary funding accelerating in the
mid-1980s. We created two cut-off points, 1980 and 1985, and performed
tests of association with all other categories based un dividing the group
into “hetore” and “after” both 1980 and 1985. No statistically significant
association was found, and the only apparent tendency was toward more
band-administered funding during later periods and a tendency toward
admissions at a somewhat younger age, closer to high school graduation.
[hese are obvious trends of which evervone associated with First Nations
postsecondarny education s aware.

the discussion of the findings is organized for the most part in the
order of the questionnaire items. The salience of the findings is communi-
cated most eloquently by examples of what the participants wrote; for
severdl items uotations from the responses are shown without additional
vomment.

The findings are described in considerable detail to reflect some of the
richness of the information that the respondents gave us. A summary of
the data i provided at the end of this section (following the detailed
presentation ot the tocus group findings).

The Focus Groups

Composition wnd arrangements. The participants for the focus groups
were selected by responses that accompanied the questionnaire and di-
vided into three groups:

b those who lived near Vancouver,

Y those who lived near Kamloops; and

Y those who agreed o be interviewed but lived too far away, and the
cypense to bring them in would have been too great; letters were sent

requesting a telephone interview on May 14, 1992
Before setting up the focus groups the research team spent a great deal of
time formulating the questions.

An nitial consideration for formulation of the questions was What
pattern or range of respontses to the questionngires can we ask people to deal with
ta focus group; what range and explanatory context for resportse tight be wseful
fo s ? One characterization of the questionnaire responses was that partici-
pant  emembered a kind of contradictory response, both alienation from
and atfiliation with UBC. In this context they had both good and bad
memories of the place and their experiences there. This diclated one of the
focus group questions. Others were formulated to address the interests of
the Ministry of Advanced Education with regard to the relationship be-
tween employment and education and success factors or barriers.

The initial set of questions was piloted with six graduate students to
test their use in context, and they suggested changes in question order in
which the team members concurred.

The final set of focus group questions were:
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I. It has been said that students have mixed teelings toward UBC—that

they feel intellectually challenged, have a chance for achievement, and

feel joy, while at the same time have feelings of frustration and disap-
pointment. Do any of you have such feelings and could you explore
those feelings with us?

Thinking back over the time since you graduated, what is your fond-

est memuory of UBC, the most positive memory? Thinking back over

the time since you graduated, what is the worst, most negative experi-
ence you had at UBC? Which is the most predominant? How do you
feel now?

3. Now 'would like vou to think about your UBC experience in connec-
tion with vour job. How did UBC prepare you tor your job? How did
L BC tail to prepare you for your job? How would you describe the re-
lationship of vour UBC education to your employment? What in your
present job have you had to do that you were not trained to do at
L'BC?

1. What changes would you like to see made to make UBC a better
learning experience for future First Nations students? What could we
do to instigate these changes? How do vou see these changes being
brought about?

The Vancouver focus group discussion was convened at the Long-
house on the UBC campus on April 17, 1993, with seven participants (10
had said they could attend). The boardroom was pleasant, with comfort-
able chairs and a comfortable temperature. Lunch was provided from
noon until T p.m, and the meeting ot under way at 1:15 p.m. The group
was responsive and the information tlowed in apparently random order
from une participant to another. The discussion was tape-recorded and
later transcribed.

The discussion covered some emotional issues. All participants were
treated with respect for themselves and for their feelings. A feeling of
acceptance and belonging was in the group. It met for four hours.

The Kamloops focus group met May 15, 1993, with 10 participants. The
meeting was held in a former Indian residential school building, which
triggered many memories because several of the participants had at-
tended school there and others had attended residential school in similar
surroundings. The rocom was huge, with extremely high ceilings. It was
very warm and the chairs were uncomfortable. The people came in overa
period of time, with some arriving before lunch, some during, and some
after lunch. Some arrived after the meeting had begun. Three visitors were
also present.

The group in Kamloops were older than the Vancouver group, al-
though several might have attended UBC at the same time as the Vancou-
ver group, and this is one of the differences between the nature of the
discussions. Many of the Kamloops group spoke of their residential
schooldays, of the demeaning and discriminatory treatment they received.

I
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They related these experiences as the beginning of their awareness and
controntation with racism; they spoke of how it continued at UBC, espe-
cially in anthropology classes. Many of the Kamloops people came with
detailed written information that they checked off from time to time to be
sure that all their points had been included in discussion.

Analytic strategies. As described above, the entire proceedings of each
focus group were tape-recorded and transcribed by a member of the
research team. The results of the two groups were analyzed differently in
order to test bwo strategies for their utility in a First Nations context.

The analytic procedure used with the Kamloops focus group was or-
granized according to the three goals of the project as a whole. Within each
ot the three goals a framework of themes was created as the transcripts
were analyzed. More specificallv, vach statement made by a participant
was categorized by asking the general question “What is this statement an
example of?” For instance, consider the statement: “NITED could have
given us a more realistic view of .. teacher interviews ... when l went to my
first interview I was really shocked .. they were all Indian people but the
Juestions .. were all ... DIA questions ... like ... what would your year plan
be for grade 3/4.7 On reflection it seemed that this statement was an
evample of a pereeived madequacy in UBC's education program. Tt was classi-
tied as such; if this particular category had not previously existed it was
created.

The method used to analyze the transcription of the Vancouver focus
group concentrated n the contextual aspects of the participants’ discus-
sion. [t is integrated with the report of the findings of that group because
it was felt it would be best understood if merged in that way.

Once again, the findings are reported in considerable detail. A sum-
mary of the results, integrated with those of the questionnaire, 1s at the end
of this part of the report.

The Telephone Intervieres.

Of the 12 people who were contacted for telephone interviews, successful
connection was made with only tive for formal interview. They were
asked the same questions that had been formulated for the focus group
discussions. Their responses were examined for theme and context and
are reported below.

The Questionnaire Fundings
[his subsection of the report is quite lengthy, primarily because of the
richness of the data and the number of open-ended questions. The vari-
ables discussed in each of the five divisions include:
The graduates and thetr programs: timelines, faculties, fields of study,
degrees, gender, age, First Nations identification, First Nations language
competence
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Bevinnihy @ university program: work before entering university, enter-
ing, UBC, basis for admission, academic preparation, application, admis-
sion and registration, the first few months at UBC.

Bemg there—attending UBC: funding, problems, responsibilities, factors
credited for success, UBC as an institution (helped /discouraged).

After UBC - i retrospect: after graduation (work expetience), did UBC
prepare its graduates well? Expectations of UBC (how met), UBC's general
influence.

The First Nations LIBC interaction: First Nations culture (influence on
UBC experionee), impact of UBC on First Nations culture and identity.

It 1s important to realize that, althongl the interaction between
First Nations culturefidentity and UBC is discussed in a separate
secdton, the importance of First Nations culture cannot truly be
separafed from any aspect of the UBC experience. It is merely
placed separately for clarity of discussion. This fact will become
evident as the findimgs are read.

Fhe Graduates and Their Programs

Fimelines. The participants represent a continuity of First Nations stu-
dents on campus since 1955, The dates of participants” programs overlap,
of course. We have calculated the overlap to represent the number of
participants in this study who were on campus during five-vear periods as
follows. The distribution indicates a fairly even representation over the
past 22 vears (Table 11.1).

Another way to conceptualize the span of time over vhich the partici-
pants generalize is to look at the distribution of vears since last graduation.
[his measure also tells us something about the retrospective span between
last praduation and the filling in of the questionnaire (Table [1.2).

The facultws. The faculties in which they were enrolled are shown in
Fable 11 3, which also indicates the number of participants who completed
more than one program. First programs mayv be diploma or certification
programs so second, third, and fourth programs are not necessarily
equivalent to postgraduate work. (Note that four people did not 5peufv
the faculty in which they completed their first program.) Atmost half the
participants (31) have mmpleted more than one program at UBC; nine
have completed three programs; and seven have completed four,

Fields of stidy. Identification of individuals might be possible were we
to tabulate majors and concentrations precisely. Fields of study are indi-
cated by distinguishing between baccalaureate and postbaccalaureate pro-
grams, then classitying the majors and concentrations reported by the
participants according to relative trequencies { Hable i1L4).

Degress. Table 115 indicates the distribution of degrees and certificates
represented in the group of participants.
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Table 111
Perod Number of Study Participarits on Canpus
1953 W 1
1ur) rd 1
IBAENES] 4
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IRLIURS ] 27
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IR 16
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Gender. Forty-seven women and 20 men responded to the question-
naire {i.e., 70.1% of the respnndents are women; 29.9% are men),

Axe. Lable 116 shows the ages of pdrticipants (a) when they first en-
tered UBC (though combinations of missing values for the responses from
which these were calculated produces a fairly high missing-values figure);
and (b) their current ages. The modal age at entry was 18, the median 23
Muodal current age is 46, the median 39.9.

First Nuttons rdentification. Fifty-three gradudtes (79.1%) said that they
entified with a particalar First Nation; nine (13.4%) said they did not,
and five (7.5") did not respond to that item on the questionnaire. All of
the respondents, however, described their First Nations ancestry in terms
ot a band, a nation, or a linguistic group. The responses total more than 67
because several participants stated descent or affiliation with more than
one First Nation.

Conventional descriptions of First Nations affiliations are often am-
biguous because there are many different conventions in the naming of
groups. For example, Sto:lo people have been classified as Salish, Coast
Salish, Cowichan, Halkomelem, or by subgroup of Steldo people, but the
boundaries are different with each term. We employ the general distinc-
tions used by the participants themselves as they responded to the ques-
tion, “"What is your First Nations ancestry?” Twenty-nine First Nations are
represented. The number in parentheses indicates the number of people
who represent that particulat nation.

-
Tabile 11 2
Years sorebas! Gradwatieon Number of Particpants
0?2 12
1A 13
(v ¥ 12
vl 4
12 14 11
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Part {1

Tuble {13

[acdty Provram
ist Ol ird Hh
Apreulture 1
Aris 3 2
Commefoe 1
Fducation 52 a7 Y 3]
Human mervies 1
[ aw 1
NMedicme }
Nursing 2
Sovral Work i 1
L_

First Nations from the East qind South. Among the graduates several First
Nations are represented whose national homeland is not on the Pacific
Coase. Nine nations in that group are Cree (5), Metis (2), Peigan (1),
Cjibwav (1), Dakota (2), Oneida (1), Mohawk (2), Micmac (1), and Mava-
Mam (1). From east of the Fraser River Valley but still from present BC
homeldands, the nations represented are Interior Salish (3), Okanagan (6),
thompson/Niakapmux (B), and Secwepemc (8).

First Nations from the North and West. The westernmost nations repre-
sented are Kwakwaka’wakw {2) and Haida (4). Other western nations ary
Isimshian (5), Heiltsuk (3), Nishga (5), Haisla (2), and Gitksan (5). Coast
Salish nations represented are Coast Salish (further unspecified, 2); Stolo
(4). Cowichan (2); Nuxalk (1); and Squamish (1).

Morethan 10 partiopants

Tetveeny 3 and Y

{or fewer

NMore than 10 participants

Fewer than 10 partiapants

Fabic 11 4. Majors and areas of concentration in baccalanreate programs

anthropology . pimarny, educaton

Canadian studies, psycheiogy Native education and
Native studses, language arts educabion, elementary
education, reading education

Englich history, cociology, inguistics, mathematics,
physies, political saience. creative wniting, special
education, science education, currtcvlum, early
childhood education, English as a second language.
transportation, nursing, soual work, plant saience.
human services, recreation

Majors and areas of conentration n succecding programs

educativnal admunistration

education, adult education, <svaal and educational
studies in education, gutdance conunumity education.
clementary education, English as a second language,
counselling psychology . secondary education, language
arte education Native human services human nutrition
philosophy. law. health setences
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Table 11.5
Program ist 2nd 3rd dth Total
Diploma 6 13 4 23
Baccaluareate 35 b M X
Macter’s 3 10 7 2 22
Do tor, 3 3

First Nations from the North and East. The Nations represented are Car-
rier (3), Wet'suwet’en (1), Tlingit (1), and Tsek’ehne (1).

A note ont the basis for identification. We asked the participants to specify
the people, village, lineage, band, or other First Nations group with which
they most closely identify. Twenty-eight respondents identify most
closely with a specific band, and most of them specify the name of that
band. Twenty-four respondents identify with a more generally defined
First Nations group (e.g., Tsirrshian, Metis). For four respondents the
band and First Nation are equivalent (e.g., Squamish); fwo respondents
identify with a lineage within the band; one respondent identifies most
closely with the village; and eight respondents did not provide a basis for
identification.

First Nations language competence. Twenty-six respondents (38.8%) said
that they speak or understand a First Nations language; another 10 (14.9%)
said that they had qualified competence in a First Nations language; and
30 (44.8%) said that they did not have competence in a First Nations
language. Four of the graduates are competent in two First Nations lan-
guages, and another four have some qualified competence in a second
First Nations language.

The languages represented in the group, with the number of respon-
dents who have some competence in the language shown in parentheses,
are Maliseet (1), Mohawk (1), Cree (3), Blackfoot (1), Maya-Mam (15,
Okanagan (4), Nlakapamux (7), Shuswap (2), Hal'gemeylem (4), Seabird
(1), Squamish (1), Kwakwala (1), Tsimshian (1), Haisla (1), Huupachesuth
(1), Heiltsuk (2), Nishga (5), Gitksan (2), Wet'suwe'ten (1), and Carrier (2).

Fable 1o
SIS Ve booat fatey Cierrenit Yo

N ' N "
ix 20 () 4
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KA Il 3 75 [ 255
45 1 1.5 14 2R.5
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Begmmnmg a University Program

Work before entering university. A large number of participants, 41
(h2.1%), had worked in a field related to their field of untversity study,
whereas 25 (37.9%}) had not. One individual did not respond to this ques-
tionnaire item.

Education and child care were the fields in which they had had most
experience. Ten of the respondents had had experience as teachers in
schools or in adult education facilities, and another four had worked as
long-term substitute teachers. Eight had been teacher aides, and an addi-
tional two had had experience as volunteer teacher aides. Five had been
day care workers with young children, and four had worked as summer
camp child care workers or counselors. Four had been home-school coor-
dinators. Two had worked as library aides, and the fields of coaching,
school bus driver, and school janitor were each mentioned by one person.

Experience in counseling and social work was reported by six respon-
dents: one had been an alcoholism counselor, two had been social work-
ers, two had been social worker assistants, and one had been a social work
volunteer. One participant had worked as a valunteer in a hospital. In
addition, three persons worked in the related fields of administration,
program planning, and public relations, and another three had worked as
researchers. One of the teacher aides noted that he or she had also had a
jub duing archival research and in the process began to spend “a lot of time
with elders—gathering and listening to their fife experiences.”

Entering LIBC. Evervone responded to the question “How did you first
hear about UBC?” though one participant simply noted that he or she did

How some first neard about UBC
Isaw an ad in a local newspaper.

The principal of the band schoal T subbed at encouraged me to register-—the NITEP
secretarvy 1s from mv home town as well!

Through promotional hterature and visitations to our community by Verna Kirkness.
A close fnend was attending; and <he continually urged me to apply.

My tather attended UBC.

Both ot my parents attended UBRC

Through the high schoul counselor

\ 13 the proverbial * moccasin telegraph -~

Ftirst heard of NITEP and it= programes trom my smployer s ho motiated and
sparked me to continue with my education

High school carcer davs
Ulder brother who attended in 73 then through Jo-ann Archibald

GCeneral knowledge UBC 1= one of the major features of Vancouver and Southern BC
The programs, | wpeahically tinquired about at the univeraty

vs3ibrochute s about NITE
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not remember his or her first knowledge of the university. Several of the
participants noted multiple sources of initial knowledge.

Workers in education who were not formally associated with UBC
programs were an important source of information: schoolteachers, prin-
cipals, or counselors were cited by 13 participants; Indian Affairs counsel-
ors by fwo; others were adult education teachers (2), and participants’
employers (2). Four participants found out about UBC programs while
they themselves were working in schools or in some capacity in education,

individuals told others about UBC. “Word of mouth” was cited by five
participants. Students and former students were sources of information
for their children, siblings, other relatives, and friends, as 12 participants
cited those sources.

Public knowledge was another source of information. Two said that
public awareness of the university was the source of knowledge. and one
participant said that the fact that a NITED Centre existed in town made
him or her awaie of UBC opportunity.

NITEP recruitment strategies were important for a substantial number
of participants: 11 participants first heard about UBC programs through
promotional literature, pamphlets, posters, newspaper advertisements in
First Nations newspapers, or television announcements about NITEP.
Seven participants said that their first source of information was through
individual contact with a person representing NITEF, and six participants
became aware of UBC through presentations about the program in their
communities.

Reasors for choosing UBC. The responses to this question relate (a) to the
institution (i.e., its programs, institutional characteristics, or unique op-
portunities); or (b) to a participant’s personal characteristics. All but one
participant specified at least one reason for deciding to come to UBC, 28

Some participants” reasons for choosing UBC that refer to the inshitution

Geographical location in relation to my residence. Also, 1ts history program had a
sood reputatioa.

[t was the closest and best avalable

Wanted to be a teacher: NITEI program.

Bevause they host NITEP and | neaded the support NITED otfers

Otf-campus centre in Terrace made the transition easier

Familv housing availlable and support seemed evdent

{UBC ] uffered a Native teaching program.

The collection of the UBC Museum ot Anthropology. [ was vet unfamibiar with it
I+ had the best admimistrative program in Canada

Support systern, and UBC had o First Natons perspective in the program

The tact that NITEI" had tield centres and Native studses

{ts history program had a voed reputation

4J ™
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Some purticipants’ reasons for choosrig UBC i personal terms
My daughter and the impact it would Lave on the futire.
To do something worthwhile in this life ume was the main reason.

Keen interest 1n education - -furthering my education; better hife «tyle, always wanted
to be a teacher.

[k new 1t was a goal | could achreve.

Because ot the political situation of indigenous peoples | realized that the key to First
Nations hberaton 1s education,

Helt o need for more education that would lead to a more meaningtul career.

It was a transitional period in mv lite; my children were getang vlder and it was time
to do something different. I entered NITED because | wanted ta be with aborginal
pevple and because | swanted to learn.

provided a single reason, and 38 gave multiple reasons. A total of 98
responses were given by the 67 participants, 57 (58.2%) in terms of institu-
tional characteristics, and 41 (41.8%}) in personal terms.

It is important to remember that when the number of participants
citingg a particular reason is noted this does notimply a hierarchy of reason
OT even an accurate picture of motivation to attend, but rather an indica-
tron of range of reasons.

Institutionai characteristics. The most common reference was to a spe-
cifte program or field at UBC: NITED (15), NITED field centres (6), Ts"kel
(3), sacial work (2), or history, administration, nursing, and museum re-
sources (1 each). One participant came to UBC to work with a particular
professor. Seven participants chose UBC because of its location, and five
vited the high reputation of UBC as a reason for seeking admission. Six
participants were attracted to UBC because First Nations support services
were available; six said that the opportunity to pursue studies in First
Nations issues along with other First Nations people was the reason they
chose UBC. Two cited the availability of student housing.

Personal characteristics. Eleven respondents expressed their motivation
in terms of vocational aspiration, and seven explained their motivation in
terms of their desire for scholarship. Four participants spoke of their own
positive self-assessments: they realized that they had the ability to succeed
al UBC. Another four spoke in terms of persanal improvement as a reason
for attending. Three participants noted simply that their reasons were
personal, the result of personal desire or aspiration Three people remem-
bered their concern for others as a motivation.

Basts for adnission. The bases for admission to UBC were as shown
“admission on some other basis,” for example, university transfer pro-
gram from a community college or other university. Some gave details
about their formal schooling (“one credit course short of receiving a high
~chool diploma,” “Grade VI at [name of schoot],” and “Completed

M
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Grade VI at [name of Indian school] in ‘67; didn't cut the mustard during
integration process of '68,” see Table I1.7).

Academic preparation. Table 11.8 details percentage responses of partici-
pants’ self-assessment of preparedness for university-level work in nine
academic areas. Confidence was highest in reading and English, lowest in
second languages, and moderate in essay writing, science, exam writing,
and mathematics.

The questionnaire invited comments about academic preparedness
and 45 of the 67 respondents provided them. Though 58% of the com-
ments were about lack of preparedness, 33"% focused on sources of aca-
demic strength. We assessed the association between academic
preparedness in all areas and dates of first entry to university, age at first
entry, and bases for admission; as with the other tests, the cross-tabulated
values revealed no significant association.

For some (5 respondents), beginning university after having been away
from studies was a problem. Four people commented that schools had not
prepared them for university study, and two made the same observation
about community colleges and satellite programs. The largest category of
comments (9) had to do with how to remedy any self-defined academic
deficit through application and work.

Sources of academic preparedness were attributed to school (1), com-
munity college (2), parents or elders (3), and existing support services (3).
Seven respondents attributed preparedness to personal characteristics
such as a love of reading. Five people remarked on First Nations lan-
guages, that is, that they should be accepted as second languages or that it
was more difficult to achieve academic preparedness for second-language

—
Table 1l 7
Secondary school graduates 21.5%
Adult basic education or GED 13 4%,
Mature student admissions 31.2%
Adoutted on seme vther basis 19.47.
Missing, 144"

Table 11 8

Vulume 21 Number 1

S

Shill Ared Adeuacy o Preparation
townd fatr Poar

Readingg w7 G O u (s,
English S A% 1 4.
Humanities R ALY 47.0% §15.2%
Exany Wnihing R 13K, 13,
study Shall- REER RN 8.4, 29 yo,
Faway Whniting o 11, LTV
Nathematies WN L J0r. 3y 20,
S e Ty 3. W
Second Languays 1) 1 S04,
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Some participants’ comments about their preparation for university work
Fwas weak in every area and had to work twice as hard in all areas.
Although | graduated from Grade 12 I had been out of the system for many years and

curniculum had changed drastically by the ime | entered UBC. | should have gone to
college before staring NITEP

It was difficult to gauge what each professor expected—consistency in class
standards. Basic skills were lacking, yet I'd completed two years at campus satellite
thinking my wnting and other skills were okay. In retrospect the professors in first
and second vears should have been more cosely aiigned with those at UBC.

[ thark my parents for the way they raised me. Having a Grade 7 education and a
great desire to learn enabled me to extend what | did know to what | wanted to know.

Always loved to read and learn on my own

Language fvocabulary development and word usage] has been an ongoing task; |
belisve this s due to being ESL.

In [a named hugh school] you are automatically put into the general program.

P would =ay cunosity and determimation to know are what drove me to NITE and to
stav in NITEF My lack of study <kidls and exam writing <kills sometimes made my
lite rather stresshul

students. The academic areas replicated the list to which they were asked
to respond, but one respondent added statistics as an area in which there
should be some preparation.

Appawcation, admission. and registration. An open-ended question read:
"Please comment on how you felt about your application, admission and
registration (for example, information or assistance you received or failed
to receive; any difficulties, etc.).”

Twenty-eight (41.8") respondents reported positive experiences in
thase areas generally; seven fucused on the application process, nine on
the admissions process, five on registration, and seven wrote of all those
processes as positive. Twenty-three respondents (34.3%) were neutral
about all the processes, wrote of their mixed responses to the processes, or
found the processes unremarkable. Fourteen (20.9%) reported negative
experiences in those processes (five about admissions, five about registra-
tion, and four about their negative response to application, admission, and
registration). Two participants (3%) did - { respond to this question.

Of the 67 participants, 23 mentioned the support they received during
the processes as crucial, and several remembered individuals associated
with NITEP, FNHL, or Ts'kel who had been particularly helpful.

Four people said they had received wrong, information or had failed to
receive important information, which had had a negative effect on theit
programs, about funding, transfer credit, or the applicability of specific
programs; and two were disappuointed that they had lost credits in trans-
ferring between institutions.

The first few months at UBC. We asked people to respond to the open
ended question “My first few months at UBC were .." We adopt two

. 48
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Some commettts about application, admission and registration

| was very happy to be accepted inte the program. A coordinator was in town to help
me fAll out the application accordingly; I really appreciated that.

Very, very good. One of the interview questions | recall: “"Do vou have famulv
support?” This is now one question | ask adult students.

Bev. Val, and Terry were all extremely helpful in expediting myv application
Communication was professional, friendly. and FREQUENT. | may have backed out
if it hadn 't been for this tremendous support.

| remember the NITED applicaton form, the interview with the coordinator, and the
fact that [ had to write a short essav on “why | wanted to be a teacher.” All three of
those cnteria were relevant and made me teel that T was applying to a Native
program, and that the program screenwmng really applied to me

Due 1 the distance T had difficulties filling out the torms.

methods of reporting the general response. All but one person responded
to this item. Twenty-eight (41.8%) remembered the first few months in
clearly negative terms (e.g., from the graduate of a faculty in which there
are few First Nations students: “Contusing, discouraging, and isolating.
When people were helpful (staff and peers) | felt they were very patroniz-
ing. They couldn’t interact with me on a basis of equality. 1 was a novelty
because | was a First Nations woman”; and another: “Very scary, lonely
and I spent a lot of time wondering if | was in over my head. [ definitely
did not feel confident about being a UBC student.”

Nineteen (2R.3%) remembered their first few months in neutral or
mixed terms, for example, “Wet, lonely, homesick, broke and also exciting
as I met new students [NITED and non-NITEP]": and “Frightening, busy—
the program was heavy in terms of a full load but the work was manage-
able.” Anather 19 (28.3%) remembered the first few months in clearly
positive terms, for example, “Fun, challenging, stimulating, exciting” and
“Like opening new doors, a new world of learning, which I loved very
much.”

Another way to characterize the general response is to look at the kinds
of adjectives that are used to typify the experience, and the relative inci-
dence of each. The most common adjective was exciting; 17 participants
used that term. Other terms in decreasing order of occurrence were scary
(10), hectic or busy (10), lotiely (9), homesick (8), overwhelning (7), confusing
(6), lost (4) and difficult (4). The following terms were each used two or
three times: afraid, alfenating, challenging, confident, culture shock, frustrating,
full. a shock, stimulating, and traumatic. Other terms, each used once, were
boring, fun, depressing, discouraging, enlightening, exhilarating, fantastic, hum-
bling, mtinudating, isolatmiy, meamngful, nervons, and stressful. Negative
adjectives accurred just over 70% of the time.

4/
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Table 119

Assessment of Funding | evel Numbcr Responding Percent

Adequate 14 21.5%

Barelv Enough 21 32.3%

At Submistence Level 23 I54%

Below Starvation Level 7 10 X%

to

Missing Observations

Bemyg There: Atteniding UBC

Funding. Four levels of adequacy of funding were presented to partici-
pants in a restricted -choice questionnaire item, and the responses by par-
ticipants show that funding was a problem for many (Table 11.9).

[n the open-ended item that asked participants to tell of the biggest
hindrances to their successful completion of university, 13 {19.5%) noted
financial problems.

Mast of the participants had multiple sources of funding while they
attended university. Table .10 shows (a) the number of people who used
tunding from each named source and the percentage of the 67 participants
using that source of funding; and (b) the number of people who had
recetved funding from that source who said that funding from that source
had been adequate.

Comments by some participants specified their other sources of fund-
ing: family, that is, spouse, parents, in-laws, and so forth (9); part-time
work (7); First Citizens” Fund (3); and one each self, loans from friends,
subsidized accommaodation, and exchange favors. One participant said, “I
sold my little house on the reserve to supplement my student funding.”

The level of support received from bands differs by band. and eight
recipients of band funding commented that the level of support they had
received from the band was unreasonably low, lower than from other
sources or other bands, and one student mentioned that she or he had only
had that level increased after threatening to quit in the last year. Two
participants noted the adequacy of band funding and commented on their
gratitude to the band. Four band-supported participants mentioned that
one of the difficulties was that the formula used to estimate living ex-
penses did not account for the high urban-Vancouver cost of living, a

Table 11 110
Source Had fundig from Funding from this

thus ~ource uws adequate
Band X716 19 (33 3%)
DiA 25 (372.3%) 4(33.3%)
Bursary A2 (47.8%) 201 (69.7%)
Loan M (50.7%) 14 (67.7%)
Sholarshiy 1301947 Ri737%)
Other T (28490 11 (72.2%)

1
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comment echoed by DINA-supported participants from out of province.
One participant in a five-year program cculd not get band funding for the
fast yvear because of the band’s supposition that all university programs
were four-year programs.

Also, programs differ in costs of books and supplies, and the DINA-de-
rived formula for funding paid for only a quarter of the books needed by
one participant. Two participants reported other policy problems: a grad-
uate student said that he or she “fell between all the cracks” in eligibility
for funding, and another recent graduate said that Canada Student Loans
applications were rejected because of his or her supposed eligibility for
band and First Nations bursary funding. As troublesome as low levels of
funding is the pattern reported by four participants of frequent delays or
consistent irregularity in receipt of cheques: the stress caused by this was
reported in graphic terms.

We anticipated that because of changes in eligibility criteria in the
mid-1980s and a large-scale change to band administration of funds dur-
ing the late 1980s, there would be a difference in patterns of funding over
time. Except for the fact that a larger proportion of students were band-
supported in the late 1980s, the patterns (i.e., of adequacy, statement of
problem) remained similar over time.

Problemns. In an open-ended item on the questionnaire we asked for a
retrospective assessment: The major prollems and/or obstacles I faced at UBC
were ..

The first generalization about the responses is in the agency of the
problem (1.e., where does the problem or impediment arise?), which pro-
duces o remarkable finding: more than hatf the participants (34) focused
on some personal characteristic (e.g., poor study habits, lack of time man-
agement, an emotional reaction to stress, etc.). Eight included institutional
structures or other people as “problem” in their description, though they
dealt as well with a personal issue as problematic, 17 focused entirely on
an external, institutional problem as an issue. Most participants listed
muore than one problem: consequently, the total number was 170, far
greater than 67 (the number of respondents). Two did not respond.

The number ot responses in each category are given in parentheses
after the naming of the category but it would be a mistake to interpret
incidence of a problem as indicating the relative magnitude of a problem.
This categorization is based on the recollection of 67 “successful” UBC
students. There may well be students who left UBC because of the intrac-
tability of any of the areas.

Personal 1ssues or characteristics (98)

Famuly responsibilities: (e.g., single-parenthood) (4) though more are
implied under the heading of Fruancial problems).

Fiancial- these range from despair and preoccupation over financial
difficulties to having no money to pay for required typing, to having no
money for “extras” (1),

49 4
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Emotional: loneliness (5), and in addition, difficulty in living far from
family and home (5); difficulty in adjusting to urban living (3); difficulty in
understanding “the system” (5); lack of confidence or poor self-esteem (7);
stress (2), depression (1), fear of failure (1); identity and state-of-change
situation, life-situations: “identity crises” (2); coming to grips with First
Nations identity (2); stress due to having to make crucial life and career
choices (4); personal problems (e.g., addictions) (2); ime management
skills; setting of priorities (9).

Logistics problems: difficulty in finding appropriate housing (4); trans-
portation to campus (4); difficulty in finding appropriate day care (2).

Academic and conceptual areas: lack of skills (e.g., research, library, and
computer skills; study skills; exam writing skills; reading and writing
skills) (14; an additional 3 said “lack of general academic skills”); difficulty
with some concepts introduced in courses (3).

Institutional characteristics (62)

Deficiencies: information and communi-cation, for example, with regard
to course requirements (2); counseling re NITEP, FNHL: 2; current:
1); tutorial support (1); day care (2); housir,,, «); accuracy in student record
keeping (2); number of library resources for required courses (1); com-
puter facilities (1); First Nations resources (2).

Characteristics: impersonal (5); large and alienating (4); conservative (4);
“philosophically” foreign, alienating (4).

Teaching staff: inaccessible, aloof or unreasonable (2); (some) focus on
participant as First Nations person (ie., as spokesperson (4); quality of
teaching is disappointing (1); (some) are racist (7).

Explicit First Nations issucs: institutional lack of respect for First Nations
cultures or misappropriation of cultural authority (6); racist incidents,
individuals (8). ,

Fxternal factor problems: (10) family problems, interpersonal or marriage
relationship breakdown, family tragedy (7); First Nations internal politics
(1).

Other responsibilities. The way the participants conceptualized the other
responsibilities is drawn from an open-ended tem, so the terms and
categories are not mutually exclusive. The most common responsibility
was family, mentioned without maodification by 17 of the participants.
Another nine participants were specific that it was the extended family
that they saw as a responsibility; 19 named children and eight named
spouse or partner as the family responsibility that coexisted with the
responsibilities of university life. The dimensions of family life that were
mentioned specifically were finances (7), budgeting (2), day care (2), hous-
ing (2}, the maintenance of a home (3), and recovery from family trauma
(2).

The next most common citation of responsibility was in volunteer
community work (11 participants); another six participants mentioned
cultural responsibilities in their communities.

45 iy
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Eight cited part-time work as a responsibility. Other responsibilities
named by the participants were in the areas of general finances (3), peer
relationships (2), adapting to change (2), and the maintenance of emo-
tional or personal stability (2).

Factors credited for success. Two questions asked participants to focus on
support and success factors while at UBC. The first is an open-ended
completion item: The most support | received at UBC came from ... and the
second is a forced-choice item using categories shown immediately fol-
lowing. Table [1.11 shows the number of participants who checked each
item in the second column, with percentages of the total sample shown in
the third.

The focus of the upen-ended item is on the amount of support. In those
responses the strong tendency to credit First Nations sources of support is
even stronger; professors, staff, and counselors emerge as a category; and
perhaps most important, there is a clear pattern of response that focuses
specifically and positively on NITEDP and Ts"kel.

The distinctions that participants make in an open-ended item Jo not
allow for equivalence in distinctions between cases (i.e.,, when a partici-
pant names peers as the source of most support, it is not the same order of
distinction as "other First Nations students” or “students in my faculty”).
Thus in tabulating responses we have been true to the distinctions made
by the participants. A totai of 137 items named sources of suppurt, 119 of
which specifically focused on either First Nations people, First Nations
institutions, or UBC First Nations agencies. Among the latter, NITED (or
Ts"kel) was named 84 times. Several people credited specific individuals.

The importance of NITEP particularly requires comment: though in
response to another item, one participant noted a perception that NITEP
services were available only to NITEDP students, it is clear from responses
to this item that NITEP has been important beyond its programmatic
mandate, because the students from other faculties were as likely as
NITET education graduates to name it as a source of suppuort.

lhe numbers in parentheses indicate the number of participants who
named a specific source. FN refers to terms that were specifically marked
as First Nations or were associated with a First Nations agency.

Table 11.11

The things that really helped me get throegh were

Fanuly 3K Kb A%
Friends 52 77.6%
General Student Services at UBC 4 6 0%
First Nations Student Services at UBC 39 38.2%
Employment Oppartunities at UBC 5 7.5%
Community Social Services 4 6.0%
Other Factors* 9 13.4%
*NISU (student erganwatien), community, and people at home (2), selt-reliance (3),
Elders)
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o Other students (29 total, 19 FN, 10 other); NITEDP students (), First
Nations students (11), students in participant’s faculty (3), other
students (4), peers (3).

« Professors (11 total, 5 FN, 6 other); NITED professors (3), First Nations
professors (2), other professors (6).

« Counselors (18 tatal, 14 FN, 4 other); NITEP counselors (12), on-campus
counselors (4), offcampus counselors (1), DiA counselor (1).

o Staff (39 total, B9 kN, 0 other); NITEF staft (17), NITEP suppuort staff (3),
NITEP coordinators (4), specific NITEP and Ts"kel named personnel
(10), Ts"ke! advisors (3), House of Learning statf (1), First Nations
student services (1).

o Famuy and community (27 total, 26 FN, 1 other); family (18), NITEP
family (5), friends at home (1), community and band (2); community
social services (1).

«  Other (3 total, distinct! ons not relevant); spiritual help, self (3).

o Place (9 people mentioned a place, the NITEP hut, as the most
important source of support),

UBC as an imstitution. Another aspect of success factors and barriers is
UBC as an institution. We asked: Would you commient on how UBC as an
mstitution helped and/or discouraged you (for mstance, the administration, the
faculty. the rules).

Seven participants did not respond to this item; the responses of 22
participants were predominantly or wholly positive; 25 were predomi-
nantly or wholly negative; and 13 included both positive and negative
statements as shown in Table 11.12 and in the following pages. There were
a total of 59 negative statements, and 44 positive ones,

To facilitate interpretations of the responses to this item, extracts and
phrases are categorized below. Our overall interpretation of the responses
van be summarized “There are some problems, as might be expected, but
on the whole, participants remember the institution in both positive and
negative terms.”

Two participants who had been at UBC in the early 1970s and again in
the 1980s compared their experiences: they said that the institution was
much more cognizant of First Nations issues, the institutional climate was
better, during their later period of attendance. However, there was no

[

Table 1112
Cutegory of Comment Nevatite Positie
Ceneral charactenstics of the tnstitution 24 X
The admunistration ) b
Rules and regulations 5 1
Univeraity services 4 3
The teaching staff in general 5 Py
Comments apphed to "some” «tatt 4 i
Comments about specihc departments ¥ 4
Comments about Tirst Nogons departments R 14
pe
47 U
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systematic relationship between date of attendance and direction of com-
ment (negative or positive) for the group as a whole.

As might be expected from reports of personal experience, i number of
cormnments by different respondents are directly contradictory.

The unersity as an institution

« lositive: fair; helptul; characterized by people who are helpful;
cognizant of the special needs of First Nations communities and First
Nations peuaple; less bureaucratic than the federal government;
incredibly flexible; flexible if the communication is mediated in
writing; flexible—it takes personal situations into account.

« Negative: impersonal; characterized by people whao are cold, distant,
uncaring; big, overwhelmingly large; cold, not sensitive to First
Nations perspeclives; deficient in adequate resources (literature,
research base, library holdings) in First Nations issues; hypocritical
with respect to professed values; an institutionalization of mainstream
values, so epitomizes the problems of mainstream society; dismissive,
uninformed about First Nations people and issues; elitist (aloof to
students and First Nations peaple); conservative; embodies some
racism; difficult; inflexible.

Fhe adminustration of the university

» Dositroe: did a fine job of creating programs and administering
programs and regulations; is flexible; recognized First Nations Elders,
with respect; started the Longhouse; is more than helpful in
responding to inquiries and concerns; gave preferential treatment Lo
participant for fear of his or her “loud mouth.”

» Negative: discourages more often than assists; is impersonal, not
understanding; is distrustiul; is difficult to  understand; was
inconsiderate in the manner in which tuition was raised; should
appoint more First Nations staff.

The requlations of the university

« Positive: did not discourage the participant.

« Negative: do not account for mature students with families; had to be
followed without reason; were in some cases totally unrealistic and
unnecessary; were there to be tested by the students; in the case of
regulations about transferring from other institutions were a problem.

Comments about university services

« DPositive: housing was affordable; the university recognized the special
needs of First Nations students in housing; a good orientation was
provided.

« Negative: housing management was difficult; academic counseling was

hard to get; there was no good orientation to new students about

programs and services; parking was too expensive.

0d
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Comments about teaching staff

The teaching staff in general

« DPositive: were very good; helpful in terms of assignments; were (the
vast majority) supportive; were supportive in that they had high
expectations; provided recognition and acceptance of First Nations
persons and issues, and had high expectations; did not discourage First
Nations students.

» Negative: lacked knowledge about First Nations; were not impartial;
had preconceived ideas about Indians; (in the 1970s) did not encourage
pride or acceptance of First Nations people; had commitments to their
jobs and careers, not to students.

Some staff

o [ositive: were positive about First Nations students and issues; gave
great personal support during wying times.

« Negative: were tolally negative; were hypocritical: complained about
the system but supported it ent*rely; were prejudiced; did not care
about individuals; were not supportive,

Notes about specific departments

» Positive: Graduate advisor in SEDS very helpful, supportive;
Educational Admiristration faculty helpful, encouraged good
performance; AAEH Jaculty helpful and encouraging; Education
faculty was excellent, supportive, informative,

» Negative: Educational Administration more opinionated than others
about First Nations issues; some anthropology professors were racist;
same anthropotogy professors were indifferent to First Nations issues;
several anthropology professors cdung to their theories despite First
Nations counterclaims; graduate advisor (Language Arts) was not
heiptui; did not have a positive relationship with student; advisor (in
Education) discouraged student during difficult situation in practicum;
history professor was callous, dismissive, demanding, when student
dedlt with tragedy; professor actively discouraged student from focus
on First Nations issues; provided support and information for
“mainstream” issues.

Courses and cirriculum

> Negatiee: Courses were too big; there was little allowance for individual
interaction with professors; scheduling (in Nursing) meant little
flexipility for electives; did not address First Nabions issues;
institutionalized racism in the curriculum,

Fur ot Nations programs and departmetits

« Posiiire: NITED was a positive influence, just through its presence on
campus; association with NITEP was positive; NITEP provided a sense
of pride and acceptance; the staff in NITEDP were very helpful; NITED
staff were very supportive during personal  difficulties, NITED
provided the personal aspect; main institutional orientation was to
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NITEP, not to “UBC”; Ts'kel was a positive presence on campus; Ts'kel
provided positive support in terms of acquiring skills, learning; Ts"kel
staff was personally very supportive; Faculty associated with Tskel
was very helpful; Ts'kel had a positive effect in its home academic
department, ENHL provided a positive First Nations presence at UBC;
FNHL was of great assistance with the UBC bureaucracy.

« Negative: NITED procedures for registration were counterproductive,
slow; meant courses were inaccessible; NITEP provided wrong
information in counseling; incurred an extra year; during the early
period of Ts"kel it did not have the staff or experience to provide the
needed support.

After UBC: In Retrospect

After graduation: Work experience. The questionnaire asked: Piease share
some of the highlights of your work experience sitce your last graduation from
LIBC.

Only five (7.5%) participants noted any difficulty in finding employ-
ment. Their cases appear to be unusual in terms of the others’ experience
and so are described here to indicate the nature and extent of the difficul-
ties. The greatest degree of problem cited was the case of one very recent,
very specialized graduate from Arts vho worked in an urban setting in a
temporary position in a field related to his or her university education and
then went through a period of underemployment. One participant, pre-
pared in two fields, found work in education but would have preferred

Comments on work experience
Working within Native organizations within my community, hence workang with my
people: expenencing a student's victory.
Taught for four years in an urban Native schocl, two years in an inner-aity school.

I'mncipal of a locally controlled school for three years; now a consultant for a public
school division.

Nattve adult education instruction (2 years); curriculum developer (1 year)—-wrote
and developed a curriculum for grade 4; Native Indian Studies sessional instructor at
uriversity, coordinator of First Natons education and college administrator.

Articled with Canada Department of Justice, ... private law practice since that ome.
Research saientst.

Worked for two large companies (planning department, designing computer
¥y stems).

Research tor [School Board |; worked as a First Nations resource person for {School
District); |'ve taught grade 2 for 4 years and now have a split 2/3. I've worked closely
with First Natons Youth as a counselor

my work experieny: has been exceptional. | would do it all again. Even though
NITEI" 1s an elementary program my teaching expenence has been all secondary
humanities | became a secondary vice-prinapal {then seconded to work wath
governmenl], and am now a distnct principal.
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the other field of specialization. Another participant, now describing high
job satisfaction, spoke of “great difficulty getting a decent job.” One edu-
cation graduate says the difficulty is more of a disappointment in that
“despite my professional accomplishments ... I'm still not peiceived {as
being] on par with white colleagues; | feel like a glorified aide.” The only
other person to cite difficulty, an employed teacher, noted problems with
the employer.

By far the most (62 participants, 92.5%) noted no difficulty in finding
suitable employment in the field in which they had studied. More nearly
typical is the response from another teacher “Very easy to find employ-
ment: in fact, it’s ‘hard” to remain unemployed.”

Almost all the research project participants pursue careers in the field
in which they studied at UBC. The most general strategy for assessing
consistency betven “field of university education” and “career path” is
by faculty purview, that is, o ask ”Are the graduates working in fields for
which the faculty in which they studied usually prepares peaple?” and by
that method of assessment only four participants changed fields. All three
had degrees in education, but one worked in health administration, one in
publishing, and one in municipal administration. In terms of comparing
specific specializations, there were more changes of field: an elementary
reading specialist works as an addictions counse'ar, a magisterial gradu-
ate in educational s.iministration became a civil servant and consultant, a
Canadian studies major in education works as a counselor, and a business-
person changed to a completely different industry, field, and position, but
still in the world of business. The questionnaire responses probably give a
minimum estimate of such changes.

What is most remarkable about comparing the specializations in which
people were trained and their descriptions of what they have since done is
the way people expand their work horizons to include such a variety of
activities and interests. Representative of those many cases is the educa-
tion graduate who has worked as an elementary schoolteacher, principal,
program coordinator, consultant, curriculum developer, and adult educa-
tion instructor. Again, because the information was not specifically re-
quested, it is impossible to say how many graduates have developed
multiple areas of competence and work in their fields, but the fact that 34
{(30.8%) of the participants described their work in terms of this diversity
indicates that the pattern is common.

Postgraduate education is a route chosen by 20 (30.3%) of the gradu-
ates.

The fields in which participants described their activities are varied.
Were we to have distinguished career path for the participants from
faculties other than education, individuai participants might be identifi-
able. Instead, in order to demonstrate the variety of fields of work the
participants reported we have focused on the 55 people who graduated
from the Faculty of Education. The fields shown in Table 1.13 are men-
‘1 QL
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tioned as major areas of wo 'k during the postuniversity career. (Note that
the categories are not exclusive, some people probably including “curricu-
lum development” and “program planning “under “educational adminis-
tration”; and the field of “teaching” covers a large territory. Because
people have changed puositions and have current positions that involve
multiple fields of competence more than 67 fields are listed.)

The 12 participants who have never been associated with the Faculty
of Education report the following fields: self-employment, health care,
health care administtation, law, adininistration, research, planning and
development, consulting, publishing, counseling, teaching, civil service,
museology and archival work, and pulitics.

We did not ask specitically if participants worked in First Nations or
with First Nations issues, yet almost two thirds of them (44, or 65.7%)
volunteered that their work was with First Nations people, in First Na-
ticns communities, or with First Nations issues.

Did UBC prepare its graduates well?
The question was As you look back, how well did your UBC program prepare
vou for your career? Please be as specific as you can.

Only two participants failed to respond to this item. Three general
categories of response are “positive comment,” “negative comment,” and
“comment that includes both negative and positive aspects of programs.”
Generally positive comments typified 43 (64.2%) participant’s responses,
whereas 12 (17.9%} iocused on aspects of their programs that in retrospect
they evaluated negatively. Both negative and positive aspects were in-
cluded in the responses of another 10 (14.9%) participants.

The responses fell into five categories:

Content areas: skills, knowledge, perspective, intellectual development;
Orcanizational areas: administration and planning;

Personal growth aregs: adaptability and self-confidence;

Practical experience areas: practical experience in application of skills and
knowledge:

First Nations issties.

Table 1113

Teachtng

Educational administration
Prograin development
Consulting

Flanning and development
Research

Currtculum development
Counselling

frublishing

I'olitics

Civil servie

Selt employ ed
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Commients about etployment

The highlights are many. But perhaps the spotlight is on my children and my
students. The impact of being a Native and being a friend or relative to everyone in
my community makes a difference—-1t gives my people the power to believe they can
be whatever they want. | have witnessed students who repeatedly stated “1 can't”
and because they were surrounded by their own people and by people who believed
in them, they changed their “f can’t” to “I'll try.”

| have met the challenges of admunistrator of [a specific school]. [ espeaially hike 1t
because Y57 of the students enrolled are First Nattons. [ have the freedom to take
risks, make changes to meet the needs of the students.

I moved back ta my reserve community and am here to stay, working with my
people in education, sucial development, economic development, and land claims.
[Currentlyinvolved in intergovernmental negotiatiuns.] My hife goal however is to
implement 1n our traditional territory a land use board which will make ail people
and al’ things equal, based on sharing, caring,. respect, and honor.

| am a recent g, aduate but already there has been a change in how [ see myself and
the work Tdo. | now wark for {postsecondary institution] and plan to move on. | feel |
have the knowledge and skill to do <o

I witions in field since graduation: assistan« execubive director of community service
taulity; executive director, research directer, chief adnunistrative officer.

Taught grade 1 tor two in a Native community; with assistance of local schouol district
developed an adult education centre in home community .

UBC's program directed me toward a career, rather than prepaning me for it.

Examples from the various areas follow.

skills One participant detailed his or her work in coordinating a coun-
seling program and in general program administration, as well as work in
curriculum development in adult education, and related specific skills
used in those jobs to specific skills gained in graduate courses in Education
Curriculum and Instruction. The development of writing skills at univer-
sity was remarked on by one participant; communications and rese.:r ‘h
skills were remarked on positively by others. The development of analyti-
cal skills was mentioned by several participants as well. To one nurse, the
important thing about the program was that “you actually learn specific
skills that you will use in the work force” (though that person added, “1
foel less well prepared in terms of skills than those nurses who have
graduated from a college program”).

Anather teacher said that many of the skills acquired at university for
teaching were in fact not useful: “Teaching is way different!” wrote the
participant, and continued, “For example, math: you have to come up
with ways that work for those kids. All kids aren’t the same! The textooks
at university were not current. [ don’t think | ever referred to any notes or
plans | may have made. Weird!” Though not directly speaking about
skills. another teacher agreed: “Unfortunately, the courses were out-
Jated.”

53 %o
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Eleven of the participants focused on skills they had learned at univer-
sity and positively evaluated that experience. On the other hand, four
participants mentioned skill areas in which they thought the university
had been deficient. In addition to this example, the skill areas they men-
ttoned as lacking were (a) interview skills; (b) general teaching skills (i.e.,
“As a teacher [I was prepared adequately]; but what | have learned [and
the specific skills | have acquired] stem from my job”; and (c) skills associ-
ated with evaluating and using the Whole Language approach to teaching.

Knowledge. Specific knowledge areas were the most commonly cited in
the positive comments. For example, one participant was thankful for the
good advice about electives received during course registration and pro-
gram planning, because those courses had broadened knowledge areas
and “helped me obtain a secondary teaching assignment.” Twenty-one
participants commented positively about knowledge gained at university
related to their subsequent employment, whereas five commented in
negative terms. The positive comments were almost all in general terms,
but the negative comments were often quite specific. For example, a grad-
uate student commented about knowledge zained in courses: “Course
work had little bearing on what I'm doing now. 1 completed a thesis in
order to increase my knowledge related to [my field of study}—this learn-
ing was largely self-directed.” One teacher listed a number of perceived
omissions and wrote in large letters “[University] did not prepare me for
band-operated school politics; there should have been more seminars on
Native learning styles, Native curriculum development, stereotypes, dis-
crimination.” Content areas that were mentioned as deficient were career
awareness, sex education, education about substance abuse, and know-
ledge about testing and evaluation, specifically oriented toward First Na-
tions children. Some knowledge areas are difficult to define; one
participant commented on knowledge area deficiencies:

Although a BEd degree was useful it still wasn't the background required for working

primanly 1n adult education where there is a great need for well qualified Native

professionals. The BEd didn't prepare me to face some of the shocking social conditions
and 1ssues faced by many in our communaty.

One teacher who highly evaluated the methods courses and practicum
experience said, “the theoretical and academic part of the program tried to
force only one way—one view—which is a farce.”

Perspective. One participant commented simply: "My university educa-
tion set the course, or basis, for the rest of my life.” Another positive
“perspective” comment follows:

UBC did not prepare me to deal with students who had no belief in what they were

and what they can do; 1t did not prepare me to teach a Grade VI student at a Grade |

level. But by attending UBC my beliefs changed from what | thought ! coutdn 't doto

what believed | can du. UBC mright not have prepared me for mv challenges; however,

Iy attending and graduating nom UBC, 1t gave me the power to meet any challenge
And 1sn’t that all we need!
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The 16 comments on changing perspective were uniformly positive,
such as the participant who said the Ts'kel program helped him or her
“develop a vision of First Nations education” and the participant who
wrote, “My contact with aboriginal faculty and students helped reshape
my understanding of the world and the way I articulate my ideas.” No one
commented on having incorporated a negative perspective, but some
were reactive to what they perceived to be a perspective that is antithetical
to First Nations perspective:

UBC represents mainstream society’s values, the foundations of which are competition,

indhividuality, matenalism and nonspintuality. In order for humanity as a whole to

survive we must nd ourselves of those selfish values in favor of cooperation,

community, holism and respect for all ife. UBC did not prepare me for my job, but my
job happened because of UBC.

Organizational areas: Administration and planmng. This is an area of
preparation in which the negative comments slightly outnumber the posi-
tive six to four. Among the education students two main areas of defi-
ciency noted were classroom management and long-term (i.e, year-long)
planning, though education for short-term planning came in for favorable
commentand the education practica were noted as being helpful in prepa-
ration for classroom management.

Personal growth areas: Adaptability and self-confidence. "Thirteen people
commented very positively about growth of self-confidence and increased
adaptability as a result of university study, and five made negative com-
ments. The negative comments related to training in adaptability (e.g.,
“UBC did not prepare me for modifying some school subjects”) or to an
initial failure in self-confidence in the early days of employment. One
participant relates deficiency in this area to the practicum: “there is not
enough time for building teacher-student relationships, not enough self-
determined time before being given evaluations for practica.”

One individual, however, remarked that the UBC experience “pre-
pared me academically for my various career changes,” and explicit refer-
ence to increased self-confidence appears in five people’s responses.

Practical experience areas. This is the only area in which negative com-
ments are substantively greater than the positive ones. Five people com-
mented positively about the effect of their university-related practical
experience un their preparedness for their professions, but 12 commented
negatively. "l was given a lot of practical experience, which | think is
crucial to being a teacher,” wrote one, echoing anothei’'s “Because of the
number of practica offered in NITEPD, I felt comfortable with being the
classroom.” Three of the five positive comments about practica specifi-
cally named practica associated with NITED.

A graduate from the early years wrote, “When [ 1irst started teaching I
felt very angrv that my BEd program did not practically prepare me for
teaching (e discipline, practical management). NITEP had not started
vet.” Graduates from recent years car be just as negative about practical
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experience, however, and more than half of their comments relate to
practical issues of classroom management and discipline. Another practi-
cal issue raised by several participants had to do with dealing with indi-
vidual differences among students. One remarked, “They should have
spent more time informing us of the realities of actually getting into,
working in, and surviving in Juite a ruthless system—both in public and
band schools.” There were mixed comments from graduates of both Cor-
merce and Nursing that the preparation for practical, everyday working
was good in some areas and not in others.

First Nations ssues. Seventeen respondents noted the area of First Na-
tions issues as important in evaluating the connection between their edu-
cation and their work; 12 credited their university experience as having a
positive effect and five made comments that reflected negative evaluation
of the university’s approach to First Nations issues. “Attending UBC gave
me nride in myself as a First Nations person” was a theme reiterated by
several: it is important to note that the focus was on the process of attend-
ing, and not on UBC as an institution. NITEP and Tsel programs were
singled out for the usefulness of knowledge areas and perspectives re-
garding First Nations issues. Similarly, the negative comments here relate
to content areas; for example, one person commented that the reality of
First Nations community life had not been portrayed accurately at univer-
ity
Expectations of UBC
An even more general retrospective question was How well did UBC eet
your expectations? One respondent wrote: “Good question! I'm not sure at
this puint if | had any clearly defined expectations of UBC but | certainly
had expectations of myself. [ think it is difficult, but necessary, for students
to be able to articulate expectations of bureaucratic institutions like UBC.”

Of the 63 respondents to this question 41 answered in positive terms,
even though one said that expectation was that it would be “big and
scary” and added, “It was.” Thirteen participants said that UBC had failed
to meet their expectations and seven were neutral in their responses. Most
of those (27) who responded with positive comments answered the ques-
tion in general terms, as did three of those who said UBC failed their
expectations.

Nine of the more specifically oriented positive evaluations focused on
the area of intellectual and academic challenge or personal growth, and
one person registered disappointment in that area. Only one person spoke
pusitively of course content in this area, whereas two were disappointed
in the nature and scope of the courses. Only one person commented on the
teaching staff, and that was in positive terms. Companionship with peers
and the social aspects of university life were mentiored positively by four
peaple, whereas four commented positively about support services: tvo
spesthied that it was NITEDP support they positively evalualed in contrast
to greneral university support services. One person focused positively or,
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preparedness for professional employment, whereas two said they
thought their program content had been deficient in that area. One person
said that expectation of employment as a result of study at UBC had not
been met. One participant commented that the university had been a very
human-oriented and comfortable place, but two mentioned that area as
one of disappointment. Another negative evaluation was in the area of
Costs.

UBC's Influence

An important summary question asked for broad retrospection: How has
your experience at UBC ifluenced you m general (both personally and as a
member of your community)?

Many of the comments echo those described above, but nevertheless an
eloquent statement of the way UBC influenced these First Nations gradu-
ates comes from simply reading what they said. Some graduates felt the
influence pervaded their whole lives:

My umiversity education set the course or basis for rest of my Life.

ft gave me confidence and strength to acknowledge myself and my colleagues [ am a
valuable resoutrce 1am happy to do soanywhere,

It has enabled me to cross bridges T would not have dreamed of crossing,

L have been pursuing my career further, being enrolled in the Master's program. I did
not ever think [ could or would reach this far.

I'm humbled by the experiences | collected there. Others have higher expectations of
me than before | [eft.

Others spoke of the broadening effects of their education:

[ believe | am more open munded and willing to listen to other viewpoints. | am more
understanding of my people and of people in general. [ am more interested in worldly
atuairs (and this does not mean Dhana and Charles—take time to laugh!). | am more

Some conuments about expectations

At the time, | guess [it met my expectations], although | felt had to meet the
university expectations rather than the university meeting mine.

Not many Eurupean descendant professors knew about First Natons. | felt | knew
more about my culture first hand, but white professors trivialized my knowledge
because it was not obtainable from libranes, not wrnitten.

When it was all over ] felt that all that | had gained was a piece of paper and a
three year vord tn my life. To be truthful, [ didn’t know what to expect. Now, [ expect
that the expenience should touch people—all pe: ple.

UBC met expectations through having programs such as NITEP and Takel, where |
was able to meet other First Natons individuals in soaial and academic settings.

[oved my umiversity expenence! However | felt il prepared for teaching ... | had a
few expenences with racist individuals and many experiences with cross-cultural
insenstavity But | learned much and met many fine human beings. | value the
know's ige, skills, and friendships gained.

My expectations of UBC were that st would challenge me, give chowes and
upportumties, and it did.
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encouraging. I see, hear, viewpoints other than Native: | learned about the Japanese,
the Ukratuans and other groups. Wow! To learn that other cultures shared many of
our experiences!

it has changed me; I've grown up (somewhat). | remember stating at a tea social at UBC
that sitting among a group of professional Native people, as | was, was like | was
graduating alright, but also like | was just learning how to crawl. Today [ don’t have
red knees like before, and I'm taking better care of myself.

Some were more specific:
Going to UBC has provided me with many moare options.

My experience at UBC has given n.we more credibility in the community (1.e., academic)
and has given more confidence in my work.

It has taught me to keep trying as hard as [ can; also that | am a very hard worker.

| teel more conhident, as | achieved well academucally despite my fanuly responsibilines
and hnancial difficulties.

It made me see the value of meeting objectives.
It increased my interest in learning,.

I made alot of hfelong contacts, higured out Fow the world worked, and realized, once
| left, the work was only just beginning.

For some, UBC strengthened First Nations identity:

UBC. | was able to speak [y own language| in a university class because others were
speaking their own Naave First Nation's language; [going to UBC influenced] by
assisting me to form my educational philosophy with the education- into-culture
process; tt allowed me to meet First Nations educators and to hsten, learn. . nd act on
visions to better myself

I’ersonally, UBC allowed the opportunity to make new First Nations frie nds and to
share experiences of other First Nations community concerns and issues.

UBC has given me degrees to be proud of, pride tn myself as a person and knowledge
that [ can share with those who care to bsten—knowledge about my history and
background-—and a vision to work toward.

It has made me look at myself as a First Nations person and as a result has given me an
identity and a purpose whrch | was not aware of before.

Many comm :nts connected personal growth and growth in profes-
sional competence with aspects important to First Nations people:

I'm proud to be a UBC graduate personally because I'm still a minority who has made
it. | am able to critically analyze 1ssues and answer my cnitics intelligently and with
historical evidence, the 1ssues are usually of a First Nations nature. I'm confident with
my competence to do whatever | want to do. My education will give me the skalls.

It opened my eyes to the influence that institutions like UBC have on social attitudes
and ways of thinking and perceiving; for inslance, tn the area of Canadtan history and
Indian-White relations, what 13 taught 1s the Eurocolonsal interpretation of this
relationshup. The other half of the equation is believed to be nonexistent because it s
not written down 1n histary books. The ability to be ubjective 1s highly valued in the
study of history, yet how can this information, when so onesided, be considered
objective and therefore acceptable to the First Natons learner. The contradiction 1s too
great; this exhibits disrespect to the knowledge that exists with Furst Nations culture
and the to the expenences of the First Nations fearners who live in the culture. As First
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Nation students then we have to take responsibibity for correcting this contradiction, for
as a student in this seting, we are both learner and teacher. So in direct response to
your question yes, my tdentity 1s reinforced and strengthened because | have to defend
it against a “value” of another culture.

With regard to First Nations aspects, some feel that they act as role
models, and wish to encourage university attendance in others:

My experience at UBC has influenced me a great deal both personally (I have a better
quahty Iife, | appreaate people around me and [ love studying and learning) and in the
community. In the community | love to help people, to encourage people around me al
the ime. My community has expanded as well. it 1s no longer confined to the
parameters of our tribal terntory. It now encompasses all First Nations people—and
non-First Natons people as well.

| tound that my expenence at UBC was very rewarding. It caused me to grow
personally. 1 could do what | set out to do. 1 believe ['ve been a role model tor some
students.

I became a role model for student/community members. That gave me the realization |
could do alot for the community; it gave me a desire to excel and to continue to go to
school, to encourage others and my children.

A number of other refer to “giving back” to others, to community
support and service, and to furthering First Nations peoples:
Personally it 15 a real accomphishment. one that | am proud of. So far | am sull the only

unuversity graduate who has returned home and [ teel the community members
support me!

My experience at UBC made me more conscence of my roles and responsibilities as a
member of sagety. | am now clear about where | fit into the community and how to go
about getting what | want and need as a member.

Having a university education plus work-related experience really has unlocked the
door for me to be active and commutted to the progress of our people, 1n vur process ot
reclaiming and regaining our pnde in who we are, our history and our land.

It has given me the courage to continue the struggle to stive for excellence in
Aburiginal Education.

I am now working for my people in my home town. Also, | work with bands [in a large
region ot the province]. | have brought my skills home.

Not everyone felt positive. However, compared with the number of
positive comments, the negative ones are infrequent. Some comments
were ambivalent:

It reinforced me in seeing myself as a human being with a profession—not just a

“professional,” but a person who has empathy and caring for those | live and work

with; [ was disz pputnted in the athitude of some of those | dealt with 1n administration
who would rather “deal” with me than “relate” with me.

A college degree tended to bolster my self-confidence, The community tends to look on
a holder of ruch a degree with a bit more deference. I'm not sure if that s good or bad.

I have lo watch my use of the English language so that others don’t think that [ am
betng pretentious Many expectations and responsibthities hke that are placed on me
because of my education. I've developed a research and knowledge creation
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conscousness, as well as a recogmibion of the place of ideology i knowledge creation
theory building.

One was overtly hostile:

[ teel angry—and I have discussed with my partner as we are both students—that we
became tou cognitively centered. We lived inside the language of inscription rather
than in lived expenence. We became unbalanced beings and we have discussed how or
what we will take, or make, to get out of the university —or rather, the academuc
boundedness of student life. We analyszed how our outdoor hite had virtually
disappeared

Some feit that UBC was less important to them than NITEP:

Lam proud to admit that | was at UBC; however, | first say that | was in the NITED at
uBcC.

NITED has influenced my direction since graduation | have thought of my university
experience in terms of NITEP and have thought of UBC as irrelevant. My support and

suctal contacts were NITED-based and related. | attended “UBC” classes and identity
“UBC " in that way (1.e., gomg to class).

UBC, ibwif, has not had much of an influence personally and in my community. | have
drawn my strengths, goals, and attainments through myselt, my tamily, triends, and
the staff of NITEI stwelf

Others experienced racism and prejudice:

[ am a recognized professional. As such. Jone is treated ] really well. But as a First
Nations individual it 1s still difficuldt to feel fone’s self to be] an acceptable person
within the field. I stll feel as though | have to constantly prove myself and my
capabilities. | have not yet recenved a whole year's teaching assignment. | have only
been working on o contract basis. Every day Istill face the negative athitude other
protessionals and parents hald toward Native people. This 1s a continuous struggle
because they seem to has e these preconceived ideas that seem to never go away.
Perconally, UBC has taught me how to be critical of the world around me, be it
posttively or pegative. [ am educated and remain educated about the 1ssues concerning
First Nation:  therefore | am an advocate and voce for vur people.

NITED is viewed by vur school buard as being a compromised program with less
credibthity than the regular program; more ‘PR 15 needed to counteract this.

In summary, despite some ambivalent and negative impact, UBC gen-
erally had a profound positive influence on the First Nations graduates
who responded to the survey, not merely in the areas of education or
employment, but in a far more pervasive way. As one graduate stated:

I could write a book about how my experience at NITEP and Tskel has influenced my

life. It has been great! What [ have gained 1 am able to retuen. That's the beauty of it
The expression | ke that describes the feeling 15 “My Heart Soars.”

I'he First Nations-UBC Interaction

First Nations cultures. The importance of First Nations cultures in the
university experience is demonstrated in the responses to an open-ended
Juestion that asked the participants to complete the phrase: My First
Nattons ruitiere mfluenced my UBC experienc, by ..
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The responses to this item were for the most part complex. However,
two respondents said that their First Nations culture had “no effect” and
six uthers declined to answer. One said “not sure.” The other 59 wrote in
terms that demonstrated that their perception and experience of First
Nations was central to their university experience.

Responses typically fell into at feast two of the three major categories of
response: action and expression; family and community; and internal
characteristics.

Action and expression (30). First Nations culture/identity provides the
imperative:

« to make choices of faculty, program, and courses;

+ to make choices of topics for exposition or study within courses; choice
of research area; choices of topic for development of teaching units;

« to explain First Nations perspectives to others, to acknowledge the
culture to others; to accept a responsibility to educate non-Aboriginal
people about aboriginal perspectives; to help others understand a First
Nations perspective;

« explicitly, in classes or with individual professors, to ensure that the
First Nations perspective was there; to argue if need be to break down
negative stereotypes; confidently to ensure that what information is
presented about First Nations issues is accurate;

+ to demonstrate by example to others the spiritual nature of First
Nations cultures; to exemplify through action a more humanistic
approach to learning; to teach by example about the diversity among
First Nations;

» by example to demonstrate respect for others, no matter how they
might demonstrate their ignorance.

Family and community (30). Two families were described here: those of
origin, and the UBC family /community.

Their families of origin gave them:
tamuly support and 1dentity;
my famuly gave me traditional values;
my parents gave me determination and perseverance;

my family made me see I come from an ancestry of winners and doers,
their example gave me determination to hoid up my farmly's name.

[heir communities gave:

involvement with Elaers:

a basis and place for spinituality and praver;

commitment to persevere for the benefit of the commumty, to help outin First Nations
sttuations;

through meeting cultural responsibilities in my community my identty and
commitment was built;

I realized that leaving home for a while to bring something ot benefit back to the
community has been a fong <standing cultural pattern,

that the un-veraty reintorced my connection o my community. my work and gave
me support
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The UBC family /community was a place to:

live, share, and love, in a new-found UBC First Nations family:

made me feel at home with other First Natons people;

drew me to other abonginal students, among whom [ made trends;

gave me role models among First Nations people at NITED,

allowed me to show respect, kindness, and apprecation to staff, fnends, stud :nts,
peers, and Elders:

reinforced the value of sharing within the community, being aware of comununily.

Through community, one participant realized that “the honor of one is
the honor of alt.”
hulividual (43). First Nations culture gave them:

« Identity: identity; focus, centre; sanity; ability to believe in myself;
pride; the foundation for personality, character, and career; and a sense
of uniqueness (not always a comfortable experience).

« [Dower: strength; the ability to work and complete tasks; my culture’s
propensity for innovation; commitment to positive change during
times of adjustment; support, seeing me through, being there;
sponsorship,  encouragement; perseverance and commitment to
succeed in university; strength to face discrimination; and patience
with others.

« Attthudes: motivation to succeed; determination to succeed; ability to
know we  Create our own reality; knowledge  of
dependence-interdependence; knowledge of accountability to others;
the realization that education is important to our people’s survival; the
desire to know more about my culture and roots; a hunger for
knowledge and enlightenment; curiosity, the drive to push ahead; and
commitment to contribute to the community.

» Cognitive strength: influences my thoughts, values; provides me an
ability to think critically; gave me new ideas to bring to my work at
university; provided evaluative criteria for knowing how to choose
what is good in a challenging situation; My culture gives focus to my
efforts and plans; realization of common First Nations values in
different First Nations traditions; a critical perspective on theory; and a
critical perspective on applications of theory.

Impact of UBC

We asked specifically in another question: Did LIBC as an institution have

any tmpact on your First Nations identity? If so, what? Eleven said that UBC

had no impact on their First Nations identity, and most of those answers

were simply “no.” Three people did not respond to this item, but 53

described the effect of their experience at UBC on their identity as First

Nations people. Those descriptions were all in positive terms, but not all

responses reflected positively on the institution.

Several people were specific about the agency of that effect. For exam-
ple, 13 people said that it was NITET where that positive effect on identity
was realized, two said in was due to their involvement at the FNHL, and
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two mentioned work with the Native Indian Student Union. Three stu-
dents compared NITET and its positive effect in that regard with the
university at large, like the graduate who remembered “No. NITEP and
First Nations House of Learning did.” Anaother nine participants were
quite specific that it was the First Nations community on campus, and not
the institution, that had a positive effect on their identity as a First Nations
person. One person wrote simply: “The NITEP students.” Two others
wrote:
I den'tknow if UBC had an impact upon me but th. people, many of them students,

did. | amy pow aware of my identity in a much deeper and more satisfying way than |
was when | arrnived at UBC.

The presence of so many First Netions students has helped to reinfarce my wense of
self1idennty. [ don't feel s¢ lost [as | did at another university|.

Consistent with responses to othor questions were both positive and
negative references te professors, courses, and institutional structures in
general that had some influence on individual’s First Nations identity.

Five people responded in terms of their realization of what First Na-
tions people have to offer society and the university.

When the House of Learning was being created | was proud to know that [ could

actually affect the architectural design of building. The elements of wood, water, and

sky eventually became the focus of the structure. In time this structure will help future
students tu realize the dynamic and balancing contributions that First Nations have
made to education. It makes me more determined than ever to work in areas where

First Nations will be proud of the unique hentage, through their beauntul cultures.

! round that | war always proud to state my nation and tnbe in NITEDP and UBC classes
I <ang my traditional songs at numetous NITEP/FNHL functions and was glad | had
those oppurtunities, When in non-First Nations classes | often was able to clanfy some
of the misconceptions stated in class—even when | was met with zritice n from
professors.

The porticipants offer some important insights into how for many
people First Nations identity evolves and changes during a prograun of
university studies. No single term captures the process accura*zly, but the
term legftimacy incorporates two aspects of the pro cess in that it involves
both public perception or group attribntion of value on one hand, and
identity of the individual, vsith reference to a defined group, on the other,
Ihe insight that the participants have given us involves a process of
response to the expressed or perceived perceptions of athers and a con-
comitant personal incorporation of identity. The participants express an
affirmation of ident:ly as First Nations people with respect to values
expressed by others about First Nations people and First Nations belief
systems thatare negative and puositive, accurare and stercotypic, affirming
or denying. We have categorized those as “perceptions of confirmation”
or “perceptions of challenge.”

Examples speak more coherently; with respect to challenge: “Yes. It
forced me to resolve and solidify myself because the focus {at university]

*
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was to pick apart any culture that was not ‘'white” or ‘mainstream.” [As a
result | became] a better defender of First Nations people and issues.” As
other respondents stated,

In many cases | was made to speak on behalf of First Nabons in general. Many courses
required me to establish defensible posiions on many issues. | The respondent goes on
to say that he/she thought that this was a “generally good, pusitive impact” on
personal identity. |

Yes. as an institution UBC only created a conviction in me that they need some change
1n attitude mare akin to First Nations philosophy, and less bureaucratic. [ found it sa
refreshing to come to the [NITEDP] hut and feel myself restrengthened n order to go out
and face the often "unrealisitics” of UBC.

It made clear for the me the breadth ar.d depth of ignorance among the “educated”
ehte with regards to aboriginal peoples” histories, cultures, politics, economics, and so
torth. Theirignorance in this age of information reminds me of how little they are
concerned with social justice in their front yards. [ came home knowing how little
abuniginal people mean to most Canadians. However. | also know how much can be
achieved when Canadians act out of tear and self interest.

I was the one wha inthiated Interest in my First Nabteons identity, otherwise there would
have been no accommodation made by the uruiversity. Anthropology classes objectitred
and depersonalized First Nations.

Yes! Very much [ felt empowered and proud to say “1'm Blackfoot; my language 1s
important.” [ felt that my people’s culture was validated—because it had been
subtracted from the school curriculum.

Ealy years—no. [in the] humamties there was a negativity to First Nahons which
made me identify more as a Furst Nations person.

Compare those statements with these, which we have generalized as
“confirmation”:
it had a posibyve impact on me as a First Nations person, several instructors—First

Nations and non-First Natons—helped me to realize the enormous treasure | have in
my First Nations cultural heritage

The fact that {UBC] recognized us as unique persons who could contribute to UBC
made us feel welcome and comiorted there: they never begrudged (I hope!) any of the
services to First Nations programs.

Yes, in some instances, it reaffirmed what T knew, made me proud tobe who Tam [t
also taught me that the oppression [ expenienced as First Nagons person was

world -wide, and 1t was systemuc (and still 1s); and that all efforts toward positive
change are extremely valuable, both among our own people and uthers.

The NITED program definitely influenced me as a First Nations person. | appre:iate the
cultural courses offered. [ also ook several anthropology courses that enjoyed.

Yes--| learned more abond other cultures in mes antbropewgy courses which helped

streng then my ties with my own.

At this puoint in the report, we would like to honor Floy Pepper, the
Elder on our research team. Not only did she give us the benefit of her
experience throughout the project, but her wit and wisdom made her a
highly respected member of the team. Her useful description of focus
groups follows. Her wise words on racism are found in Tart V.
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The Focus Group: An Introduction
Focus groups present an altermative means of obtaining information from
people. This discussion is divided into two parts: What is a focus group
and how does it work? and How to conduct a focus group interview and
skills needed by the interviewer.

What 15 @ Focus Group and How Does it Work?

Focus groups are used in research to provide information as to why
people think o7 feel the way that they do. Group interaction allows for
greater insight into why certain opinions are held and provides informa-
tion that can be heiptul to the planners or decision makers. “Focus groups
are valid if they are used carefully for a problem that is suitable for focus
group inquiry” (Krueger, 1988, p. 41).

What is a focus group? “A focus group can be defined as a carefully
planned discussion designed to obtain perceptions on a defined area of
interest in a permissive, nonthreatening environment. It is conducted with
approximately seven to ten people by a skilled interviewer” (Krueger,
1988, p. 18).

The discussion is held in a relaxed, comfortable manner as the partici-
pants share their ideas and perceptions. For many people talking in an
atmosphere of mutual understanding stimulates thinking. The partici-
pants of the group are selected because they have certain knowledge and
understandings in common that relate to the topic to be discussed. The
focus group is intended to promote self-disclosure among its members.

The atmosphere of the group provides opportunities for emotional and
intellectual participation and reassurance that one is not alone in one’s
thinking. The problems they have faced or are facing and the tasks they
petform seem lighter and more soivable when ideds, aspirations, suc-
cesses, and anxieties are shared. This does not often happen with other
forms of discussion. The participants may find that there are a number of
tacets to the same topic. In such a discussion all have tiwe right to say what
they think. Everyone is equal and treated with respect. There are no right
or wrong answers, only differing points of view, for example:

Please share your point of view even 1fat differs from what others have sud We are

ust asinferested 1n negative comments as pusitive comments, and at imes the negative
comments are the muest helpful.

W hav e inoited pecple with simular experiences to share therr perceptions and ideas
on the tapre You were selected because vou have things in cominon that are of
parttcular interest to us (Krueger, 1485, p. 25)

Witat are the charactertstics of a focus group? A number of characteristics
are tvpical:
1. Focus groups are usually composed of seven to 10 people The <ize
must be kept small enough for evervbody to have the opportunity to
share insights but large enough to provide a variety of perceptions,
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Focus groups are composed of participants who are similar to each
other and who have the same kind of common factors. It is preferred
that the participants do not know each other very well and do not
know the interviewer; however, this is not always possible.
Focus groups can provide data to the researcher. Focus groups have a
narrow purpose to determine the perceptions, feelings, and manner of
thinking as consumers about the product, service, or opportunity of
the particular topic under discussion. Focus groups are a way to pro-
vide helpful information of management prior to launching a new en-
deavor. They are not intended to develop consensus, to decide on a
definite plan, or to make a decision about a planned course of action.
4. Focus groups can give qualitative data that provide insights into the
attitudes, perceptions, and opinions of its members. This is achieved
through the medium of open-ended questions. The participants influ-
ence others and are influenced by others.
5 Focus group discussions are carefully predetermined and sequenced,
based on an analysis of the situation. The interviewer uses predeter-
mined, upen-ended questions that appear to be spontaneous but that
have been carefully developed and arranged in a natural, logical se-
quence. Attention is placed on understanding the thought processes
of the participants.

What is the relation between focus groups and quantitative methods?

1. Focus groups can be used to proceed quantitative methods. Focus

groups can pravide insights into special problems that may arise. Fo-

cus groups can pinpoint critical questions, help to develop a logical
sequence of questions, and may provide a wider range of choices.

Focus groups can be instituted at the same time as quantitative proce-

dures. This permits the researcher to confirm findings and obtain

breadth and depth of information.

3. Focus groups can be used after quantitative procedures. Question-
naires give a great deal of data, whereas focus groups can give inter-
pretations and meaning to the information. Quantitative needs
assessments alone are often incomplete.

4. Focus groups can be used independently and are helpful when in-
~ights, perceptions, and explanations are impaortant.

=3

ot

Focus groups can be used before a quantitabive study, during a quantitative study, after
a quantitabive study, or independent of other methodological procedures. The decision
ot using a methodological mix s vften made in the planning stages at the beginning of
the study . In some situations, however, the researcher may consider incorporating a
quantitative study after conducting focus group interviews, especially in sttuabons
where tocus groups have revealed unexpected results that need further confirmabon.
(Krueger, 1988, p. 40)

What are the advantages of focus group mterowus?
I The technique is a socially orientated research method capturing real-
life data in a social environment.
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2. Ithas flexibility.

3. Ithas high face validity.

4. It has speedy results and is low in cost (Krueger, 1988 p. 47).

What are the limitations of focus groups that affect the quality of the results?

1. Focus groups afford the researcher less control than individual inter-
views

Data are difficult to analyze.

Moderators require special skills.

Differences between groups can be troublesome,

Groups are difficult to assemble.

Discussions must be conducted in a conducive epvironment (Krueger,
1988, p. 48).

> Ul e 19

Howe to Conduct a Focus Group ard Skills Needed by the Facilitator
Conducting a focus group interview has three phases:
1. Developing a written plan (developing the questions);
2. Conducting the interview (learning interviewer skills and selecting
the participants);
3. Analyzing and reporting the results of the collected data.
Background information is needed in order to develop a plan, which
should include:
1. Why should a study be conducted and who will use the information?
2. What types of information are of importance and what kind of infor-
mation is needed?
3 Who wants the information and why is the information needed?
A written plan should include the procedures to be followed, whether
a task force will be involved, a timeline, and a proposed budget. A plan is
like a map; 1t shows where you are going and how to get there. It assists
the researcher to think through the process in a logical manner, allows
feedback from colleagues and decision makers, and ensures that adequate
resources and time will be available to obtain the needed information.
Consideration should be given to developing both a chronological plan
and a fiscal plan for the project.
A chronoelogical plan should contain the lollowing elements dates, steps, persons
responsible, people assisting. and comments. The chronological plan presents a

timetable of the sequence of stepu as well as identifying the tasks to be completed by
varous individuals

The tiscal plan s a project budget summary that complements the chronological plan
and provides additonal insights as to the amount of ime effort. and expenses that will
be required (Kreuges, 1988, p. 58)

Wihat is the art of asking questions? Asking the right questions is probably
the most difficult technique in conducting focus group interviews. As
previously stated, the interviewer uses predetermined, open-ended ques-
tions that appedr to be spuntaneous, but that have been carefully develop-
ed and arranged in a natural, logical order. Quality answers are directly
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related to quality questions. Quality questions require forethought, con-
centration, and background knowledge.

Open-ended questions reveal what is on the interviewee’s mind. They
tend to give the interviewer a clearer idea of what the interviewee is
thinking rather than what the interviewer suspects is on the interviewee's
mind. Brainstorming with colleagues on the task force can be helpful in
obtaining a range of possible questions.

Questions should flow in a logical sequence.

Key questions should focus on the critical issues of concern.

Use probe or follow-up questions.

Examples:

Think back ,

What did you like best about ?

How did you feel about your experience at _____?

We are asking people to share their ideas and opinions on ?

The interviewer should be familiar with the two techniques of the
five-second pause and the probe. The five-second pause is used after an
interviewee’s comment,which often prompts additional points of view.

The probe is often used when people make vague comments and there
is need for clarification or to elicit additional information. “Would you
explain further?” “Please describe what you mean.” “Could you give an
example?”

W -

What kinds of questions does the interviewer avoid?
1. Closed-ended questions.
2. Questions that can be answered by Yes or No.
3 Limit the use of Why questions.

“Interviews are focused by providing participants with consistent and
sufficient background information and by presenting the question in con-
text” (Krueger, 1988, p. 68).

What skills should the interviewer (maoderator) have in order to conduct an effec
tive focus group iterview?

['o be an effective discussion leader requires considerable self-assurance,
spontaneity, and inner freedom. These qualities permit the leader to func-
tion without fear or concern for personal prestige and allows one to be
comfortable with oneself, and able to make mistakes without feeling
threatened. A leader who is warm. outgoing, and friendly is usually
successful in giving each member of the group a feeling of being accepted
and understood. Along with warmth and friendliness, flexibility in estab-
lishing relationships with other people is essential.

The interviewer should be familiar with group processes, have training
and experience in working with groups and group dynamics. The leader
must also have a sense of timing, to be able to link the feelings and
thoughts of group members and be able to sense the group atmosphere
andd to help bring about change if necessary. In an nonthreatening atmos-
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phere, the interviewees will have the satisfaction of developing free ex-
pression, maximum communication, and friendly relationships. The
leader must be alert to detect feelings and attitudes that are implied but
are not expressed and able to use gentle encouragement to help group
members {0 express their thoughts, feelings, and attitudes more ciearly.

An effective moderator must be a good listener, be able to communi-
cate clearly, and have background knowledge of the topic of discussion in
order to place all comments in perspective and follow up on critical areas
of concern. He or she must have the discipline of listening and thinking
simultaneously, which means being free from distractions, anxieties, or
pressures that would limit the ability to think quickly and clearly.

Additional moderator skills are (Krueger, 1988, p. 90):

» Be well rested and alert for the focus group setting.

» Practice introduction without referring to notes.

» Remember questions without referring to notes.

« Be cautious to avoid head nodding.

« Avoid comments that signal approval, that is, “excellent,

“wonderful.”

« Avuid giving personal opinions.

The interviewer must have a past-present-future time perspective
throughout the discussion—he or she needs to remember what has al-
ready been discussed, what is currently taking place, what is the next
questivncor topic of discussion, and what it will mean when finished.

What is the place and use of an assistant moderator?

LE s i

great,”

The moderator s primardy concerned with directing the discussion, keeping the
conversation flowing, and taking munimal notes. The notes of the moderator are nut sa
much to capture the total interview, but rather to identifv future questions that need to
be asked The assistant, on the other hand takes comprehensive notes, aperates the tape
recorder handles the environmiental conditions and logstics (refreshments, hghting,
<eating. and so on}, and responds to unexpected interruptions. (Krueger, 1988, p. 74)

The assistant maderator is a valuable asset to the process. The assistant
can Aask addittonal questions, probe responses in more depth, take care of
ath interruptions, and is extremely helpful in performing the postmeeting
analysis of the interview.

How do you begin the focus group discussions? One of the aims of the
ty pe of focus group discussion under consideration is freedom of expres-
sion and spontaneity. However, a certain amount of clarifying of proce-
dure is necessary Lo let the group know what i« acceptable and what may
be expected.

Krueger (1988, p. 80) lists this pattern for introducing the discussion:
Fhe welcome,

The uverview and topic.

The ground rules.

The first question.

e ) i e
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Time can be saved if the interviewer clarifies the purposes for which the
group has come together and suggests methods bv which these purposes
may be achieved.

What are ways to analyze focus group results? The task of analysis is to
prepare a statement about what was found in the group, a statement that
emerges from and is supported by available evidence that is repeated . \d
is common to several participants. It is important to identify those opin-
ions, iueas, or feelings that repeat even though they are expressed in
different words and styles.

In the analysis process one fooks for e 's and patterns. Where
themes that are addressed by seve .. members merge, this should be
noted. Any area of strong dis icement should 2! “e recognized. The
feelings that seem to be atta  «ed cummuaily toa e - e ar point is another
aspectof analysisthatcant discussadl I ther2isa ™ dng of several points
under one major point, the e shoul. be listed - part of the analysis.
Finally, sometimes a review . the v ogress an order of appearance of
ideas over the time of the gre '} orin o aweterre | t to one another may be
a part of the analysis.

There are several waystoa ' .« _u . . -iéta. The constraints are
these:

1. Refer to the research question. a1 »
2. Refer to the objective of focus group o 1o

to find a range of opinion and a range of exprassion about the things

that relate to the research questiory and to describe a context for un-

derstanding that range.

The research questions motivate a thematic analysis along the follow-
ing lines. As far as possible the participants’ own words sh wuld be used as
descriptors in the analysis of the interview. In addition, three subsidiary
research questions should be:

1. Have we asked this group the right questions (o find out range and
context?

Are there areas/factors/feelings that we omitted?

Did our questions assume a construct for relating UBC experience
{positive and negative) to pust-UBC life experience that the partici-
pants’ implicitly or explicitly react to?

Analysis takes the following form, reviewing both (a) the records kept
by moderators and others; and (b) the record of the focused interview
itself.

Describe the following
1. Size of group;

Compusition of group: describe the group in terms of its homo-

geneity; what do the participants have in common; in what wavs are

they different?

1. Sequence of activities of the meeting with the group: how do they en-
ter; what activities took place before the group meeting began?

w19
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4. Spatial arrangements: where did the group meet; how was the group
arranged physically in the meeting room?

5. What steps if any were taken for the release of inhibitions about par-

ticipation? Did some participants talk more than others? What general

questions were asked?

What steps if any were taken to broaden the range of responses?

7. What steps if any were taken to activate forgotten memories in the
group?

Describe the tapical sequence of the session. Look for topic change in the
record of group discussion. Make a topic-change diagram. Go back over
the record and, off to the side of the topic change sequcnce, note implicit
topic if it is different from explicit topic. (This can be contextualized as well
by referring to notes to see if there is anything that should be commented
on from before the session began.)

Range of topic/range of staterments. Go through the record and, using the
participants’” own words, with reference to each topic note the range of
opinions expressed by the participants.

ldentify themes. Name the themes; this is a description of why the topics
are or are not coherent, why they follow from other topics. What is the
range of themes? Are themes/topics repeated in different contexts, and at
aitferent points?

Context for understarding. The participants will either explain or imply
why they have expressed a particular topic. This may be evidenced by
what 1s implied by the context in which a topic or theme was brought up
hy a participant. The analyst should at this point have some understand-
ing of what the participants saw as important enough to remark on and
why.

Go back over the research question. Compare the range of topics with the
resedrch question; address the question using all sections of the analysis.

Validity. These procedures are undertaken independently by at least
two analysts, so there is an attempt to improve construct validity by
triangulation of analyst. By using the participants’” own words, and by
referring to the contexts for topics, there is a good relationship between
tace validity and construct validity. The record of sequence of topics acts
as a means of looking to the internal logic, the conversational coherence of
the discussion, to check validity.

Reter to the moderator’s records to see if anything about the conduct of
the group can be seen to have oriented the dlb(‘l,lbbll)n to any other per-
spective but the research question.

There are no hard and fast rules when it comes to reporting the results
of a fucus group. Most of the choices about how to portray the research
have already been made during the course of the research: whether the
research was exploratory or hypothesis testing, whether the level of mod-
erator involvement was intended to produce structured or unstructured

-
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discussions, and whether the analysis relied on ethnographic or numerical
summaries of the data.
Too much quotation gives the report a chaotic stream-of-consciousness flavor, whereas
too much summanzation is not only dry but alko deprives the reader of even the

indirect contact with the participants avatdable through thetr verbatim statements of
their perspectives. (Morgan, 1988, p. 7()

Focus Gre 1p Findings (Kamloops)
The findings from the analysis of the Kamioops focus group are presented,
for each of the three goals. The suggestions for enhancing the UBC pro-
grams may be found after the discussion of each goal. General comments
may be found after the list of participants’ suggestions for enhancing the
UBC programs. A summary is provided at the end of this section.

Fuudings by Goal

Goal A: To explore the relationship between education and employment among
the graduates

The 41 comments by the participants about the outcomes of their postsec-
ondary educational experiences focused on three areas: preparation for
job requirements (14), enhancing the whole person (16), and increasing
awareness of First Nations and of oneself as a First Nations person (11).
Most of the comments were positive; however, seven of the comments
about preparation for job requirements focused on inadequacies.

It is interesting to note that, despite the relative lack of discussion
about the di-ect relationship between employment and education, all 10 of
the participants were employed in their area of study (education for the
maost part), several in leadership roles {principal, superintendent, area
principal, etc.). It seems, then, for these people, that employment closely
related to their area of postsecondary education is a given.

P'reparation for job requirements. Of the 14 comments in this section, one
half addressed perceived inadequacies in the programs, whereas the other
half spoke of the utility of the postsecondary programs.

All seven “inadequacy” comments pertained to the belief that training
in education should have been more realistic. The following statements
include the various aspects mentioned:

There should have been more traming in umit plans because you know, when Tirat

interviewed  [and was] working in the distnict thev were looking really stnct with
us  they wanted more detals.

[t vidn't teach me how to work 1n a band school  how to use community resources
how teoapproach elders how to teach the cubture

I maew all the academics | knew the methods, buat Tdidn 't knosw a Lot of the skills. the
basn lite skills

[there was noantormation about addktion, abase, etc ] b you learn to deal with this
~ort ot thing voeu become aware ob it and vou go teaching vou'll have a better idea
ot what « happeming to that child - back then we never tatked about it

7Y
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How to prepare yourself ... for the communty .. you can take criticism from
non-Native people but when it comes from Native people it can be so devastating, ...
you have to try to get it back into perspective.

The comments on utility of training focused on the acquisition of
practical skills, of academic knowledge and of metacognitive skills. The
teaching practicum was seen as valuable by four participants. With regard
to the value for acquiring practical skills, one person stated:

| remember when | started teaching, throwing my hands up and saving now what do |

do ot was going badk to all those practicums that ... remembering them all ... how

they organized their work and how they organized their centers ... and so ... the
practicums ... they have to have enough expenences to draw on.

With regard to academic learning and metacognition, a participant
observed:
For preparing me fuor my job 1t was the foundations courses and understanding that
any course 1 a foundation for anything else ... and you are responsible for your own
fearming  that's what I learned ... if 1 want to be a quality administrator or a quaiity
teacher than | need to go out and seek some other things that (were) lacking in the
program.

Another person noted that, with regard to metacognitive skills:

On the whole [ developed anintegrated resource ... haven't really ... appreciated [it]
unul this last little while ... 've been domng curriculum development and . . talking
about different books and authors and ... | just take 1t for granted that people know a lot
vt this Information 1s vut there and a lot of people don't.

A final comment was on the importance of classmates: “throughout the
vears we [classmates) remembered one another ... networking is impor-
tant ... it’s helptul in social areas as well ... who you know is important.”

Enhancing the whole person. A number of participants experienced deep
personal growth as a result of their postsecondary experiences:

[Betore UBC] 1 was curled up, not teeling too goad about who I was .. also L didn't

quite feel T kpew who I was and after attending the NITED program .. and working
.. 1twas .. hike ... the rose has bloomed ... that's what it was like for me.

I'mbiving a dream . 'm Iving my dream | like something | dreamed about and |
Jdon’t need to struggle any more ... 'm bving it now.

In a broader sense . the experience . was really the greatest help to me ... to round out
mv life . 1t made me a more complete person . . helped me cope with being an equal
atizen  an equal member of the human race.

One aspect of this growth is an increased sense of personal self-accep-
tance, efficacy, and power: “Without university training, the university
atmosphere, that I went through ... I wouldn’t have been able to do the
things in my life that I've been able {o do.”

As one person stated, “It was a different perspective we got ... through
UBC and the different connections we had with people ... we can let
ourselves off the hook ... to be comfortable with [your] expetience and not
to beat ourselves up ”

The resulting increase in confidence is seen at work:
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{F have] the confidence now to handle any =:=: »ton, whatever it us ... my first week of

being an adrmunistrator ... | went, had to be on the roof ... | had to suspend one student
on the second day ... | had io get drinking water into the whole building ... it was just -
horrendous ... but what got me through was that confidence again ... I'm the one who

went through the training.

This aspect applies to private life as well: It gave me confidence in ...
meeting ... a major challenge in my life and ... I beat that challenge.”

Yet another effect is the growth ~f the love of learning: [t just opens
that door ... so you want to seek more anowledge and get excited and ...
hooked on life itself and that you're great ... it’s wonderful.”

A general benefit is a better life: “[At UBC] you learn to grow and when
the commitrizent is there ... the commitment of becoming ... of having a
better life style.”

Finally, university experience broadens horizons: “Some of the places
.. findings ... people ... other cultures ... taking that information and
looking at my own ... it opened my mind.”

Increasing awareness of First Nations. Postsecondary education in a First
Nations-oriented program has a profound effect on identity as a First
Nations person: “I really found my identity and | know whol am ... I'm
true o that person ... all of that came from university.”

This effect may include healing:

It really connected me back to the culture, to my spintuality ... and to get ... my

language again . | was repressing emotions and when | went to university ... there

were other people there that took pride ... 1n themselves ... we were validated as Native

people .. and somehow the language came out ... I wasn’t able to speak it before ...
[but] I spoke it fro m when [ was born until I was six ... there was a releasing of that.

[t may mend family breaches:

The Native studies [ had, | learned an awful lot through there ... learning our history
valrdated some things | heard at home ... T thought gee you know my dad told me all
these things and [ didn’t believe it was true ... so [ guess that validated my family.

It may enable people to have a broader point of view: “It certainly
focused me from thinking about myself, me ... to see the big picture ... the
philosophy of Native people ... and turning that around into what 1 believe
in today.”

Finally, it may help the person to achieve inner peace:

One oi the very first times [ was introduced to the drum was at university ... in my

community nobody used 1t and | remember, those button blankets and ... the dance
and | was just tn awe, you know ... 1t was like coming home ... it apened the door.

Goal B: To identify factors leading to successful graduation

The 23 comments by the participants about the “success” factors fell into
two areas: support from each of a number of sources (21) and feedback
from non-First Nations instructors (2). The comments about support fo-
cused primarily on contributions by members of First Nations people and
programs (17 of 21 comments). In keeping with the topic, all comments
were positive.
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Support. Support from First Nations people came from the programs
and staff at the university, from fellow students, and from other members
of First Nations. The caring, family atmosphere of the NITEDP program and
the First Nations instructors and staff were major factors. In fact, the
program, its staff, and fellow students were, in the words of one partici-
pant, instrumental in changing how she saw herself:

I found knowing the program was there ... that people were there to support vou ... 1t

was hike being me s nght . you grow and have the confidence and the self-esteem and

the pride and understanding about yourself as a Native person and being accepted and
teing valued.

The presence of First Nations teachers allowed for a more operi educa-
tional climate: “having First Nations teachers gave me the freedom ... to
explore and discuss the different issues and different [evels ... that was ... a
really positive experience for me.”

So did the student seminars: “the seminars we had ... the NITED semi-
nars ... | found them very good, it gave us a chance to share ... our
experiences and where we're at, what we sort of felt, things like that.”

Solidarity among students was an important factor:

In Ts'kel we were in it together ... there's a lot of men wath a lot of opinions about

education ... 1n [a department] ... boy, having six of us in there was really a plus ... |
really feit there was strength in numbers.

A common metaphor for NITEDP and the NITEP students was that of
the family: “to me NITEDP was an extended family, a family that [ had ... |
guess ... reconnected with ... it was ... a support system.”

It was an active suppart system, caring and loving and fun:

My tondest memory 1s the grouping .. the [NITED] family .. being accepled as ... you

were . Fhad my fanuly helping me, T mear the students . they weren't going to leave
me on my own in ath .. it gives you the conhdence to carry on.

As anuther participant stated:

I guess the best thing for me, *he thing that dragged me through the university, was th»
tamuly atmosphere ... we didn’t alwavs behave but at least we musbehaved i a group
o there were n- hngers painted . someone seying come for supper ... come 0N OVer ...
it was family

Diversity added to the richness of the atmosphere:

I hovked into the role models . that really helped T remember meeting somebody
{who] was really w anting to bang a language back and ... she talked about how they
were doing it. and that really zave me courage ... | thought well we can do that ... so |
tearned that down here ... meeung the people, learning about thetr commuruties and
their strengths.

The remote centres were important to two participants. As one of them
stated,

| guess the flexibility of NITEP and the coordinator— at times really helped me ... [the

FE methode} was one of the ones that they said you can only get at UBC winter session

but the courdinator who was ... here at that time set 1t up so [ could get the credits
nght here with a PE instnuctor.
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The active presence of Elders matters:

It's things like ... listening to elders ... 1 just think about the elders ... that guy, Simon,
Simon Baker, | remember watching him so proud, him and his ratte ... he had his
rattles ... sets it for generations ... he knew the impact of the language. too.

lractical support from family members may be important:

L have a sister who hived on campus and 1 would stay with her and | was able to bring
my kids wath me .. 1 could bring my kids ... and walk back and forth to my classes ...
that was really positive.

Support can also be directly healing: “it was fortunate that we had ...
the healing circle ... sumething had happened to me ... in my earlier years
and I dida’t realize that [ had carried it with me all this time and it was
reafly .. um, failing.”

Of the four comments about support from nor-First Nations sources,
two pertained to fellow students and two to counselors at UBC. One
person observed: “[As mature students] we ... learned to ask some
younger person ... to ask some kind looking person to hold us by the
hand,” while another noted that a chance meeting had been meaningful: “I
went down to summer school and ... met a really old lady ... she started
saving money and was going, to university ... I always think of her and
think that’s what I want to be ... leamning is lifelong.”

Both comments about counseling services were related to providing
empathy and insight:

We put up a notice for students over 35 .. [we felt] incapable of doing this work ... feel

too dumb to handle this .. the women had a counsehng place ... we would sneak

through the back door ... [she said] come 1n, you're a man but there's only one of you ...

I ward Fre got 20 others behind me . well, she knew what we were going through . it
just brightened us up.

This counsefor had reminded us that .. in your work, your previous work, whenever
vou had a problem . . vou go to the key person . we gut the encouragement from her ...
o go to the key source, the key person .. most helpful.

Feedback from professors/supervisors/sponsor teachers. In addition to the
comments regarding support, two statements were made about other
aspects of success. Both were about non-First Nations instructors. For
instance, one person stated: “In terms of the supervisor’s own feedback [in
education], most of the time it was very positive and helpful.”

Gonl C- To wdentify barriers to success and how graduates overcame themn

The 47 comments by the participants about the barriers and problems over
one half focused on racism and discrimination past and present (24). The
other two areas included relocation, financial, and family problems (10),
and program/academic areas (13). Many of the comments were painful
reminders of the many ways mainstream society has failed the First Na-
tions of Canada.
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Racism and discrimination past and present. Seven comments in this cate-
gory pertained to difficulties with individuals including principals, super-
visors, and sponsor teachers:

In my practicum .. the teacher was  aveteran teacher, she'd been teaching for quite a

number of years .. it wasn't by her choice to have a practicum student and 1t wasn't by

her chosce to have a Native student and it wasn't by her choice to have a Nanve

student from a Native program .. and then she told me. yep. you do deserve a class |
but] never ever give a class [,

However, students appeared to have the most difficulty with anthro-
pology instructors (4 comments of the 7). The problems focus on the
instructor’s expectations of failure in First Nations students, a failure by
the instructor to accept the validity of the First Nations student’s own
experiences, and the insistence of the non-First Nations instructor on the
vahidity of his or her own knowledge. For example, one participant stated,
“The professors ... were the ones that were saying you couldn’t make it in
thetr class if you were a Native person ... what could you do ... what are
vou doing here, why are you here, you're not going to pass anyway.”

A second person said, “In anthropology ... a Native anthropology
course ... [ was doing quite well ... and I didn’t pass ... I answered the [final}
test from my perspective ... as a Native person and ... | didn’t do very
poad.”

The remaining aspects of racism and discrimination that the partici-
pants mentioned included educational discrimination and its effects (6
comments), the legacy of general racism in the past (7), and the effects of
tohenism and sterectyping (3).

One profound effect of educational discrimination is an unrealistically
tow evaluation of one’s own ability: “When | first graduated from high
sche o], Fthought that ... going to university was something | could never
do ... 1didn’t think that 1 had that kind of ... that validity, 1 guess.”

In part this effect was caused by residential school expert iences: “Com-
ing from the residential school setting ... where you're, you know, always
put down, you can’t be good, you can't be smart, you might as well ... even
going into a program ... was threatening.”

Another effect of educational discrimination is low skill levels. As one
participant observed, “hike most Indians, I was channelled into an easy
program ... and of course I left all my academics ... I had to go back and
take an extra vear.”

For a number of participants the legacy of the past was primarily an
emotional one. One aspect was the lack of awareness of being First Na-
tions: “There was ... a whole lot of the emotional aspects that needed to be
dealt with ... not being aware of being Native or having any Native studies
.. it was simmering and we needed to deal with all of that.”

As one person began to learn about First Nations issues and history,
vhe stated, “T always felt guilty about it because as you're leaming about
vour history you feel angry ... and that’s where we needed a counselor.”
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The past has a long reach into present academic activities:

I deaded to write a paper on suicide ... some of the people [ was going to school with ..
there had been swicides in their tamilies recently .. some of my peers were
contemplating swcaide at that tune .. | was dealing with my own expenence as a
teenager .. contemplating suicide with several of my friends commutang swicide ... |
couldn’t really talk to the others ... so | went to vne of the counselors.

With regard to tokenism, one effect is that all First Nations people are
assumed to be cultural experts: “Here 1 [had] just been to school learning
about Natives ... I'd never tell a teacher that 1 didn’t know anything about
Natives ... because | was a Native person.”

A second effect is that programs for First Nations peoples are assumed
to be second class: “The most difficult time ... was ... when you think ...
[they said it's] a watered-down program, you know people said we're not
up there and yet it's been proven how many times [that it is equivalent].”

Such effects are part of the enduring legacy:

tdon‘tknow how you ever get over it ... don't know how you ever get through that . |

quit having dreams of failing only 15 or 20 years ago ... gosh, maybe later ...at’s hard to

sev through, you know . the things that we had to hve through ... 10 1458 . my

fandlady put me on the voter's bst .. Falmost had mightmares again about [voting]
vou're Indian, vou voted . shame, it'saillegal, that really bothered me.

Relocation, financial, and family difficulties. Of the 10 comments in this
area, five were about financial difficulties, three referred to the effects of
moving to the city, and the remaining two spoke of family problems.

The move from a community-based rural setting to “fast-moving”
urban Vancouver can be quite traumatic,

When | think about gomng to Vancouver .. T had . just moved . we were in class for

three davs . and we all had to st aarcle we were having aircle and we talked

and Fxaid ['ve been here for solong and |Hust want to go home [ miss my home |
v d 1N Leara,

One effect of moving is to split up the tamily, which in turn may cause
economic problems:
When we had to moeve to Vapcouver  at broke our tamily up .. and that was quite

teugth torme but what ended up happening was that he put his job on nald for a
vouple ¢f vears  that meant lessincome for us for 3 couple of years.

The ettects of financial problems meant that seme people could not
complete their educational goals:

e we'd started enjoving learning at the universaty Tev 21 our moraes ran out and
we had togohome  the first ime was back in 195K, [ epent four vears . Fhad to wart
until 1941 betore | returned for another year L and 1 had to come bome o was broke.

Others had trouble with the forms required for financial aid: “1 did find
[tunding] difficult ... T would apply to First Citizens . s«ometimes they kept
wanting me to fill out 4 new application . and time would be geiting close

<o that added stressa lot”
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For one person, the move broke up the family: “it was about a rronth
before we could ... before we could see my son's dad again and th.. was
really hard on our son too ... that was really difficult.”

For another, the problems were ongoing: “I had difficulties with home
life, nothing to do with academic, but with home life because of going to
schoot, | think ... so [ had to grit my teeth and grin and bear it and carry
on.”

Program/academic areas. The 13 comments pertaining to this area cover-
ed a wide range of topics. Most dealt with frustrating aspects of the
university context:

In terms of lesson planning . too nuch detal was expected to a degree that you're

pretty near ashed to make this Jesson work according to what you had written .t
wasn't child -centered .. you weren't given the opportunity to really get to know the

kid<

Lreath telt the dependency on the courdinatur . and the cosrdinator i tound ted to
nat .2 that the students weren’t too dependent on vou . [so thev] could learn how
te ot

Ve were overconhident]  we didn’t understand the political scene .. and all of the
external forces  that ~shaped things we fust wanted things . like getung students
invelved in decsion making and those things & we tested We didn'tknow a happy
i edium

L terms ot the UBC werminars whach dealt waith things hke vonons you telt so
rushed, vy ou Jidn't really have a Lot of ime o absorb the content.

Something we, [ never icarned anyway was why am | taking all theae courses, Tike |
never connected lesson plans with methods | ke it took me bvo years to figure that
oneout s there were a tot of comununication problems things swhere we actualiy
~honild have sat around a table and talked about it . vou sort of go gropmg in the dark
hoping that v o cn et there

The worst ime . was English 200 1t was an awtul bloody course.

I spevitically asked ko have a teaching experience on the Reserve . that was quite a
haswle  (needed ] to get permession trom UBC or whoever they get permassion from,

Onve buent (o Vanceuter] it seemed Dke the marking sy stem s as altegether aitterent
Fwas doing A+ | go down there and | wasn't doing A+ tor whatever reason |
Jidn tappreciate that

Iwo participants commented on a more general challenge, that of
avquiring basic skills tor university survival, one for the mature student,
the other more generally:

For the mature student. especially those who have had noexperience with college

work . faces, oh - almaost a double learning situation . they have to learn the technical

things hoew to get books from the hibrary, how to use ERIC format of papers  also
the way the work doad comes atvon the lmarping cury e s difterent for the mature
shutent

Dwished 1 had basic bite skills, problem solving, communiaton, how b ask questions,
whorhoe b indd cther kgl by skl o Booworibe sse s

Y
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Suyeestions for Enhancement of UBC Programs

I'wenty-three suggestions were made by the participants in one of two
categories. structure and content. As noted belaw, 20 of the Z3 were
structural.

Structure. In education, two participants suggested changes in orienta-
tion be made. “I'd like ... longer practicum periods ... giving the teacher
and the student more option as to when they want to see the supervisor ...
the teacher’s opinion given more weight (in marking),” stated one person;
the other would like the faculty to “sort of redirect the training in more of
the actual needs of what you're going to be doing in a classroom.” A third
person said, “it’s important that the practicum experience starts right from
the very beginning ... for the first two months of being a student.”

Fight comments were made about the need for counseling services for
a number of perceived needs, including alcohol and drug counseling,
English, math, and study skills as well as the fransition to academic life (3
comments) and dealing with home life problems and with more general
emotional difficulties (3 comments). With regard to the last area, one
participant said that, at the university, “I felt ... that, for cne thing, [ wasn't
given permission to express my emotions .. coming from residential
schoul . there was a need to deal with the emotional aspects,” and another
stated, “I had contradictions ... those held me back ... if [ had been able to
deal with those things along the way | would have been a better teacher.”

An increase in the First Nations visibility and presence were suggested
by four participants. One felt that it would be desirable to “have a whole
list of First Nations students available” to anyone interested, whereas the
other believed that UBC should “have more First Nations teachers because
that’s where | had a lot of personal growth in terms of confidence and
being conversant with First Nations issues.” More First Nations adminis-
Irators were suggested as well, and one comment pointed out: “the NITEDP
maodel ... has been absolutely excellent ... it's made an immense contrib-
ution to learning for our people ... this concept has to be expanded ..
especially in the sciences.”

Two suggestions regarding financial aid were made: first that NITEP
¢raduates fund a bursary, and second, that bursaries be made available for
people who are “just getting excited about learning, to stay an extra year
that way.” A third suggestion, a way for graduates to become involved,
was: “maybe a student in school now .. be paired up with grads ... who
can advise on things.”

Finally, two comments regarding av- . reness of First Nations issues and
traditions span the division between structure and content. One partici-
pant stated, “there should be at least some Native awareness ... in the
faculty ... students ... [should] bring this to atention on a personal level
with the . instructor,” whereas the other addressed the need for a broader
base of experience among, the faculty: “I got the feeling [many profs] had
never been off campus... {UBC) is a great place to come and learn, for
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gaining knowledge and things like that ... but soncetimes ... we should go
to the bush and get a little wisdom.”

Caiitent. Of the three comments in this area, two addressed curriculum.
One was general: “looking ... at philosophy of education in BC, [it] is ...
more child-centered ... so the university student ... the NITEP student’s
experience ... should be student-centered,” whereas the other was specific,
suggesting that courses in computer process skills be regularly offered.

The final commeent takes us from the university into the wider world of
the community and the school:

Raasm should be ... addressed at the community level . the Native people first have to

tocus on L how racist we are toward other groups and from there ... how other groups

are racist o us at my school you hear a ot of racist remarks ... it comen nght from the
home

General Comments

The transcript gives the general impression that the participarts were for
the most part open. However, as one member said, “1 find {it] difficult ... to
talk about the weaknesses of NITEP ... it's ... like saying something bad
about vour mother.”

Because many First Nations students are older than the average, factors
such as leaving their families, financial pressures, and so forth may weigh
more heavily on them than on many non-First Nations students. In addi-
tion, problems may be caused by the First Nations student’s need to fulfi!
ritual or spiritual duties, other family obligations, and so ferth.

In the participants’ discussion one factor often leads to another; this is
probably not solely a product of the participants’ thought processes, but
also a reflection of the real-life chain of events. For instance, for one person
the decision to relocate to Vancouver and to attend UBC led to nuclear
tamily separation and then to financial difficulties, when the stress of
separation became too much to bear for hersell and her child. Conse-
(uences of decisions are important factors in success.

To what extent are the barriers and difficulties discussed a function of
individual, discipline-based and/or institutional racism? In some of the
examples it is clear that racism is the major factor, whereas in others the
picture is more obscure. For example, 1s a principal who refuses a key o
the school to a First Nations student acting out of racial prejudice, or is the
major factor a personal policy extended to ail student teachers (a prejudice
against student teachers, perhaps)?

Focus Group Findings (Vancouver)

Indtowdual contributions to focus group tapic. It is imporiant to find out
whether any participant monopolized the taltk or directed the topics. A
rough medsure can be had by looking at amount talked (i.e., number of
words) and at the relative number of times an individual initiated a
statement For this group, the facilitator’s total spoken input (direction,
redhirecion, statement, query, etc ) was less than L0 words, The tacili-
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tator’s role required her to initiate more statements than the others, but
those statements were logistic (e.g., recognizing a speaker) and not strate-
gic (e.g., directive of topic) except in the four cases when the focus group
questions were restated. Table 11.14 shows that all participants talked
more than the facilitator.

This comparison tells us that the facilitator did not monopolize the talk
and that there are no disproportionate differences between participants.
Participant 6, for example, though he or she spoke the second least of all
the others, initiated statements more than all but one other participant.
This measure says nothing about vatue of a contribution: the participant
who spoke the least was a pivotal speaker, and there was a qualitative
difference in the nature of the interaction during his or her turn at talk.

Range of topic and explanations of context. Further analysis consisted of
looking at the ranges of topics that were brought up in this group, with
that range expressed in terms of a specific explanatory context. The me-
chanical means for doing this was to use the computer cut-and-paste
program Textbase Alpha to mark topic changes on the transcript, to state
the topic and to state what the larger context for that topic was. Then these
were mechanically displayed and compared, so that generalizations could
be made. Topical changes were plotted. The text was then read for abser-
vation of implicit topical projections. This is important because of the use
of implication in First Nations protocols for polite discourse.

This may signal a fundamental differe e between First Nations
groups and other groups in both the conduct and analysis of focus groups.
Focus groups are not meant to come to consensus, yet one discourse
strategy in most First Nations cultures is to go to consensus, to find the
level of generalization at which there is consensus in a discussing, some-
times dissenting, group. Disagreement is often signalled (a) by explicitly
stating a superordinate context wherein there is agreement, thus putting a
new perspective on that agreement; (b) by implying disagreement but not
stating it as such; or (¢) expliaitly, with an expression of respect for anoth-
er’s viewpoint. Explicit disagreement, although not ursual, is an extremely
strong statement, and even when there is explicit disagreement there is the
understandmyg of and respect for the other’s antonomy of action. First Nations
dtscoterse 15 oriented toward “mutual thinking ™

Table 11 14
Amiount Spokey Number of Statements nitiated
Faulitator 10, 3h
Participant t 399 Y
Participant 3 1240 7
Partiwipant 4 R 4
Participant 5 223% 7
I'articipant 6 164 10
Martiopam 7 1527 {
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There was no explicit disagreement between participants in the focus

group. There were implicit disagreements that had the effect of contrib-
uting to a level of generalization whereby a consensual statement could be
made from the total. An example foliows in response to a query about the
relationship between study at UBC and subsequent career experience.

1

1

-

A first participant made a positive statement about the teaching prac-
tica in NITEP and subsequent classroom management.

Another participant focused explicitly on the lack of practical applica-
tion of courses that were supposed to have been practice-oriented
(and we naraphrase the implicit meaning: “with respect, perhaps ycu
should not imply that the courses really do prepare an individual well
for work™}.

Yet another participant began by saying that university study, for him
or her, was by definition not to be evaiuated in terms of relationship
o a career (an implied disagreement with the otner two speakers);
then described a number of courses that had been foundational to his
or her own career practice (ie., logically inconsistent, but validating
the tirst speaker), followed by examples of how real career prepara-
tion comes on the job and has only the most tangential relationship to
university fraining (a validation of the second speaker), and ending
with the encompassing statement that scholarship and love of learn-
ing— personal characteristics—are common $o both the university ex-
perience and career growth.

A vonsensual statement was thus created. though not formally stated.,
and was affirmed by the whole group. The process of affirmation
comes from the observation that subsequent discourse takes that
statement as a premise- statements are made that affirm its validity by
treating it as ar a prori. This statement might be paraphrased or
made expliat as follows.

The unpveraity expenence 1+ 2 Panticpate iy one (1¢, not an “institution-dient’
relationship). and instead of looking at hinear cause and eftect (e.g, “the university

prepared me”) a person should look to personal charactenstics, volition, and
teraction (e.g , 'l actwely approached my freld, in untversity and afterwards")

The point is that this is reached by a series of implicit disagreements

that contribute to a consensual, though exphcitly unstated. evolving (ie,
not “anal”) statement

The Good and the Bad- How Do They Feel About UBC?
The facilitaton opened the session as follows:

Tiday we Il Pe neanng some of our memaenes that yeu had at UBC, good and bad, and
talking about vour education in gener 1 To began wid, it's been caid that mansy of the
students have felt ambivalent at UBC, have felt educationally challenged. and have felt
4 wettain amount of oy at attending here but at the same time they v e had aosme
teehings of frustraton and disappomntmer.t F'd hke to began today by asking you to
<hare wath us any such teelings that vou have, so that we can describe these feelings v

&3
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ather people who come after you. If you'd like to talk about your feelings, at least as far
as UBC is concerned ...

The seven graduate participants spoke in sequence but sometimes
broke in to affirm, amplify, or validate another participant’s statement,
There was a remarkable consistency in response to this first query; all
participants spoke of:

+ their experience in terms of their own First Nations identity,

» individual identity as a member of a First Nations community, and

. the tension between, on the one hand First Nations icentity, First
Nations perspective, and First Nations authority; and on the other
university orthodoxy, individual and institutioral challenge to First
Nations identity, and the exercise of racism.,

This consistency of address was imposed neither by the facilitator’s
question nor by the sequence of responses (i.e., a first speaker’s theme
bemng taken up and amplified by the others), because some f those who
spoke last had prepared their comments before the meeting bagan.,

In this group the discussion was predominantly about racism and the
memory of its experience on campus. However, that discussion wvas in the
larger context of a generally positive assessiment of the experience of
having gone to UBC.

The topics discussed in the groups are listed below, in reiation to its
discourse context. The posilive aspects of the participants” experiences at
UBC were:

« Institutional climate in the context of support;

« NITEP in the context of support, relations with other-than-Education
students, public percep’’on, strengths in preparation for teaching,
individual identity;

o Iskel Program in the coatest of support, entry and program
choice/ definition;

« Characteristics of First Nations scholars in the context of program
choice 1in the subcontext of motivation for entry.

The conteats in which racism was mentioned or discussed included:

« Racism in the context of the i dividual’s experience in counseling prior
to entry; the K-12 system generally and the need tor programmatic
change Iin education: the definiaon of issues within academic
traditions, instructor-student interaction;

o Instructor-student  interaction in  the subcontext of lecturing,
interpretation, and validation of “legitimacy”; evaluation of student
performance; instruction in the subcontext of textbooks, exams, sexism,
classisme in allocation function of educationai svstem, inshtutional
climate, and interpersonal relationships within a profession.

o The nature of racism (i.e., covert, subtle) in the context of instructor
authority; interpersonal  interaction.  personal  predispositions of
mstructors, the “authonity” of the disciplines of anthropology and
Foghsh andinstitational cdimate and m-titutional policy
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o Lack of respect in the context o: authority and legitimacy of a
perspective, especially First Nations, interpersonal interaction,

With a single exception, discussed in Part V, none of the specific exam-
ples of racism is provided here. Every participant brought his or her own
responses to racism in the contexts noted above to the group discussion as
examples of a major factor that, in retrospect, characterized the UBC
experience. They expressed these things to each other as in a safe place.
When the examples are isolated they appear to be just that, isolated inci-
dents of discrimination, and this was manitestly not the intent of the
participants. The only way to represent this section of response accurately
wauld be to provide the total transcript of the focus group session.

We reiterate their statements: deeply discrediting perspectives, opin-
ions, and stereotypes based on racial/ cultural identity are common expe-
riences of First Nations students before coming to UBC and at UBC. They
range from interpersonal to institutional, and are particularly intractable
when (a) they are subtle but inescapably there; (b) they discredit through
appeal to an acac2mic justification as though self-evident; (¢) there is no
avenue for speaking back or healing a situation.

The consensual statement may be stated this way:

A First Natons person attending UBU has to deal with icsues of indmidual identity

vis avis (a) the First Natons community of which they are a part, (b) the acadenuc

commurity, and (<) processes of legitinuzation of knowledge that boeth the academuc

and First Nations communities tncorporate. Those processes may be generalized in

o rosystemic terme but they are acted out between people, face-to-face. Because ot

svstemie racsm. this can be a paintul process The pain s perconal and individual, vet

a~shared phenomenon. The procvesses are eftecied in o socnat context in w! ch the
balance ot legitimacy s avcorded the authonty, * the people with the power in this
context. the instructors. The exercise of racism s personal and transpersonal as well: 1t

is persenal and indriadual at one lev el (Le, perpetrated in individual action) and

chared (1 e, it sy stemuc pert as weness may make well-meaning individuals

unconsaiously “raast 7). First Nations students should be prepared to toee this when
they come to campus.

Preparation for career. The second question by the tacilitator was: I'd like
noce: for vou think about your experience at UBC i relationship to your job. How
dud LUBC prepare you or not prepare you for the job you presently hold?

Some responses to that question focused on venue, place, and atmos-
pk.re:
« NITEF in the context of practicum in the context of preparation for
te .uhm,&., (i.e., NITEDP's more extensive practicum was seen as positive);
» “tamily” relationships in NITED in the context of: field centres at
NITED in the context of: support in the context of. aspects of good
preparation at university;
[n other words, one good aspect of preparation was the First Nations
vommunity. the First Nations program, that created o good place to learn.

Carticipants brought up topics that focused on the areas where they did

not feel that UBC had prepdared them well:

HS vJ
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v+ job stresses in the context of: lack of preparation at university;

« explaining goals and processes to First Nations parents in the context
of: lack of preparation at university;

« “mainstream” educational theory in the context of poor preparation at
university for First Nations educational venues;

+ the social context of teaching in the context of things not covered in
courses;

« intensification of responsibility focused on teachers in the context of
things that university does not prepare one for;

« planning and administration in the context of misrepresentation of
university course focus (i.e., “planning and administration” is really
only “administration”);

« misrepresentation of course tocus in the context of community versus
institutional concerns (i.e., institutional interests were in fact the focus);

« self-direction in definition of issues in the context of thesis work versus
course work.

The building toward consensual statement here includes focus on the
individual as agent in his or her own education, retrospectively evaluating
course work, thesis work, and theory as deficient in certain contexts,
particularly in the context of application to community realities.

One positive relationship made explicit was in the matter of the formal
credential, related both to the information one has access to through
university studv and the formal credential that legitimates it:

« acquisition of specific information base in the context of acquisition of
formal credential;

» formal credential in the context of confirmation of self-confidence;

+ formal credential in the context of authority w “speak up,” ta speak
cut.

A consensual statement for this set of relationships might be that the
acquisition of specific information, resulting in formal credentials, both
confirmns the individual’s self-confidence and gives the authority to speak
about such matters.

Positive relationships were drawn between university and career. The
flonw of discussion was as follows:

» curriculum and instruction courses in the context of things that made
participant a good teacher;

+ the study of curriculum theory in the context of things that made
participant a good teacher;

« course work, the study of theory in the context of study of abstract
things that prepare an individual to learn on the job;

« general curriculum preparation in course work in the context of
preparation for adaptability to other kinds of work, even outside
education;

BEST COPY AVAILABLE




i)
@ Flomormy What They Saw: Postecomdiary Par! I}
§vpertences of orst Nations Gradwates

o processes of discovery, information, in the context of transferability of
information and skills to other areas (specifically in science and
anthropology);

« research skills in the context of areas of good preparation at university;

» university work in the context of career orientation versus scholarship
onentation;

« applied work in the field in the context of the application of theory to
the process of working for constructive change in the field;

« usefulness of possible course in critical thinking in the context of
institutional inertia and change.

This discussion was used as an example of building to consensus as

discussed earlier. This collection of topics represents part of the building

to cunsensus. What it leaves out is the place of the individual in making a

continuing education. The participants are building to a statement that all

of the UBC experience, if a person has been proactive and engaged in
learning, can form a basis for continued leaming,

The final summary statement adds to this: Adaptability of general know-
ledye, theory to articulating a First Nations perspective on issues. it the context
of synthesis of traditional knowledge with university knowledye. in the further
context of indroidual and societal change.

And then confid 7ice was invoked again to point back to the individual.
The participants are collectively speaking back: the place that UBC has in
preparation is not one of linear causality ("UBC gave me the follow-
ing ...”), but a richly contextual, holistic statement: “At UBC 1 became
engaged in a specific inquiry, a critical process of reflection, assessment,
self-ubjectification, and the acquisition of skills. 1 continue that now and

o

can describe it holistically, not in terms of factors’.

Recommendations for change
A third qu.sstion addressed by the group was: What changes would you like
to see made, in order to make LIBC a better working place, with better experiences
for future First Natwons students?

The recommendations of the participants must be read in the context of
all the foregoing.

Support for students

« emphasis on counseling services “to take away pain,” to help students
do what they can to survive (e.g., existing peer support programs to
cdeal with culture shock are a good idea);

« make students aware that First Nations House of Learning is not just
for education students.

Preparation of students for learning ard for survivn!

+ preparation of future students in home communities before they come
to UBC;

+ the nature of the latent racism at UBC;

o
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« notice that UBC is a highly secularized environment where talk about
tove and respect is not legitimated, but rather is a place where ideas are
objectified and analyzed;

« notice that UBC is (in First Nations terms) a secularized, out-of-balance
system;

« introduction to instrumental enrichment learning, thinking about
thinking, in an effort to get away from the cut-and-dried presentation
of “material” and “information” presented as authoritative statement;

+ general introduction to linguistics in order to see the structure of
English, in urder to understand We-tern society; to objectify “reserve”
Cnglish;

« ubjectify Western learning styles se people understand them;

» provide study, research skills during first three months in a program,;

« leach writing skills at all fevels, in connection with reading;

« encourage students to share their knowledge (i.e., not to be passive
recipients of knowledge);

Institutional changes

» change institutional climate to c2¢l with problems with racism;

« establish better links between colleges and university;

« ostablish better links with reserves;

» take advantage of distance education delivery;

« enter partnerships with open learning agencies;
provide day care facilities for children on campus because concern for
children weighs so heavy on the minds of student parents,;

« Dbetter provision of supplementary funding through Canada Student
Loans;

» appuint more First Nation: professors on staff, especially in the fields
of suciology and anthropology;

« mandate First Nations staff in changing the nature of Native studies,
which is still articulated from an outdated European point of view:

» mardate First Nations staff to teach about racism;

UBC and personal changes

The last question that had been formally prepared was: Would you iike to
share some of your feelings about the way that UBC influenced your
feelings about yourself and your culture?

The participants did not spend much time on this question, but their
responses were to the point. The consensual statement might be articu-
lated as one of a dynamic between “challenge to” and “confirmation of”
~elf, with First Nations identity an integral aspect of both challenge and
confirmation. The challenge can be de rastatine,

The tenor of the challenge is exemplified in the way one participant
began, “My first experience with UBC stunk!” He or she said that coming
to UBC as a professional, a graduate student, was humiliating: it was a
“debilitating experience,” in that he ar she was “patronized and criti-
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cized” to the point where he or she “lost my bearings.” The participant felt
“silenced” through a “massive attack on self-esteem,” that “everything |
did was in some way poked at,” that supposed deficiencies (e.g., the use of
metaphor and others figures of speech in writing) were objectified by
supposed mentors as being the product of an “oral culture.”

The confirmation is a function of the support of, and reference to, a
First Nations community of support. [t comes through family, the First
Nations family at First Nations House of Learning, and (this is implied)
through the ancestors’ strength. They said, “[I realized] | wasn’t alone.
I hat realization built my confidence. Now [ can now speak out.” The UBC
experience “made me feel stronger about my culture.” It gave strength to
confront racism and courage to speak up in order to change things. One
~aud that the UBC experience “directs me back to my community and to
traditicnal teachings” and that he or she is now “feeling a lot better about
being Indian.”

One spoke of being an exerplar for his or her own children in the
manner in which things are deait with. Being physically distant from the
accustomed spiritual support circle of home, the participant “developed
the spiritual side of myself praying ... I had to learn to pray for myself.
[Now] I sttll have to take it back to my family and community.”

Some spoke of the UBC experience as a place where they learned about
other cultures and “got rid of a lot of anti-white racism,” learned to
recognize racism in school. The personal experience of overcoming racism
gave possible direction in overcome larger-scale, systemic racism.

What to do ebout racism

Atinal question was generated situationally by the facilitator, as appropri-
ate the tenor of the afternoon’s discussion: When [ ook back at the notes 've
written it seems that we've talked a lot about ractsm, so 1 want to pose a question
here How can we effect change in the faculty; how can we help students prepare
to buindle the kind of racism thew'll face? 1 know that there aren’'t easy anstwers. bitt
iwe have to start somewhere.

The participants rapidly generated a series of suggestions, which ap-
pear in art V as part of “Recommendations.”

Telephone Intervicios: Findings

Of the 12 people who were contacted for telephone interviews, successful
connection was made with only five for formal interview. When asked
about their best memories from UBC days the respondents included
graduation itself as a best memory, exceltlent professors, helpful and sup-
portive staff, the First Nations people they met at UUBC, the support of
people at NITEDP people, and the unity of NITEP. Worst memories in-
cluded adaptation to Vancouver after moving from a smaller locale, con-
frontation with a rude professor, anather professor without empathy or
understanding for personal trauma, and finding accommadation.

HY 4y
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They reflected positively on NITEP's preparation: “NITEDP helped me
to be a good teacher”; and one person credits UBC's preparation for a
puosition at a major Canadian university. They said, however, that UBC did
not prepare them for working in band-operated schools and suggested
better communication links be established between NITEP and the bands.
Teacher education at UBC did not prepare them for teaching multigrades.
One thought that there sheould be better prejaration for dealing with
“disclosure and abuse.” Other recommendations for improvement in-
cluded the suggestion that perhaps First Nations House of Learning
should reach vut more to other departments, that UBC should actively
teach First Nations language, and that the focus of inquiry in academic
study should be defined as a study of the relationship between practice
and theory.

First Nations identity was reinforced in the support system of the
tamily atmosphere among First Nations people at UBC. The UBC rein-
forced what one participant knew about his or her culture, and another
said that, already strong in the culture, UBC had no influence in that area,
either positive or negative. Another said that at UBC “I became more
proud of who lam.”

A Summary of the Findings
The summary of the UBC experience is organized as follows: first the
process model is discussed, then the substantive areas fi.e., participant
characteristics, their experiences at UBC, success factors, barriers and the
emplovment/education refationship).

The process model. Tt appears that the process model as first used at UBC
has some potential for revealing information about the substantive inter-
ests of the Ministry (the goals of the present study). However, low return
rates, longer than usual return times, and the need for frequent personal
contact to ensure returns are factors that should be taken into account in
planning future applications of the process model. These may be a func-
tion of the particular characteristics of UBC; however, cross-validation is
desirable before change in the process model is made. Other issues are
discussed in Part V under “Issues, Reflections, and Recommendations.”

The participants. Most of the questionnaire respondents had attended
UBC during the past generation (i.e., the past 22 years); the majority were
graduates of the Faculty of Education. Of the 111 diplomas and degrees
represented in the group of 67 respondents, master’s and doctoral degrees
accounted for 25. About 70% of the respondents were women; the median
age of all respondents was 40 years. They identified most closely with a
large number of First Nations from across North America. Just under 40%,
were “‘competent” in a First Nations language.

About two thirds of the group had worked in a field related to the area
of their university study. About one third were admitted as mature stu-
dents, reasons for entering were about evenly divided between institu-
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tional (e.g., program offered) and personal (e.g., desire to learn). The
respundents’ perceptions of their preparedness revealed strengths in Eng-
lish and reading, weakness in math, science, and second languages and
intermediate levels in essay, exam, and study skills. About three quarters
of the respandents found the application, admission, and registration
procedures to be positive or neutral experiences: 23 participants men-
tioned “crucial” support they had received from NITEP or Ts"kel. About
two thirds of the group felt that UBC had generally met their expectations.

Success factors. In response to two items about sources of support, the
graduates saw a clear division between family, friends, and First Nations
student services and other UBC and community services: of 137 named
snurces, 119 specifically focused on First Nations people, institutions, or
UBC First Nations agencies (especially NITEP and Tskel, which appear to
have impact beyond their program mandates). This perception is rein-
forced by the number of times First Nations student services were seen as
facilitating or encouraging success. Non-First Nations services appear to
be ot limited impact as success factors. The focus group participants clari-
fied this general statement: The presence of First Nations teachers allows a
maore opent cducational climate, as did the student seminars; the NITEDP and
Huouse of Leamning “families” functioned as a caring, loving support struc-
ture; the diversity among staff and students and the presence of Elders
were also important, as was the practical support (e.g., tutoring) they
provided.

[t is clear from the questionnaire responses that the participants’ First
Nations cultures had a major impact on their UBC experiences, virtually
all which was paositive. The participants’ cultures provided the imperative
to choose programs, courses, and topics to actively ensure the presence of
a First Nations perspective ana to demonstrate the natuce of First Nations
culture and values. Their families and communities of origin gave them
support, identity, values, determination, and commitment; on an individ-
ual level it gave them identity, power, a number of positive attitudes, and
cognitive strengths. Being strong with a First Naaons culture, then, consti-
tuted a major success factor for the questionnaire respondents.

Barriers, The first barrier may be the respondents’ initial perceptions of
the university: about 70% of the questionnaire respondents recalled their
first few months at UBC in negative or neutral terms; about the same
petcentage of the adjectives they used to describe that experience were
negative as well (e, scary. lonely). How serious a factor initial discomfort
i~ must vary with the individu |, but it appears that the majority of First
Nations respondents do not feel positive in the first few months. Aspects
of entry that the focus group participants mentioned included the shock of
relocation from a rural First Nations setting to an urban white one. Reloca-
tion sometimes splits up families for months or years; the presence of one
family miember in university can cause difficulties at home that may be
intractable.
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A second barrier is lack of furding or inadequate levels of funding. Just
under 80% of the questionnaire respondents reported “barely adequate”
funding or below: most funding came from DIA or bands, and it was this
funding that was seen as inauequate much of the time (two thirds as
compared with about one quarter to one third for other funding sources).
Irregularities in receiving promised monies in some cases added to the
problem. The focus group participants reinforced this view; strategies to
overcome the lack of money included selling a house on one person’s
home reserve and borrowing from others to mak« ends meet every month.

A major barrier discussed at length by the focus group participants was
racism in various contexts and various forms. Some incidents took the
form of belittling persons or cultures, some were depersonalizing inci-
dents of tokenism and assuming that First Nations programs and achieve-
ments were inferior to those of the majority culture. The legacy of past
discrimination and racism had present impact as well: aspects discussed
by the focus groups included unrealistically low self-assessment and low
self-esteem, genuinely low skill levels, emotional barriers, and lack of
awareness of First Nations identity and issues.

Problems are often barriers ta success: the questionnaire respondents
included 170 problems or obstacles, 98 of which were some personal issue
or characteristic (e.g., financial, emotional, identity problems, lack of
skills). Most of the remaining obstacles were institutional {e.g., deficiencies
in support services, poor teaching staff). A number of these obstacles may
be related to specific First Nations factors; in addition, problems with
racism, lack of respect for First Nations culture, and intolerance of tradi-
tional First Nations ways appear to have been factors in about 20% of the
tisted problems. Other responsibilities (e.g., family) may also serve as a
barrier to success; over one half the respondents had such additions.

Negative perceptions of UBC as an institution constitute another po-
tential barrier. The questionnaire respondents felt that on the whole UBC
as an institution was somewhat more discouraging than encouraging;
negative outweighed positive for general characteristics of the institution
(e.g., impersonal, uncaring), for rules and regulations (e.g., inflexible), and
some staff (e.g., totally negative, prejudiced). Although students of all
cultures may share these feelings, many take on a special meaning in the
First Nations context because of the history and present status of First
Nations in Canada and may weigh more heavily than for the general
population.

Education and employment. All but five ot the questionnaire respondents
reported no difficulty in finding employment, almost always in the field in
which they had studied. (Of the five, one was specialized, one wished to
work in a second field of specialization, and three experienced job dissat-
isfaction). In general, the respondents have broadened their work hori-
zons within their field of training and/or have assumed progressively
maore responsibility in the field of training rather than changing fields.

Q) 92

BEST COPY AVAILABLE




@@ —

e
i

Hononing What They Say: Posisecondary Part 1
txperiences qfl'irsf Nations Graduates

Two thirds of the group are working in a First Nations context Just under
two thirds felt that UBC had generally prepared them well; another 15%
had mixed feelings about quality of preparation. Negative comments
tended to focus on the gap between preparation for work and the reality
(e.g. in education, in community schools). The focus group participants
concentrated on details of their university training including a number of
perceived inadequacies and various “useful” aspects.

An outcome of the UBC experience that is likely to have both a direct
and an indirect effect on employment is the impact of UBC on the gradu-
ates’ First Nations identity. For 53 questionnaire respondents, this impact
was positive, but not everythins reflected positively on the institution. In
response both to the nurturing milieu of the House of Learning and other
First Nations programs and services (e.g., NITEP and Ts'kel), as well as to
the negative factors often seen in the general university community, the
graduates reported that First Nations identity and strength evolved pro-
gressively during the university years. The positive aspects confirm iden-
tity and legitimacy; the negative aspects challenge it and force resolution
and firming of identity and power. Healing and the achievement of inner
peace were additional aspects mentioned by focus group participants, as
was the mending of family breaches.

Personal growth, another outcome of the UBC experience with both
direct and indirect effects on employability, was revealed in a number of
the questionnaire respondents’ statements about UBC's influence. In a
peneral way it can be seen as the result of focus on the individual as agent
in his or her own education. For some their university experiences per-
vaded their whole lives; for others it broadened their perspectives and
gave many specific skitls. An aspect of personal growth is the graduates’
ability to actas role models and to serve their communities (the one allows
the other), which in turn increased the sense of personal strength and
efficacy. Negative personal growth was rarely reported. The focus group
participants discussed several aspects of personal growth (enhancing the
whole person), including self-acceptance, increased power and strength,
love ot learning, and ability to meet challeages in private life.
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Honoring What They Say
Fart lll: The Native Education Centre Experience

Introduction
The Native Education Centre (NEC) was involved in adapting and testing
the UBC research questionnaire and focus group methodologies. This
section of the report describes the history, development, and seven goals
of the NEC, as established by the charter of the Urban Native Indian
Education Society; it then describes the NEC’s involvement in the research
process.

The process provided an opportunity for the NEC to interact with the
UBC research team over six months beginning in February 1993. The
interaction consisted of meetings about the details of the UBC graduate
survey process, findings, and ongoing implementation.

The decision to participate as a separate First Nations postsecondary
institution was made, and the steps that followed the decision are dis-
cussed. The steps include adapting and implementing the questionnaire
and focus group methodologies and examining and interpreting the sub-
stantive tindings. The final aspect of this section is a discussion of related
issues and reflection on the research process method.

History and Origin

The Native Education Centre has operated as an adult education program
in downtown Vancouver since 1967. The program originated with the late
Ray Collins, who began working as an instructor funded by a grant from
the Department of Indian Affairs. The objective then was to provide basic
academic and preemployment skills that enabled the learners to better
cepe with the transition to an urban lifestyle. Through life skills and
cultural programs, learners could adapt to life in the city without repudi-
ating their past. Education in this setting provided them an opportunity to
learn even more about their rich history.

At the time the Centre was the only program in Vancouver that com-
bined life skills and educational upgrading for First Nations adults. Each
veal the program graduated roughly 35 learners, and in most cases these
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learners either found employment or continued their education in other
institutions.

The Urban Native Indian Education Society
In 1977 the Department of Indian Affairs decided to discontinue funding
for the Centre. Through the involvement of members in the First Nations
community, as well as lengthy negotiations with the Department of Indian
and Northern Affairs, an agreement was reached that allowed for the
continued operation of the Centre. These people from the community
formed the Urban Native Indian Education Society.

In 1979 the Urban Native Indian Education Society was registered
under the Societies Act of British Columbia with the following seven
goals:

« To help meet the educational needs of people of Native Indian origin
who have made or are making a transition to urban living;

s to provide central and suitable facilities where educational meetings
can be held;

» to encourage fuller participation of people of Native ancestry in
educational and community affairs;

+ toassist in, and to undertake if necessary, any educational program or
activity designed to promote the welfare of Native people in the
community;

« to aim for the creation of better understanding within Indian groups
and between Indian and non-Indian groups and citizens for the general
benefit of Native education;

e to plan and develop with agencies of governments, churches,
businesses, and  benevolent  organizations  the  increase  and
improvement of educational, occupational, and other beneficial
services and facilities for Native people in the community;

« to manage and operate the Indian Education Centre.

As a result of this dedication the Board of Directors organized a confer-
ence in Cctober 1979 to discuss urban Indian education. URBICON drew
over 200 delegates from varied public and private organizations and was
4 great success.

The Period of Growth
The focus of the Sociely's activities is the Native Education Centre, and as
a result of this focus, the Centre has been able to expand into a valuable
resource for First Nations people. An integral part of that resource is a
team of three full-time counselors who work with learners experiencing
personal struggles.

The scope of this document preciudes a detailed description of the
accomplishments of the Centre. Following are some highlights of the past
14 years, presented in order toitlustrate UNIES commitment to education
controlled by First Nations.
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« Expansion from one (preemployment} program to 17 programs
ranging from basic literacy to first-year college programs in seven areas
of study.

+ Initiation of a program of studies in Native Adult Basic Education from
Level 1 (grade 3) to cevel 4 (grade 11).

« Initiation of college preparation programs with two concentrations:
general college entry and health /science careers.

+ Construction of a Haida longhouse to accommodate the expansion of
the NEC.

«  Ongoing curriculum development for all prozrams with the aim of
providing a First Nations context that enabies learners to better
interpret their experiences.

« Development of culture and life skills programs that give the learners
hands-on experience with culturally related activities for program
creditin all NABE classes.

« Annual Centre/community events— Christmas Party, Elders” Day,
Cultural Festival—to develop and strengthen the community
relationship.

» Development of outreach education whereby the programs and
curricula of the Centre are directly available to First Nations
organizations and communities. In 1992-1993 the Centre operated
programs in nine communities throughout BC, with a total enrollment
of 163 learners.

« Development of the reputation of the Centre as academically,
administratively, and fiscally responsible. The Centre is a well
respected institution in the educational system of the Province and is
regarded as a model to emulate as a First Nations-controlled
edlucational facility.

» Establishment of formal affiliation with Vancouver Community
College to provide joint accreditation of academic programs.

I -

Working with the Research Team

The Proposal

In fanuary 1993 the University of british Columbia through the First
Nations House of Learning submitted a proposal to the Native Education
Centre (NEC) inviting them to participate in a research project on its
pradudates The proposal outlined the rationale and methodology of the
uverall research project UBC was undertaking with its graduates and gave
information that the project was being funded by the Ministry of Ad-
vanced Technology and Training.

The Native Education Centre would participate in adapting a research
maodel that had already been developed by the First Nations House of
Learning research team. The proposal also included a report of the First
Natons House of Learning / UBC research process for the period July 1992
to October 1992; a revised research timeline; and a copy of the UBC First

1 7‘) l_ Y6
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g

Nations Graduate Survey questionnaire. The propuosal explained that the
NEC would be piloting the UBC research model using either or both the
survey and focus group methodologies.

In making the decisiun to participate in the project, the NEC pondered
the following questions:
1. What would the political implications be of participating or not par-
ticipating in the research project?
To whom would the research data belong?
How adaptable were the questionnaire and the focus group methods?
Would NEC be able to respond within the UBC timeline? and
Did NEC have the time and human resources to get the job done?
The NEC had been invited to participate in a meeting with the research
team held February 11, 1993.

A TSN

Mcetimy the Research Team

Meeting the UBC research team would prove to be a major contribution to
NEC’s decision to participate in the research project. It was during that
meeting that a member of the NEC management team had the opportuni-
ty to present to the research team members a thumbnail sketch of NEC; the
historical and present political context of First Nations postsecondary
education in British Columbia; and possible implications in the NEC
choice to participate. The NEC also had the opportunity to explore with
the research team some of the above questions.

The team reviewed details of the research process; provided a sum- -
mary report and literature review; and discussed issues related to the
research methodologies. In addition, part of this one-day meeting was
devoted to reviewing some of the returned UBC survey questionnaires
while discussing approaches to analysis. Time was also devoted 1o explor-
g ways of contacting UBC graduates who had not returned their ques-
tionnaires and to planning for the focus group component of the research
progcess.,

Makiny the Decision
The NEC was given twao weeks to explore and discuss related issues and
inform UBC of its decision. One of the NEC management level staff
reviewed her thesis proposal to do graduate research of NEC students
from the skills training (college level) programs. The UBC master’s stu-
dent was interested in investigating the reasons NEC graduates gave for
the successful completion of their program. A proposal had already been
submitted to the Urban Native Indian Education Society’s (UNIES) Board
of Directors, so it would be a matter of deciding whether the student
would be interested in exploring the adaptability of the survey and focus
group methodologies.

Once NEC decided to participate in the research project, the next step
was to explore which questions to ask and to decide which graduates to

12
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survey. NEC was interested in two of the three questions presented in the
UBC propusal that were to: (@) to determine the relationship between their
(NEC) education and employment; and (b) to identify factors leading to
successful graduation. However, NEC was interested in adding another
dimension to the first question, which was to determine the relationship
between their (NEC) education and the graduates’ further education.

The third question that interested NEC w1as why the students chose to
attend NEC for their education. The taiget group that NEC decided to
survey was the skills training graduates from 1989 to 1992 inclusive. When
NEC made the decisio:« to participate i* gave oral confirmation followed
by a letter of intent to the First Nations House of Leaming at UBC.

Adapting the Questionnaire

NEC decided that most of the questions were appropriate to meet its
overall objectives but added two other aspects. The NEC would investi-
gate previous school experience of NEC graduates and determine the
correlation between the NEC education experience and further education.
Before completing the revisions of the questionnaire, NEC reviewed the
methodology section of the literature review prepared by the research
team. NEC decided that the language and format of the questionnaire
would be maintained. Minimal changes were made and the whole series
of questions was rety ped by ane of the staff at NEC.

Hiring a NEC Graduate

The adapted NEC graduate survey questionnaire was ready for mailout
during the first week in June 1993. To facilitate this process the NEC, in
consultation with the UBC research team chair, decided to hire a NEC
graduate. This decision was based on the expectation that the graduate
would be able to gain leads from maintained association with classmates
and other learners who graduated from NEC.

The NEC graduate was given a list of Skills Training Program gradu-
ates of four academic years (1988-1989; 1989-1990; 1990-1991; 1991-1992),
and she began making phone calls to the most recent graduates and
worked backward to abtain current addresses. One hundred, seventy-one
graduates received questionnaires, and at the time of the questionnaire
analysis 33 (19%) had been returned. The survey questionnaires were
mailed out over a period of three weeks during which follow-up phone
calls were made to confirm with the graduates their receipt of the survey.
[n late July a reminder letter was mailed to learners who had not returned
their surveys. As a result, NEC continued to receive questionnaires even
as the report was being written,

The 33 surveys were submitted to the UBC research team for data
tabulation and interpretation.

10
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The Questionnatre and its Findings

The questionnaire was developed to fuocus on:
1. graduates’ educational background before enrolling at NEC; entry
into NEC;
experiences while at NEU;
3. participants’ perceptions of the role of NEC in employment and fur-

ther education.

it was mailed to 171 graduates of skills training programs identified
from NEC records, followed by a letter and a telephone call reminding the
graduates to complete the form. There were 33 completed questionnaires
returned for a rate of 19.3%. This is compatable to the return rate in the
UBC study before the telephone survey was undertaken to promote ques-
tionnaire return. Copies of the questionnaire and the invitation to respond
are included in the Appendix.

P

The Participants” Characteristics and Thetr Programs

Gender. Four men and 29 women responded to the survey.

Ages. The current ages of the participants range trom 25 to 54 ‘The
median current age is 34.5 years. The age range at entry was from 19 to 51,
and median age at entry to NEC was 29 (see Table H1.1).

First Nations identity and language. Tabulation of participants’ First Na-
tions identities would reveal individual identities, so we report them here
by noting the number of First Nations represented at NEC. Some peuople
have ancestry in more than one Nation o more than 33 First Nations are
represented. The mast commaonly cited Nation is Cree: six of the partici-
pants. The following other nations are represented, listed in orientation
from the Centre.

East: Delaware, Ujibwa, Saulteaux, Cree, Melis, Ukanagan, Interior
Salish, Sto:lo;

South: Dakota;

West: Halalt, Haida;

North: Squamish, Sechelt, Nisga’a, Tshimshian, Gitksan, Tlingit, Chil-
cotin, Carrier, Northern Tutchone, Lillooet, Stl’atl’imx.

Table 1111
Ave Cierrently At IsUintrglo NIC
1 20 2
214 5
2530 1 10
Y IR R 1
26-40 3 1
1145 K 2
36 50 | 2
3] 535 2 1
Misarny, 1 A
9y 1y
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Twenty-three (69.7%) say that they identify with a particular people,
lineage (2), band (6), village (1), or group (12). Nine (27.3%) say that they
do not. It is interesting to note that eight of the participants (24%) do not
identify most closely with the groups they have listed as their own ances-
try: the groups they identify most closely with range from noting identifi-
cation with “all Nations,” through telling of their identification with other
First Nations cultural groups, to noting identification most closely with
the NEC.

Twenty (60.7%) of the participants speak or understand at least one
First Nations language, though five qualify their competence to “a bit” or
“some,” and only 10 claim fluency in both speaking and understanding
the language. Six of the 20 say they have some competence in a second
First Nations language. The languages represented are named by the
participants as Salish, Chehalis, Sechelt, Hulgq'umi-num, Okanagan, Inte-
rior Salish, Lil’'wat, Cree (5 participants), Ojibwa, Haisla, Nisga'a, Gitksan,
Tsimshian, and Chilcotin,

The Programs. Eight participants have completed one program at the
Centre, 14 have completed two; five have compieted three; and one has
completed four. They give us retrospective reflection from the period 1976
to 1993 from a variety of programs (see Table 111.2).

Variety of programs. The individual programs completed are shown in
Table II1.3.

Adniission. One participant did not specify the basis of admission.
Seven fell into more than one category, so the number of bases for admis-
sion is 39 (see Table 111.4).

Table 11 2

Periond Number of Programs Comp'-led
1976-79
198 42
1983 H5
14956 44
1usu.ug
Puyl-03
nut noted

SRR I LSS R W |

LI N
=

Fl}

Table 111 3
Seprence of Mudtple Programt Participation

Proyram It 2nd 3rd 4th

Native Adult Dasie Education 2, 3 1 i

GED h

Office Skalis i1

I"ublic Admimistrabon 3 ]

Tour-m 2

Crinnnal Justice

Family Violenoe

Larle Childhood Lducation

LRI A IR R ] |

v
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Table 111.4

Completed Secondary School 11

Adult Basie Educ/GED HU

Mature student applicant 7

Uther basts for admission i

Some who checked “other” have told specifically what that other basis
was: six of the participants note some other postsecondary experience
(university, community college, technical school, etc.).

Educational Experiences Prior to NEC

It i> clear from text responses that several participants misinterpreted
school in the questionnaire to refer to NEC, not to their prior schooling as
was intended by the questionnaire. All text responses were assessed to see
whether the participant was referring to school experiences prior to enter -
ing NEC or to NEC itself. Only when 1¢ could be established that the
participant was clearly referring to school as opposed to NEC was the
judgment made to classify the response accordingly. Of the 33, 16 clearly
referred to school. [tis the subgroup of those 16 that are referred to below,

Academic aclicvement in school. Participants’ self-assessments of their
academic achievements in school are shown in Table 1[5 by area. They
are arranged in declining level of assessment of achievement (i.e., seif-as-
sessments were highest in English, lowest in musiz).

Support it school. The 16 participants who focused on their school
experience made assessments, in a restris ted-choice questionnaire item,
about the sources of their support while they were going to school (Table
Hi.A),

Table 111 5

Goend Farr Poor Not ek
Englich 11 (%.5%) 3(1R.BY) 2 (12.5%)
Hunanmities $ {50 1%) 6 (37 5% 1 {(A.3%) 1 (0.3%)
Math 6 (27 570} 6(37.5'%) 4 (25.00%)
P'hys Fdu S (237 7 (43.R%) 1 (th.3%:) A(PNR)
Fine Arts 2 (12.5% U {36.3%) 3 (I8.8%) 2 (12.59%:)
Svlense 2(12.5%) 7 (43 8"%) f (37.5%) 1{62°,)
AMusic b {0 3% Y (56.2%) 3(18.8%) 3 (18 R%)
Table 1o
Terfrcated Asa Somevce ot Supperd Noand e
Friendsin school 9 (5630
Famuly N0
Teachers S50
Cuounselors 7438
Chat o < hool triends 212500

1o

101

BEST COPY AVAILABLE




@@@S

Canadian Journal of Native ducalion Volume 21 Number 1

Table 111.7

Cullure ave participant a positive talue R
e ., instilled strong sense of pride

Cuiture yave parlicipant auareness 7
e.g., an awareness of land claims; more conscousness of prejudice

Cudture had a negative effect 3
e.g., “culture was more of a hindrance than an influence”

Nevitral comment 1
e.g., “no acknowledgement of culture as we grew up withoutat”

Nucomment 14

Effect of First Nations culture before NEC atterndance. This questionis a tex!
completion guestion, reading “My First Nations culture influenced my
pre-NEC school experience by ..."

T'he pre-NEC aspect is sosclearly specified that the responses of all 33
participants are considered here. Fourteen people--almost half—chose
not to respond to this item. The responses may be classified with the
categories shown in Table 111.7; short quotes from responses are extracted
as examples of the kinds of statements categorized under each heading,
and the number of participants who responded in terms of that category is
noted to the right. Of the 19 responses, 15 referred to the positive value of
culture, or to culture giving the respondent awareness.

Problems, Respousibifities, and Influence of School

Problems. The 16 who focused on school discussed problems with a
completion question: “The major problems and/or obstacles I faced at
school were ..." The number of participants who identified a problem in
the area is shown in the right-hand column of Table 111.8. Of the 16
problems, nine were either racism or institutional.

Responsibilities. The question was “Besides my academic work, the
major responsibilities I had while attending school were ...” The categories
and incidence (from the subgroup of 16) may be found in Table H1.9. Of
the 12 reported responsibilities, seven are family and home.

School influence: Help or discouragement. The text question for this item
reads “Would you comment on how the school helped and/or discour-
aged you (for instance the administration, the faculty, the rules).” One of
the 16 did not respond, and one simply said “no problems.” Of the re-
maining 14, seven responses that were felt to indicate the range of partici-
pant’s answers are presented here.

They seemed of a different world, not in tune sath the students. [t didn’t matter who

was sitting 1n the chairs,

Public school does discrinunate, although they try to 'ppear hke they don't. Baing there
I could see little things. v g, basketball captain wac alvo s a white person | wavjust a
good plaver
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Table 1.8

Racism 5
e.g.. “always beng put down by white people”

Acddenne Problen)s 2

e, “my wretten Enghish,” “trving to pass math and sciences,”
“lack vt homewrsrk, study skilis”
Trstitretionad 4
e.g. “lack ot knowing the teacher”; overcrowded classrooms™;
“There were counselors avatlable bt there toere compuiications problems

due to cultural differences”

Lavancad Problens 2
e, e money for extracurroulac actn ities

Persimal ]
“drugs,” “bad influences”

IUI\'HH(‘-H i
“petting to and trom public school”

MNooconpien 2

The students alwav< insmuated that “Indians” were lucky because they always
recetved everything in life “free”’; we had many heated discusstons about this. The
instructors always pretended not to be aware ... around these 1ssues,

I was discouraged becatse there were no programs in place to help students adjust to
marr stredm sociely, ’

P didn't bike being putina low, fow class category (grade Re didn’t talk to grade 9« and
soon, grade Hsand grade 12ers ruled) Evervone was putin groups. [ wasn the
IRTT 1 TR TN PN SRR AR

The rules helped as they were very strict. Because 1t was a small town the faculty were
tor the muost park generous with ther ime. Admunistration was not helpful because no
Fir<t Nattons culture was taught.

[hd net allow me to develop personally

Entering ard Attendmg NEC

Related work experience prior to attendarnce. Three people failed to indicate
whether they had related work experience prior to initial enroliment at
NEC. Fifteen reported that they had such previous experience {e.g., as a
waching assistant in kindergarten, doing office work, bookkeeping, wait-

Table 111.9

Fanily and home 7
e g looking atter sibhngs howsehold chores, et

Volunteer and communtiy uork 2
e, soceer, basketball practices and games”, “teaching Sunday schoul,
camp counselor”

ot 2

e Ugetting to and from pablic school b km trom reserve”

Per~emal 1
ey Just being there to do school work was a major Lask itself
[t took @ lot of courage to show up ”
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Fable 11110

Prevate Nndrondueris
Famuly members
Friends

rast or present students

T W XE

speahic individuals

CNher sources
Word of monath
trubliaty (brochures, ete )

~ - S

Other agenaes and insututiones

iy tables, court worker, drug and alcoholism treatment work, etc.). Fif-
teen people reported no related work experience.

frtial sources of informetion. The first question reads “How did you hear
about NEC and its programs?” Three participants cited more than one
source, and one said “can’t remember,” so the numbers in Table [{1.10
refer to the number of participants who cited a particular source; the total
number of sources listed is 37. 1t ts interesting to note that private indi-
viduals were the most important source of information, being listed 25
trmes, whereas agencies and NEC publicity were listed 10 times.

The decision to attend. The question is “What made you decide to come
to NFC?” and the most basic distinction in the way the question was
answered is that responses may be made in terms of either (a) the institu-
tion itself, its characteristics, programs, general atmosphere, and staft; or
(b) in personal terms, expressing participants” aspirations or motivations.

Only one person failed to respond to this item. Fourteen (42.4%) re-
sponded interms of institutional characteristics of NEC, 10 (30.3%) an-
swered in personal terms, and the responses of eight (24.29%) participants
combined both personal motivation and NEC"s characteristics. The col-
umn lo the right shows the number of participants who cited that reason;
because a few participants cited moze than one reason, the column adds to
3itabledll 1)

[

Labie 11111

Pttt tondd Claraciors-in -

The attrachveness ot specitic NEC programs N

NEC G Natve ontentation and atmaosphere 15 -
{related tothe fnl!nwmg\

The nature and the extent ot NEC support, the ditterent approach to learnimyg, 4

SNEC s physical setting: 2

Porwoa! Characteristios
Porsonad aspirabons desire tor persoval gros thoand desire For Native
cultural know ledyre h

'l ol encomryrennent | ny crappeert

11y

L
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Application, admussion, and registration. The guestion 1s relatively long:
"Please comment on how you felt about vour application, admission, and
registration {for example, information or assistance you received or failed
to receive; any difficulties, etc.).”

Four people (12.1%) did not respond to this item, but only one person
(3.0%) registered anything negative at alt about the processes named in the
question. Eight participants (24.2%) were more or less “neutral” (e.g., “no
prublems; good information [provided] at that time”; “No problems what-
soever”; “It was okay™).

Twenty (60.6") commented on those processes in very positive terms:
three who had had difficulties external to NEC commented on how posi-
tively NEC staff members dealt with those difficulties. The kev terms are
ielpful and welcoming. Other examples of comments are: “The staff makes
cach person feel like they matter,” and “great reception.” The negative
comment focuses on two (unnamed) people who were “rude” at the
participant’s initial approach for information.

Fending A picture of the financial situation of NEC students is shown
in Table ITLT2 in responses to the restricted choice item.

lable 11113 shows the pattern of student support by agency and the
participants” assessments of whether that specific funding was adequate
or inadequate.

Fifteen participants reported some kind of negative experience in fund-
ing (lateness, problems in ehgibility, etc.). Four commented on the formula
tor funding not taking account of Vancouver's exceptionally high cost of
living. Three had had some difficulty with band funding,

Table HE12 —n
Whtle {attended NTC my heondury s uswally
.ldt«.!lmh’ NS )
barein vnough 10 (3 370
at subisistence level T2
below «tarvation level 1412170

Tuble 1113

Partrpunt s ludeprn

Serc et nnduny M : Advquate adequate Moy
L EIC Tis LIRS 3 12 1
MSSH > !H 270 A
e h {14.2) 1 s
Health and Weltare ¢ anada 2 (h 170 2
Jand jn RILRES] 4 3 1
DA : ) | By ! I l
Stindent i van N {(h 1} 2
Bur-ary I I {1 1
Other S oniroes | RN LA !
i |
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Table 111.14

Area Good Fawr Feor Alissing
Humanities 20 (ML.A%) 10 (3037 3¢9 %) 3(91%)
English 18 (54.54%) 11 (33.3%) 3(9-1%) 1 (3.0%)
Reading 21 (63.6%) 9 (27.3%) 3{4.1%)

Exam Wrniting 12 (3v 4% 14 (42.4%) 1(12.1%) 2 (A.19%)
Study Skills 13 (39.4%) 12 (36.4%) b (18.2%) 2 (A 1%)
Essay Wnting 11 {33.3%) T4 (42.4%) 6 (18.2%) 2(6.1%)
Math 8 (24.2%) 15 {45.5%) R{24.2%) 2 (6.1%)
Sciences 7 (21.2%) 16 {4h 5%) 7(21.2%) 3(4.1%)
Second Language 6 {1R.2%) 2(6.1%) 21 (A3.6%) 4 {12.1%)

Three participants commented on the high level of stress that is associ-
ated with low financial support while attending, and some mentioned that
they felt like quitling because of it. One participant wrote:

Ax astngle mom on welfare there was not a lot ot financial incentive to take a

Manpower-sponsored course. [The motivations were] only my personal desire to better
my~elf and the strengrth to take risks.

Academic preparation. Self-assessments of academic preparation for
study at NEC were made in a restricted-choice questionnaire item. The
academic areas are presented in Table [I1.14 in order of decreasing assess-
ment of preparedness.

Some of the comments made by the participants reflected the whole
range from a sense of preparedness to a little anxiety:

[ had not been in school for a long time. It would be nice to have had a review

{ am the firet to admut that | need to brush up on my academics.
[tebt that 1 was ready to contthue my education.

Imtial adjpustment to NEC. Al but one participant commented on this
period of adjustment. The words the participants used to describe their =
first few months at NEC show a sense of expectation and challenge. The
adjectives they used to describe their initial period at the Centre are as
shown below: the most common description was exciting. Terms marked
with an asterisk are descriptors that were used by more than one partici-
pant:

ecademtcally good, educative, promismy, excellent, “exciting, teresting,

positive, “enjoyable, fun, *qreat, happy, nice, wonderful, calin, *comfortable,

casy, a feeling ont process, new, refreshing, *challenging, difficult, frustrating,
hell, voeriohelming, scary, “stressful, trying, cramped for space.

The adjectives indicate the flavor of their responses, but they can only
begin to indicate that most of the graduates remembered their beginning
at the Centre in positive terms. Only five (15.2%) recalled the time in
remotely negative terms (e.g. a misunderstanding with an instructor,
misgivings about ability to do the work). Twelve (36.4%) were neutral
(¢... thuse who said “hectic”) or responded with both positive and nega-
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Table 11115

Family responsibilities {e.g., children, spouses, single parenting,
mauntaining household) 13

Finanaal responsibilities (including 3 who held part-time jobs with attending) 6

Personal situations (e.g., coping with Ulness, disability, learning
punctuality, consciously betng a role model, learning time
managemernt strategies)

Communty responsibilities, volunteer work

Nune (no noteworthy other responsibilities)

) - O

tive comments (e.g., that it was acadeinically good, but financial problems
made the time frustrating). Fifteen (45.5%) were positive (e.g., “Creat! [I]
felt comfortable immediately ™).

Problems, Responstbilities, and Sowrces of Support

Responsibilities. Because adult students often have responsibilities
other than their academic work, we asked participants to describe the
additional responsibilities they had to meet while attending NEC. Their
responses fall into five categories and are shown in Table 111.15. The
numbers indicate the number of participants who noted responsibilities in
the category.

Probletns. The problems participants noted are shown in Table 116 in
decreasing order of frequency. The number of participants who men-
tioned a particular problem is shown to the right.

Their notation of things as problems must be compared with the things
they mentioned as additional responsibilities. The five participants who
listed financial responsibilities as a responsibility did not note finances as
problems, so taken together at least 335 of the respondents remember
tinancial issues in terms of either responsibility or problem. Day care

Table HITO

Financial problems 5
Day care, chila e 1
Probleans with specihic staft members 1
Dealing vith a z0iranal charactenstic or situation 4
Relahonships with other students 3
Institutional charactenstics 3
Academic areas (e.g., homework, lack ot <killv) 3
Commuting to NEC 2
Table H1.17

Friends 29 {R7 9%,)
Fapuly 20 {6067
NEC Student Services 10 {.30.3%)
Other Sources uf Support 10 (30.3%)
Community Support Services autside NEC 3 (9 1%)
Employment opportumty at NEC 2(h }%)
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Table H1.18

Speatic (named) individuals on NEC stalf 17 (51.5%)
Instructors, staff, counselors at NEC in general 11 (33 3%)
Other students 9 {27.3%)
Friend s (not necessartly at NEC) 3(4.1%)
Farmuly 2(6.1%)
Everyonu at NEC, The place itselt 2(6.1%)
Instructors, counselors outsiae NEC 1 (3.0%)

facilities are predictable as a problem area in light of the responsibilities of
students who are parents. The other problem areas are self-explanatory
except for institutional characteristics. The issues mentioned include a
program lack (e.g., two said cultural learning activities). One mentioned
the concentrated nature of a program.

Sources of support. A restricted-choice questionnaire item reads: "The
things that really helped me get through NEC successfully were .." The
response pattern observed is shown in Table 111.17.

On the other hand, the open-ended item that asks for completion of this
statement, “The most support | received at NEC came from ...” shows a
somewhat different picture of sources of support (Table [11.18).

The two items are phrased somewhat differently and imply different
contexts of support; the text item might be read to imply support specifi-
cally by NFEC, vet obviously friends, family, and others outside the Centre
were named here as well. When the two items are considered together it is
Clear that family and friends are important sources of support, but that the
NEC staff (instructors, counselors, other staff including support staff) are
:mportant sources of help and support as well, because 85% of the partici-
pants cite them as sources of “maost support” in a context where choice is
not necessarily restricted to NEC as agency.

NEC and Frrst Nations cultural influence. The connection between NEC
and First Nations cultures has a remarkable and important realization at
the Centre. Twentv-two (66.6%) people commented on their First Nations
culture with respect to their experience at NEC and 11 had no comment.
Of the 22 respondents, three (9.1%) spoke of aspects of their culture that
pave them a positive approach to learning, to doing one’s best, and to
sharing. A crucial role of the NEC is demonstrated in the responses of the
other 19 participants (57.5%) who wrote that for them NEC's role was one
of introduction, reintroduction, or reinforcement of their First Nations
culture and identity.

The Centreas an mstitution. We asked for comment on how NEC helped
and/or discouraged the participants. The 27 who commented defined
these areas as salient:

1 specific institutional characteristics;
2. personal growtl;
A relalionships with and characteristics of staff,
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4. program and course content; and
5 rules and regulations.

It is noteworthy that only six participants provided comments that
were in any way negative, and only four participants’ comments were
entirely negative: the areas in which those four commented were:

1. the participant’s perception of lack of responsibility on the part of

some students in connection with rules for attendance;

relationships with specific staff members;

3. information and content: a participant thought that maore information
should have been provided about access to other services; and

1. general evaluation: one participant simply said that NEC had been no
help to him or her.

On the other hand, of the 21 whose comments were clearly positive, 13
participants focused on institutonal characteristics that they said had
enhanced their educational experience, and eight commented in positive
terms about how NEC as an institution had contributed to their own
personal growth. The institutional characteristics that they identified
wers:

1. the atmosphere: “open,” “relaxed,” “comfortable,” “welcoming,”
“supportive,” “encouraging,” and “helpful” were terms that were
used o describe NEC;

the staff (e.g., “encouraging,” and “suppuortive”);

the First Nations identity of NEC (which was highlighted by six par-
ticipants);

4. course and program content; and

5. regulations (e.g, “the rules were strict, but helpful”).

The comment that seems to capture this area best is that of the partici-
pant whose paragraph began “Totally encouraging,” and after elabora-
tion, included the summary statement “People cared.”

The eight who credited NEC with contribution to their own personal
prowth spoke in terms such as these:

o

1

wd 12

| bevame independent and strong

The inshitution helped me be responsible toward completing assignments; also helped
me to be aware of First Nabions people and . beliets.

NEC gave me a chance to bacome something more than just another statisbic.

Careers, Work, and Further Education: Retrospective Assessment

Continuing education. A large proportion of the participants have gone
on to further education after their NEC experience. Eighteen noted such
further participation; 16 had been involved with courses at other institu-
tionts; and 14 had taken more than one course at NEC. Ten indicated that
they have not taken further courses after their NEC course (though two
ndicate that they are planning to do s0), and five did not respond to this

| QT
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item. Eleven of those who have gone on to further educational programs
also document post-NEC employment.

The high proportion of those who have gone on to other courses afler
taking NEC courses, or who have been involved in more than one pro-
gram at NEC, prompt a question about progress and level. It is impossible
to do more than infer here but the inference is very strong: only two
participants note a change in direction or field in the further education
they have sought, whereas in the cases of the other 16 it is clear that the
pattern of the programs in which they have been involved is one of
progress (e.g., to higher certification levels; to university or college pro-
grams in the same field; to specialization; from ABE or GED to skills
training programs, etc.).

We asked for participant assessment of how weif NEC had prepared
them for continuing their education, and the responses were almost uni-
furmly positive. Eight responded with positive comments in general terms
(e.n., “Yes -excellent”); six responded with specific reference to academic
skills and knowledge areas (e.g, “I improved my educational skills [math,
grammat, English, tenfold”]; two others were more or less neutral, though
they indicated that they could have used more training in English, math,
or communications skills; one was puositive in personal terms (ie., in
gaining academic confidence, something that was implied by severai oth-
ers); and the single completely negative assessment tocused on a single
instructor.

Employment We did not ask for post-NEC employment histories, but
rather for comment on the relationship between NEC training and em-
ployment. Only the responses of those who explicitly stated employment
status after completing NEC programs are included here: 21 (63.6%) docu-
ment employment after completing their NEC programs, and included in
this tigure are 11 who document both post-NEC employment and further
education after NEC graduation. Only two people indicate neither further
education nor a history of post-NEC employment; the responses of anoth-
er four participants do not indicate employment explicitly, but rather infer
it.

It we were to document the specific employment positions of gradu-
ates anonymity might be compromised. Instead, by general area we can
~dy that they describe work in sales and service, work as teacher aides,
secretarial work (including specialized areas), tourism promotion, admin-
istration, and program ¢ svelopment.

Two participants noted under discussion about further education that
they realized that they needed more training and that this realization
mutivated further education at either the Centre or another institution. No
participant made a negative connection between the educational program
in which they had participated and subsequent employment: most noted
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a description of their position and let that statement, in connection with
the nature of the individual program, speak for itself.

General Assesshients of NEC arud Its Influence

Three open-ended questions sought general assessments from partici-

pants directed at:

1. the NEC experience relative to participants’ expectations;

2. the influence of NEC on the participant, both personally and as a com-
munity membper; and

3. any influence of NEC on the graduates’ First Nations identity.

Expectations. The generally positive relationship between employment
and an NEC experience is reinforced and made explicit in response to a
question, “How well did NEC meet your expectations?” Twenty-seven
(81.8%) of the responses were very positive. Six of those respondents
qualified their generally positive assessment by mentioning some aspect
of expectation that had not been met (i.e, two had had difficulty With an
instructor—this was a repeated theme by two respondents; one brought
up the lack of day care facilities; one said the program went too fast; and
two remarked that though the program met expectations, expectations for
employment were not realized.

Of the remaining six, two (6.1%) had negative assessments related to
what they perceived to be a lack of materials and/or misunderstanding
with an instructor. The evaluation of two respondents (6.1%) was more or
less neutral, and two others (6.1%) gave no response to this question.

Influence of NEC. In another area of retrospection we asked participants
to discuss the general influence of NEC “in general (both personally and
as a member of your community).”

Three people (9.1%) chose not to respond to this item, though their
responses to other related questions indicated generally positive assess-
ments of NEC. There were no negative statements here, so the 30 who
made positive assessments of NEC's influence represent 90.9% of the
group.

The most common area of influence was building confidence and de-
termination (8), and self-esteem (2). The second most common area for
comment was that the NEC experience gave them renewed affiliation with
First Nations culture, recognifion of belonging, and a sense of community
(R). Anuther three participants were specific about the influence being that
they were able to learn more about First Nations culture. Another three
focused on the First Nations value of respect, and named it as an impor-
tant influence from NEC. Awareness of First Nations issues and under-
standing of present situations was an area named by six participants as
having been a praduct of NEC attendance. Two people said that the
process of leaming self-evaluation had been an influence, and another two
simply said that they had become better people by attending NEC. One

1ig
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commented that a major influence had been forming positive social ties in
the urban environment.

Identity as a member of a First Nation. The question was phrased “Did
NEC as an institution have any impact on your First Nations identity? If
so, what?”

rour people (12.1%) did not comment, and another four (12.1%) said
that they had already been well grounded in their culture and identity so
could not say that NEC had had an impact in that area. Another four
(12.1%) made comments that are difficult to interpret and thus categorize
definitively (e.g., “We can be very strong people when we work together,”
and “There are a lot of us Native people wanting more out of life and
going for it. We are not all ... inadeq:. ite”).

Twenty-one (63.6%) answered in unequivocally positive terms: NEC
had had a positive impact on the participant’s identity as a First Nations
person. Several of the participants described how the NEC experience had
given them a sense of identity as a First Nations individual, how it brought
them to a recognition of community, and how pride and being comfort-
able in their identity as a First Nations person had been awakened in them
or enhanced at the Centre.

Addittonal comments by participants. In a space provided for additional
comments, five people appended general commendation to NEC to their
recommendations; the participants appeared to have interpreted the ques-
tion as a request for recommendations. Among reccmmendations that
were brought up by several of the participants the need for day care (8)
ar .1 housing (4) were communly mentioned; as well as physical expansion
of the facility itself, due to current space dem inds and in the expectation
of offering a broader range of programs (3). The most commonly men-
tioned suggestion {(by five participants) in terms of policy was that all
students have access to cultural studies.

The Focus Group Sessions

The NEC graduate hired to research addresses and mail the surveys
would also play a major role in contacting and confirnung attendance at
two focus group sessions held in late June 1993. Conscious effort was
made to have a representative from each of the seven Skills Training
Programs and a representative from each of the four years” (1989-1990)
graduating classes. The focus groups were led by an NEC management
staff with one or two UBC research team members to assist in recording
and further questioning.

The NEC graduate transcribed the recordings from both focus group
sessions and submitted the transcripts to the UBC research team. A mem-
ber of the UBC team worked with one NEC management staff person to
categorize and interpret the findings.

The graduates who volunteered to attend a focus group session were
sent 4 letter to confirm their attendance; provide the questions; and inform
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them that the session would be tape-recorded but that their anonymity

would be maintained.

The graduates had the opportunity to think about and answer the
following questions, which relate to their experience before, during, and
atter attending the NEC.

1. What led you to choose the Native Education Centre versus other ed-

ucational institutions?

As a First Nations person, what at the Native Education Centre did

you find most/least helpful?

3. In what way is your experience at Native Education Centre relevant
to what you are doing now, either educationally, career, or commu-
nity wise?

The interpretation of the findings are categorized under each of the
abuve questions with a central quote and quotes with some variations. The
quotations from both focus greup sessions have been merged.

Question 1 What led you to choose the NEC versus other educational mstitu-
tHons?

Desire to fearnt about FN heritage and be with FN people. One graduate
clearly makes a connection between learning about FN heritage and being
with First Nations people: “And | wanted to be around Native people and
people [ could relate to and find my roots.”

Another graduate expresses learning about heritage as a benefit: “I
could learn about my heritage ... and [ could benefit from that.”

The following quote shows responsibility of learning and passing on
that learning to others and relates to that heritage in a collective way: “So,
I thought 1 should get myself educated in our Native heritage and be able
torpasstton.”

Others emphasize the importance of being, with Native people: “And |
wanted to go to school with Native people”; “And it was all Native
people”; “To try and say yes, | belong here, | deserve to be here.”

Milieu at the NEC. Some express the importance of feeling comfortable
and welcome: “When 1 first came here, even just coming here to apply, |
felt immediately welcomed and that was the comfort in it”; “There’s one
thing Native people find ... there's a lot of comfort with each other”; and
the importance of being accepted: “And then | ... you know ... [ knew |
didn’t have to prove myself”; and feeling at home: “When | came here |
felt like [ was coming home.”

Some felt comfortable in a “Friendly atmosphere”: “The reason |
“tarted here was everybody was friendly ... the first time I thought ‘Oh no,
I shouldn’t go,” but everybody ... was so friendly . . that [ thought, ‘I'll feel
comfortable’™; “Everybody was so friendly here, I was happy”; “1 was
very impressed ... {with] the atmosphere of the school.”

It was also important that some were able to anticipate making
tricnds--one especially when older: “You don’t know whether you'll be

13
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able to make friends, you know how it is when you get older?” “[My
sister] ... had made some friends dand then ... we all became fast friends”;
and to enjoy oneself: “And they all praised the school ... how much fun it
was to be there.”

Others express the need to check out NEC before registering: “Coming
here ... when I heard about the NEC, | came here and immediately felt
comfortable”; “So [ came down here one day and checked into everything
and took it from there.”

And at least one feels ambivalence about attending a non-Native insti-
tution: “1 feit if T went to a non-Native institution [ would be pretty
isolated.”

Accessibility of NEC. One compares the accessibility of NEC with a
community college: “I found out it really was quite easy to get into this
schaol . if [ wanted to go to{[other community college], I'd have to put my
name on a six-month waiting list.”

Another describes the efficient admissions process: “It was like, | think
I want to go to school and here [ am, I'm here, ['m in! Ya know, I didn’t na,
mavbe next vear”; one recalls the personal interview with a senior staft:
member: “{1 had] an appointment with [staff name] ... so 1 came to see
[mame] and talked to him and he accepted me.”

Relevatice
There are three subcategories here.

Relevance of NEC. The topic of relevance is related to aspects of per-
sonal, academic, and career life. Some relate the importance of program
relevance: “They told me about ... what the courses that were offered to
them”; “I came across a book from the NEC that had all the programs and
everything and the Criminal Justice one really caught my eye . . it was in
the field of what [ was doing at the halfway house”; as it relates to First
Nations issues: “[Because First Nations were represented here] ... 1 did a
little research and found out what the NEC was all about and it was what
[ was looking for”; to content: “I came to get all the information | needed
s0 that it would benefit me”; and to how motivating it is when one is able
to relate to ideas: “You really start getting the seeds of ideas happening
and growing right here, you get really motivated.” _

Others relate their choices to return to school with making major per-
sonal life changes: “I quit school when I was 16 ... and I had been going to
various different schools off and on, trying to reestablish myself into a
learning mode but it wasn't working”; “I'm a recovering alcoholic and
after I'd been sober for a couple of years I didn’t like where the alcohol had
fed me ... | decided | wanted to go back to school.”

Anather relates choosing NEC to his responsibility of rearing his son:
“My son came into my life at that time ... that changed my whole life ... |
was thinking I've got to find a job ... T thought about going back to school,
get my grade 12 . Fknew about the NEC.”

1
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Relevance to career. Others chose to attend NEC because programs re-
lated directly to careers they were interested in: “I took a work experience
and found 1 liked working in an office atmosphere ... they said the NEC
has secretarial training now ... so [ ran around ... and they accepted me”; |
sort of fooked around at some of the programs ... and tourism seemed kind
of fine”; “I came here to get all the information [to] ... benefit me ...
careerwise”; “1just got tired of working manual labor, different odd jobs,
and [ always liked criminal justice system so 1 came down and [ ran across
a pamphlet.”

One refers to the transferability of the program: “It was a university
transfer [program] ... that’s what I was looking for.”

Another recognizes the employment skills gained: “You've got em-
ployable skills ... get out there and get a job™!

Relevance of non-First Nattons institttions. A couple of individuals em-
phasize that other schools/institutions were problematic: “When [ was
soing to [residential school], they pushed this English into my face,
whether I liked it or not. i remember the first day | started in grade 1, [ had
problems. They didn’t like me”; and “In all other educational institutions,
| found that First Nations people or history weren’t represented palitically
or otherwise.”

Goals appropriate 10 First Nations context/connnunity. The importance of
how education would impact self and others in the wider community is
emphastzed: “So that it would benefit me and the world out there.”

One expresses commitment towatd First Nations children: “I hadn't
redally thought of what | wanted to do then, our children ... who is out there
for our children? ... you don’t hear of too many day cares on Native
[reserves] .. sa, | took my ECE [early childhood education]”; another
expresses commitment to the future and to the next generation: 1 wanted
to be prepared for that [future] and also have the educational background
of the history of the people that were ahead of us; that brought us to this
point in our development and we are tne stepping stones for the next
generation.”

Experience with prejudice/ractsm. Some of the respondents express pain-
ful experiences with racism during elementary school: “I really became
aware that Native people were being really discriminated against”; “Be-
fore, I had a hard time being a minority in grade schoolin my environment
and in my community”; “And a lot of things went on during ... grade
school, like a lot of prejudice against me, and [ didn’t understand it.”

Others experience simiiar concerns in high school and/or college:
“And a lot of things went on during high school .. like a lot of prejudice
against me”; the shameful feelings and its effect academically: “In high
school . there weren’t very many Natives ... we were always picked on,
called on, and I became very ashamed of being Native ... the other two
learned to fit in with the Caucasians-- did certain things that they were
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accepted ... they figured, oh well, she can’t handle it anyway ... so | gave
up”; and the undue stress in proving oneself: “In the high schools and
even in college ... was the feeling of wanting or the need to prove myself to
be there ... with this constant fight, the stress would overload.”

Finally, one respondent feels caught between both worlds: “All the
way through my childhood, 1 was not welcome in either my home reserve
or in Vancouver in my school ... I'd hang around with my Native friends
and I'd be called derogatory names, you know, chug and squaw and stuff,
and then 1'd go home for the summer and be called honky, white trash,
and whatever.”

Cultural alienationfdeprivation. Many of the respondents relate serious
concerns about not having the opportunity to grow up in their culture.
Such deprivation causes negative feelings toward oneself: “I didn’t grow
up with my Native background and | was at a point [in] my life where |
really needed to know who | was and where | came from ... because I was
changing my lite and | wanted a better life ... because | didn’t really have a
pride in who | was, not just being Native, but just in who [ was”; and one
relates it to feeling restless with regard to career: “And at this stage, |
hadn’t really much to do with my culture at all, and [ think ... there was
probably a great gap in my life ... | wasn't aware of it except that | seemed
to be awfully restless ... careerwise.”

Anather spoke of the importance of learning about oneself: “i started to
ask myself a fevy questions about myself, who [ was ... because L didn't .. 1
wasn't raised in the Native way or Native tradition and I didn’t know very
much about myself in that aspect.”

One tatks about growing up away from home: “Because | was raised in
a non-Native community and | knew nothing except for mather’s hobbies,
or part of her culture .. she spoke Native at home and stuff like that, but 1
never grew up in the environment.”

Another discusses the negative effects of residential school” "Because
for years when [ was in residential school, you know, | mear, we were
brainwashed into thinking our history was nothing to be proud of.”

Personal knowledge recetved from trusted others. Some of the learners hear
positive comments about NEC, which influences their decision to attend:
“Then a close personal friend of mine, we had a good chat and she said,
‘What about the NEC?” “lapplied ... not with heart in it really .. I guess
what it came down to was that [ was scared to come back to school ... then
a friend just kicked me in the butt and said, ‘Do it!"™”

Another knows one of the staff and expects to do better: “{In a previous
job] .. T contacted the NEC here to see if they could do something better
[about outreach] ... Thappened to know the coordinator at that time ... so |
came to the centre and applied.”
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Yet another heard positive comments from her family: “I had heard a
latabout it from friends and family and [ only heard a lot of positive things
.. my younger sister came here ... and she really praised this school.”

Referral from agency. Finally, two respondents relate recommendations
from funding agencies: "1 went to Manpower because [ couldn’t get a inb
... I noticed this notice on the board that they had a NEC: [ came to s¢e the
Manpower about it and they told me to come”; and “l went to the DIA and
... they recommended the NEC.”

Ouestion 2. What at the NEC did you find most/least helpful?
Most helpful

Possibility of multiple programs. At least three of the graduales were
enrolled in NABE (Native Adult Basic Education) before they enrolled in
the different skills training programs: “She took her GED, Microcomputer
and similar things [ took™; “T only made it to grade 8 ... it's time | started. [
started in “89 and then | started here in ECE [early childhood education}”;
and "I lett and I came back again last year and took my ECE ... 've been
wanting to dao this for years.”

One graduate expresses the desire Lo take another program: “I wanted
to stay and get inw another program”; one comments on tinishing two
office skills programs: “I got my Secretarial Office Training and my Micro-
computer.” (These two programs were designed as Part 1 and Part 2, but
hay e become one program, Office Administration Training.)

Cowrses wud program quality. The following extract praises the program
vrganization and instructor commitment: “The course itself was really
organized and she [program coordinator] really kept the students [in]
with it”; the involvement of qualified instructors in the field: “The course
here was really grreat, we got a lot of instrucwors from outside the course as
well as in”; and the added opportunity of practical, hands-on learning;
“And we went on practicum, we went on field trips and we did it all—
made drums. it was all beneficial to the course.”

One comment praises the benefit of many courses: “My education with
the school has taught me a lot. We had a variety of courses”; and the
following expresses receiving the opportunity to begin and continue
learning: “The day | stepped in, | started learning. | went from my grade
[8], ot my GED, and 1 carried on to my ECE, and from that point on I've
been just going forward.”

The next comment shows the empowerment experienced in learning
and the motivation gained from course opportunities: “They basically
showed you huw to run a video camera, then they took you into the studio
where you learned editing ... and what we'd dois have little mock news-
cast and interviews. Then we started getting kind of paolitical and we
started going, ‘Let’s have a march and videotape it™!

Learnny nbout First Nations cultures/issues. One indicates that tearning
about heritage is most helpful: “That [learning about heritage] is the most
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helpfuil thing that ['ve learned at this Centre”; another the strong desire to
learn about Native people: "And I thirsted for that. [ needed to know more
about the Native people, where we stand in today's societv and where we
might be going in our future.”

Others express some negative feelings when confronted with some of
the living conditions and habits of some classmates: “I was always used to
being very independent ... that wasn’t so with a lot of my classmates who
sort of expected or looked to others to solve problems for them ... it took
me 4 long time to realize that ... it came from 150 years of living under the
Indian Act”; and "I became aware of substance abuse from some of my
cassmates .. | had a really difficult time relating to ... these insurmount-
able problems ... | had one really best friend and | would talk to her ... she
sortof made me realize that this wasn’t unusual in the Aboriginal commu-
nity ... [ left home when [ was 13 .. so [ did know it existed, it was distant

-whereas | came kere, it suddenly became a part of me and it hurt.”

Yet others are disappointed that cultural classes are not a part of the
Skills Training Progeams curricula: “What I would like to see ... when |
came here [ was really disappointed that [ couldn’t take any of their
cultural courses ... I had this awesome apportunity to ceme to this school
and T couldn’t take even one of the cultural courses, 1 was really heartbro-
ken .. that would have helped with some of the healing, with that atti-
tude”; feel left out: “We are having 'ecture after lecture downstairs while
{other] students are playing, you know, making drums and playing their
drums and ... it could have happened in the second semester.”

One speaks for self and others wanting cultural classes: “I know for a
fact we really wanted to get in on some of the culture”; while another
relates taking cultural classes as being a part of NEC: “They’d feel more
part of NEC if they did get to do something {a cultural course}.”

Being at NEC is supportive to self-expression: “ A lot of people, the way
| ~ee it that come here are searching for direction of some kind and being
able to express themsejves in whichever way they can is good on a posi-
five note.”

Another speaks honestly about struggles associated with classroom
leaming and the etfort required to learn: “Thad to learn to take my ego and
set it aside and be quiet ... I had to learn to be quiet ... [ guess | was a
detriment sometimes to the learning process in that group ... and it still is
difficult’; and one relates the difficulty she has with a course because of
the healing process she is in: “[just barely passed [course] because 1 had so
much healing to deal with, but the other subjects | had taken, | had not
problems with.”

Personal empowerment, self esteem, and development of First Nations iden
tity: One relates how confidence increases with learning about self: “1
benetited by learing about myself and wholam . [ can stand up and 1
hnow what | am talking about”; and others are empowered by the learn-
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ing process: “ You realize your potential and you go, ‘Oh mv God, | can do
anything’”; the opportunity to discover new skills: “I really liked the
opportunity to start new things ... it was really good for th.o self-esteem
and to be able to practice skills [ wasn’t aware that I had ... [ coutd help
others enjoy things in a very pusitive way”; and to strive for academic
excellence: “Whenever I got frustrated or tired or didn’t think 1 could
write another page ... | thought of that plaque [achievement award] and |
thought how badly I wanted it ... And [ got it! ... it is the incentive to
actually go out and do it and be proud of working for it and getting it.”

One recognizes the pride in accomplishment: “[Cultural courses]
would increase your confidence in your abilities too ... it's known to give a
person pride in creating something”; in resisting low standards: “Some-
times the attitude in the class ... I felt it myself a few times, that because
we're Native don’t make it too tough for us”; and desiring to be a part of
the Native community: “I really needed to find out where I fit and [ know
where | wanted to be, I wanted to be part of the Native community.”

Helpfulness of instructors and staff. Several comments are about instruc-
tors who encourage and give positive reinforcement: “It was the instruc-
tors ... the instructor told me I had good potential ... she said if you really
want to pass, you got to come in and do work on your own ... so she gave
me a chance and 1 took the option to do it ... they understand ... 1 had
emotional support as well as the understanding”; show caring and advise
fearners to be challenging: “Some of the teachers were helpful ... they were
so caring and took a key interest in our lives and in our thoughts ...
encouraged us to challenge them, not in a confrontational way but to
challenge their theories and beliefs”; instill pride and promote self-accep-
tance: “They talk to you to be proud of who you are and not to hide the fact
or try to be somebody else .. it just more or less helped me”’; insist on high
standards: “Some of our teachers were brutal ... everyone would be com-
plaining and really upset ... he said, ‘You've got to show improvement in
that area, you're going nowhere with that type of writing skill.”” “After a
while I learned Lo appreciate that”; and encourage learners to ask ques-
tions: “Our teachers were very helpful ... we were told that no question is
a stupid question ... we were openly encouraged to ask anything ... that
was very helpful”; “I found all my teachers here extremely encouraging
and helpful ... even if you asked the same question three times ... they
would keep answering as long as you needed help.”

Some commented on the apyproachability of the instructors: “And the
instructors as well. And we could approach them at any time no matter
how trivial the question may seem, they were always there to help and
usually these were the pieces of the jigsaw that gave you the whole picture
in the final analysis”; and their helpfulness: “[ got that little push and you
get that urge to go on”; “If you had any problem at all, myself [ had a bit of
a language problem {and] they provided help for you here. They got
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somebody in special. [And] there’s no other place that you can get that”;
“Yeah, they pushed me, ‘cause 1 was about ready to drop out, especially
the first time—and we talked and talked and talked. Then 1 said, ‘Okay, I'll
give it a try.” So 1 gave it a try and I had to talk to them again”; “And the
teachers, everyone pats you on the back saying, “You can do anything you
want to do’”; “The most helpful for me was ... there were two teachers who
I really appreciate”; “How great the teachers were.”

Others praise counselor support: “If you need counselors they were a
lot of help to me for solving my difficulties ... and they were so helpful
when [ needed help. They were there and when you needed them, they
said, ‘Come on in, talk to us™; and “{A staff member] had a whole bunch
of doors for me to try and ... ended up helping me get funding from UIC
for the year”; others note staff helpfuiness: “Everybody was just so help-
tul”; approachability: “Other staff in the school were good, used to be able
to go taltk to them, anybody”; and dedication: “The staff and everybody
was just great. They were there”; “The staff were pretty good, the instruc-
tors especially that [ program coordinator], she was really good. I heard the
others were just as good too.”

Others comment on the positive and helpful environment: “I'm not too
sure whether I would have kept on if | wasn’tin this environment”; “The
mosthelpful, just being at the Native school, really helped a iot”; “Just the
atmosphere 1 think for me was good for kind of a move from a smail town
into the city, it was kind of a culture shock. Meeting everybody here, it's
like a family. So that’s the best part”; “I found most helpful, is everything
that's located right here in the building. Everything is so available: the
library, the counselors”; and “Another thing [ found helpful was the
environment, just being in the building ... it's always a good feeling”; “It's
tike a big family.”

Others comment on student unity: “And the unity of the students ... |
really enjoyed that expertence of the students coming together and being,
really close”; “The most helpful thing I found here I guess is the unity of
all the students and the instructors as well.”

Two contrast being at NEC with other [eaming (college) institutions:
“[In contrast to the NEC] ... I found it hard .. going to [community
college], “cause of the unity of the students here ... you don't know any-
bady. they’re not the same. You don’t get the same unity”; “In other
institutions ... | mostly did find it sort of cold, sort of a sterile environment
.. I didn't realize *hat there was anything different until I came here ... it
was like coming home.”

Influence of friends and family. Many commented on the support they
received from friends: “It was the teachers and my friend~ .. we gave each
other support and it was encouraging that we all give each other that kind
of support”; and how they formed study groups: “{We] kinda reached out
to others right from the start ... once we pot to know each other, we usually
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formed our own study groups”; “We had to help each other ... we did form
study groups and we supported one another and if someone didn’t show
up, we called”; and helped one another: “I found my classmates extremely
helpful ... you dont wait until you fall into a certain way, we were auto-
matically in that circle just by being here”; “Because you get all this
support from the students.”

Another felt fitting in was quite natural: “You just blend naturally, it's
not like a group apart where you have to be a certain way ... everyone
accepts everyone the way they are.”

One learner felt disappointed when others weren’t ready to be helped:
“There were a couple of people in our class that were going into the field
of helping people and ... were not ready themselves ... that was really
distracting and really hard sometimes ... some of their problems ... were
sort of dragging everybody down ... you'd want to reach out and help ...
but they still had to learn how to deal with it themselves.”

Others met relatives or friends from other times: “[l found that I] ...
kiew people that [I] hadn’t seen for awhile ... when [I started talking] to
somebody in terms vou are related to them? I came across a few students
that, ‘my God, you're my mother’s cousin’ and, you know, stuff like that”;
and “Coming here and seeing that you have friends from different place
and I ran across a lot of people whom I met over the years. Just kind of
never kept in touch ... it was nice.”

Least helpful

Problems with funding. Some commented on the inadequacy of funding:
"We struggled because everyone was so poor ... the last week of every
muonth [ was always out of money and I borrowed it from a friend ... it was
an endless cycle of borrowing, paying it back and having to borrow it
again’; others have difficulty gaining funding: “When I got accepted ... my
band wasn’t willing to fund me for the first year ... they didn’t know who
I was"”; “The door was closed to me when | went to Manpower although |
was entitied with my Ul ... it was like they said to me even before | sat
down ... oy chance I happened to talk to Sue and within that day she told
me that [ was signed up to come”; and: “i had a horrible time at CEIC even
though [ had worked for years and put into Ul ... by getting the help of
Donna at the school, she was able to get me alternate funding ... | really
truly felt that the woman at CEIC had made up her mind ... before | went
through the door.”

Other comments show funding was not available for further studies:
“Unfortunately, finances weren't there so | went out and got a jub”; “But
funding would be stopped right in its tracks and that's it”; and “Unfortu-
nalely, that door was closed for me. {1} can’t go nowhere else. {['ve] got to
stay where [l am].”

Need for day care. Two graduates express concern about the lack of day
care: “For lack of day care, I notice that a lot of the students were having

]
1

121 EUPRY

BEST COPY AVAILABLE




A5
i

Camaadian fonernal of Natrve Education Volfume 21 Number 1

Al IJIH&

problems getting to school and because they were encountering problems
with day care. Their babysitters wouldn’t show up.”

Workload or program details. Several of the graduates expressed difficul-
ties with workload: “The workload got a little heavy ... it’s really jammed
into a short period of time and that was really hard ... [ almost didn’t make
it. [ think everyone considered quitting at one time in that class™; “When |
was in Secretarial, it was quite a heavy workload ... and I got discour-
aged”; “We had an incredible workload”; “The workload ... if somehow
the secretarial course could be broke up or else extended ... the only person
in our class that actually really gota full understanding of the accounting
... had taken it before, so she came in with some knowledge ... that was
really the hardest for me”; and “The first term ... was so difficult ... we
were doing something like 25 hours a week of home studies on top of 30
hours of classroom stuft.”

One wanted to do more cultural classes: ”[ wanted to do more cultural,
but | wasn’t able to make the drum, make the sweaters or do the beadwork
... if you're going to teach the children, you'd like to know some of the
things yourself ... 1 don’t think it necessarily has to be my culture, it could
be other [FN] cultures”; one wants a second year at NEC: “I'd like the
second year of ECE, if possible, to be offered here, “cause there’s not too
many places that have full-time ECE.”

Other comments are about teachers: “Some of the other teachers were
biding their time ... were very indifferent ... | didn’t find that very helpful
or encouraging”; and “Some of the teachers were burnt out and some of
them were just there to collect a paycheck.”

One graduate expresses concern about confidentiality: “If we had
problems ... every time [ seemed to go to this one person ... and it almost
seemed like everyone knew ... so 1 guess confidentiality for counselors,
they really got to take that seriously ... my instructors had confidentiality
.. it really hurts when other people know”; and another about course
transferability- “I realize the course [practicum] was for job skills training
and other th,in _hat not all the other courses were transferable to universi-
ty, so that’s the only thing negative about it.”

Racism and discrimination. One student comments on misunderstand-
ings between teachers and students: “Some of our teachers were non-Na-
tive. We expected them to be understanding and sensitive about Native
people ... and if they weren’t some students weren’t too polite to them ... |
admired those non-Native teachers that would come in here”: and “About
the racism ... the white man ... [ never heard that before ... [ heard that a
little bit here or felt it more like ... I started to learn about more people and
where peopie’s pain and the attitude was coming from ... in that attitude ...
it’s their form of healing.”

Transportation. At least two graduates tind commuting to school a
challenge: “Having to come all the way from Surrey, [ was fortunate in
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that§ knew the city ... if someone didn’t show up, we'd call, we'd arrange
rides”; and “It was hard, 1 had to travel from Surrey.”

Accessibility. At least one graduate would like more access for commu-
nities: “ At least a third or a quarter ... come here to the city for the first ime
.. and some of them don’t make it ... so 1'd rather that we took the NEC to
the community.”

Questiont 3: Tn what way is your cxperience at the NEC relevant to what you are
domig now (carecr. education, community)?

General EN culture, pride, values. One graduate relates learning about
her culture to pride and belonging: “And coming to this school made me
feel proud of my culture and also let me enjoy and be part of the commu-
nity ... like upen the door for me to be accepted in the Native community”;
“And { learned my heritage.”

Learnmg about First Natons cultures, ssucs, community. Some emphasis
is put on learning about Native rights, especially pertaining to the concept
of community development: “The program ... gave me overall view of
what’s available out there in the community, or what I could do for the
community. So my experience here covers all three areas, strongest in
career and community, but, educationally it gave me a broader view of
what | could learn and what I can pass on to others. My main focus right
now, is to encourage all First Nations people to get themselves educated,
because we're going into self-government and so we need educated peo-
ple that can deal with the community at large, as well as within the First
Nations community” , 1nd one increases that community sense and bonds
more closely with family: “Coming here ... has brought in my community
sense .. 1've asked questions, vou know, it's strengthened my bond with
my family ... it will grow stronger and stronger as [ fulfill my needs in the
spiritual sense.”

Another becomes aware of discriminating policies: “It was like a whole
new world opening to me ... | became aware of the Indian Act, | became
aware of some of the suspicions 1d had in my head for some time ... that,
ves, Native people were severely discriminated against”; “I learned a lot
about politics and Native rights and this school’s taught me a lot in
regards to rights—a lot of Native issues.”

Another observes: “I think a lot of the students here ... want to give
something back to the community, to the people ... what sets Indian
people apart is if you ask most of them what they want to do it is some-
thing in some way serving their own people.”

One becomes sensitive to community needs: “Being at NEC made me
aware of all the needs there are in the aboriginal community ... to achieve
self-government”; and others become sensitive to community needs: “Be-
ing at NEC made me aware of all the needs there are in the aboriginal
community . to achieve self-government”; to involvement in community
change: "I vianted to encourage other people to become involved, because
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now we have to do for ourselves what was previously done for us. That's
where [ stand on the educational part of it for now”; “I don't feel too alone.
And, because of this program, | try to talk to younger people, be a role
model; just do my best and hopefully they’ll help other people”; “So it's
really brought me into the community and then I'm sharing with the
community things that 1 am learning from the Centre itself”; and actually
become invoilved: “Oh basically, because of coming here, it kinda got me
into the Native community. I got to know a lot of Native people in the city,
like a family. It’s good that way”; in volunteer work: “I wanted to mention
something about community as well ... ['ve been a volunteer with the
radio program and I've had a couple of radio shows. All of this is coming
out of what F've gotten out of the NEC. [ had a radio program on Native
education”; "I want it to be a continuing series. | want to do a program on
the residential school. I've also had a show on affordable housing and |
have another show scheduled for [date] and I'm going to be interviewing
some of the instructors of and facilitators of the [NEC programjand [NEC
program].”

Persenal meanmy and grototh. The following explain some significant life
changes: “[ reatized after 1 started in the program that | must have hated
school ... even in reform school ... but at least it helped pass the time”; and
I think I've benefited tremendously from walking in and being a scared
person with a grade 8 education and coming up with all these ideas and
ambitions. I think I’'m the number one TR person for the Native Ed! But |
think all students are. I would encourage anybody to come here.”

The following expresses improved commitment to education: “Then [1]
realized, “Yeah, that’s what I want to do, is continue my education’’; and
one has children attending NEC: “I have three children coming here ... and
thev are doing very well right now for themselves.”

Another relates personal to career development: “It put my goals
straight ... the position I'm in today I do ... all the things [ like to do ... I've
had to leamn to become more assertive.”

Directly relevant to employment. Of the 11 focus group participants seven
are employed; two are continuing their education; one is actively seeking
employment; and one is developing her own business. Some cite their
employment experience: "Work has really worked out well because [of]
what | gained (rom different courses ... the [program], first aid [course].
Those things worked for me really well because I've been working ever
since; two steady jobs, basically, and other part-time jobs. I've always been
working since ['ve been in school”; “I'm working now, b.at all the courses
that [ took got me to this point of employment. And ['m using everything
I got out of my job training, so that's really helpfui, and the job that I'm in,
I'm learning a lot about community services”; “With the practicum place-
ments, the majority of the class, I myself, they were really good. They gave
the students the experience they were interested in-—-whatever their intet-
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ests were. [t was a really good part of the program. A lot of students did
get jobs from them. ['ve had a job since then and I'm still working”; and
“Now [ see people from {my home town] and [ tell them [I finished school
at] the NEC .. they're like, ‘'Wow are you ever lucky’ ... they asked me
what I'm doing now and I'm like, ‘Oh, I'm working for them now’ ... they
just can’t believe it.”

Others relate their NEC experience to future career goals: “Just the
experience of being here has given me a clearer vision of exactly what |
want to do—it’s narrowed down to where | have a target in my mind
which is always my dream ... it's given me the direction of where I'm
going”; “And now | want to run my own day care on my reserve ... [now |
have my ECE] ... I'm working together with my Chief and a sucial worker
to get everything together for me”; and “As far as my career. my ultimate
career is to be in the media, either in news broadcasting or journalism.
And those things came to me from being part of the NEC [in their] ...
noncultural courses ... The newsletter got me interested in journalism and
being part of the video course really got me into the producing, directing
and new issues, into the broadcasting areas”; and the person who is
actively seeking employment: “I have two positions that I am waiting for,
[field] at [place] and the Band, whichever comes first, I'm going to take it”;
and the other whao is developing ber own business: “But because I took the
Native course | really enjoyed what was offered, 1 would like to position
myself in Native Tourism industry. It has taught me quite a bit in regards
to all my interests, careerwise and my creativity.”

Acadenic achievement. Two continue education in the field started at
NEC: “I'm continuing my education ... into my third year at [college] ... |
could have gotten a job but [ knew if [ had taken on a job with good paying
money I wouldn’t go back to school ... so they're still in the back of my
mind”; and “All I needed was my first year [received at NEC] and then
with the second [at other college] [ just carried on”; “Coming here was
really good for going on to college and most of the courses were transfer-
able to [local college]”; and “I'm still going to school today, and Ul be
finished next summer.”

The graduates who are employed have future academic goals: “[It]
gave me a wonderful foundation to go further ... I'm going to take more
schooling and using the knowledge T have with the computers and the
beginning accounting 1 would have enough to start my own business”;
“I've got my [field] diploma and right now 1'm at a crossroads where |
might go for my BA in my [field] at [local university] or [other locat
university]”; “I'm going to continue on toward getting a degree so [ can be
a part of the solutions toward educating First Nations people.”

Another comments: “It wasn’t boring, so educationally it’s taught me
quite a lot about the industry that 'miin right now that I'm striving for. I'm
going into a retail outlet that I'm opening in about two months”; and
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others pass on academic support to students or community: “1 deal with
students pretty well most of the day ... some of them know that I was once
a student ... they see that if they stick with their studies ... they do get
somewhere”; and “[Where I did a practicum] ... the NEC helped me get
my ties there ... and ... they're starting a scholarship ... for students who
have gone through the NEC ... s0 it’s helped me in that sense as well.”

The following express academic confidence: “And academically, it
helped me out tremendously ... I had a grade 8 education, | came here and
acquired all my basic education”; “Now [ consider myelf to be somewhat
academically sound”; “I'm really proud of how far 've come—from a
grade 8 education”; and another passes on pride in being Native: “There
are quite a few Native women there ... and being that | found out a little bit
more about the Native part of myself I'm more about to help them ... in
dealing with their Nativeness or telling them that they can be proud of
who they are.”

Finally, one individual finds the program so interesting that he or she
doesn’t want to leave: “And | found that it {program] was so interesting
that when I did graduate, 1 didn't want to seave here.”

Ceneral ability and self-esteem. The following show the self-confidence
that relates to the NEC experience: “[t's given me the confidence to know
that I can, you know, thatI can learn ... when 1 was here | was amazed that
I could do so well ... there must have been needed healing from past
experiences in school ... [ have the ability to attain knowledge”; “It’s hard
to explain, the change that happened to me over the year that  was ... came
here ... [ gained the confidence and | found, I'm clear in what I am and
where [ am going”; "When 1 first starled the school here ... | was very
doubtful [ could do it ... now sometimes [ think [the teachers] wish ['d shut
up' . ['ve gained a lot of experience and confidence here.”

Others express personal pride: “1 did graduate ... and now I'm working
for the NEC and I'm really proud of that”; in graduating: “l didn't gradu-
ate high school and 1 thought, ‘oh yeah, just another school, probably
won't’ ... but then [ learned to be proud of myself”; 1 graduated from the
[program] he . last year in '92.°

General evaluative comments. The foilowing relates success to feeling
comfortable at NEC: “They can’t believe it ... you're one of the ones who
was always picked on and you still made it. I said, “Yeah, that's ‘causz of
NEC ... you feel comfortable there’; and others make the following state-
ments: “(1 learned] through my program ... and support from other staff
that it was OK to make mistakes ... I'm still a little hard on myself”; “Good
education experience, everything’'s worked out perfectly”; “It’s been a
great experience, attending the school”; “really enjoyed my experience at
the NEC ... I'm glad | came™; “So, other than that, everything about the
Centre, I find really positive”; “So, those things came from being right here
in this environment, in the NEC.”
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Finally, “If anybody wanted to ask me about this school, I think I'd
recommend them here ... it's very friendly ... the people and the teachers”;
“1t was beneficial to me and that is what | was working for when | first
started the program here .. it would be a stepping stone for me.”

A Summary of the Findings
Like the summary of the UBC findings in Part [1, the summary of the NEC
experience discusses first the pracess model, then the substantive areas.
Here thev are those of interest to the Native Education Centre (i.e., what
brought the respondents to the NEC; success factors and barriers—what
graduates liked most and least; and education-employment relationships).

he Process Model

With regard to the applicability of the process model, it appears that the
model itself is sufficiently adaptable to be of use to a postsecondary
institution as different in its goals and student population as the NEC.
Further, it appears that the relationship with the UBC research team
served a number of purposes: to influence the decision to cooperate with
LIBCs request; to witness and model a number of research processes; to
complete the collection of participants’ responses using both question-
naire and focus group; and to analyze and interpret the resulting informa-
tion.

During this collaborative venture, however, some limitations of the
process model became evident. The return rate on the questionnaires,
while above average for a First Nations population asked to fill in a form
of this length and complexity, is similar to that of UBC's and is equally
unacceptable. Adding a telephone interview to a sample of nonrespon-
dents would in part remove this limitation from the process model. It s
unfortunate that one question in the written form was not clearly worded
in one third of the respondents’ eyes. However, it raises one limitation of
the process model and its adaptation by other postsecondary institu-
ions—it is not always easy to anticipate what participants in a survey will
read into written questions, and some experience in constructing ques-
tionnaires is desirable if ambiguity is to be avoided. However, care in
wording, followed by limited pilot testing, will prevent many such peob-
lems.

With regard to the focus group methedology, it would have been
desirable to have had some “contextual” analysis (like that done with the
UBC data). However, it is more difficult to teach; future projects under-
taken with the process model will undoubtedly address this limitation.

Analysis of the information, and its reporting, in the absence of a
trained research team on which to model and with which to work or
witness may be a further limitation. Further testing of the process model
will both reveal the extent of this possible difficulty and provide solutions
if necessary.
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The Participants

Most of the 33 graduates who responded to the questionnaire were
women. The respondents’ median age at time of entry to the NEC was 29
years; they were from many First Nations, enrolled in a nurnber of differ-
ent skills training programs. They had been admitted on any of several
bases of admission in approximately equal numbers (e.g., completed sec-
ondary school, adult basic education). Their school experiences before
attending NEC were mixed, but 9/16 school problems were seen as hav-
ing been either “racial” or “institutional,” while 7/12 had “family” re-
sponsibilities in addition to academic ones. Of 19 respondents, 15 stated
that their First Nations cultures had either a positive value or had given
the respondent awareness of First Nations issues (e.g., land claims, ra-
Cism).

The focus group participants were all graduates of at least one pro-
gram; more than haif were presently employed by the Centre; and several
were continuing their postsecondary education. Two off the 11 partici-
pants were male. They represented a variety of ages and programs.

Getting in: The Decision to Attend

Before attending NEC just under half the questionnaire respondents had
had work experience related to their skills training program. Most heard
about the NEC from private individuals; 25/37 listed sources fell in this
category. NEC brochures were cited 3 /37 times. However, it was primar-
ily the institutional characteristics of the NEC that respondents listed as
influencing their decision to attend—of 35 factors listed, 27 refer to charac-
teristics of the NEC (15 of which are specific references to the ™ EC's First
Nations orientation and atmosphere). In general, the respondents found
the application and registration processes to be a very positive experience.
Like the UBC respondents, the NEC people felt best academically pre-
pared in English and reading, moderately so in exam, essay and study
~kills, and poorly prepared in math, science and second languages.

The comments by participants in the focus groups enhanced the know-
ledge gained from the questionnaires. Generally, the decision to attend the
Centre revolved around two broad factors: relevance or accessibility and
First Nations milieu or identity (each of which operates, of course, in the
context of the other). A major aspect of accessibility is the comfort level
students felt, even on first entering the Centre; this has in part to do with
the First Nations atmosphere and personnel. Focus group participants
commented on three aspects of relevance: personal goals, academic goals,
and career goals. A number of graduates commented on the fit between
program descriptions and their own interests and vocational goals, and on
the ease of access. With more specific regard to First Nations milieu or
identity, an important aspect was the desire to leam about First Nations
heritage and to be with other First Nations people, to experience the
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“comfort” felt when with other First Nations people. In part this may have
been a response to prejudice felt in the majority culture society.

Other factors involved in the decision to attend the Centre included:
the wish tolearn and pass it on to others (in keeping with the First Nations
value of sharing and generosity); a commitment to First Netions children
Jfor a person studying early childhood education) and a wish to benefit
the community at large (again, in keeping with First Nations values of
being explicitly concerned about future generations and of giving back).
Personal knowledge, or knowledge received from trusted others, also
seems te have been a factor in the decision to attend.

Success Factors (Most Liked)

The first few months at the NEC were not a barrier for the majority of
questionnaire respondents, because only 5/32 had any negative com-
ments at all. The experiences of this period are likely to have been a
success factor for at least the 15/32 who reported positive experiences
(e.g., "1 felt comfortable immediately™), because the effects of first impres-
sions have been found to be lasting, Sources of support are likely to have
been an important success factor: friends and family were cited 49/74
times as sources of support, while in NEC staff were cited 2¥/46 times,
and other students a turther nine times. People who encourage and sup-
port clearly matter, whether outside or inside the institution. Other suc-
cess factors included the atmosphere of the Centre, the First Nations
identity of the NEC, relevance of course and program content, and the
regulations (“strict, but helpful”).

The comments of the focus group participants concentrated on four
aspects: the possibility of takng successive programs, course or program
quality, the personal qualities of instructors and staff, and the First Na-
tions culture learning or milieu. Again, these factors would operate to-
gether, interacling with each other to create a context for learning and
success for First Nations students; this context is reflected in the comments
on the positive and helpful environment. Comments on the teaching skills
and positive personal qualities of the staft and instructors are particularly
frequent, while comments on the First Nations classes and atmosphere
tocus on a strong desire to be involved with the cultural aspects of the
NEC and the personal empowerment and growth associated with both the
discovery of new skills and the increasing sense of oneself as a First
Nations person.

Barriers (Least Liked)

Problems experienced by the questionnaire respondents included limited
finances; 21/27 respondents felt that their funding was barely adequate or
less. The inadequate source was an agency or Band for 29/37 instanzes of
funding, as compared with 1/4 tor other sources. For seme respondents,
responsibitities or percetved problems were like to have been barriers:
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these included family responsibitities (13/29), financial responsibilities or
problems (11/33), and personal situations (6/29). Negative perceptions of
the Centre, likely w0 have been barriers for the individuals making them,
included specific problems with staff, perceived lack of information, and
“tack of responsibility” of fellow students (a measure of academic climate
in one particular class perhaps).

A major barrier for the focus group participants was funding, particu-
larly the problems encountered when attempting to qualify for CEIC
(Manpower) funding. Inadequacy was also a problem, as was fack of
availability, particularly for further education. Other bartiers included the
lack of day care, a lack or difficulty in getting transportation, and discom-
fort resulting from racism toward non-First Nations instructors and oth-
ers Several people commented on specific factors that may well have been
barriers for them (e.g., course transferability, lack of confidentiality in one
statt member).

Fducation and Employment

I he connection between education at the NEC and employment is cleay in
the case of the questionnaire respondents: of 27 respondents, 21 explicitly
spoke of employment status, four implied it, and only two did not indicate
employment. Most were employed in an area related to their okills train-
ing. Of the 21, 11 were also taking further courses or programs (of the 18
respondents discussed in the next paragraph). The Centre met or ex-
ceeded people’s expectations in 27 /31 responses. With regard to the focus
group participants, 7/11 were employed, two were continuing their edu-
cation, one was developing a business, and the 11th was seeking employ-
ment (negotiating with two employers simultaneously). All found the
NEC programs or courses relevant and useful.

Eighteen of the 33 questionnaire respondents had gone on to take
tfurther pastsecondary education after completing one program at the
NEC, all but two in the same area (e.g., child care, academic areas). Pro-
grams or courses were taken both at the Centre (14/18) and at other
institutions (16/18). The Centre prepared its students well (14/17 respon-
dents), academically. The two focus group participants who were continu-
ing their education agreed with them.

An important aspeci of the NEC is revealed by the 22 questionnaire
respondents who commented on their First Nations culture, 19 of whom
wrote about the Centre's role as one of introduction, reintroduction, or
-trengthening of First Nations culture and identity. In response to another
question, a number stated that the NEC gave them renewed affiliation
with First Nations, a sense of community, and a renewed appreciation for
the First Nations value of respect; awareness of First Nations issues and of
present situations were also mentioned. This increasing awareness and
affiliation with First Nation - s an intended outcome as far as the Centre is
concerned. In addition, because of the interaction between a sense of
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personal power, feelings of personal comfort and a sense of belonging,
and employability, this outcome is far from irrelevant to the reiationship
between employment and education. An additional factor is the need in
the First Nations world for skilled people in most areas. These factors were
also mentioned by the focus group participants, who in addition noted a
desire to be actively involved at every level with First Nations issues and
concerns.

Another unintended outcome, strictly speaking, was personal growth.
Eight of the questionnaire respondents reported this, using words and
expressions such as mmdeperdent, strong, responsible, and more than just an-
other statistic. In response to another question about the influence of the
Centre, a number spoke of increased confidence, self-esteem, determina-
tion, and increased forming of positive social ties. Once again, the relation-
ship between this outcome and employment is probably indirect.
Confident people tind it easier to make the effort required to get jobs and
to survive the application and interview processes. People who are posi-
tively socially situated in a community are more likely to be stable, pro-
ductive members ot that community, First Nations or otherwise. In
addition, focus group participants commented on an increased commit-
ment to learning, pride in academic achievement, and the discovery of a
broad ability to function in hife.

General Camments

ftis clear from the above summary that in the respondents” view, the NEC
is fulfilling its mandate to train First Nations people in a variety of postsec-
onddry programs and Lo create a milieu in which First Nations culture and
identity is primary. Other outcomes, equally desirable, include personal
empowerment and growth, an increased invalvement in First Nations
issues, and an increasing sense of oneself as a member of a valuable
culture. Success factors include the matching of program to needs of
students, but equally important is the careful creation of an environment
conducive to learning and comfort for First Nations people, including the
skills of a caring staft. Barriers appear to be primarily financial, but also
include a number of other factors reported as isolated, personal incidents
Reputation and milieu, in addition to ease of access and fit between
programs and career and personal goals, appear to be major factors in the
decision to attend NEC programs.

131

BEST COPY AVAILABLE




@@S

Honoring What They Say
Fart IV: Sharing the Research
Project/Process Model

It will be recalled that the original research proposal included provision
for a daylong workshop /symposium, which would allow the sharing of
the research process and its findings with any interested representatives of
British Celumbia postsecondary institutions. This workshop /symposium
was held on June 29, 1993: about 35 people attended, in addition to the
research team and a representative of the Ministry for Advanced Educa-
tion, Training and Technology. In addition, a number of First Nations
graduate students from UBC attended for at least part of the day.

The day was structured as fallows: after an opening prayer and circle,
which included introductions and any comments that any participant felt
he or she wished to make, the moming session began. It consisted of the
presentation by various team members of the research process and find-
ings. After lunching together, the team members presented summary
statements of various issues (e.g., First Nations research, uses of the infor-
mation). Finally, questions and discussion were followed by a cosing
circle and prayer.

This report of the sharing day includes a summary of the proceedings,
followed by a summary of the evaluative comments by the participants.
Because virtually all of the materials that were shared may be found ir
other sections of this report, they are only briefly presented here. Partici-
pants’ comments during the workshop and their evaluative statements are
described in more detail.

The Day's Proceedings
penny
The upening included a praver circle and sharing, smudging with sweet-
grass for those who wished to participate, and introductions,

Mormmg Session

This session consisted of presentations on the background of the project,
the general methoadology, the review of literature, the findings from the
UBC experience, and, finally, the involvement of the Native Education
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Centre and the findings from that part of the project. Questions and
comments by the participants were addressed through the session, but are
grouped at the end of this section of the report for convenience.

The background to the project included a description of the original
proposal by the Ministry of Advanced Education, and the changes in it
that were negotiated by the UBC research team to develop a research and
evaluative model/process for use by any postsecondary institution with
First Nations students. The people in the team, and the general ap-
proaches they took to the project were described, as were the important
aspects of the project’s orientation: to be aware not only of the goals of the
project and both present and past research, but also to be constantly aware
of the need to honor and respect the people we are researching and those
whom we serve. The team also felt strongly about the need for a flexible
process in keeping with the principle of honoring not only the individual,
but also the varying needs and questions of the different postsecondary
institutions and their First Nations students.

The project took just over 12 months; at each step the team tried to do
things in a way consistent with First Nations principles, including the
formulation of the research process model itseif—a guide, flexible and
responsive to institutional needs, rather than being rigid in scope or form.

The methodology selected for trial consisted of an extensive literature
review, both substantive and methodological; a survey of postsecondary
institutions about their evaluative or research activities with First Nations
graduates; a survey o' First Nations graduates at the University of British
Calumbia, and focus groups or telephone interviews of some of those
graduates; and testing the research process on a second postsecondary
institution (i.e., the Native Education Centre, Vancouver).

Reviewing the literature was, in the words of one member of the
research team, “like digging up bones,” reports that give hints and clues
about First Nations postsecondary students but that do not reveal any-
thing like a comprehensive picture. The intent of the very extensive litera-
ture review was to look for consistencies and changing trends in the
research, and to give guidance in planning the research process model. It
included North American literature in the areas of First Nations educa-
tion, survey methodology with First Nations samples and populations,
and use of focus groups in the First Nations context.

The UBC experience consisted of constructing, piloting, and sending a
comprehensive questionnaire to all identified First Nations graduates,
forming and haolding two focus groups (one in Vancouver, the other
outside the Lower Mainland), and condncting a number of telephone
interviews with graduates who lived in the more remote areas of the
province and who were unable to attend a focus group (even though they
wished to). Issues in the survey administration and analysis, such as
attempts to increase the return rates and need for personal reassurance or
contact with the graduates, were shared with the participants at the sym-
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posium/workshop, as were some of the results discussed in earlier sec-
tions of the report. Issues about formulating focus group questions and
structure were described, as w.ore some of the results. Analytic issues and
strategies were described.

The administrators of the Native Education Centre then described their
experiences as part of the research project. Their discussion included the
factors considered when deciding to participate; their decision making
process about the questions on waich to focus; the process of constructing,
piloting, and administering a survey to graduates of a number of the skills
programs offered by the Native Education Centre; deciding on the format,
number, and content of the focus groups; analytic and reporting decisions;
and thoughts on the use of the results of the project (both in-house and in
a broader context).

The comments and discussion during the morning session focused for
the most part on the process and results of the study, and a few general
comments on the methodologies selected. They are given in some detail
below. Comments and questions are prefaced by C, responses by R.

Questions or comments about the findings

C: With regard to the literature review, some have found differences
between Canada and the United States, also in writings by First Nations
and non-First Nations peoples.

R: The review we conducted indicated that it is a continentaf literature
with many commonalities across the borders. Some of the common issues
include the slow rate of change in First Nations education. There are
certainly some differences, including the different demographic pictures
in the two countries and the tribal colleges in the United States and their
SULCESSES.

C. Were responses by the males different from those of the females?

R: There were 29% males in the UBC group (i.e., 20 people); there were
no ditferences between genders, perhaps because of low numbers. Inci-
dentally, there were no differences on a number of other variables, includ-
ing ime of graduation and program.

(. What did graduates report about employment?

R: Only one of the 67 reported that UBC did not prepare them for
employment, that is, that they did not get a job in the area they were
trained for. In general, there seems to be a recognition of their ability to
work and serve in First Nations communities. In addition, people seemed
to feel very free to express their opinions about this—much work they
were doing in the area was extra, unpaid, but still in their areas of training.

R: The graduates’ comments tended to be on personally relevant issues
and clearly had reflected on their responses. They tended to focus on
course requirements, practica in education, the academic requirements,
.

C: Were the graduates” expetiences generally positive?
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R- UBC experiences generally were proactive. The participants gener-
ally expressed an appreciation for the leaming opportunities and the
preparation they received, for example, they felt comfortable at work, in
doing their job as a result of the preparation. They generally felt that UBC
experiences had raised their self-esteem, not so much in particular know-
ledge or skills but in the areas of greater confidence in their abilities
overall, and in the areas of increasing their opportunities to work in First
Nations communities, serving their own people. They did, however, ac-
knowledge their academic struggles as well.

C: Did their feeling about their academic preparation change over
time?

R: No, it didn’t appear to.

C: How well were the students prepared for UBC and how did they
handle the competitiveness?

R: They commented on the degree to which they suffered from poor
preparation, especially at residential schools, and trom the effects of ra-
cism both before UBC and during their time here.

Questions or connments about the methodology

C- Some of the questions were hard to answer, not because they were
unclear but because they were difficult. For example, the changes the
person saw in themselves and in the institution over time made respond-
ing to some questions hard, as do the multiple issues involved with
changes in self-esteem every time.

C: What about the differential return rate?

R. [t would be interesting to find out respondents were mainly from
education. The most likely reason was that the House of Learning was
doing the study and many graduates knew at least one team member, or
nad personal contacts with other students, graduates, and so forth.

(" There was a lack of involvement by Law graduates.

R Yes. We met and got further information from the faculty. In gener-
al, the lack of response appears not to be attributable to any one factor.

C, With regard to question about First Nations ancestry, there are
many possibilities.

R: Yes. There are many different ways of phrasing questions, with
different implications. We tried to give a general question, and to look at
the responses in terms of what was said and what was not said.

Other questions or comments

C: The results are rather provocative and bring other questions to light,
tor instance, how much impact does the residual effect of racism have.
Some believe that it accounts for at least 10% of the variance in grades in
postsecondary students.

(- As a philosophical issue, number crunching is not useful or sensitive
and can be misused by readers, taken out of context.
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R: There is a blending of quantitative and qualitative information in the
final report, and in addition, during each stage of the research there was a
serious attempt not to go beyond our knowledge in quantifying. Both
numbers and words can be misinterpreted and used out of context. Num-
bers imply different things—for instance, a single person reporting a
problem may imply a need for counseling services; if many do, some
structural change in the program may be indicated.

C: There are a number of constrainits on the study, including time and
resources, but also the need to respond to a problem that was defined
outside the larger First Nations community. The work by the team to
redefine the research question was in part a response to perceived com-
munity needs. There is always a question of what goes in a report, who
will benefit, who can use it, and so forth: these issues must always be kept
in mind.

Aftertioon Session
The afternoon session consisted of a number of presentations of issues
arising from the research project, followed by participants’ comments and
questions. The topics discussed included First Nations research methodol-
ogy, the analytic process, the focus groups, and constraining factors in
First Nations research. The session was concluded with the research
team’s thanks to the participants for attending, and a closing prayer.

The four issue presentations are summarized below, followed by a
description of the participants’ comments and questions.

First Nations methodology

A basic question, which is more complex than it appears to be on the
surface, is What is First Nations research, and what should it look like? This
question arises from a fundamental belief that research should come from
the culture, like all cultural activities. Culture should not be added to some
generic research activity. First Nations research isan important factor in
validating traditional way's of knowing,.

important words and concepts to reflect on and to take into considera-
tion when planning and conducting First Nations research include: com-
munity, spirituality, respect, honoring, healing through participation and
sharing, context, negotiation, and consensus. Some possible problems that
may atise when planning and conducting First Nations research include
conflicts and disagreements with funding agencies, inappropriate institu-
tional demands (e.g., ethical requirements of the institution that contra-
vene First Nations traditions or standards), confidentiality issues and
ownership of data and reports, and use and misuse of reports (e.g., for
political purposes).

A few specific examples from the current research project include the
issue of sampling. We decided to try to survey the population, but if we
had not, snowball sampling would have been a better strategy than ran-
dom procedures Personal knowledge and contact with participants’ re:

114 136

BEST COPY AVAILABLE




-
ol

fonorimy What They Say: Postsccondary Part [V

Frpenences of Lirst Nations Graduates

sults may be necessary in a First Nations context to ensure acceptable
return rates. It appears, then, that sampling to ensure a full range of
responses is more feasible in the First Nations context than is sampling to
estimate proportions of incidence in the population.

A second example is concerned with the interpretation and the meth-

ods used to express the findings and issues of research. For instance, in the
focus groups the time taken with each question may be longer as First
Nations ways encourage each person to give his or her personal interpre-
tation of each topic. The result is a much fuller picture of the topic dis-
cussed—a picture that is not summarized at the end by any of the
participants, but is allowed to stand by itself.

A final example concerns the applicability of any findings to other First
Nations peoples and places. In keeping with First Nations ways, others
will take ideas and adapt them to their own context—just as today partici-
pants will adapt this project to their own institutions, their own goals,
their own specific cultural contexts. It is part of an ongoing dialogue
among rasearch, peogles, and institutions—a long-term process.

During the discussion, v.e were reminded of a story told by Elder Vi
Hilbert of the Skagit Nation about Lady Louse. She was going to host a
gathering at the Longhouse, so she cleaned and cleaned. The dust built up
in front of her broom as she went toward the middle of the room, until she
disappeared in the middle of the dust cloud. Some thoughts that this story
miglit encourage include: “dust” appears when we fail to follow our ways,
our traditions; we can work together, we don’t have to do everything
alone, so we aren’t in danger of disappearing; what we do influences our
setting and the people in it; but she and we are responding to the tradition
of taking care of ourselves and keeping our places clean; we must make
sure we and our work won’t disappear in the dust.

Analytic approaches

Some of the issues involved it doing an analysis of this sort of data include
the problems of being both an insider and the need for putting yourself
outside the data at the same time—the need to be sirmultanenusly subjec-
tive and objective. This general issue apart, some of the specific considera-
tions that came up during the analysis were- issues of transportability of
the methodology and the findings; the issue of possible gender differ-
ences; and the process of reflection on the graduates' responses to the
questionnaire. A couple of methodological issues were the question of
whether focus groups should be held before surveying the graduates as
well as, or instead of, holding them after the survey; and the value of the
survey when compared with the return rate and the cost of ensuring those
returns.

Focus groups
The purpose of the focus group is to find out information that was not
accessible or covered in the questionnaire, to take advantage of group
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dynamics and thoughts provoked by other group members’ comments;
not to direct to make decisions or to come to consensus in the usual sense
of the term. People who lived too far away for one of the focus groups
were interviewed by telephone—one issue arising from this methodologi-
cal decision is the equivalence of the results of the two processes. A second
issue is the effect of the setting: the two UBC focus groups were very
different, possibly because one was held in the First Nations House of
Learning, the second in a former residential school. Time of day could also
be an important factor: of the two Native Education Centre groups, the
one held in the evening was much shorter than the moming one—could
the participants have been inhibiting their comments because of fatigue,
the need to get home, and so forth?

The objective/subjective issue in analysis mentioned above arises here
as well; in addition, it also arises when the role of the moderator is
considered. The moderator for the first UBC group was well known to the
participants, unlike the second UBC group, where the moderator was a
relative stranger. Did this make a difference? In the Native Education
Centre groups, a senior administrator was the moderator-—did this inhibit
responses, or, on the contrary, did her knowledge of the Centre and its
programs encourage responses from the graduates and thereby enhance
the results? A related issue is that of confidentiality—the graduates were
promised anonymity, yet in order to respect their responses quotes from
Lheir statements are necessary (rather than using generalizations created
or imposed by the researchers). Where are the limits of confidentiality and
anonymity? It is easy to talk about respect, less easy to do it.

Finally, of course, there are the many issues that arise in the process of
analysis of verbal statements, including type of analysis, reporting deci-
sions, and amount of generalization across statements by the researchers.
Constrairung factors
A primary issue is that of First Nations control of, and support for, educa-
tion and educational research. Because of cantrol by most funding agen-
cies, the results give little advice to those most concerned with this issue.
In general, however, research shows the need for Indian Control of indian
Education (the policy first put forward in 1972). The demands for First
Nations education by the First Nations community are sometimes at odds
with those imposed by funding sources and the larger society. Yet First
Nations concerns must take precedence.

The involvement of the Native Education Centre was a unique experi-
ence for the Centre itself. We were interested in two main questions: how
well are we duing; and how can we meet the demands of the mandale
given to us by the First Nations community? One example, which is itself
quite complex, is the role of the Native Education Centre in the area of
self-government and the process of decolonization. Research indicates
that First Nations educational institutions prepare First Nations people
better, both educationally and for living successfully in society. Some
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related issues are: whose action and agenda are being served by doing any
research, including this project? to what extent are we (First Nations
peoples) responding to somecone else’s research needs? and substantive
issues of how to address the basic question of how to enhance First
Nations education, how to opfimize the effects of the various success
factors and eradicate or minimize those of barriers. In general, these ques-
tions become: as educators of First Nations peoples, how do we best
recognize and deal with the unique pressures and challenges that face
First Nations peoples today?

Questions and comments

Questions and comments during the afternoon session fell generally into
one of two areas: questions or comments on the methodology and context
of the research project, and general statements about the project as a
whoile,

(Juzstions or comments on the methodology or cotitext

C: Were there questions you should have asked, and didn't?

R: Some people commented that we should have asked if they were
better prepared tor specific programs. Other things we thought about
were that we should have asked specifically about NITEP. A few people
felt that it was hard to criticize the program.

C: Another issue is whether the respondents were clear about the
guestions. What people say to one another is different from what they say
in questionnaires often. Where does this consideration fit in with your
understanding of what’s going on, ethical considerations, and the com-
pleteness of responses?

R: You acknowledge them. We also had the focus groups, and for UBC
the telephone interviews. But validity is always an iszue.

C: In the Nabive Education Centre, the focus group facilitator was an
administrator. Did this affect participant response?

R: As we said, with any facilitator you have to help the participants feel
comfortabie and to feel that any comments won't affect them. It helped
that UBC had someone there, it offered variety and was reassuring.

". Were the focus group questions made up from the questionnaire?

R: No, we had a long discussion about the questions—they were com-
pletely different. The order we collected information from the participants
was questionnaire first, then focus group. But the focus group could have
been before; then it would have had a different function. We ended up
with five questions, piloted them on a small group, and changed the order
of the questions.

C: How were the focus groups different?

R: One big difference was that in the focus groups, peop'e took turns
talking, as we said above, so that the information about a topic was more
complete, People collaborated and augmented each other’s words, in a
way. Topics also arose in the group. For instance, racism and discrimina-
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tion were not focus group questions, but they were very imuch the concern
of one group and to a lesser degree of the second UBC group as well.

Questions or commients ot the project as a whole

C: I want to commend those who did the reszarch and the participants:
the UBC and NEC staff and students, the researchers. The support as a
success factor or friends and family of the students in helping prepare
them for challenges of the future is important too. There are unique
pressures or issues and challenges: how can we make the success factors
stronger?

C: This seems to be a successful working model for First Nations
research. It will be given more effective access to First Nations comimuni-
ties for their own work, their own purposes,

C: I am concerned with many of the issues raised above—there is the
need to contextualize everything for your own setting; this has to be made
clear because readers won't always know this. They won't always under-
stand, either, that research should also reflect the spiritual basis of First
Nations traditions and life. If they don’t understand that, they are really
missing something,.

C: For many First Nations peoples, as educators we have the responsi-
bility to teach proper overt behavior, and to learn it ourselves where it is
lacking,.

C: People do not usually base their decisions on existing research.
Rather, they pick and choose from the literature.

R: That is often so. In our case, however, we had First Nations partici-
pants and First Nations team members, and we do not make a particular
argument or come to a particular conclusion. This is exploratory research,
which in many ways raises maore questions than it answers.

Evaluative Conments
Following the workshop, a questionnaire was sent to each participant,
inquiring about their opinions of the sharing day and of the project in
general. Eleven institutions had replied by the end of July; their responses
are reported here in the order of the questions asked on the form.

1. How did you feel about the structure/format of the symposium in general?
The participants generally felt positively about the workshop:

Very positive—it was well-organized and informative.

Very good tormat and excellent mux of more formal presentations and informal
discussion.

Effective format—good interaction and plenty of opportunities o ask questions and
discuss research.

| was pleased with it and found the format comfortable.
A respecthul and harmomous environment.

[ felt that peuple had the opportumity to share 1deas
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However, some would have liked more time or more content, or came
with somewhat unclear expectations:

Collaburation eritical in the research-—extended invitation to First Nahons educators
and those gathered are interested—of colirse more from them would have been
interestng.

P wasn't quite sure what to expect, so T went with no expectations. Enjoyed the
conversations and the company.

Very conducive toinformation sharing, but not enough time tor the group to comment
on the 1ssues. [t feels like there s a need to reconvene on the research project for more
discussion by small groups, ete. It was a relaxing atmosphere.

I feel the discussion and feedhack was very important. However, [ was the wrong
person to ask to attend (I have passed the mnformation alung).

fn general, the sy mposium was very interesting, although there should have been more
discussion on results rather than research. [ enjoyed 1t, also et ed the lunch .. | was
lovking at this symposium through a student’s eyes, and tt 'w | reacted.

One participant would have liked to receive more information before
the symposium:

I thought the research was well explained. The process of doing your research as well
as the results was complex and they were very clear by the end of the day. An advance
organizer might have helped save time, so there may have been more time for
responses from the partiapants who were not part of the research team. Responses
might have been more considered and possibly more helpful if the partcipants had
paper before the event,

2. How did you feel about the content of the symposium?
Several participants felt generally positively:

[ relt the content was well presented.

It was well organrzed and very informative.

Many tine insights into the data and the methodology

| teel the content was veryimportant .. even though 1 know very little about the
research process.

Others commented on different aspects of the sharing day:

I was particularly pleased with the circle prayer group—set the pace! The real
challenge 1s to find some way to honor Musqueam ancestors as a matter of course.

It was exceptional to have the researchers night there at the prelinunary stage of thewr
tindings.

Still others would have preferred a different focus, or more informa-
tion about the results of the study:

| found it very interesting, although [ would have preferred hearing more about the
results of the research and a hittle less about the methodalogy and hiterature review,

Would have Iiked all the data in and analyzed. Partal analysis was a bit of a limitation.
@ About the rescarcl process ttself?
Once again, participants commented positively:
intereshing and ground breaking
p

X
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Th rruu;;h .

The research process was very thorough and should provide a good basis for other
pustsecondary institutions {such as NEC] to conduct simular research.

For some of the participants, the workshop/symposium seemed to
make the research methods and results more accessible:

It was nice to hear about the practcal problems encountered and how you handled
them . clearly presented . usetul to have copies of questionnaires .. focus group was
an interesting adaptabon of the focus group although process seemed more like a
group interview

I beheve 1t was stated that the follow-up for the students would happen [students or
Alumm] For me personallv. having been part of the sympoaum, it backs up my work

in development. | was so thrilled with the results. Collaboration with other institutes a
plus T wanted 1o know 1f it added confusion at all to the resuits.

Adnurable model—presenting research to people involved in First Nations education
tor feedback —instructive for both researchers and participants—it was honest,
FIROROUs, respecttul. These qualities were deimunstiated duiing the presentations.

Participants expressed in’erest or approval of specific aspects of the
study:

Pwill be very interested to see the ht. resiew in particular.

I think the questiomnaire s as vomplete as possible, and can’t think ot any additional
Juestions,

| The questtonnaire was] very respecttul {really thought the thank you's throughout
the questionnarre were an added touch Somehow it felt ther input was extremely
important. You let them know. Of course people who are educated would seemingly
not mind gquestioanaires. But Native people in our community do not ke them

1 think that the combmation of the more quantitabive questionnaire research and the

more quahitative focus group research s valuable and will give more nechness to the

research resules

The focus group methodology in particular attracted a number of
positive responses:

[Regarding tocus groups] appreciated learning about this type ot research

method —seenms most appropnate to the First Nations context—diversity apparent
depending on location, etc.

L understand [the tocus groups) are a very successtul method of research, one that |
plan on using m the fall with sentor high school students. One of the concerns that
woles up foF me was envisoninent  where focus groups would do therr woerk after
Flov discussed her group in the interior seemingly struck a restdential school topae.
This proves environment is so important

[Focus groups were| very interenting, clever, and usetul Keally appeared to amphify
understandings of findings

These [tocus] groups add an additional perspective to the process and allow for
lirst person reacthions and addibons to the study

Freally hike the idea of the tocus groups —mutuabstic thinking!

[wo negative comments were noted:

11/
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Excessive .. it seemed more of an evaluation of UBC than a research questonnaire un
Fiest Natien graduates.

Agam informative but I thought there was a Iittle too much in the explanation of
research ... focus group, interview.,

Finally, some commente ® on specific problems or issues of the research
pruject:
1t covered most areas .. but one of the iInstructors gave questionnaires to the students

so they may not have apswered truthfully . there could have been one more tocus
group

{ really think the research process is appropnate. However [ am concerned about the
lack of response among, the law students.

Not sure how questionnaire and foces group discusciens were feould belconnedted
and related

b About the discussion of rescarch related 1ssnes?

In response Lo this quéstiun, several comments were generallv positive:
Usetul.
QK.
hapaortant

Dutari-d . substantial . interesting and impressive, considerable amount of findings.

One participant noted:

That racist s a majur issue 1n postsescondary education doesn't surpnse me. However,
given the content of the questionnaire, | am amazed that racism surtfaced o trequentl\.'.

Several participants felt that the atmosphere encouraged discussion of
the project and related issues:

Goud discussion.

The tree low ot intormation, dialogue allowed us to examine related atems,

Honest .. perhaps more discussion would have come torward it all parbapants were
¢lear about their mandate at the session,

However, one participant appears to have felt somewhat alienated
from the proceedings: “l felt that some people missed some issues .
something missing.”

3. How do you feel about the applicability of the research process/model?
The general comments about applicability were very positive:

Excellent. You seem to cover all ground by utilizing different methods.

L iind the model has absolute relevance and while still in progress, sugygests changes in
attitude and tunding as important factors for retention.

The First Nations House of Learning 1s a unique resource an that you have available an
vrganized group of Fir<t Nations researchers familiar with how research should be
conducted and be conducted in First Nations communities because of parhapation sn
those communities.

i To your institution?
Maost comments to this question were general and positive:
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Very applicable (2 respondents).
Very important, satisfied.
To vur program ... very useful.

([t can be efectr e.

Two respondents commented somewhat more specifically:
Will use the focus groups.

We have been involved in a study of minority students and their career aspirations. |
would have welcomed the opportunity ta discuss and compare processes and results.

b. To First Nations postsecondary education in general?
Most people who commented generally felt that the research was in fact
applicable:

Verv .}pplhable (3 respondents)

Assume they would be very helpful,

Covered the 1ssues.

My hope 1 that the information wili be shared at all fevels of government, boards, etc.
including other universities, colleges.

It would be heneticial for other inshtutions to learn from your research project and
adapt the research design and questionnaire to suit their own needs, as NEC has done.

Effective .. research on graduating students s necessary because of all the stumbling
blocks that have been crossed.

Two comments were made on the research format, one positive and
the other uncertain:

The mterview and focus promp formal seermis oy ettective way ol conducting
ethnographu researchin ths area.

Not vure-- due to lack ot experience with the particular problems of doing participant
vmpincal research wath First Nattions people.

One participant applied research findings w current operating policy
in the federal government:

Adnussion cnterta data she ds particular hight on current Indian Affairs policy requaining
bands to place a priority on grade 12 entry when the majunity of applicants may come
from the pool of mature sbudents.

4. Wotdd you be interested in taking part in other workshops/symposiums in the
areas of First Nations research and postsecondary education?

The majority of the respondents felt that they would like to take part in
other workshops:

Yes (7 respondents).

Yes, but not at this ume ... T will be returning to university 1n Sept.

Someone at my institution should be involved.

The areas of interest ranged widely, from the very general to the very

particular, from the focus of the present research project to First Nations
studies in general: “in general, 1'd like to see more sessions in which the
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‘cultures” of Native students are discussed and their implications for pro-
gram design and delivery are explored.”
Some focused on First Nations teacher education:

All . NITEP ... need to review report and questiunﬁaire tu be more specific.

Training and education of teachers of First Natons languages.

Areas that have impact on what 1s taught. First Nations studies.

Other comments reflected the participant’s concern with other course
areas:

Decolonization courses are taking place in the province. It would be interesting to start
research on those students

Science and technology educatton of First Natons students .. postsecondary education
and development ot First Nations communities . case studies of First Nations
graduates,

Two participants spoke of taking the present research project further:

How the results and proce: s could be further used with currenty enrolled studentsan
an action research project both to amphfy findings and to develop an historical and
contemporary understanding of First Nations peoples and postsecondary education in
Canada. 1 think the possibilities in this area are pretty exating

Research ethics ... First Nations methoduology.

Moast areas of interest, however, seemed to be those participar s had
wondered about, either as a result of that day’s workshop or as a result of
some other experiences:

Huow mamstreans curricuda postsewnd ary education can/should be modihed to
better accommodate a wider variety of perspectives (e.g. First Nations students,
womern),

Where are Natve graduates employed —Fiest Nations or cities, towns, universities,

schools,

Interviews, toeus groups .. how theirr education relates to their current jubs .
degrees/ diplomas/certificates.

Huow about finding owt how many single ve. matried students complete postsecondary
education?

First Nattons studis=s . saence/ gender issues, parbicularly men in postsecondary
e3LCation

What are the major obstacles students face 1n postsecondary schools, that i, financial,
toneliness?

Stumbling blocks—what are they and why do they happen? ... research on midterm
blues . how did the students survive and graduate and get their current job/ career?

Success tactors . whether survey responses suggest any improvement in rnstitutional
climate over ame, results of survey of postsecondary institutions in Canada regarding
needs of Tirst Natons students,

Two others emphasized racism or discrimination;
Racism

Discrimination, funding, Floy Pepper’s treatment of the subject fracism].

B
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Finally, one participant noted an interest in “letting the students know
it is OK to fail, that it sometimes happens, and that they have to keep
trying to succeed.”

Other comments

Most comments in this category were expressions of thanks.
Many thanks.
Thanks for & useful day.

Thank you for invittng me to your sympostum.
Hope the wniting goes smoothly. All the best. Thank you for inviting me.

One person noted he or she was looking torward to seeing the bibliog-
raphy.

Finally, one participant had some difficulty during the cymposium: “I
found some speakers hard to hear ... in addition to speaking louder could
perhaps sit together as a panel.”

Sununary

The contents of the sessions are described at length in the body of this
report, so they are not summarized here. The :omments by the workshop
participants during the morming session focused on a number of specific
details of the research process, limitations and aspects of the research
methodology and the process model, and the redefinition of the research
process to fit community needs. Issues discussed during the afternoon
~ession included the question and definition of First Nations research
methodology, issues invalved in analysis of the resulting data, discussion
ot focus groups, and a number of constraining factors. Comments by
participants during the afternoon fell into one of two areas—details of the
cesearch process and comments on the enterprise as a whole.

Comments made after the workshop/sympaosium by the 11 respon-
dents to the evaluative questionnaire were generally puositive, They felt
that the structure was comfortable and that th.e research team helped to
make the specific research and the research process in general accessible
and adaptable to their various needs; they tended to feel that the process
model was applicable. Some participants also felt that the day provided a
demonstration of First Nations values of honesty, respect, and sharing,
and another commented on the prayer circle, which honored First Nations
wdys and set the pace. Interest was expressed in specific aspects of the
~tudy and the process model as a whole, whereas the few negative com-
ments tended to focus on details of arrangements or the process and its
findings. Interest in future workshops was high, with a number of topics
being suggested.
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I could write a book about how my experience at NITEP and Ts ' Kel has
influenced my life. 1t has been great! What | have gained I am able to
return. That's the beauty of it. The expression I like that describes the
feeling 1s: “My Heart Soars.”

intreduction
In Part [ of this report, we stated a point of view that we felt to be vital:

As people concermned with First Nations education and research, we
seek respectful ways to bring First Nations contexts and research
together. We must question our methods, approaches, and practices.
We must consider whether our maotives and our methods honor and
respect First Nations ways.

Throughout the body of this report, we attempt to carry out such an
examination. In this section we briefly discuss the process model, and then
offer comments on two areas. The first is a discussion on participation in
the research from the Native Education Centre's point of view. The second
reflection contains two subsections: a discussion of racism and analysis of
one particular incident. Recommendations follow.

Reflections

On “coming home ™

“One of the very first times [ was introduced to the drum was at
university ... in my community nobody used it ... and [ remeniber, those
button blankets and ... the dance and I was just in awe, you know ... if
was like coming home ... it opened the door.”

The Process Model
It appears that the process model, as first conceptualized at UBC and
adapted by the Native Education Centre, has the potential both for reveal-
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ing information about substantive interests and for transfer or adaptation
by other postsecondary institutions interested in their First Nations stu-
dents. It also appears, with regard to the applicability or the process
model, that the model itself is sufficiently adaptable to be of use to a
postsecondary institution as different in its goals and student population
as the NEC. However, a number of limitations became clear and are
discussed in the body of this report. They incladed the problem of low
return rates and the need for frequent personal contact to ensure returns;
the possibility of socially desirable responses rather than 1 unest ones;
differences in the flow of focus groups; issues of the rules of ethical
conduct within a First Nations context; and the teaching of the process
madel to others.

On a limitation of the research methodology:
“1 find [it] difficult ... to talk about the weaknesses of NITEP ... it's ..
like saying something bad about your mother.”

When examined in the context of the impacl assessment approach, it
appears that the process model reveals the extent to which intended
vutcomes occurred and in addition allows for a loose estimate of the
magnitude of the effects (on employment and on personal development,
much greater than was generally expected). The process model allowed
the revelation of some unintended outcomes—personal growth and em-
powerment, and strengthening of First Nations identity. As far as can be
seen at the present time, it is very unlikely that most of the effects of
postsecondary education noted in the body of the report were due to
extraneous factors (e.g., widespread social change). In this context, how-
ever, it is interesting to note that, on an anecdotal level, it appears that for
sume respondents or participants the act of sharing their experiences has a
healing effect. This possibility should be systematically investigated in
future adaptations ot the process model, as should the “extraneous vari-
able” factor and the “social desirability” factor.

Other limitations are pointed out in the recommendations below.

Partability of the Process Model: Going to Other Institutions

One aspect of the research project, which was largely implicit, was that by
sharing the project and its results with any interested party we were
attempting to humanize and demystify the act of doing research. But there
were other important aspects as well. A discussion of three of these from
the point of view of the Native Education Centre is presented below.

The decision by the Native Education Centre to participate in the
research involved some risks, which deserve comment. The areas of un-
certainty follow.

Adoption or adaptation of a tiew model. The research model developed by
the University of British Columbia resedrch team attempted to define an
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approach to research that was (a) untested beyond their own research
agenda, and (b) established to gather data related to somewhat different
research questions than were of interest to the NEC,

Thus the first risk was in the application (and adaptation) of a model
for which no information with respect to generalization or transferability
was available. indeed, the work done by NEC was largely a test of that
transferability. At the same time it was understood that the results of the
research would necessarily be entered into the public domain, together
with the results of the UBC research.

The results of the research are gratifying in that they are indicative, if
not yet definitive, of the importance and role of First Nations institutions.
The model appears {1 have the potential for adaptation to more definitive
research agendas. The mo-del was successfully transferred from a well
established university setting where it was utilized to collect data on the
in-school and postgraduation of past students to a small learning centre
with the mandate and goal of providing quality academic programs com-
bined with cultural validation. In this latter setting the model was applied
to survey similar questions to those at UBC, but expanded to explore
pre-NEC experience and role of the institution.

The results indicate, at least from the learners’ point of view, that the
institution met needs and provided confidence and commitment the grad-
uates had not found in previous academic exposure.

[n part the results also pruvide indicators important to funders of both
the research and the smaller centre. It was this “political” context that
pruovided the other major risk of the research.

On benefit to the whole person:

“It's given me the confidence to know that [ can, you know, that I can
learn ... when I was here | was amazed that 1 could do so well ... there
must have been needed healing from past experiences in school ... [ have
the ability to attain knowledge.”

Political context of the research. The emerging network of First Nations
educational institutions exists and develops in what is largely a policy
vacuum. Because the research reported here occurred in the context of
both (a) a research agenda that was at least in part motivated by policy
development needs residing outside the centre’s community of origin, and
(b) the relative absence of previous formal, rigid research examination, the
risk taken was that the application of the model might yield results that
challenged some of the basic precepts underlying the emergence of the
network, for reasons that might more directly reflect inadequacies of the
model rather than inadequacies of conceptualization, operation, and aca-
demic principles of the institution. And it is worth emphasizing that it was
known that the research result was bound for the public domain, whether
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favorable to the cause and concepts of the need for First Nations-control-
led education or not. That the results are generally favorable in this respect
is gratifying, but there is yet no guarantee that the policy impact will be
felt to the same degree as might be expected if the results had been
otherwise.

The last area of concern is related to all the above and relates to the
scope of the necessarily restricted research agenda.

Further research. The present research focused on a restricted set of
questions designed to explore aspects of the operation, development, and
planning of one centre in a way that respected important policy questions
inherent in the research. And, as mentioned above, the probing involved
only past learners (graduates) of the centre.

Given that the First Nations institutions must also be responsive and
responsible to their communities of origin, an important component of
further research must be the inclusion of those communities of origin in
the research process.

Racism: A Pervasive Barrier

On the effect of educational success on assertiveness and self-esteem:

“A lot of things went on during high school or grade school like a lot of
prejudice against we, and I didn't uniderstand it ... now [my experience
at the NEC], it's turned me into a good argumentative person! ... taught
me to be more proud of who [ am ... like a more whole person.”

This subsection consists of two parts: a position statement on racism
and a description and analysis of a particular incident told by one of the
graduates, which we felt would foster understanding of this complex,
destructive, phenomenon,

Racism: A position statement. Our Elder, Floy Pepper, prepared this
statement on racism, a central barrier confronting First Nations students.

Racism

Racist policies and practices are heavily laden with assumptions and emo-
tions. What exactly does this mean? And why should it be discussed in the
Graduate Study Project of the University of British Columbia, Vancouver,
(Canada? The experiences siudents have going through the program will
shape them significantly for the rest of their lives. They are part of a
program that represents a new effort of Native Canadians to educate
Native people in a setting run by those who have been seen to practice
racist policies with impunity in the past. It is important that students leam
what racism is, both from others and from themselves, and learn how to
relate constructively within the program, not to be caught up and hurt by
this issue.

=
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Racistn involves the prejudicial idea that groups are biologically supe-
rior or inferior to one another. Along with this is a pattern of behavior with
arrangements or power practices benefiting the supposedly superior
group at the expense of the inferior group. Racism can be aphoristically
defined as the combination of prejudice and power. “Institutional” racism
involves practices wilhin social institutions favoring one ethnic group
over another. Racist practices may develop with deliberate intent (as in
former segregationist policies) or without conscious racist intent (as with
educational differences based on economic disparities).

One of the most difficult aspects of racism is that there may be racism
that is almost unconscious, as if the deficiency of a group were “given in
nature,” but in which there is no conscious link between ideas and action,
ideology and action. This appears to be residual from more deliberate
practices of the past. Sumetimes blatant racist actions based in ignorance
and fear may occur. But more commonly, and much harder to deal with, it
may be subtle and implicit in assumptions that different looks or back-
ground mean different goals. Such differences may be addressed in racist
ways unless better understandings develop.

But wait! isn’t racism where people with power say you're different
and no good, and use that to keep you down? Shouldn’t they be set
straight about how to think? These questions oversimplify the situation in
understandably biased ways. Their “obvious” answers may actually lead
to promoting more racism, particularly in cases of more subtle racism,
unless there is a broader understanding of what is involved.

Some distinctions are important. The acknowledgement of actual dif-
ferences is not racism. Just as each individual is unique within his or her
cultural group, so is the group they represent different from other groups.
This is the principle of diversity. Through diversity comes broader under-
standing and a wider range of views and resources brought to bear on
problems. Through diversity there can be greater strength. But diversity
differs from divergenice. The former necessitates a common goal where the
latter pulls in different directions that can be quite opposite. The greater
the divergence, the less shared are the goals. Where diversity is obtained
through the exclusion of similarities and rejection of acculturation or
assimilation with attendant deficits of information and mutual respect,
racist divergence begins.

Where differences are not resolved, and processes become destructive,
racism can come to be seen to offer tools to resolve conflicts of divergence.
Resolution of conflict (e.g., land possession) begins ta rely on power with
each side seeking to invoke their strongest resources. For some it may be
weapoens or money and whatever can be obtained in this way. For others
power of moral superic ity may be seen to come from spiritual, divine,
Gad-is-on-our-side arguments. For still others the role of the victim, with
its power of weakness, is assumed. Al this point prejudice enters. In order
to carry out the sometimes heinous actions needed to achieve our goal at
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the expense of them, it is necessary to validate the prejudicial assumption
of favored status for us and less favored, or inferior, status for them. If we
don't believe that we’re morally, biologically, or divinely better than they
are, it is not possible to rationalize the actions we need to take to win. This,
then, is the function of racism: to provide a rationalization for acts to
resolve conflicts where there is a lack of shared goals. Note: the same
goal—for example, economic success—is not necessarity a shared goal
when success for one is seen to occur at the expense of another.

The social dynamics of racism cannot be separated from the psycholog-
ical and emotional dynamics of racism, but we do not know much about
those areas in a formal way, because it does not appear to be a process
based on rationality or logical relationships. We do know that racism is
intimately tied to self-image in several ways. The individual identifies
with a group and takes some aspects of self-image from that group iden-
tity. A person who is systematically “put down” may suffer in terms of
self-esteem. By the same token, self-esteem is the area in which the psy-
chological and emotional effects of racism can be rendered less damaging
through coping,.

Coping with racism involves the development of a number of skills.
First, it is important to adjust expectations regarding racism. Racism,
intended or not, can be expected to occur. If it is expected, though not
pleasant, it need not be shocking so that one is only able to cope by giving
up or fighting back. It is important to recognize racism at the subtle as well
as obvious levels. But it is very important to resolve to not take it person-
ally. This sounds like a tall order. Effective resolution of this conflict over
shared goals depends on not becoming defensive. Neither fight nor give
in. Become prepared to provide information where ignorance exists. Fac-
tual information constructively presented by one who respects himself or
herself gains the respect of the listener. Mutual respect can be earned
between individuals who are quite different from each other. People do
not need to like each other in order to respect each other.

The most difficult strategy is the development of shared goals. Often
people hold the “zero-sum” assumption: your gain is my loss. The re-
sponse to this is that if people work together there is more for all through
the synergy of their efforts. If a professor, someone in a position of power,
provides seemingly racist, spurious information in class, it may be useful
t think of a shared goal of expanding knowledge from different points of
view. A thoughtful, well researched paper addressing the knowledge
deficit, presented with an attitude of mutual respect, may go far to win-
ning respect and reducing racially related barriers of prejudice. Expect
that not all people will give up prejudices easily as they may be too
threatened. But attifudes that have been in place for centuries change
slowly, one success ata time.,

Faculty may be uncertain how to conduct discussions of racial topics.
Both faculty and students may be afraid that their remarks or their silence
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will be construed as racist in nature. There are, however, a number of
ways to break higher education’s long silence on racial issues as outlined
by John F. Noonan, Director for Improving Teaching Effectiveness, the
Program in Community College Education, Innovation Abstracts February
4, 1983, Vol. V, No. 3, The University of Texas at Austin, EDB 348, Austin,
Texas 78712, pp. 40-41, published by the National Institute for Staff and
Organizational Development.

1. Communicate your uncertainty to students ana invite them to con-
vey theirs.

2. Acknowledge your ambivalence about raising provocative issues.
(Left unacknowledged, the conflict between not wanting to upset
others and wanting to pursue truth can silence students and faculty.)

3. Listen without judging.

4.Create zones of silence where students can compose their own
thoughts.

5. Invite students to evaluate underlying assumptions in their state-
ments. (Without consistent emphasis on assumptions, discussions
about race quickly become stalemated.)

6. Maintain as top priority the examination of differing viewpoints.
(Taking all statements seriously enough to examine them is a good
way fo teach students to take responsibility for what they say.)

7. Reduce the fear majarity culture people have of being seen as racists
(We want to discover the ways racism affects all of us.)

8. Acknowledge the legitimacy of anger. (Racism is an upsetting sub-
ject. It is appropriate to be upset by it.)

9. Examine the belief that only minarities are hurt by racism.

10. Help students recognize the unique strengths minorities have devel-
oped in America by correcting the tendency to equate “minority”
with “problems.” (Many minority students bring an awareness of
the contradictions in the American economic and political systems:
Instructors who tap into this resource enable all students to learn.)

Professors who want to facilitate discussion of racial topics must work

to create an atmosphere supportive enough for students to speak and
listen, yet challenging enough to enable them to discover the hidden
assumptions and consequences of their thoughts. Students and faculty
may resist such discussions because they threaten the'r world view. The
assumption has been that maintaining silence is the best way to face the
subject. Faculty and students must break that silence before it deafens us.
A complex incident. It is sometimes difficult for majority culture people
to understand just why “racism” is such a pervasive barrier. The stereo-
ty ped incidents (e.g., refusal of an apartment) fail to capture the complex-
ity and pervasive nature of the problem. The incident highlighted below is
taken from the Vancouver focus group. Discussion follows.

As we stated above, racism is complex. The racist core interacts with a
number of other factors. In this incident, one of these factors is sexism;
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Transcripts can make dull reading.

It is hard, when reading the written words below, to visualize the
woman speaking sofily, head bent, tears flowing unimpeded.

Itis hard to hear the silences when she pauses, to regain a semblance of
contro] or to find the words she needs to say.

It is hard to feel the pain that vibrates through the room as she speaks,
to appreciate the love and empathy that flows from the others who are
witnessing her pain.

I was in this one class ... | quess the two worst otes ... this Anthropology
instructor ... was ... lived in the community and he just came to the
university ... and he said he got his doctorate from living ... working with
the ... peaple up North and ... he hated being questioned and would get
really nasty and ... but ... he was always putting down ... and he'd .. he'd
do things like ... he considered private parts as being almost like a monster
and ... he'd say because of the taboos ... around hunting and not having
interconrse with their wives ... that ... Indian women would aleays
perfornt oral sex on their husbands and ... ol ... oh there were always First
Nations students at the back and ... and all these white people ... especially
white men ... would turn around and ... and would look at us ... and he'd
Just belittle everyone.

This brave woman kept coming to class. She brought the incident to the
department’s attention and received a vague letter in reply.

another is the question of power and authority in the classroom setting,
Some of the factors, which we felt were the most important, are presented
below.

The substantve. Within this factor are a number of aspects. Two are
outlined here. First, the instructor stated, “Indian women” performed-—all
Indian women in the community? A statement of this sort, which is almost
certrinly an overgeneralization, is racist in that it implies that all members
of the group behave (and perhaps are) alike, indistinguishable from one
anuther. Second, the instructor seems to have failed to place this material
In its proper context. Spiritual preparation for hunting (or, perhaps more
correctly, preparation by the people so that the animals can allow them-
selves to be killed) for many indigenous peoples involves a state in which
“sexual purity” is not the chief focus. What is central is the state of the
whole person; intimate matters are only one aspect of this. A more contex-
tual view would have been considerably more respectful and less amena-
ble to corruption. Racism is involved here, in part through the lack of
respect, but also perhaps through the apparent acceptance of superficiali-
ties. The academic world is dedicated Lo looking beneath the surface- - did
racism blind the instructor in this instance?
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Depersonalization. The instructor is treating the people he is discussing
as objects, not as people with human qualities. Further, this same attitude
is clearly present in his ignoring the sensibilities of the First Nations
students in the class. Depersonalization is a frequent part of racism—de-
nying the “other” the qualities that you yourself possess in abundance.
Power relationships compound this aspectas well.

Sexual harassment. This sensitive material was clearly not presented in a
careful and well-thought-out manner. The instructor was a Caucasian
male; the students who “turned (o look” at the First Nations women were
also Caucasian males. There is clear sexual harassment here, which is
embedded in the voyeuristic way the instructor presented this material
and in his failure to provide an appropriate context for discussion. Sexual
harassment and racism often interact.

Clussroom control. Every instructor should be aware of the need to
monitor and guide student response to any unusual or “taboo” material.
Falk of sex in many contexts is a source of embarrassment and discomfort
for students. In this particular context, the First Nations students are likely
to have been seen by the white students as belonging to the group being
talked about. Did the instructor fail to control class response because
racism blinded him to the responses of the class?

Institutional response. The student received nothing but a “vague letter”
in reply to her report of this incident. Administrators should be aware that
it takes courage to make a complaint of this sort and it must be investi-
gated, as the Department in fact reported that they did. Yetitis apparent
that the student felt that her experience and the resulting psychological
pain were not taken seriously. Such perceived failures can seriously affect
scholastic achievement and constitute racist acts.

itis also important to note that the student quoted above gave permis-
ston for the inclusion of this passage and verified both the desc -iption of
the incident and the analysis included above. She felt that reporting this
incident was a part of the healing process, bath for herself and for others.
We are honoring her wishes and her words in including it here.

Recommendntions
From the Project Teai

On motroation to seek postsecondary education:

“hadn’t really thought of what | wanted to do then, our children ... who
15 out theve for onr children? . . you don’t hear of too many day cares on
Nutive [reserves| ... so, | took my ECE [early childhood education].”

In a general way we feel that many of the {indings of this research
project speak for themselves. In this section we highlight the areas that we
feel are the most important, and the major recommendations that we feel
arise from the findings of the study,
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With regard to the research project and process model, there are a number
of positive recommendations and, at the same time, a number of recom-
mendations for change. First, it is evident that the consensual team approach
to the project worked well and was fully consistent with First Nations principles.
[t should be continued. Not only did it work in planning and carrying out the
various tasks, but informal communication with the Native Education
Centre associates revealed that one of the factors that helped them decide
to participate was in fact the relationship among the team members and
the atmosphere of sharing and mutual respect. Because the main purpose
of conceptualizing and testing the process model was its future use by
other postsecondary institutions, this factor is important.

A second recommendation is focused on the structure of the research
team and its general orientation. The inclusion of Elders and students in the
project, and the atmosphere of spirituality i which meetings and discussions were
often framed, worked well and was, again, consistent with First Nations princi-
wles; both should be continued. They allowed the presence of a broad range of
views in a milieu where all personal experiences and views were honored;
this recommendation leads to another, that when community-based First
Nations postsecondary institutions are applying the process model, local
community members be included at every stage of the research.

The third recommendation is concerned with the process model: the
basic components of the process model proved to be useful and adaptable; they
should be retained. These components were those we initially derived from
the general research process and from our reflections on the impact assess-
ment approach. However, during the two tests of the process model a
number of limitations were revealed, which lead to the subrecommenda-
trons:

» Because the use of mailed questionnaires proved to be costly relative to
benefit (due to a complex of factors, some of which related to First
Nations' experiences with surveys and research), the use of mailed
guestionnaires should be replaced with an alternative method, such as the
telephonie or personal interview. Such interviews have additional
potential advantages (e.g., tailored interviews of different lengths;
potential for probes for, for instance, how barriers were overcome).

» The construction of an interview or survey is a complex task, as is
coming to understand the facets of a complex area. Additional focus
qroups, held before interviewing or surveying, would allow more precision in
the final instriment; held at other times, they would allow more variety in
questions asked and inforimation received. Groups held before a survey or
interview have a different purpose than those held afterward; both
should be utilized

+ The formality of the cover letters and permiss, n forms may have
discouraged  some  graduates  from  participatih 7. Consequently,
mstituttonad screening committees should allow more flecibility in defining

IGL 156

BEST COPY AVAILABLE




Z@@@mg’ What They Say: Postsecondary Part V

Experientces of First Nations Graduates

the elements of informed consent to allow for cultural differences and

expectations.

» The use of research technigques by professionals who are substantively
informed but not methodologically informed is often problematic.
Consequently, more work should go into clarifying the stages in the
process model, its flexibility and its approach; more work should also
go into developing ways in which the model and its variations can be
clearly and usefully communicated to other institutional personnel.
This would include developing manuals, examples, and other learning
devices and should include allowance for such traditional First Nations
learning-teaching techniques as witmessing, modeling, and guided
practice when the learner feels ready to do so.

With regard to substantive areas of interest to the Ministry, it is evident
that, first, the relationship between postsecondary education and employ-
ment is a close one, for the First Nations graduates from two very different
institutions (i.e., UBC and NEC). Not only are virtually all graduates either
employed or pursuing further education in the same field, over two thirds
are working with First Nations peoples in positions of greater responsibil-
ity over time. Other important outcomes include the development of an
increased understanding and sfrength of First Nations identity and a
stronger sense of personal power and efficacy, the result of marked per-
sonal growth in a caring, accepting atmosphere (which in turn allows
natural talents to blossom). Because the uses to which First Nations graduates
are putting their education are so clearly related to what they learned and to
increases i such variables as self-esteem and strength of First Nations identity,
the programs for First Nations students are clearly worth the moneys put into
them It is important that they be supported. Institutional commitment is needed,
as well as commitment at other levels.

On the “strengthening” effect of pestsecondary education:

“It gave me confidence in ... meeting ... a major challenge in my life and
.. I beat that challenge.”

“Ireally found my identity and [ know who fam .. I'm trie to that
person ... all of that came from unroersity.”

Major success factors include the presence of a First Nations support
system (both institutional and more broadly social); other success factors
include an adequate level of academic preparation before entering the
institution, a strong First Nations identity, and ongoing support from
caring staff and instructors. Major barriers include both the lack and the
inadequacy of funding, perceptions of the institutional climate as cold and
impersonal, contextual factors (e.g., relocation difficulties), personal prob-
lems, and the central problem of racism (dealt with at length below).
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Because the major success factors and barriers were so clearly delineated by the

participants, recommendations arising from them are equally clear:

1. encourage and fund First Nations support systems in postsecondary
institutions; and enhance levels of support for those already operat-
ing, whether in First Nations controlled or in other institutions;

2. work at preentry levels to ensure good preparation, especially the

secondary school levei;

.do everything possible to foster strong traditional First Nations cul-

ture, both inside postsecondary facilities and in the larger society;

4. ensure the presence of adequate numbers of skilled, caring staff (es-
pecially important is a strong First Nations presence), including
counselors to help students overcome the effects of past and present
discrimination and racism);

5. work to alleviate personal funding difficulties;

6. foster change in the wider institubional climate so that the institu-
tional climate is welcoming and humane (this factor is especially im-
portant in non-First Nations-controlled institutions); and

7owork systematically to eradicate racism at all levels.

)

From thie Participants: What to do About Racism

The consensual statement that was derived from the Vancouver focus

group’s initial statements read with regard to dealing with racism:
We chonld prepare Firet Nations students (a) to deal with the tace-to-face discrediting
that occurs; and (b) to deal with the systematic discrediting, the unmilateral definition of
First Nations issues, that 1s found i texts, examunations, lectures, and policies. We

attirm that support, explanation, heahng, 1s found 1n the First Nations community both
on and off campus.

Racism 1s related to the 1ssue of relevance tn academic orthodoxy in several disciplines
(e g.. anthropology, health services, science, English}, which either implicitly or
exphicitly challenge First Nations perspectives or define that perspective as irrelevant,
even when applications” of theory are manitestly onented toward a First Nations
population.

A First Nations perspective challenges us to create a superordinate theoretical
approach to social issues that will include both First Nanons and “others,” and to look
for applications of that theory in practice. I"art of that involves the recognibion of haw
to operabonalize “respect.” A First Nations perspective can be valuable for others; our
communities can make a contnibution in learr ed discourses, if “power” to define
discourse is not exercised to discredit First Nations perspectives.

First Nations people have a responsibility to attempt to change systemic racism.

They followed this implicit, consensual statement by generating the
following list. It includes a number of useful recommendations:

» Appoint more First Nations teachers to teach all kinds of children; a
latent policy of assignment of First Nations teachers predominantly in
First Nations venues should be examined and changed.

« Decolonize the mentality, the mind set, of governments that make
policies based on assimilation.
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« Break down the fear, horror, or complete ignorance that many people
seem to have of “First Nations thinking.”

» Promote existing courses in systemic racism and antiracist pedagogy:
consider making them compulsory

» Empower people to confront racist situations in a peacemaking way.

o Build self-esteem to deal with racism; tell students that they are going
to encounter it in class; acknowledge it; build skills to deal with it.

» Institutions should create a policy about dealing with racism, to give
notice that it is preventing some people from learning; to make
professors consciously aware of it
This list stands on its own, and the items were put forward as recom-

mendations by the focus group the participants. As a group they ad-

dressed all the major arendas where racism is found and provide cogent
solutions. We honor their suggestions.

Finally, we would like to emphasize one participant’s recommenda-
tion, who pointed out that racism can go both ways and often begins in the
home: “Racisin should be ... addressed at the community level ... the Native
people first have to focus on ... how racist we are toward other groups and from
there ... low other groups are racist to us .. at my school you hear a lot of racist
remmarks ... it comes right from the home.”

From the Participants: The Last Word

In keeping with the First Nations principle of honoring the individual and
of seeing each individual’s point of view as something precious, some-
thing to be respected, cherished, and fostered, we have given the respond-
ing graduates a voice throughout this report, as we'l as in this sec.ion.
Most of the statements we selected are found throughout the text; they are
cogent and pithy, rich with images, and stand as eloquent statements of
the roles played L.y postsecondary education in the world of First Nations
peoples today, of the factors important for suczess and the barriers that
challenge.

But the world of today is a cont.nuation of the world of the ancestors,
‘he world of tradition. We do not preserve traditions; our traditions preserve us.
It is important that we let this process happen. Postsecondary education in a
First Nations context, like research projects of this sort, are part ot the
process of allowing tradition to preserve present and future generations of
students. First Nations programs and research are effective because they
spring f*om tradition; traditions are the bountiful source and inspiration
for every aspect of life, including the academic.

In conclusion, we leave the reader with staternents from four gradu-
ates. They give us an inspiring view of the effects of postsecondary educa-
tion for First Nations people that extends far heyond the intended
outcomes, flowing into and enriching the graduates’ lives. The effects, as
described in the graduates” own words, are themselves the strongest pos-
sible argument for generous support of such programs: The statements
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remind us of the reasons for education—the major outcomes-—in addition
to the important effects on the individual of personal growth and empow-
erment. These statements tell us something about people who are fulfill-
ing their potentials as individuals and as citizens, both of their First
Nations and of the Canadian context in general.

“[Before UBC] I woas curled up, not feeling toc good about who |
oas ... also | didn't quite feel I knew who | was ... and after
attending the NITEP program and working, if was like the rose
has bloomed ... that's what it was like for me.”

“Just the experience of being here has given me a clearer vision of
evactly what [ want to do— it’s narrowed down to where [ have a
target i my mind which is always my dream ... it given me the
direction of where 'm going.”

“Ina broader sense ... the experience ... was really the greatest help
to e .. to round ont my life ... it made me a more complete person
.. helped e cope with ... bemng an equal citizen ... an equal
menmber of the human race.”

“I'm fiving a dreant ... U'm living my dream ... like something |
dreamed about and Tdon't need to struggle any more ... 'm living
i now.”

ckose
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Fart VI: First Nations Postsecondarj} Education:
A Review

Overview
The academic literature about First Nations education, though its volume
has increased over the past 20 years or so, does not define the experience
of First Nations university education well from either the perspective of
the student or that of the institution. We do not have a well developed
descriptive literature, and our analytic traditions in this field are even less
able to explain the social dynamics of the First Nations experience.

As we complete the process of surveying First Nations graduates of the
University of British Columbia, we have surveyed that academic literature
as well. The objective is to have a summary representation of how the
demographics and issues of First Nations participation in university-level
studies have been defined, described, and analyzed.

Stummary

Backsyround

The participation rate of First Nations people in higher education is less
than 20% of the rate of others. At the postgraduate level the rate is even
ower. At the undergraduate level more than 70% of First Nations students
whuo begin university do not complete a degree. The current situation
reflects a dramatic change since the 1960s when the participation rate was
negligible. The change from “negligible” to “low” reflects a change vo
fundamental in all aspects of First Nations educa.ion since the 1970s that it
might bo cailed a revolution.

Prior to the 1960s the barriers to First Nations participation in educa-
tion were formidable and based on legislative sanction. Surely pa.t of the
reason for the current low participation rate lies in the peculiar history of
the policies of control and containment of First Nations, policies that
directed the schooling of First Nations children to be oriented loward
assimilation.

Significant changes since the 1970s have been (a) that currently more
than R% of First Nations people attend provincially established schools,
rather than federally operated schools; (bY hundreds of First Nations now
manage their own schools; (©) special university-based programs have
been established in all regions of Canada, first in education and law, and
dlse in “transition” or “compensatory” university prepa-ation areas; ({)
some First Mations communities have established tertiary education insti-
tutions themselves, some in cooperation vith Canadian universities; and
(¢) though the teacher education programs (TEPs) established in the 1971
have educated many First Nabons teachers, it appears that there is now a
proportionally slower rate of ncrease due to growingg bt Mations popu-
fattons.
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The United States experience is cited for bath comparative purposes
and because the literature in this area is a continental literature; the issues
are similar. One difference in the United States is the relative importance
of the 24 tribally operated colleges, where a large proportion of students
begin university-level study. Another difference is that First Nations terti-
ary education is often contextualized in a discussion that includes other
ethnic minority groups, a result of legislation and regulations aimed gen-
erally at ethnic minority group equity.

The literature identifies several factors associated with success or attri-
tion at university. A major factor is the nature of the K-12 school system,
where it appears that these characteristics are widespread problems: (a)
inappropriately trained teachers, teachers with low expectations of First
Nations students; (b) curriculum (which appears not to be appropriate for
buiiding the academic skills First Nations people require in university
~studvy; (¢) lack of or nappropriate career and academic counseling; and
{(d} the personal experience of racism. Other major factors are financial
support for university study; family and peer support; institutional cli-
mate; and racism.

First Nations people represent the same range of career, field, and
disciplinary goals as others at the postgraduate level. Financial support in
graduate study is again a major factor in success. The relationship between
graduate faculty and students is crucial, and departmental and institu-
tional climate is important as a success factor.

Studies of university measures to improve First Nations university
education include (a) monitoring the situation by collecting information;
{b) evaluation of programs for First Nations people, which in practice
credtes research projects in which the substantive findings are based on
descriptions of characteristics of program participants; (¢) institutional
evaluations and self-studies, in which characteristics of institutions are
described in terms of descriptive statistics and in terms of student and
alumni perceptions,

University response to statements of needs has been (a) to establish
support services on campus for First Nations people; (b) to establish new
academic programs for First Nations people or to modify existing ones; (¢)
to work with First Nations communities to offer educational programs 'n
those communities; and (d) to modify admissions protocols, especially in
First Nations-specific programs. The one descriptive term of successful
nstitutions in attracting and retaining First Nations students is institu-
onal commutment. 1t is often the case that successful programs are associ-
ated with the work of one individual.

The literature tends to indicate that support services work best when
support personal are First Nations people themselves. There is competi-
ton among institutions tnattracting, First Nations staft to tertiary educa-

s
.
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tion institutions, but the literature is clear that more First Nations people
should be anpointed to the teaching staff at the university.

The Changing Context

Change is the one-word description for both First Nations university
participation and the social context in which we discuss it. The recent
political context has been one in which self-government by First Nations
has been widely accepted by Canadians as an inevitable consequence of
applving standards of justice and equity to a new definition of the relation-
ship between First Nations and others. Since the 1970s devolution and
local control have been the policy catchwords for a federal government
imperative for First Nations management of their own affairs. It would be
a mistake to see this assumption of more control over their own commu-
nity life as responsive to government policy. It comes about because of an
assertion of moral authority and responsibility to be self-governing.

Indian and Northern Affairs Canada (INAC, 1991) says that in 1991 178
bands were at some level of negotiation for self-government, and that in
1990 74.5%, of all Indian and Inuit program funding was administered by
First Nations themselves (Gauvin, Fournier, & Gloade, 1991, pp. 66-67,
70-71). It ap~ears that one of the most remarkable changes is thus devolu-
tion of contral.

Fhe fact that change is occurring at a rapid pace inay cioud the issue
that Iirst Nations education all over North America «ontinues in a state of
crisis. Two major document sources are illustrative of that crisis. The first
is American. In 1990 in the United States the federal cabinet secretary
responsible for education commissioned a task force to investigate current
dimensions and issues in First Nations education and to point out direc-
tions for change. The information published by the task force summarizes
academic, political, and First Nations community responses to crises in
education. Except for the aspects of education that relate to American
sovernment struciures, the substantive issues that the task force identified
are issues we share with Americans.

The second documentary source, the report made hy the Auditor Gen-
eral of Canada to Parliament in 1991 illustrates the crisis nature of issues
in the Canadian social sphere that have a current direct bearing on First
Nations higher education (AGC, 1991). This report deals with fiscal ac-
countability and its object was to document and evaluate with specificity
the way the federal Department of Indian and Northern Affairs accounts
for money. Makokis (1992) reters to this report to demonstrate that “devo-
lution™ has meant that the federal department moves alreadv committed
muney to Indian bands to disburse in ways that have been extemally
predetermined and that there is little allowance for First Nations discre-
tion or judgment in setting priorities.

The Auditor General prefaces his report by saving that the “Depart-
ment has not been able to provide information to Parliament on how well
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.. money was used” (AGC, 1991, p. 17), and then raises a central issue,
which Makokis summarizes this way: “it is not just a question of responsi-
bility for the administration of money, it is the fact that a policy vacuum
exists which immobilizes Indian people and Indian government” (1992, p.
3). The Auditor General pursues the rhetorical question “Who is ulti-
mately responsible, in an environment of devolution, for meeting the
needs ¢f First Nations in health, education and housing?” and responds
that the department has been unclear and confused about this basic ques-
tion (AGC, p. 18). More to the point, the Auditor General challenges the
Department in the clearest of terms, not only in the area of fiscal account-
ability to Parliament but as a prior question, in its failure to demonstrate
that it has been accountable to First Nations people in meeting informa-
tion and personnel needs. The report takes the department to task particu-
farly for the failure to establish an “accountability framework™ (AGC,
1992, Sections 14.43, 14.42) based on the creation of an information and
knowledge infrastructure.

We summarize both the documentation of lack of policy and initiative,
and the implication for university-based education for First Nations peo-
ples: a knowledge and information base and a technological infrastructure
for its management and interpretation is a fundamental requirement for
self-government or “devolution,” and its creation and maintenance un-
questionably invokes university-based education and research in educa-
tion, science, management, health care, information sciences, the
humanities, and other fields. Yet no clear policy and no clear account-
ability have been established by the federal government for the involve-
ment of universities, with First Nations people, to create such an
infrastructure and to educate.

There is thus a crisis in policy. There is a crisis in personnel: though
numbers of university-trained First Nations people have increased dra-
matically since the 1970s, problems of access remain. One of the major
sources of the problem of access to university-level education is the con-
tinuing deficiencies and problems in K-12 education, where figures for
performance and attrition show improvement but also continuing crisis.
There are no precedents for these current problem issues. Thus the chal-
lenge that faces universities and First Nations communities is to collabo-
rate in a creative address to a weli-defined educational need.

I'he literature defines the problem issues and points to some direction
tor even maore change.

Demoyraphics
Making demographic generalizations about First Nations people in
Canada is a complex task, and one that is sure to miss the mark in some
way.

Collecting this information presents a demographer’s nightmare. A
complicating factor is the range of descriptive identity categories of First
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Nations people in Canada; further, these {dentifiers are not consistent, so
social, legal, and political contexts produce conflicting identifiers for the
same individuals in different contexts. Chartrand’s (1991) recent discus-
sion of the historically accidental nomenclature of aboriginal people in
Canada is a good illustration of why that is so, but even the several
identifiers he discusses do not exhaust the list of identifying terms for
aboriginal people. Some First Nations governments have resisted the col-
lection of demographic information, which may be indicative of distrust
between First Nations governments and the levels of other governments.

A broad picture of current demographic trends in postsecondary edu-
catton in Canada for Treaty and Registered Indians is provided in a sum-
mary report by Armstrong, Kennedy, and Oberle (1990), in which they
document an overall Indian participation rate in postsecondary education
of around one third the rate of non-indians. Compared with non-Indians a
smaller proportion of Indian high school graduates go on to university
studies (p. 9); only around 25% of the Indian students who begin universi-
ty studies complete a degree, while 55% of the non-Indian first-year stu-
dents complete their studies (p. 10). The result is that compared with
Indians, “non-Indians are about ... seven times more likely to successfully
earn a degree” (p. 31). Nationally the proportions of students in the vari-
ous general fields of study (e.g., education, engineering, etc.) are similar in
the two populations according to their report (p. 30), but an important
question for which it is very difficult to find consistent data is whether this
varies by region.

A major source of difference between Indians and non-Indians in both
participation and success rates appears to be the difference between the
populations in high school completion rates (Armstrong et al., 1990, p. 8),
because when these are controlled, the figures for Indians “are much
closer to non-Indian figures” (p. 31). When the authors compare the Regis-
tered Indian population with other aboriginal student populations, they
document a higher participation rate among Registered Indians, but a
somewhat higher success rate among other aboriginals; these authors,
trom the Department of Indian Affairs, suggest that the higher participa-
tion rate is due to their department’s Post-Secondary Education Assistance
Program (p. 37).

The figures in the study mentioned above are based onvar lysis of 1986
census data, and gross statistics for Registered Indian populations show a
remarkable increase in total numbers of postsecondary students between
986 (e, 11,170, including 5800 at university) and 1991 (21,300, total
postsecondary, Gauvin, Fournier, Gloade, & Thompson, 1991, pp. 33-39).
It must be pointed out, however, that different categories of postsecon-
dary students are included in each of these total figures. The totals repre-
sent a revolutionary increase over 1961 (k) students); and 1971 (432
students)
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The off-reserve population of Registered Indians shows some differ-
ences from reserve residents and from the population at large: while 10%
of the Canadian population has completed a university degree, only 2% of
off-reserve Registered Indians have done so; labor force participation and
income for First Nations people are considerably less than for the popula-
tion at large.

Vancouver has the second largest population of off-rese=ve Registered
Indians in Canada—slightly fewer than Winnipeg 2r .. ghi. - more than
Edmonton (McDonald, 1991, p. 6).

The comparative figures between the ~ s60s and the 195C.. ... w dra-
matic change. The change was so com; ate in all aspects of .« Nations
education in Canada, beginning in the . (s ond ucceler:zting ii e 1970s,
that it might be called a revolution, not  the wen ¢ Latitwe 1 confron-
tational struggle for power, but because it « 'med < be s rap : movement

through a cycle to the point that the direc ‘'on was- . » - what it had
been. The historical background to that 1ane 0t L suhvect of this
research project, but reference to the coru » e s s e pefore
1970 must be made in order to understand  rrrent par as a0 s fo
higher education.

Historical Background to the 1970s Revolution

i First Nations Higher Education

The late Bobby Wright made a significant contribution to cur knuw!edge
of a history of Indian higher education from colonial times to the present
(Wright, 1988, 1990, 1991b; Wright & Tierney, 1991). From him we know of
Caleb Cheeshateaumuck, an Algonquin graduate of Harvard University
in 1665, who died shortly after graduation; and of the organized system of
Cherokee and Choctaw schools that thrived in the 1830s. Many students
went on from these schools to further success in study at elite American
universities. From his historical data Wright argues that it was the US
federal povernment’s increasin®  Jomination of Native education that
eventually destroyed the initiative demonsirated in these examples, a
domination which tragically inhibited First Nations peoples. There is an
vecho of that argument in the experience of the Brantford Institute in
Ontario, a successful Mohawk-operated school that became dramatically
unsuccessful within two years after the Canadian federal government
took vver its operation in the mid-1920s (Daniels, 1973).

Uniquely in Canada and as a matter of policy, for many of the early
vears of this century a Treaty or Registered Indian individual’s success in
higher education meant enforced “enfranchisement” and the loss of
Freaty ar Registered status. The history of this century’s Indian policies, of
which that was but one aspect, goes far to explain not only the origin, but
dlsar the persistence of current problem issuew. There is a developing
literature in this area, and only a representative few titles are cited here.
The crisic nature of the current stress levels experienced in many First
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Nations communities is well exemplified in Cariboo Tribal Council’s
(1991) self-study of the dimensions and effects of interpersonal and sub-
stance abuse in their communities. This work points directly to the history
of schooling as part of a general history of containment and control as a
cause of community stresses. Ing (1991) presents a cogent argument about
the current and lasting effects that the residential schools had on the
process of parenting; Bull’s (1991) discussion of Alberta residential schools
includes archival evidence of the nature of such residential schooling, and
by pointing out school administrators” characterizations of Indian, gocs
some distance in explaining the motivation and justification for repressive
practices. A large bibliography about residential schooling in Canada and
the US is included in Urion (1991). The residential school is only an aspect
of the origin of the problem; acknowledging that some people look back to
their experiences there with appreciation for the opportunity to learn, it
appears that on the whole the history of Indian residential schooling
demonstrates that the Canadian social and political contexts that atlowed
for the maintenance of such institutions were generally repressive, and
that individual access to higher education was purposively inhibited. It is
clear in the literature that for most of this century there have been regula-
tory and legislated inhibitions against pursuing higher education in
Canada.

It would be a mistake to interpret reference (o the historical literature
only as a background statement or as a token of comprehensiveness of
treatment. The policies of repression and reutriction of access refer not
only to the generations who were young in the early part of this century.
[he generation that might be expected now to provide leadership and
direction in institutional access to higher education are those First Nations
individuals whuo are currently in their 4l)s and 50s. The educational system
through which this cohort of First Nations peoples were processed was
perhaps even more obviously restrictive than the system of earlier times.
During the 19105 and 1960s, when this group was young, the level of
education of other Canadians was increasing, economic and educational
expectations were increasing, formal educational requirements in employ-
ment were higher, and communications and contact had improved so thal
disparities between First Nations people and others could be more easily
observed; yet the formal, institutional, and policy inhibitions were still
there as barriers Lo higher education.

Joseph Dion (1888-1960), the Cree statesman, wrote an account of his
experiences in the late 1910s-~his certification as 4 wacher and subsequent
establishment of a community controlled school  which illustrates the
nature of the struggle during an earlier era (Dion, 1979). There is a need for
a case-history literature on which to base generalization abow the more
recent era: the account of the efforts of individual First Nations people to
enter higher education, from the Fite 1930s o the earty 18705, 15 a hiterature
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that we should be producing now. There is little published in the way of
life-history data and case study about the relatively small cohort of people
who faced entrenched bureaucracies, restrictive policies, and negative
attitudes, to become involved in higher education. Though the scant pub-
lished literature is largely anecdotal or ad 'mbrated, anyone working in
this field knows of a number of individuals- -teachers, principals, lawyers,
academicians, health care professionals, social workers, scientists, and
others--whose often unremarked achievements for First Nations access in
the face of great odds are, without exaggeration, heroic. The nature of their
struggle was aptly characterized in an informal interview in 1983 with
Michael Dorris, who directed the establishment of Native studies and First
Nations access programs at Dartmout’ College in the 1970s. Speaking of
the scope of the issues involved in access, the intractability of some of the
problems, the limited personnel resources available, and the personal
commitment required of those who worked to promote First Nations
access in education, he reflected on the personal costs involved, and spoke
especially of those whom he said had worked themselves to death in this
field during the 1970s and early 1980s.

Buetlding on the Changes from the 1970s

There are hundreds of accounts in the literature of the political and educa-
tional foment of the early 1970s that created the change. Many authors
writing about First Nations education feel it necessary to make an almost
formulaic statement of the history of the events of 1969, 1971, and 1973,
and this pattern may indicate a major problem in the academic literature
in this field. This formulaic expression of those events and outcomes
provides for a canonical and orthodox interpretation of those events, a
posture that might obscure critical analysis of the standard perception of a
sequence of action and reaction (e.g., the federal government’s proposal
for assimilation, “the White Paper”; First Nations response, “the Red
Paper”; protest, e.g., sit-ins, demonstrations at schools and offices; and
lean Chrétien’s statement of a government policy of local Indian control of
schools).

[n terms of outcomes, the formula also generates a context for some
ambiguously defined catchwords of the field (e.g., local control, commnity
meolvement, bilingual and bilingual education, and culture conflict). The for-
mula is repeated consistently in the literature to contextualize almost all
orders of discussion in this field. This repetition may demonstrate a major
problem in the literature, that despite the volume of it, the lilerature is
neither well developed nor cumuladve. It is on the one hand particularis-
lic, with a wealth of local description interpreted in the light of competing
low-level theories (0.7, low achievement related to self-concept); on the
other hand, 1t is tvpified by sweeping and global argument (e, Tow
achicvement a symptom of a larger malaise that will be remedied by
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vz inug interventions to bring about “empowerment”). It does not seem to
constitute an academic tradition.

The formula from the literature is not repeated in this review, beyond
the restatement that things changed fundamentally in the early 1970s.

Several Canadian universities and some colleges became involved in
special programs for First Nations students in the early 1970s. The pro-
grams were defined as special in terms of any of the areas of (a) admission
and recruitment; (b) counseling and other suppuort resources; (c) location,
in that some were established away from main campuses; and (d) pro-
gram course content. The success of those programs must account in some
measure for the increase in demographic indicators of university access.
Law and education were the disciplinary fields in which the first special
content programs were established. The University of Saskatchewan pro-
sram in law, with the collaboration of other law faculties in Canada, has
been important to the increase in First Nations 1-wyers.

Several universities and colleges established First Nations student sup-
port programs in the mid-1970s, such as the one described at the Universi-
ty of Manitoba by Hurlburt (1984). Between the mid-1970s and the early
1980s a pattern of address to postsecondary educational issues for First
Nations people involved “additional counseling, use of distance educa-
tion and satellite campuses; college introductory and orientation pro-
grams” and revisions in patterns of providing student aid, but it is
unusual to see such directions justified by and founded on research re-
sults, as Lee (1983) attempted to do in a report for the Manitoba Depart-
ment of Education.

The Teacher Education Programs (TEDs) that were begun in all regions
of Canada have been crucial to the increase of First Nations teachers and
to the increasing number of First Nations people involved in postgraduate
programs and research in education. Twenty of them were established
{More, 1980; Lawrence, 1985). Late in the decade, More and Wallis (1979)
distinguished three kinds of prograns, (a) programs that provided entry
to existing on-campus programs; (b) programs that were maodified from
regular programs on such bases as practica and First Nations content
courses; and () community-based programs in which there was signifi-
cantly more First Nations control. The distinctions were more abstract
than real in some programs; I'roject Morning Star at Blue Quills Schotin
Alberta (Read, 1983) incorporated aspects of all three of the categories, as
did NITED at the University of British Columbia (Archibald, 1986). All of
the western Canadian universities and several in Ontario, Quebec, and the
Maritimes became involved in these or comparable programs in the 1970s.
By 1970 they had produced 369 degreed and 725 certificated teachers, and
in 1985 there were 885 students enrolled in TEPs in Canada. Wyatt-Ben-
non (1991) provides a summary comparative evaluation of Simon Fraser
University’s three otf-campus programs, and Pepper (1988) provides a
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comprehensive summative evaluation of UBC’s ongoing NITEP. Wyatt-
Bennon points out that, despite the success of the programs ”if employ-
ment of First Nations teachers were proportional to numbers of First
Nations students [in British Columbia), we would need nine times the
current number of {First Nations] teachers” (p. 68).

The 1970s saw a number of specificaily focused ad hoc programs either
at universities or at colleges. Some of the college programs were oriented
specifically toward university transfer. This pattern of programming con-
tinues. The range of focas and content of specifically focused programs in
First Nations higher education is wide. Some examples sre cited here from
public siatements of necd, program proposals, and from information
about programs now operating or in some cases defunct: there was a
program in journalism at the University of Western Ontario; in agriculture
at Lethbridge Community College (“Indian reserve puts the push,” 1992);
acvess programs in medicine at the Universities of Manitoba and Alberta
(Krause & Stephens, 1992); statements of need for programs in banking
(“Bank pledges Native focus,” 1992) and engineering (“First Nations need
native engineers,” 1992); a program in museology and curatorship at the
University of Lethbridge (“Trogram provides funding,” 1992); a Micmac
Bachelor of Social Work program at Dalhousie University (Smith & Pace,
1987); the University of Lethbridge’s Centre for Aboriginal Management
(Purvis, 1987); the University of Lethbridge’s Four Worlds Development
Project in education and community development (Mazurek, 1988); a
cooperative program between UBC and Camosun College, the Sencoten
Immersion and Language Training Program (Simcoe, 1992); and a pro-
gram in nursing at Lakehead University (Lakehead University, 1987).
These examples may not even be indicative of the range. Better public
access to information about programs in Canada is needed, perhaps
through the creation of a directory.

The demographics of First Nations education demonstrate why discus-
sion of university access and higher education is more closely associated
with general adult education, college, and vocational education than for
the population at large. There is probably more literature about voca-
tional, paraprofessional, certificate, and college-based programs for First
Nations peoples in Canada than about university or preuniversity college
studies. Yet it is surprising, given the number of the programs that exist,
that there is so little in the way of description or documentation about
such programs. The literature about university preparation programs is
equally misrepresentative of the number of university-based or college-af-
filiated programs that exist.

Some typical examples of the discussion of vocational and paraprofes-
sional postsecondary programs, as reflected in the Educational Research
Information Centre database, are noted here. The Ontario Ministry of
Skills Development (1991) established a set of guidelines for training First
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Nations people in construction work in response to needs identified by the
United Council of Chiefs of Manitoulin. Another example of provincial
involvement in First Nations puostsecondary education is the report of a
private sector committee in Manitoba, which advised the provincial gov-
ernment to strengthen its community colleges and to develop a Native
education and training strategy to better address the postsecondary needs
of Canadian Natives (Manitoba Department of Education and Training,
1990). A community-based two-year certificate program for school coun-
selors in Manitoba is described in MacKenzie and Beaupre (1986). Using
Alberta and the Northwest Territories as an example, Murray {1985) ar-
gues that a major problem in vocational postsecondary programs for First
Nations people is that funding is inequitable.

Ward (1986) describes a problem in postsecondary educational assis-
tance to argue that during the period of initial increase in First Nations
participation in postsecondary education (i.e., between 1972 and 1982) the
federal government’s unilateral decisions about funding of postsecondary
education had an inhibiting effect on the increase.

Another aspect of change was the founding of Native studies depart-
ments. Some of the first were at Dartmouth College and the University of
Minnesota in the US, and at Trent University and the University of Leth-
bridge in Canada. These departments survive, and there are now several
more in Canada (e.g., Brandon, Alberta, Manitoba, Saskatchewan), many
in the US failed. One reason for the failure was lack of continuity of
funding, but an even more serious problem had to do with mandate: there
was an unexamined assumption that academic address to Native issues in
a special department promoted First Nations access. The failure to distin-
guish between the operational objective of access and the intrinsic aca-
demic value of Native studies meant that many of the departments lacked
definition of purpose.

Focus on First Nations issues in higher education and on First Nations
students is sometimes reflected in statements of institutional mandate, as
15 the case with Saskatchewan Indian Federated College (SIFC) in Regina,
and the mandate proposed in British Columbia (e.g., “Northern chief,”
1989). The case of SIFC is special and exemplifies yet another area where
an impact began in the 1970s in First Nations postsecondary education in
terms of First Nations control and administration of tertiary education
institutions. SIFC is unique in its range of programs and the mandate it has
received from both First Nations governments in Saskatchewan and the
government of the province.

The establishment of SIFC represents a First Nations movement to-
ward the creation of cultural colleges in the mid-1970s. These colleges,
operated by individual First Nations governments, are local manifesta-
tions of the same imperative to First Naticns management of higher edu-
cation. The Canadian literature does not reflect current conditions in this
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area as documentation or discussion in the Canadian record about First
Nations-controlled postsecondary institutions and cultural college- is
scarce. These institutions often broker university courses and create uni-
versity-level courses on their own, though only SIFC presently offers
complete university programs. SIFC is cited as an exemplar for the future
by the Assembly of First Nations in its statement of the current condition
of First Nations education.

AFN’s Summary of Current Issues

lhere is no single comprehensive review, description, or analysis of the

current state of First Nations postsecondary or university education in

Canada. An important general summary statement of current conditions

and needs was made in Tradition and Education: Towards a Vision of Our

Future, published by the Assembly of First Nations in 1988 (Charleston,

1984). In the context of general problem issues in secondary education

(e.g., dropouts, continuing education, special education) the Assembly

notes the inappropriateness of current programs in several areas of techni-

cal and vocational education, and some of the areas mentioned (e.g.,

forestry, agriculture, animal husbandry, Vol 1., pp. 90-91) have implica-

tions for university and college programming. The issue of First Nations
jurisdiction and involvement in postsecondary educational governance
and administration is discussed (Vol. 1, pp. 92-93) in the context of the
note that SIFC is “the only First Nations controlled postsecondary institu-
tion presently granting degrees” (in Canada). The AFN report uses SIFC
as a model and raises many central issues in university-based education in
the recounting of a summary history of the development of the college

(Vol. 2, pp. 62-70).

The general issues, from the firsi volume of AFN's report, are summa-
rized as positions articulated by AFN, both because theirs is the most
comprehensive statement of the issues in the literature, and because, inso-
far as there is a common First Nations perspective about university educa-
tion, AFN’s summary is the most clearly indicative of it:

« Most First Nations people with postsecondary education are working
directly or indirectly with other First Nations peoples.

« Tertiary education should be oriented toward competency in areas
reflected in the current job market.

« A continuing priority need is for university-trained First Nations
teachers.

»  There is a need to develop postsecond y curriculum that is in fact
relevant to First Nations people in several areas, particularly in areas
where there are culture-specific considerations (e.g., communrications
methods; teaching t chniques).

» The area of First Nations languages is of special concern: the nature of
the relationship  of First Nations languages to First Nations
communities has to be taken into consideration in developing,
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language-related programs; an extraordinary need exists for the
training and -ertitication of teachers of First Nations languages.

» More university-based teacher education programs are needed, but so
are “satellite” and “extension” programs in First Nations communities.

» Lack of good counseling and guidance at the secondary level have
created a requirement for especially good counseling resources at the
tertiary level.

« First Nations need an information sharing network for developing and
dealing with postsecondary education issues, and other mechanisms
whereby they can work cooperatively.

+ Financial support for First Nations students in tertiary education must
be improved, with a high priority placed on such support; the AFN
takes the position that postsecondary education is an aboriginal right,
and that funding for individuals should be administered by individual
First Nations (Charleston, 1988, pp. 92-99).

The American Comparison

The situation and the issucs. The standard sources of literature do not
reflect what is actually going on in Canada. A more comprehensive pic-
ture of First Nations postsecondary education in the United States is
reflected in the customary literature sources, but it is possible that even
with its comprehensiveness it does not adequately document the present
American experience, and Wright (1991a) comments on the unavailability
of accurate demographic data. The general comparison with Canada is
thet the change between the 1970s and 1980s was somewhat more pro-
nounced in C2nada than in the US, where the increase in the number of
First Nations peoples enrolled in university-level studies doubled during
the decade. The total number of degrees awarded to First Nations people
between 1976 and 1981 increased by 8% (Fries, 1987). Wright says that now
6" of American Indians have college degrees, as compared with 23% of
the rest of the population (and as compared with 2% of First Nations
people in Canada), and notes a decrease in full-time attendance by First
Nations college and university students: 38% were attending part time in
1976, and now the figure is 52%. Most (54%) of the students enrolled in
1984 were in two-year colleges, not universities. In the totai US popula-
tion, 67% of the population over 25 years of age has completed high school
compared with 56% of American Indians and 46% of Alaskan Natives
(Hillbrant, Romano, Stange, & Charleston, 1991). There are indications of
greater access, both proportionally and in absolute terms, than in Canada:
for example, of the approximately 900,000 baccalaureate degrees awarded
in the US in 1978-79, 3.4% were awarded to First Nations peoples (Brown,
1982, Deskins, 1984).

Nichols (1991) says that the lack of reliable information is a remendous
hindrance to evaluation and the definiticn of new directions, and points
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vut that the need for a national database-—still unrealized—for First Na-
tions education has been discussed since at least 1928.

The infrastructural support for the college and university system, as
well as individual state and federal agencies, appears to have a maore
comprehensive date gathering apparatus than Canada, however. It has
not been customary in Canada for mariy universities to keep records
distinguishing First Nations people frorm others, so reports such as those
created by Association of Universities and Colleges of Canada (e.g,,
ALCC, 1985) provide little information about First Nations access and
retention. Tabular or proportional data are published in the Chronicle of
Higher Fducation (e.g., Staff, 1988; “Racial and ethnic makeup,” 1986) and
in reports of the Center for Education Statistics in Washington (CES,
1uKSa, 1985h, 1988a, 1988b). The legal context for minority education is
different in the US and it appears that the information that is collected
about minority education is for the purpose of recruitment and monitor-
my, overall success of affirmative action programs. The data are often
summarized in comparative terms on the bases of population proportions,
~o it s possible to find such statements as that by the staff of Change
¢ "Minority access,” 1987), in which it is stated that Hispanics are less well
represented in higher education than Indians.

Surveving a 10-year period (1975-1985) with data frm all accredited
universities and colleges in the US, in addition to figures for participation
and completion, Fries (1987} found data on American patterns of universi-
tv emplovment: 60 of the American Indians employed full time by
universities and colleges were support staff, 19% were faculty, and 6%
worked in administrative and managerial positions.

Lhe hiterature reflects a salient difference between Canada and the US
in that the perspective of a significant portion of the American literature is
one of First Nations higher education in the larger context of inequity
assoadled with ethnic minority status generally. First Nations peoples are
considersd along with other major populatlion categrories (Black or Afri-
can-American, Hisp oaic or Latino, Asian, Pacific Islander, “immigrant,”
and such arcumlocutive American catepories as “white non-Hispanic”).
This perspective sumely obscures some of the issues, in that there are rot
only hustonie and legal differences between the groups, but qualitatively
Jditterent lite experiences that one would expect o see reflected even in a
yeneralizing literature about Indian higher education.

Despite the observation that the database is inadequate, and despite
the contextualization of discussion about First Nations higher education
within the general topic of minority group education, there are more
published and unpublished sources of information and discussion about
First Nations higher education in the US, and its scope is more compre-
hensive than Canada’s. A major watershed of recent information and
opinien 1« in the documentis that archive the activities and information
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gathering of the Indian Nations at Risk Task Force (INARTF), a commis-
sion that was established by the American Secretary of Education in 1990.
The task force commissioned papers, invited written submissions, and
held regional hearings for local input at several places in the US.

The large (445 pages) report of the regional hearings reflects conrern
for a broad range of issues that affect postsecondary university education
(INARTF, 1990c}.

Administrative issues of concern include:

s levels of government runding;

« coordination of effort ot federal, utate, and tribal governments;

« teacher training;

+ postsecondary student financial aid;

+ therole of tribally controlled colleges;

« postsecondary student recruitment;

+ the place of special services for students; and

« the issue of research and data collection.
Substantive issues include:

« postsecondary readiness;

« student persistence;

« problems in standards and testing;

« program content and interna (including the place of First Nations
languages and culture); and

« the First Nations experience of racism on both the institutional and
personal level in educational settings.

The document includes a variety of statistics indicating the scupe of the
i-w~ues involved.

Another substantial report (231 pages) that the Task Force has pub-
b~ood comes trom the joint session it held with the National Advisory
Councitor indian Education in San Diegoin 1990{INARTF, 1990f). One of
the implications of this discussion for higher education comes from the
evidence presented that the K-12 system has failed to prepare students for
postsecondary education: the argument is emphatically supported in this
document that First Nations postsecondary education cannot be discussed
in 1solation from either the still astoundingly deficient K-12 system or the
social context of Indian Life in America.

A poud source for review in a kind of Reader's- Digest perspective of Lhe
Fask Force’s commussioned papers is the short work edited by Cahape and
Howley (1992), in which these papers are summarized. Wright's (1991)
commissioned paper on postsecondary education is summarized (Cahape
& Howley, beginning on p. 93} 1n the context of other papers dealing with
decreasing spending on indian education since 1975 (p. 17) and the stu-
dent retention problem in K-12 (p. 42) Wright evaluates Montana State
University, Northerm Arizona University, and Clarkson University as
models for “noteworthy programs aimed ot providing comprehensive
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support for Native students” and that “common characteristics of [note-
worthy programs] originate in a strong, ongoing commitment, often led
by one influential administrator” (p. 95}. He says that the general prob-
lems in First Nations postsecondary education are “inadequate academic
preparation, insuiicient financial support, very few available role models,
and an unsupportive institutional climate,” and says that some charac-
teristics of university programs that are successful in First Nations post-
secondary education are “collaboration with Native communities, an
emphasis on precollege programs, enhanced financial services, and strong
student support services” (p. 95).

The 1980s seems to have been a time for increased discussion and
research about American Indians in university. Early in the decade the
American Indian Studies Center at the University of California at Los
Angeles devoted its annual conference on American Indian issues to the
ide~tification of issues in American Indian higher education (American
Indian Studies Center, 1981). Guyette and Heth (1983) completed a survey
of 17 academic programs for First Nations people in the US and com-
pared the range of programs to the range of expressed needs. The catego-
ries of needs were defined by surveying 119 First Nations communities
and interviewing 30 senior students. They documented the institutions’
problems as being financial, and the students’ problems as being lack of
preparation for university study and problems with “cultural pressures,”
which they said had its most negative effect at PhD-granting institutions.
They noted that the fields to which the programs were oriented (educa-
tion, art, history, and counseling) did not cover the range of needs ex-
pressed by the communities (business, counseling, medicine, and law).

Cloutier {1984) included First Nations people in her comparison of
pctterns of access along minority ethnic and gender lines at the University
of California, Los Angeles (UCLA) and Laval University in Quebec, in
order to find factors that restricted access along gender and ethnic lines.
Other fairly recent American work that deals with Indian puostsecondary
education in general terms include Carter's and Wilson’s (1989, 1991)
demographic comparisons and assessments of trends of enrollment of
Hispanics, American Indians, and Blacks in college and university pro-
grams; and a longitudinal study of almost 40 Indian students to identify
factors that led to retention: (a) family background; (bY postsecondary
intentions both: before and during attendance; (¢) “fc.mal and informal”
academic integration; and for beginning students, (d) academic and per-
sonal skills and abilities, and (e) prior schocling (Pavel, 1991).

Another comparison between institutions provides a valuable collec-
tion of imperatives: for a three-year period, Richardson and de los Santos
{1988) compared 10 predominantly white tertiary education institutions
that have had good records and comparatively more success than others
in attracting and retaining American Indian, Black, and Hispanic students.
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From this comparison they were able to derive a statement of 10 principles
for institutions as follows:

1. announce institutional priorities (elimination of racial disparity in

access);

back those priorities with furding over 10 or more years;

employ minority group leaders;

track institutional progress;

provide comprehensive support services;

emphasize quality;

reach out to schools and community institutions to raise aspirations
and to improve academic preparation;

8. bridge the existing gaps in preparation with programmatic ap-
proaches to tutorial, laboratories, study groups, etc.;

9. reward good teaching and diversify the faculty, especially in the cul-
tivation, through mentoring of junior minority staff and graduate
students, of minority professors;

10. eliminate racism: construct a nonthreatening social environment.
The discussion of American-specific issues in minority education is
often consistent with the Canadian literature, for example, Wells and
White’s (1990) argument for the need for community involvement, which
is included in a wider range of papers collected at a major conference on
minority university education. Additional American-specific issues dis-
cussed in the literature are (a) an American sociat system with a reduced
commitment to equality in education—described as a “growing national
indifference” in a discussion by Tijerina and Biemer (1988) in their article
“The Dance of Indian Higher Education: One Step Forward, Two Steps
Back”; and (b) reduced financial commitment to American Indian univer-
sity education by the American federal government, discussed in Wiley
(V¢9). This reduced financial commitment to First Nations education was
a subject discussed by in a US Congressional hearing on the role of pre-
dominantly Black colleges in 1990 (Congress of the United States, 1990).
Tribal colleges. Barnhardt's (1992) discussion of three varieties of institu-
tional arrangements in First Nations tertiary education is similar to the
More and Wallis (1979) categorization of Canadian TED programs: inde-
pendent institutions under First Nations control, affiliation arrangements
between First Nations institutions and dominant society institutions (such
as SIFC's affiliation with the University of Regina), and programs inte-
grated within dominant society institutions, The concept of tribally con-
trotled colleges is not new, as Wright's work, cited above, shows that such
institutions were established at least as early as the 1830s. The movement
to establish new tribal colleges in the US began in the 1950s and acceler-
ated i the 1970s, most of the 24 now in the United States are struggling
with underfunding, but providing programs in tertiary education that the
communities see as vital (Houser, 19911, Wright, 1986). An association of

NP U

BEST COPY AVAILABLE




@@§

Canadian Journal of Native Fducation Volume 21 Number 1

such colleges includes several of the Canadian First Nations cultural col-
leges. A new journal, Tribal College: Journal of American Indian Higher Educa-
tion, focuses un tribal colleges and deals with such issues as the role of the
colleges in sel{-determination (Bad Waound, 1991; Barden, 1991), the nature
of First Nations adults’ learning styles (Conti & Fellenz, 1991), the incorpo-
ration of traditiona! values in administration (Houser, 1991), and practical
issues such as budgeting (Shanley, 1990) and federal funding issues (Shan-
ley, 1991). Stein (1986) describes tribally controlled colleges in terms of
their history and development, their multiple roles and objectives, pro-
s ram interna, and their contribution to the enhancement of First Nations
cultures and languages. Expectations of the tribal and cultural colleges are
high and resources are limited (Duran, 1991; Houser, 1991a, 1991b; Isaac,
1980); Wright, 1987, 1989),

Regional studies and specific fields. There is quite a range of somewhat
more specific and local treatment of general issues in American Indian
postsecondary education. Beaulieu (1991) holds Minnesota as an example
of successful integration of state government into First Nations postsecon-
dary education, through preparation and scholarship programs. Newell
and Tyon (1989 discuss job placement of First Nations tertiary education
students,

Sume reports deal with the place of minorities, including American
Indians, in specific fields. The relative standing of minorities and women
applying for and completing postsecendary education in the health pro-
fessions was the subject of a report by Health Resources Administration
(1984). Cummings (1984) describes the efforis of the College of Engineer-
ing at the University of New Mexico to identify promising minority stu-
dents, including American Indians, in basic algebra courses, and the
encouragement provided to such students through orientation, tutoring,
counseling, and support programs, with the object of achieving ethnic
parity in the field of engineering,.

The Colorado association of executive officers in higher education had
Ford Foundation sponsorship to survey eight states (New York, Arizona,
California, Colorado, lllinois, Massachusetts, Tennessee, and Montana) to
evaluate the current structures of minority participation in higher educa-
tion and programs established to improve the current position of inequity.
The report documents a critical research need for continuing assessment
of the situation, observes that Indians, Blacks, and Hispanics have not
been served well in higher education, discusses some of the reasons why
this is s0, and summarizes the kinds of concerted and coordinated efforts
for cnange that must be made by all agencies involved (Colorado Higher
Education Executive Officers’ Association, 1991).

The State University System of Nevada (1488) reports the results of a
task force on minority lertiary education, documenting a declining pro-
portion of such enroliments since 1985, and recommending (a) articulating,
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a written policy promoting recruitment, admission, and retention of Black,
Asian, Hispanic, and American Indian students; (b) increased personal,
academic, and financial support programs; and {(c) continued task force
involvement.

indians were included as a minority category in California’s study of
10-year {rends, 1974-1984 (California Postsecondary Education Commis-
sion, 1985, 1986, 1987). An unpublished comprehensive paper by Martinez
(1985) analyzes minority university enrollment in terms of demographics
and social contexts in California, to point out the unfavorable position of
Hispanics and American Indians with respect to other minorities. A com-
pendious report and guide was created at California State University,
Long Beach, giving 1980 minority census data as background, and focus-
Ing on minority student postsecondary enroliment patterns and problems,
the objective being to inform affirmative action recruitment (California
State University, 1983; for an example of a negative perception of affirm-
ative action in California, see Bunzel, 1988). A survey of community col-
lege students in California showed fluctuating rates of transfer to
tour-year colleges for other minority group students, but general increase,
while American Indian transfers from community colleges remained con-
stant over the five-year study period (California Community Colleges,
1989).

An earlier report of hearings held by New Mexico State Board of
Educational Finance (1984) documented recommendations from universi-
ty and tribal leaders to improve Indian postsecondary education by af-
firmative action, the funding of recruitment and retention programs,
improving teaching about Indian issues, and providing off-campus pro-
prams.

Comprehensive data about American indian enrollment is contained
in the State of New York’s reports on minority enrollment and graduation
during the 1980s (New York State Education Department, 1984, 1988,
1989). The state also issued a report on minority employment within the
system, which shows the relative place of American Indians on staff
(1989). Attention has also been given to the substantive issues surround-
ing the broad picture of problems in access and reteation painted by the
demographic data, as in Zwana’s (1988} From Problems to Solutions, pub-
lished by the African American Institute of the State University, Albany.
New York also publishes a description of a program that assists American
Indian and other minority students in private colleges and universities in
the state (New York State Education Department, 1991),

Three publications by the Arizona Board of Regents illustrate that
state’s efforts. In the first, a “research guide” details the kind of data to be
collected in slate self-study of retention and persistence of minorities,
including Fir - Nations students (Cotera, 1988). One of the reports of the
Regents’ task force that looked at minority student retention is a bibliog-
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raphy of practical sources, edited by Cowart et al. (1988), and it includes
another article by Fries that compares patterns of Native American access
and retention during two periods in the 1970s and 1980s. Another one of
the Regents’ Task Farce documents is unusual in that it focuses on student
performance data (Cotera et al., 1988), and yet another documents the
universities” efforts to attract and retain American indian and other mi-
nority students (Wood, 1988).

Other states that have published reports describing American Indian
enrollment are Connecticut (Connecticut State Board of Higther Education,
1983), Maryland (Schwalb & Sedlacek, 1988), and Massachusetts (Dulac &
Vasily, 1987, Massachusetts Board of Regents, 1987). Colorado’s 1987 re-
port, in addition to discussing the demographics of Indian higher educa-
tion in the state, raised the concerns of institutional response to the issue of
minority retention, the academic climate for minority students, and the
ambiguous area of values that are described in connection with scudent
culture (Mingle, 1987). Mingle and Rodriguez (1990} edited a report that
includes recommendations for improvement in Colorado. The Texas
Higher Education Coordinating Board (1990) publishes reports on annual
conferences it sponsors to discuss attracting and retaining Black, Hispanic,
and American Indian students.

Anather feature of the American literature is the inclusion of intorria-
tion packages. For example, New Mexico State University publishes a
booklet telling of a variety of sources of finarcial aid for American Indian
postsecondary students (e.g., Willie et al.. 1985, Tsosie & Cherino, 1984);
similar informalion for New York is included in Johnson (1985) and a
national guide was compiled by Young and Hicks (1989). The Heart of the
Earth Survival School in Minneapolis has published resources, including
placement tests, to aid in career and education choices (HESS, 19K5;
American Indian Career Exploration, 1985), and the Indian Health Service
has an explanation of postsecondary scholarship programs available (1HS,
1985).

[n the following sections of this review, Canadian ad American litera-
ture are treated as a continental literature. The first reason is that many of
the issues are the same. The second is that the traditions in the Iiterature
are in fact continental. A good illustration of this is in the distribution and
content oof the two major jourmnals in First Nations education, Amnerican
fowrnal of Indun Education and Canadian Jowrnal of Native Education. The
Canadian journal published 487, of all articles about Canadian First Na-
tions ~ducation in academic journals during the 1980s, and 17% of ali the
articies published n North America during that time about American
Indian education—a figure for the American literature that is roughly
equivalent to the American joumnal Canadians subscribe to and contribute
to the American journal, and Americans to the Canadian journal. They
have roughly equal distributions and both, for example, are promoted by
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the American Indian Education Association. The contexis for discussion
are, of course, somewhat different but the similarilies appear to have been
more compelling in the formation of the literature.

In both countries the major impact on access to higher educational
opportunity is from the nature of the schools that offer K-12 instruction,
and in both countries the general perception is that the schools have failed.

School Failure and First Nations Higher Education

The schools have been seen to create inequity, not diminish it, so a major

current in the literature is a discussion of the nature of elementary and

secondary schooling in both historical and current perspectives. Second,
that description is contextualized 1n the general social climate in which

K-12 schooling takes place.

The literature describes this in macrosystemic terms and so generalizes
about large-scale social dynamics. Two major problems result from this
generalization. First, even in the reporting of local circumstances, the
literature sometimes loses the perspective of diversity among and within
First Nations groups. Second, the large-scale description of problems is, of
course, in terms of social dynamics and population parameters, and it is
p wsible to forget that we are describing and reporting the lived experi-
ence of individual human beings.

There was not much in the way of literature about First Nations K-12
schooling until the 1960s but it began to grow in the 1970s and now
constitutes a huge, even monumental, body of discussion, research report-
ing, essay, and imperative. For purposes of this review, a selection crite-
rion for that literature is how clasely a theme about K-12 schooling is
related to tertiary educational outcomes. A few general observations in-
itiatly contextualize those themes in the general area, and then exanples
ot literature that deals with the themes are presented.

1. The first observation is that there is a complex, deep-seated, and
widespread problem in K-12 education in First Nations communi-
ties, and that though the structures invoived in First Nations school-
ing have changed dramatically in the past 20 years, it is a problem of
very long standing,

The second observation is that the complex problem is one of a num-

ber of problems that face First Nations peoples: many First Nations

communities, including the large urban communities in Winnipeg,

Vancouver, Edmonton, Calgary, and Toronto, are communiities un-

der uncommon stres<. The history of schooling in First Nations com-

munities demonstrales that educalion has historically contributed to
the creation of the stresses and problems.

1 The third observation is that the historical origins of the problem
inust be understood in order to change. in summary terms, govern-
ment policies between 1870 and the recent past can be characterized
A~ tocused not on development but, first, on containment of First Na-
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tions peoples and communities; second, on control of those commu-
nities; and ¢« nly recently on accommodation of thaose communities in
a broader Canadian society. The history of First Nations schools re-
flects these priorities, dramatically so in the history of residential
schaoling. This perspective seems to be deeply ingrained in the lit-
erature and may be one of the reasons for the formulaic historical in-
troduction to so many articles and books.

4. The fourth observation is that the literature reflects a long history of
First Nations’ assertion of the right and the respousibility to control
their owwn schooling, and of negotiation for such local control; and
further. that beginning in the early 1970s local control became one of
the single most important issues in First Nations education. The is-
sue of local control is now related to the broader issue of self-govern-
ment as an inherent right.

5. A fifth observation is one of bias. The historic exclusion of First Na-
tions peoples from the formation of formal education has resulted in
a foundation and superstructure that have been biased against First
Nations precepts and custom in curriculum, testing, protocols, and
administration; the retention of the acculturation mod2! in academic
address to those issues has resulted in alienation of First Nations in-
terests in the articulation of research questions. And finally, the bias
is seen in face-to-face interaction in that we live in a society where
First Nations people often experience racial bias on university cam-
puses as elsewhere in society on an individual level.

Several of the Indian Nations at Risk Task Force sources reflect a wide
range of salient aspects of the general state of affairs, including discussion
of wider community factors (INARTF, 1990a, 1990b, 1990c, 1990d, 1990e,
1990f). For example, in the joint sessions with the National Indian Educa-
tion Assaciation, hizh unemployment in First Nations communities was
cited as an inhibiting factor in school completion, directly related to access
to tertiary education, and the National Advisory Council on Indian Educa-
tion told the Task Force that substance abuse and suicide prevention were
impuortant areas in K-12 education. The range of prablems in K-12 that
influence university access and that are reflected in the Task Force’s hear-
ings is much wider:

» declining numbers of First Nations students in teacher education;

+ test bias at all levels, including for university admissions, a premise
that is fairly widely discassed in the literature;

+ inadequate preparation in secondary schools, to the point of lack of
basic academic skills;

» inadequate career guidance and counseling in secondary schools;

» exclusion of parents from involvement in educational decision making;

o the need for higher emplovee standards in federally operated schools;

o,
e
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« the need for First Nations advocacy for First Nations students in public
schools, particularly for special needs students such as gifted and
handicapped;

« teachers: low expectations of First Nations students and self-fulfilling
prophectes in performance; lack of teacher accountability;

+ stresses in student transition from First Nations schools to public
schools;

» lack of specificity in preparation for vocational versus academic
postsecondary experience;

« acurriculum that alienates First Nations students through its exclusion
of First Nations concerns or inadequate treatment of those concerns;

» curriculum that is not sensitive to the cultures of First Nations; and

« lack of attention to First Nations-specific learning styles.

The literature generally reflects these and other areas as problematic.
The phenomenon of dropping out is central to this discussion, especially
the high dropout rate that begins at the late middle school tevel and
accelerates to late high school. Steinberg et al.’s (1982) discussion includes
a large literature review of this phenomenon, and makes the summary
judgment that the factors can be summarized as the current schools’
production of a negative self-concept in First Nations children. Coladarci
(1983), in a study in Montana, says that the dropout rate is a function of
irrelevant curriculum and perceived teacher indifference to First Nations
students. Rehyner (1991) goes beyond a specification of the causes of
dropping out to recommend the kinds of changes that are reeded to retain
students in secondary schools: he says that large schools have to be re-
structured so that teachers can come to know students; there should be
active recruitment of teachers who demonstrate that they are caring
enough to spend time with students, and to learn from them; the curricu-
lum has to speak to the Native experience; testing should be diagnostic,
not focused on streaming students; and parents must be given their right-
ful place in ensuring that the kind of education that is provided will
strengthen the family, not weaken it.

The reductionist explanation for the dropout phenomenon is that of
culture conflict. Wilson (1991) describes a Manitoba school 1n a larger
white centre where secondary students transfer after successfully com-
pleting middie and elementary school in a band-controlled school on a
reserve. The modal pattern is to drop out, and Wilson says that it is
because of unresolved culture conflict. This is also the explanation that
Giles (1985) provides in her study of Indian high school dropouts in
Milwaukee, Wisconsin. In a study that inventoried values and attitudes of
students and dropouts, she says chat it is the more “acculturated” students
who experience most success in schools.

The theme of culture conflict is pervasive in the literature that deals
with K-12 schooling, hardly less so in the literature on postsecondary
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schooling. One problem with the concept is that it is based so fundamen-
tally on a doctrine of cultural determinism, a concept that no longer has
much currency in anthropology, the discipline that gave the concept to
educationists. The conceptual problem with the idea is not just that the
premise of determinism has never been demonstrable, but that the con-
struct adds no explanatory power to a description of a situation. Another
problem is that the remedy for culture conflict is eve -1 more problematic
than its definition; and yet another probiem is tha. because it puts the
explanation in the abstract realm of “culture,” it exculpates those who
maintain biases and supposes that the “conflict” is inevitable.

Many local examples of community stresses impinge on successful
K-12 completion. Some of them are described for the Northwest Interior
tribes of the US in reports of hearings before the U5 House of Repre-
sentatives Select Committee on Children, Youth, and Timilies (Congress
of the United States, 1986); for Northern Canada b7 Griffiths (1987), who
discusses Northern youth, poorly served by a weifare system and a juve-
nile court system imported from the south, and youth who have had to
leave home for secondary education and who then face alienation and
crisis; and for the Northwest Territories by Hall (1986), who describes 90%
of the youth of the Territories as dropouts from secondary school. Smith
(1983) exempi'fies negative aspects of the situation of urban First Nations
children in his description of their experiences in Detroit.

Bias in testing in K-12 is cited as a contributing factor in failure by Dana
(1984), who challenges the use of the Wechsler Intelligence Scale with First
Nations children; by Chavers and Locke (1984), who relate inappropriate
applications in testing directly to postsecondary access; and in the joint
discussions on academic performance between INARTF and members of
the National Indian Education Association in 1991 {(INARTF, i9%0a).
Chrisjohn (1988) and McShane and Plas (1988) have added an informative
dialogue to the literature in their disagreement about the place of assess-
ment of cognitive operations through test instruments.

The summary judgment in de literature for the long term is that there
is a need for radical change in schooling and for more constructive models
of schooling. For the short term, the answer is remediation and interven-
tion at the K-12 level and for compensatory programs and opportunities
for the many whom the schools have failed.

[n the large literature about local control of schools since the 1970s are
reports that demonstrate the potential of local cont ol and the relatively
successful establishment of schools with First Nations priorities, such as
Gardner’s (1986) description of the Seabird Island School. Another current
in the literature, however, maintains that the movement toward focal
vontrol has notin fact recreated schools: the same problems and new ones
enist (o2, Hall, 1992: Kirkness, 1985).
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Factors that Make Success or Failure at University

Aside from the complex factor of K-12 schooling, where the discussion is
about the lack of preparation and skills for university work, inappropriate
or no counseling, teacher characterisiics and effects (e.g., Coburn & Nel-
son, 1989), and inappropriate testing and curriculum, the factor that is
mentioned most often is financial aid (Cibik & Chambers, 1991; Falk &
Aitken, 1984; INARTF, 1990d; Wiiey, 1989; Wilson, 1983). Problems are in
source, amount, and continuity.

Several studies, varying in scope and compass, have attempted to find
other factors that influence the academic success or failure of First Nations
students in university education. The metric for success may be on the
basis of grade-point average, other measures of academic performance, or
simply persistence. The obverse is academic failure or student attrition. It
is difficult to find documentation of specific program or institutional attri-
tion, but the global rate, as remarked above, is high. Mcintosh (1987}, for
example, says that only 10% of American Indian first-year college students
finally graduate and, as previously noted, for Canada the figure is be-
tween 26", and 28%..

One of the most important generalizations to be made from the litera-
ture is that some apparent contradictions between studies should keep us
from too readily overgeneralizing among localities, among the several
First Nations, and among the kinds of institutions in which the students
have enrolled. For example, in one study at UBC, mature, married stu-
dents had a significantly better degree completion rate (Whittaker, 1986),
while in another it was the younger students, as opposed to the mature
students, whose indices were higher (Benjamin & Chambers, 1989).

Another good example is in the operational research distinction be-
tween groups, based on “more” or “less” identification with First Nations
traditions. The short research question is whether there is a difference in
measures of success between “traditional” and “acculturated” people.
Sandoval (1978) seemed to imply that the Jicarillo Apache college students
that were tested in a study of success factors, coming as they did from a
more “traditional” community, may have had a relatively greater cultural
divide to cross in order to be successful in tertiary education. (The import
of his article, however, was to state that the difficulties he observed in
student performance outcomes reflected a failure of the high school to
prepare the students in terms of skills and by counseling.) Insofar as
Sandoval’s implication about relative adherence to “tradition” is implied,
other studies point in the opposite direction. Blue and Blue (1983) tound
that traditional First Nations students reacted to stress differently from
others, but there is no implication that performance varies between
groups distinguished on the basis of “tradition.”

Other studies have indicated that adherence to First Nations tradition
may play an important role in university success. Rindone (1988a, 1988b)
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connected traditional Navajo values to family strength and family support
in her assessment of factors that motivated 200 randomly selected Navajo
college graduates’ success: tradition contribuled to success. Huffman et al.
(1986) found “cultural identity and retention of native cultural traditions”
to be the most important factor for a smaller sample (38) of sioux college
students. Family support has emerged as a tremendously important con-
tributor to university success for First Nations students in a number of
studies, such as Falk's and Aitken’s (1984) survey of 125 Southwestern
First Nations college students; Wilson's (1983) open-ended opinionnaire
study, completed by 214 Wisconsin First Nations graduates and students;
and Pavel’s {1991) secondary analysis of the large US High School and
Beye ~d data corpus.

It is not unreasonable to assume that “tradition” translates to “family
suppwrt.” Lin's (1990) study of 87 First Nations college students in Mon-
tana found that students from more traditional families had higher grades
and applied themselves more directly to academic tasks than those from
“modern” families. One reason for the need for such family support may
be indicated in an earlier study of Lin’s (1988): Lin found that for many
First Nations students, campuses are unfriendly, even hostile, places, and
the sense of self and identity provided by strong adherence to tradition is
probably the students” mainstay. Comparing attitudes and achievement
between groups of Anglos and Montana First Nations students at a pre-
dominantly white university, Lin found that a common feeling among, the
First Nations students was alienation, and that the response of alienation
tu institutional life had the most important of all other factors’ effects on
grades,

Unfortunately, such aliepation emerges as a common theme in the
research literature. Aitken and Falk {(1983) cited alienation as a reason for
dropping out in their study of 132 Chippewa students in higher education.
Bennett and Okinaka (1989), in a follow-up study of minority students at
Indiana University, found a high dropout rate among First Nations stu-
dents, and articulated a major concern: the “negative quaiity of campus
life for ethnic minorities and strong feelings of social alienation and dissat-
istaction.” Stuhr (1987) explained that a factor inhis study of First Nations”
student attrition seemed to be “cultural” factors that were at issue betw een
white instructors and First Nations students, and he cited institutional
policy, poor instruction, poor curriculum, and instructors’ lack of know-
ledge about the students as factors contributing to attrition.

Racism is obviously a factor that contributes to the alienation of First
Nations students. [t is cited as a negative factor in postsecondary educa-
tion in Washington et al. (1985) in discussion of the high attrition rate, and
by Williamson and Fenske (1990). Its effect is not limited to undergraduate
students; its incidence is suggested as an important factor in graduate
student completion rates; Richardson and Fisk (1990) pose the elimination
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of campus racism as an objective for universities who want to attract First
Nations students; and it is identified in the INARTF (1990c¢) massive
summary of regional hearings as one of 17 major areas of concern in First
Nations education. Anti-Indian racism and negative stereotyping were the
subjects of a comparative study among groups of undergraduates in
Texas, North Dakota, and Wisconsin, with the two latter venues having
higher indices of negative stereotyping than Texas (Rouse & Hanson,
1991). The same researchers had earlier documented the dimensions of
negative sterevtyping in a sample of 226 Texas undergraduates (Hanson &
Rouse, 1987). In a small sample (22 First Nations students) in the US
Midwest, more than half reported verbal racism from other students and
staff (Huffman, 1991). The elimination of racism in educational venues is
the subject of a collection of 19 articles edited by Katz and Taylor (1988).

A few reports and essays focus on single factors as contributors to
university success, such as positive role models in academic life for First
Nations female students (Edwards et al., 1984); the need for a more coher-
ent institutional commitment to First Nations education (Tierney, 1991);
differences among First Nations in indices of career maturity (West, 1988;
but the differences were found only at the second year of study); differ-
ences among First Nations students in socicemotional adjustment (Whit-
taker, 1986); participation in minority student organizations (Rooney,
1984); and areas of attribution of success (Powers & Rossman, 1983).

A small segment of the literature addresses learning and communica-
tive styles as, problematic in First Nations postsecondary education:
Fiordo (1984) described paralinguistic differences between Nativer nd
non-Natives in university-level classes in Alberta and made recommenda-
tions for accommaodation to First Nations “styles”; and Koenig (1981)
compared “cognitive styles” in matched groups to assess differences that
First Nations people apparently brought to the postsecondary education
experience, and that might have been altered by that experience. Wiesen-
berg’s (1992) discussion of pustsecondary First Nations students’ learning
styles remains unusual, because so little is researched and published spe-
cifically about First Nations adults. One of the difficulties of First Nations
university students that has received little research attention but which
appears to be troublesome to many students is the difficulty of seeirg their
own cultures and languages inappropriately objectified and trivialized in
university courses. Te Hennepe's (1992) work = this area is unique.

Few studies of success factors are designed as explicit comparisons
with non-Fir«t Nations groups. A study that is comparative between eth-
nic groups and between venues, but that is only implicitly about perform-
ance, was completed by McDonald, Jackson, and McDonald (1492), who
measurad perceplions of state and trait anxiety among groups of students
at a tribal college, Drull Knife Memarial College (Northern Cheyenne) at
Lame Deer, Montang, and students enrolied at the University of South
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Dakota. They found higher levels among the reservation-based students,
and gender differences, and found as well that First Nations students had
tess self-confidence about their academic ability.

In another comparison, when Indians and “ Anglo” postsecondary stu-
dents who were enrolled in remediation courses were compared on the
basis of the factors to which they attributed success in postsecondary
work, in a study reported by Powers and Rossrnan (1983), Indian students
were moie likely than “Anglo” students to attribute their success (or lack
of it) to effort, rather than to ability, context, or tuck. College entrance test
mathematics scores for Pueblo Indians and “Anglos” were compared to
discuss “possible” differences in performance (Scott, 1983). Tyler and
Swan (1990) compared First Nations and Caucasian college students on
the axis of perception of extraordinary mental experiences and found
differences in definition of mentai health between the two groups.

A summary list from the literature about contributing factors to univer-
sityv success and failure follows. When sources are not noted in the text
above, they are noted in connection with the item on the list.

. K-12 schooling;

2. financial aid;

3. family support;

4. family background;

5. having a personal goal; related to career maturity (West, 1988);

. determination;

7. intelligence (Wilson, 1983);

8. no perception of discrimination before high schaol (Wilson, 1983);

9. (related to 1, but noted as a continuation through university) devel-

opmental academic preparation (Falk & Aitken, 1984),

HE  onert institutional commitment (Falk & Aitken, 1984);

11. role models (Edwards et al., 1984; Guyette & Heth, 1983; explicitly
“American Indian faculty” in Mclntosh, 1987);

2. maintenance of cultural identity (Huffman et al., 1986; Murguia et
al., 1991; and others as noted};

13, (related to 1) lack of high school counseling and university recruit-
ment information;

14 alienation (Browne & Evans, 1987; cited as the predominant factor by
Lin, 1988; and others);

15, racism;

16. closeness to tradition;

7. anxiety and stress levels;

(8. self-perception;

19 venue of program (campus or community);

20. gender;

21 community stresses (e.g., McDonald et al | 1991);

22 institubional climate (e.g., Bennett & Okinaka; Stuhr, 1987);
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23. bases for admissions (e.g., no one conditionally admitted had per-
sisted in the study by Benjamin and Chambers, 1989, which is not
the experience in many special programs);

24, culture conflict {Sanders, 1987);

25, threat of loss of cultural identity (Washington et al., 1985);

26. inadequate preenrollment counseling (Stuhr, 1987);

27. poor instruction (Stuhr, 1987; Te Henneppe, 1990);

28, friends (Aitken & Falk, 1983);

29, institutional commitment to student support (Aitken & Falk, 1983).

Generalizations made from this list of factors might point us to an
arbitrary classification of factors; note that some factors are mentioned
under multiple headings:

L. Intrinsic personal characteristics: family support and background; hav-

ing a personal goal;, career maturity, determination; intelligence;
maintenance of cultural identity; closeness to tradition; anxiety and
stress levels: self-perception; gender.
Instituttonal fuctors (ie., influence or mediated in the tertiary institu-
tion itself) financial aid; developmental academic preparation; overt
institutional commitment; role models and First Nations faculty; lack
of high school counseling and umiversity recruitment information;
alienation; institutional climate; bases for admission; poor instruc-
tion; institutional commitment to student support; racism.

Yo Fuiowrormental fuctors that originate outside the mstitution: financial aid:
community stresses; the nature of K-12 schooling; lack of high school
counseling and university recruitment information; friends; racism.

4 Cultural factors: closeness to tradition; culture conflict; threat to loss
of cultural identity.

The summany judgment is that there is a limited range of possible
mstitutional interventions, but that institutional interventions in the ap-
propriate areas are crucial to academic success and retention.

tocus on special fields The range of specific fields discussed in the
literature is wide. but it is not representative of either the efforts that have
been made in individual fields to promote entry, or of the range of aspira-
tions of First Nations students.

If only broad general categones are considered, the range and distribu-
tion in fields that First Nations people in fact enter appear to be compara-
ble to the range and distribution entered by others, according to 1986
census data in Canada (though that summary inciudes all postsecondary
education, not just university); the modal field is in technical fields and
trades, followed by commercial training and business education, and the
university-based fields of education and sodial science follow (Armstrong,
ot al., 1990). i the US, the modal field changed from education in the {970
to business administration in the 1980 (Fries. 19%7),

[
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The literature about university education in specific fields is artifactual
and not representative. Isaac (1986), for example, discusses the recruit-
ment and training of minority people for research careers in psychology at
the pgraduate level and poses a model program. This does not represent
any widespread movement in recruitment, but the US National Institute
of Mental Health defines the area as important and promotes First Nations
access (NIMH, 1989). Professional bodies, First Natiors organizations, and
to a lesser extent academic institutions have made considerable efforts to
encourage and promate the entry of First Nations people into engineering,
mathematics, and other sciences (e.g., Matthews, 1990; Miranda & Ruiz,
1986, American Indian Science and Engineering Society, 1990a, 1990b;
Farrell, 1989)

Though there are special recruitment, admissions, and support pro-
grams in medicine in the US and at some of the medical schools in Canada,
it i difficult to find academic literature about such programs. Sweney
(1990) describes a program that begins preparation of First Nations secon-
dary students for medical school and for other health professions. The
program includes a summer program in math and science at the Universi-
ty of North Dakota. Aninteresting adjunct to discussions of recruitment in
medicine is a coliection edited by Beiswenger and jeanotte (1985), which
they call a “survival manual” for First Nations women in medicine.

Teacher education, along with law, was the first field in which there
was significant participation by First Nations people. Noley (1991) says
that the number of First Nations teachers in the U5 is declining relative to
the growing population (Noley 1991); whether or not this is the relative
case in Canada, the need for First Nations teachers is growing.

in addition to the programs already discussed, such as the TEDs, it
<hould be noted that in both Alaska and the Northwest Territories there is
a relatively new movement toward community-based teacher education
programs for First Nations people. Kw'atindee Bino Connmunity Teacher
Education Program is a coursework guide for just such a community teach-
er education program at Rae-Edzo, NWT, and provides an idea of pro-
gram interna and intent in that program (Dogrib Divisional Board of
Fducation, 1991); Alaska’s community-based teacher education program
i~ summarily discussed in the INARTF documents.

[he INARTF discussions brought up problems in teacher education:
~ome of the problems in attracting teachers appear to be the employment
conditions (low pay, poor facilities, increasing expectations and responsi-
bilities) and the fact that other fields attract more students. Campus condi-
tions that affect teacher education, discussed in the INARTF sessipns,
include biased admission criteria, lack of student financial atd, and on-
campus racism,

Postgraduate cducation. In the US in 1984 First Nations people comprised
only .4% of total graduate school enrollment (Kidwell, 1989), so it ap-
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pears that access and persistence are problems at that level as well. In the
early 1980s attention began to focus on admission and survival in gradu-
ate education, and one of the most vocal promoters in the US for minority
graduate education has been Howard Adams, a Canadian Metis at the
University of California, Davis (e.g., his 1985 summary of the issues and
advice to potential graduate students). Canadian figures will not be as
high as this low American figure. Until data from the 1991 postcensus
survey are released, estimates of Canadian participation rates can be reb-
ably made only through snowball sampling at Canadian universities, ana
this will miss those who study in the United States and other countries
abroad.

Aspirations and choice of field were apparently similar for First Na-
tions people as for other populations in the US as long ago as 1979, A
study of ethnic differences in aspiration among GRE-test takers showed
that gender (i.e., being a male) and grade-point average, not ethnic iden-
tity, were associated with the expectation to complete a P’hD, and this held
true for all ethnic groups in the study. Indians (as well Blacks and Hispan-
ics) had higher degree aspirations than whites or Orientals with similar
characteristics, and choice of field was not associated with ethnicity (Cen-
tra, 1979). Centra draws from this data the relativist conclusion that each
ethnic group is a “frame of reference” for its students (though it appears
that the “frame of reference” is one imposed by the authot, as the correla-
tions he found are not based on having elicited information about bases of
choice).

Gender was anissue in 1979; the demographics of graduate study have
changed since then, but we do not understand the role of gender in choices
made for graduate study, and this must hold especially true in First
iNdtions research. For this reason, Beatrice Medicine (1988) wrote a sum-
mary of issues about First Nations women in university education at all
levels, including postgraduate, as preface o 4 call to research.

Macias (198Y9) had as interview subjects 11 First Nations female gradu-
ate students who were academically successful, and found that their suc-
cess factors were systematic study habits and an approach to leamning that
included (a) multimodal approaches to learning; (b) ability to synthesize
knowledge; and {¢) an approach to new information that was “reflective
pragmatic.” According to Macias, these approaches to graduate school
reflect indigenous approaches to learning,

The central issues in postgraduate education, as seen by the profes-
~orate, may be introduced with reference to a meeting in 1988 of the US
Council of Graduate Schools, where Trevor L. Chandler made a short
statement that contextualizes the thrust of the American literature. He said
that there was heavy competition for both qualified minority graduate
students and minority staff members, and that the most important rela-
tionship in postgraduate education was the relationship between faculty

191 112“)

BEST COPY AVAILABLE



S
i . o

Canadian Journal of Native Lducation Volume 21 Nuniber 1

members and minority graduate students. Graduate work involves per-
sonal relationships.

Senior scholars’” and staff members’ role in making minority post-
graduate education successful is seen as so crucial that two major confer-
ences were devoted to the subject in 1988 (Adams & Wadsworth, 1988).
Mentors influence career choices; Brown (1987), based on survey data,
described crucial transition points in academic careers, from elementary to
graduate school, the most crucial choice during transition from under-
graduate to graduate training being that of career choice.

The other relationship between staft and graduate student is that the
graduate students of today are the staff of tomorrow. Howard Adams
(1988} argues that the age of the present professorate ~nd the low numbers
of trained postgraduates mean that minorities will rot be in a position to
replace current staff when they retire, so concerted action should be taken
now to encourage minority entry into graduate school. In 1986 Adams
proposed that a national office be mandated to act as a clearinghouse for
information for graduate access; that steps should be taken to educate and
sensitize graduate faculty to the nature of student needs; and that we
needed more specifically defined research in this area. He introduced two
other themes that are common to much of the literature: (a) sources of
graduate student funding should be internal to the university, such as
assistantships, a theme he repeated in stronger terms in Adams (1988); and
(b) universities must hire more minority faculty and staff.

Chandler’s and Adams’ statements are representative in another way
of the American discussion. Though funding is more of a problem now,
there has been federal financial support for universities in the US to recruit
and retamn graduate students from defined ethnic minority groups (Pruitt,
14984), w0 the discussion of First Nations issues at the graduate level, as at
the undergraduate level, is often in the context of minority group educa-
tion in general, even when there is specific reference o First Nations
peoples. In the collection on minority group education edited by Ward
and Cross (1989), for example, many aspects of the issue are discussed
with direct reference to American Indians, including special program
descriptions.

A survey of American Indian postgraduate students in the US South-
west by Williamson and Fenske (1990) brought out these general factors
that contribute to success in the completion of graduate degrees:
satisfaction with program;

2 grade-point average in doctoral program;
3. intention to finish program; and
4 intention to join faculty;
with other spedific factors being
mentoring; relationships with faculty;
perceplion of faculty and departmental attitudes toward Indians;

—
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3. gender;

1. feelings of racial discrimination and alienation;
5. academic self-concept;

6. aspirations; and

7. tamily support.

Kidwell (1986), in a digest review of issues in First Nations postgradu-
ate education stated many of the same premises in the terms paraphrased
below, but cautioned that there was no implication of priority in the items,
that all are related:

1. parental and peer encouragement, especially as First Nations fami-

lies often cannot provide effective support systems for graduate

study; though parents have high expectations, most do not have ex-

perience in higher education and sociveconomic status means that

they usually cannot support the graduate student financially (Kid-

well, 1989);

awareness of career options;

role models;

adequate academic preparation;

adequate financial and academic support services at graduate level;

(Kidwell notes that tribal governments often provide scholarships

for graduate study; she says they should also provide foan funds and

encourage local academic employment of graduate study graduates,

e.g., in tribal colleges).
Even in descriptions of local programs, such as the one at Hunter
College to promote graduate access for research positions in mental health
and substance abuse, recommendations are made for global strategies to
attract and keep students. [saac (1986) takes from Hunter’s experience that
graduate departments should sponsor activities that relate to minority
student interests and should support minority student organizations. An-
other local program with global implications is one in which First Nations
teachers were prepared in a special graduate program for becoming
school principals (L ujan et al., 1985), One of the unusual aspects of Hunter
College's program is its justification: Isaac describes the rationale for the
program not in terms of service to a client population, but because of the
unnque contribution that minority students can make to psychological
rescarch.

D e L0 19

Untocrsity Commutinents and hiterventiones

Spectal programs. A common approach to First Nations university edu-
cation is the creation ot a special focus or special needs program. Programs
with special focuses are discussed in other sections of this review. They are
thowe like the summer program at University of Lethbridge, set up to
orient adult First Nations students to university study and to improve
pertormance il retention (Beaty & Chiste, 19863, Such programs are
focathy motivated and organized but there are so many of them, including
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a number of “transition year” programs meant to ease entry into the
university, that in total they represent a movement that is international in
scope. A common feature of these programs is that they are externally
funded, not base-budget items in most universities, so even when they are
programs of Jong standing they have an ad hoc aspect.

Not all special programs are restricted to formal teaching. Winchell
arul Esse (1981) describe a program in Native American Public Adminis-
tration that involved graduate and undergraduate students, as well as 253
other tribal members, and tell of the transformation of the program from a
postgraduate course for the Navajo Nation into a centre for tribal govern-
ment and First Nations issues.

Connseling and other support services. The research literature and the
essay literature confirry a need for First Nations-specific support pro-
grams on campuses. Wright (1985) notes that the formation of student
support groups on campus is vital, and is one way that universities meet
the objective cited by Moore-Eveman (1981), that sccial as well as aca-
demic support systems must be in place.

Counseling services are central to this support. A body of research
literature indicates that the identity of the counselor is important.
Haviland et al. (1983) found that bhoth male and female First Nations
students had a strong preference for First Nations counselors and were
more likehy to go to one, no matter what the nature of the counseling issue
(Havliand et al,, 1983). In a comparative study, Bennett and Big Foot-5Sipes
(1991 found that both white and First Nations students preferred counsel-
ors with similar values to their own, and that there was a stronger prefer-
ence among First Nations students for First Nations counselors. Given the
critical nature of literature about testing, it is surprising that there is not
more literature about psychometrics in counseling, such as the work by
Haviland and Hansen (1987) dealing with the appropriate use of psycho-
metrics with First Nations students. One theme in the counseling litera-
ture calls for educating non-First Nations counselors about how to relate
better to First Nations students (e.g., Ford, 1983). This is the intent of some
of the discussion about counseling in specific areas such as suicide preven-
tion (e.g,., Capuzzi & Golden, 1988, especially the article therein by Jordan,
“Interventions with Native Americans” and the Ottens, Fivher-McCanne,
Az Farber discusston of interventions with college populations) and in
employment interviews for First Nations college students (Mahoney,
19492).

Compensatory or academic support programs are fairly common for
First Nattons students, either in general study areas or in specific fields.
An example of support oriented toward a specific field is Clever’s (1982)
Jdescription of a model for a comprehensive mathematics clinic found
usetul by First Nations students. Evaluation of the Personalized Education
Program (TED), a program meant to improve retention and achievement
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among traditionally “underprepared” first-year students at the University
of Minnesota, showed a fairly high attrition rate from university among
the participants, but the program was successful in that among those who
persisted academic performance was comparable to that of other universi-
ty students (Garfield & Romano, 1933). The use of tutors with First Na-
tions students is exemplified by the University of Manitoba’s formal
tutoring program; in addition to providing study skills workshops, volun-
teer tutors worked with 300 of the 600 First Nations students at the Univer-
sity of Manitoba in 1983-1984 (Hurlburt, 1984).

Recruitment and admis-.ons. Most of the special programs for First Na-
tions students use moditted admissions criteria. Affirmative action pro-
grams are the norm at American universities, but it is not clear in the
literature what proportion of First Nations students are adiitted to un-
dergraduate programs on that basis. A substantial American descriptive
statistical literature is generated in monitoring institutional progress in
admissions {e.g., in addition to the state, regional, and national sources
already mentioned, see Birdsell, 1984; Hand, 1988; Hofstra University,
1980). A smalter though substantial literature exists about strategies and
measures of retention (e.g., Degen, 1985; Don-Paul & Chambers, 1989;
Fallows, 1987; Smith, 1981; Weidman, 1985).

Competition among US universities for qualified minority applicants
has produced some studies of specific factors and strategies involved in
admissions. For example, at a large university in the US Midwest it was
found that the primary factor influencing ethnic minority choice of univer-
sity was the institution’s proximity to home (Stewart & Post, 1990); and in
a study of Minnesota Chippewa students, the authors promaote readmis-
sion strategies by suggesting that tertiary education institutions encourage
a return to studies among those who have dropped out (Aitken & Falk,
1983).

Guides and directories help American First Nations students make
admissions choices. For example, a large school division in Nevada has
published a guide for choosing a university, related to career choice,
aimed at a First Nations audience (Clark County School District, 1980). US
tuition benefits for American Indians are discussed in an information
package included in Olivas and Sickward (1986); and Texas publishes a
directory of financial aid available to Indians in Texas (Texas College and
University System, 1986) A large privately published guide to 500 differ-
ent colleges and universities directs American Indian and other minority
students to universities on the axis of record of access for minority stu-
dents (Amortty Student Enrollments. 1987); and First Nations parents of
students who want to enter engineering or science have access to a4 guide
for choosing universities (American Indian Science and Engineering Soci-
ety, 19904, 19490b).
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Implications for university recruitment reach to earlier years of school-
ing, not just to secondary school. San Diego’s Advancement Via Individ-
ual Determination (AVID) Program is oriented toward several thousand
minority children in 80 schools in grades 6-12, with the objective of univer-
sity preparation of First Nations and other minority students. Evaluation
of the program after 10 years demonstrates that it has had a positive effect
with American Indians (San Diego County of Education, 1991);

Program evaluations. Reports of evaluations of special programs have
added a great deal to our knowledge of First Nations education, but
because they have limited or restricted distribution it is impossible o
assess the scope of this kind of literature,

For this review, a small sample of vonvenience of program evaluations
was reviewed in order to illustrate the categories they employ in evalu-
ation. The evaluations were (a) a report, with recommendations, on serv-
ices provided to First Nations students at the University of Alberia
(Council on Student Life, 1990); (b) a report on the Project for the Educa-
tion of Native Teachers (PENT) at Brandon University (Reimer & Doerk-
sen, 1982); (¢} an evaluative report, over four years, of the Native Nurses
Entry Program at Lakehead University (Lakehead University, 1987-1990);
(d) A program evaluation of Toti:lthet Centre, a First Nations Community
Learning Centre at Mission, BC (Vedan, 1992); and (e) a program review of
Saskatchewan's Northern Teacher Education Program at LaRonge (NTET,
1991).

The substantive findings in the reports are similar, as are the recom-
mendations. A review of the co.aponents of the reports, however, is
instructive. Not all reports have all these components, but the genre in-
cludes these categories for description:
¢« Rationale;

+ Integratton and relationship with host institution(s);

o  Mechanisms for First Nations involvement in policy;

o Courses;

o Statement of relationship to tracitional university program (and
statement of academic justification for modification);

« Support services;

« Administrative structures;

o  Student record data;

« Student performance data;

« Retention rates;

e Discussion of problem areas;

« Graduate follow-up study focusing on any of

«  postprogram experience;

o cvaluative statements with reference to program components;

o rvaluative statements with reference to host institution;

o Recommendations

2 ,i ' 1490
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The substantive findings are usually formed around descriptions of
student characteristics or performance. Recommendations are sometimes
motivated by discussion of problem issues ir. administration or imple-
mentation of progrars. There is sometimes a recommendation for some
kind of program change, and rarely a recommer.dation for a change in
relationship with host institutions. This genre is clearly evaluative of pro-
grams as an adjunct to established tertiary institutions,

Institutional self-study. Universities, consortia of tertiary education insti-
tutions, government educational agencies, and’ sometimes individual re-
searchers direct a kind of reflexive research to the institution itself, to find
out what institutional characteristics or procasses promote institutional
access for First Nations people or set up barriers. There is typically an
information gathering component to such research followed by a series of
recommendations.

Research strategies vary by method, scale, and focus. A recent case
study of 10 large American universities attempted to assess the effects of
state policy on the university and policy effects on minority students, and
recommended the implementation of a model of adaptations to “organiza-
tional culture” of the university in order to improve minority student
performance (Richardson & Skinner, 1990). On the other hand, Tierney
(1991) based his argument that institutional recognition of cultural diver-
sity has 1o be a higher priority for universities on interviews with three
First Nations personnel at university. An example of individual researcher
involvement at institutional evaluation is Friesen's (1986) description of
institutional mistakes made during the implementation of an outreach
teacher education program.

Based on summative evaluation of 10 small-scale projects for minority
student services at American universities, Brown (1985) generalized that
mstitutional “success conditions” were (a) institutional commitment; (b)
program leadership; (¢) program concep ualization; and (d) faculty in-
volvement in the program.

[N Arizond the state university system’s Board of Regents initiated a
large-scale self-study of minority access to the university system (Cotera,
1988; Cotera & Woad, 1988; Wood, 1988} out of which grew recommenda-
tions that echothe terms of the literature in access, support, recruitment of
minority staff, community involvement, and continued information gath-
ering,. State University of New York, after self-study, rece mended ad-
dress to the issues of racism, more effective recruitment and admissions ot
minorities, and involvement of minority staff in policy decisions affecting
minorities (Zwana, 1988).

The Action Council for Minorities in Engineering surveyed minority
engineering students gt 64 umiversitios to assess institutional strategies for
promoting access to science and mathematics careers, and the interven-
trons they recommended were in the areas of trnancdial aid, mentoring, and

2«'),4'
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exposure to scientists at an early age; sensitizing faculty to minaority issues;
and taking measures to reduce ethnic conflict in the institution (Friedman,
19%0)).

A few studies deal directly with the dynamics and causes of campus
racism (Huffman, 1991; Rouse & Hansen, 1991), but many more are stud-
ies of factors in which the experience of interpersonal racism is noted as an
mhibiting, or negative factor in performance and retention. In fact, it might
be said that racism is a footnote throughout the literature, yet no studies
were found that directly and solely address the incidence and extent of
campus racism involving First Nations people. In the past rew months
several Canadian universities have begun discussion among themselves
to share information about seif-study about racism on campus, and to
share strategies both for education about racism and for dealing with its
incidence (personal telephone interview, Lois Stanford, Associate Vice-
President Academic, University of Alberta, November 1992),

ustitutional change. One phrase describes the characteristic of universi-
ties that are more successful in recruiting and retaining First Nations
students and describes the change that by implication is directed to less
successful institutions. The phrase in the literature is usually mstitutional
commritment.

This commitment motivates change in other areas. The next summary
statement is that universities should cease to cast First Nations as “client”
communities, but incorporate First Nations people and concerns in ali the
processes that involve the lives of educational careers of First Nations
students and staff. This may involve formal agreements with First Nations
communities in university-related work that goes bevond the instruc-
tional program to include such activities as research and applied social
science and science.

Several authors, including Mclntosh (1987) and Wright (1985), are par-
ticularly impressed with the necessity of hiring of First Nations professors
and instructional staff. Institutional commitment means that First Nations
people would be involved in policy discussion about admissions and
programs as these affect First Nations communities. This commitment
may mean the support of special programs and, taking account of the
unique needs of First Nations students, support services

Institutional commitment implies a commitment to improve the insti-
tutional climate: there is no necessary conflict between the maintenance of
academic autonomy on the one hand and an evaluation of program in-
terna and course content that is perceived as misleading, offensive, or
irrelevant to First Nations, on the other, Institutional commitment would
see processes established for the resolution ot such conflicts.

The literature dealing, with undergraduate university education in-
udes the term mentoring, a function for university staff members. [t is
amplified as an eswential in graduate education. The area of change im-
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plied when the term is used is the improvement of professional interac-
tional, face-to-face encounters between students and faculty members.

The implications for institutional change are clearest in the area of
teaching. Two examples of strong statements of responsibility charged to
instructional staff are Hornett's (1989), who puts the onus on instructors to
promote success by acknowledging and dealing with racism, encouraging
students, and clarifying instructional goals (Hornett, 1989}, and Vasquez
and Wainstein’s (1990) staterment that it is the instructional staff members’
responsibility to conceptualize cultural difference, not deficit, and to adapt
instructional strategies to meet tne needs of minority students. There are
reports in the literature of formal address to that issue. Texas A&i Univer-
sity, for example, altempts to educate instructional staff about the needs of
minotty students, especially in the area of dealing with racism, though
some staff resent the implication of the need for such sensitization (Man-
wan, V0

Un the other hand, this part of the literature record contains many
public reflections of the positive sxperiences of non-First Nations univer-
sity instruciors who have learned about instruction and themselves in the
process of teaching First Nations students (e.g., Collier, 1993, in press;
Prowbx, 1991, Sturgess, 1984).

Fiordo (1984) spoke of adapting university instructionat styles for First
Nations adults, but cautioned that the adaptations should not be mechani-
cal, and should be made only after study of local conditions and needs.
Just wha the instructionat style should be is a problematic: Hurlburt et al.
(1990) examined preferred teaching styles with students in Manitoba on
the axes of structured teaching and teacher control, to discuss paradox and
contradictory expectations of students. Wiesenberg (1992) analyzes visual
versus oral (perhaps sequential versus simultaneous) approaches to learn-
mgof First Nations adults, while Huitt (1988) discusses psychometric
tinding of personality differences of First Nations students and recom-
mends adaptation of instructional strategies based on those differences.
Many of these approaches posit an indigenous learning style: an explicit
reference to such a leaming stvle as a foundation for instructional modifi-
cation is Hesch's (19490) attempt to use models of indigenous thinking in
applications to teacher education in a special TED in Saskatchewan.
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Part VII: Review of Methods Customarily Used in
FPostsecondary Educational Research

Background

Graduate suroeys. The scope of graduate surveys employed by universi-
ties and volleges ts wide, ranging from a surveying only a handful of
tormer students of one institution to thousands of former students from a
range of institutions, The purposes of such studies can be characterized by
the distinction in focus: most of the surveys deal with employment or
postgraduate education to describe educational outcomes, but many of
the surveys include alumni opinioa, perception, or self-reports of effects of
the educational experience. When this is the case, another distinction in
the tradibon seems to be whether the survey is intended in any way to be
evaluative of the institution or documentary of educational eftects.

Some universities survey graduates as a matter of course and have
maintained fairly large bases of response data, which are useful in the
documentation of trends and for other longitudinal research.

The graduate survey is an important part of program evaluation, but
this may account for the fact that although graduate surveys appear to be
completed quite regularly, they are often not reported in the academic
hterature and their distribution appears to be for the most part local.

The most common research method used in graduate surveys is the
mail survey, but telephone surveys and interview are used extensively,
offen as complementary to the mailed survey.

Questionnatres. Major issues in design of mail survey in graduate re-
~earch involve sample selection, questionnaire design, response rates, and
tnangulation or complementarity with other methods.

A standard for mail survey research for many people in education is
Dillman’s (1978) Mail atd Telephone Sureeys, which specifies attention to
the detail of planning and suggests strategies for improving response
rates. Response rate is the metric of success in Dillman’s method. The
summary juagment in the literature in interpreting resuits in the light of
low response rates is that a judgment must be made about the reason for
nunresponse and whether this factor is related to the research question.
there is no agreement in the literature about the effect of increasing
response rates through incentives (including small money incentives), but
it appears that telephone or mail tollow-up to nonrespoandents generally
improves response rates. Prenotification has influenced response rates in
oy g e reported cases,

A major gquestion is how to design the gquestionnaire instrument. [t
appears that open-ended or free-response questions, although they may
toke more time and effort to code and interpret, are yood in exploratory
Fesetarch or i cases where the object of the resedrch is 10 have an in-depth
koowledpe of respondents” reports. Some researchers have attempted Lo
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create an empirically verifiable metric for the complex issues involved in
questionnaire design, but aside from very basic directions there seems to
be little agreement between experts about the specifics of questionnaire
design. The two researchers who have published the most evaluative
work in this area in the 198(s, Judith Boser and Sheldon Clark, have stated
finally that it is the nature of the population being questioned that dictates
how a questionnaire should be constructed, and that questionnaire design
Is an “art” more than it is a “science.” One rule is that the questionnaire
should “engage” the respondent. Research about questionnaire format
and appearance is inconclusive as to the effect of format on response rates.

[ocus groups This technique was developed in sociology, but its effec-
tiveness has been demonstrated in marketing research where it has be-
come a popular research tool. Its use is motivated when a range, not a
mode nor a norm, is the research objective. Its power is said to lie in
cyplavation, not description. Groups are asked by a trained acilitator to
discuss a focused question, the discussion is recorded (writt2n notes or
clectronic recording), and the discussion is subjected to thematic or con-
tent analyvsis. There are some techniques for quantifying values found in
nterviews and those techniques may be useful in focus group discussion
analysis. The definition of the groups who discuss in this research is based
on homogeneity: they must be homogeneous with respect to the salient
identifying tactor of the research question

Sensitive questions can be dealt with in focus groups if the group itself
i defined in such a way that social desirability does not become an
inhibiting factor. It has been claimed that the use of focus groups has been
usetul in many diverse populations and is particularly useful in traditions
where orality has been the usual mechanism for cultural transmission.

There is an applied aspect to focus group research: because partici-
pants become engaged with the topig, tocus groups can be included in
participatory research.

The Nature asd Scope of University and College Graduate Surveys

Maost of the reports of graduate surveys that appear in the available
literature deal with high school graduates. Other common areas in which
gradudle surveys appear to be useful are (a) evaluations of special pro-
vrams at the elementary to secondary level; and (b) vocational programs.
Like the latter, surveys of graduates of universities and university-level
institutions and programs tend to focus on employment, though informa-
tion collected for university follow-up studies often begins with questions
of emplovment but then focuses more coherently on graduates” opinions
and attitudes.

Thus the intormation that s customanly collected in survev studies of
university and college graduates may be broadly categorized as demo-
graphic and attitudinal  The demographic information often includes gen-
der, ethnicity,  emplovment  <tatus, and  factors  assoctated  with
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employment (e.g., salary and level), further education, and codification of
data relating to institutional entry, such a- level of education prior to
attendance. The attitudinal and opinion guestions usually consist of evalu-
ative statements about experiences during postsecondary education and
evaluation of former students’ perception of benefits of their university
education.

Graduate surveys may reter to single institutions {e.g., a single univer-
sity), large public jurisdictions (e.g., an entire province, or even country),
or a single program in an institution. In the latter case, graduate surveys
are often included as integral parts of program evaluation research pro-
jects. Even when that is not the case, the objective of institutional evalu-
ation is often part of these surveys: most of the reports that are available
include attitudinal data and institutional-evaluative questions. It is sur-
prising, given that sv many graduate surveys include some aspect of
evaluation of the institution, and given that evaluative projects often in-
clude graduate surveys, that the literature search turned up no use of
graduate survevs in projects that assess the cost-effectiveness of programs.

Analysis of data is almost always descriptive and documentary: it is
surprising ly quite rare that any kind of analysis based on social science
theory informs the study, explains the configuration of the data, or is used
to address a particular theoretical construct.

Except for the very few large-scale studies found in the literature,
which are entirely descriptive, the audiences for reports of graduate sur-
vevs appear to be focal and the reports usuaily have limited distribution.
Given the number of studies completed, it might be expected that more
reports would appear in appropriate specialized journale. Yet for the most
part the available literature consists of institutional reports, with a few
journal articles that are remarkable for the way that they appear to be
truncated summaries of obviously much more comprehensive research
reports. We assume that the relatively small number of more or less
publicly available reports {e.g., only 24 abstracts were generated in the
ERIC database where the Jescriptors graduate surveys and college graduates
are concatenated) reflects a pattern. It is clear from the literature detailing
how such reports should be done that a considerable body of research is
actually undertaken. Most of it must be completed for client institutions or
agencies. Even though almost all the orojects are reported in summative
terms, it might be said that the intent of the tradition as a whole is more
nearly formative.

The scale of reported projects varies: the smaliest graduate survey in
this review focuses on nine Black graduates of North Carolina University
(Allen, 1985a), and the three largest are US’s 1985 Survey of 1983-84 College
Graduates (National Center for Education Statistics, 1985), a machine-read-
able data file with related tabular summaries, a database that includes
18,000 graduates who were mailed a 39-item questionnaire; and Ontario’s
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Employment Survey of 1982 Graduates of Ontarw Universities {Davis et al.,
1984), repeated in 1985 (Denton et al.,, 1987). Ontariov’s studies include field
work as well as questionnaires and are addressed to all university gradu-
ates for a given year within one year of graduation. In smaller scale studies
the reports vary on the basis of sample selection and sample type. In many
studies as many graduates as can be identified constitute the sample; in
others random samples or stratified random samples are defined: and in
vet others the graduate population is represented by a sample of conven-
ience. The sample is often defined by a single vear of graduation; samples
defined over more than five-year periods are much less common.

Most projects oriented toward graduate follow-up are designed as
survevs., The ferm surocy is usually associated with two data collection
methods, questionnaire and interview, which appear to be the techniques
mast often used in university graduate follow-up studies. The question-
natre is by far the most common. Records review sometimes complements
the questionnaire; interview is the second most popular method and is
~ometimes used to complement the questionnaire. A small proportion of
this literature employs the method of secondary analysis of existing data
or secondary analvsis of other reports.

Examples of university and college ¢raduate surveys. The above discussion
presents several possibilities for ways to categorize the literature about
graduate survevs. Examples are provided here based on the following
tvpology. First, some reports are presented as maodels for specific methods
or resedrch strategies, and the report of findings is of secondary focus. The
second and thira categuaries are derived from a fundamental distinction,
one not often made in the reports themselves, about the extent to which
the questions of the survey relate to employment. This distinction may
reveal the substance and intent of a study more clearly than the explicit
research question. A significant number of studies are tocused exclusively
on employment. These seem to be fundamentally different from the stud-
ies 1n that graduates are invited to express opinions. A few studies which
invite opinions are focused on graduates” self-assessments of some kind,
but a larger number ask graduates to express opinions about their percep-
tions of the relationship between the quality and nature of their post-
graduation experiences and their university education. Many studies are
focused directly back to the institution and ask graduates for evaluative
statements and judgments about programs, services, and the general insti-
tutional climate while they were attending university.

Examples of reports that demonstrate research methods. Reports of graduate
survevs are .. 1 presented to demonstrate research strategies and tech-
niques, not to re; *t substantive findings. Bender and Cockriel (1983)
illustrate how alumu, -ssociations” databases can be used to maximize
response rates in studies of alumni perception of association activities and
tor other “market” research. The authors demonstrate their technigues for
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obtaining 4 76.8%, response rate from 1,743 alumni of the University of
Missout.

A model for continuing institutional assessment is provided by the
University of illinois, which has been svstematically studying its graduate
outcomes since 1972 (Dodd & Duff, 1986). A computerized data system
has allowed for generalizations over an 1l-year period about demo-
graphic information relating to employment and postgraduate educa-
tional experiences. Half of the questions on the graduate surveys,
huowever, refate to graduates” assessments and attitudes about the Univer-
silv and its programs.

Sagaria et al. (1985) completed a project in which the research objective,
like the project for which this review is prepared, was to create a model for
evaluation. Their survey “assessed student characteristics, activities dur-
ing college, endeavors after graduation, and attitudes, goals, and values”
in order to “evaluat{e] whether the college is accomplishing its mission
and [to] providfe] a management tool to evaluate the effectiveness of
specific programs” (Sagaria et al., 1985, ERIC abstract). The authors de-
scribe the administrative set-up tor the survey (a management committee
with subcommittees to oversee specific evaluative components, follow-up,
and implementation) and also present their project management plan for
the survey as an appendix to the report.

Secondary analvsis of existing data allows tor vet another valid survey
methad, one exemplitied in Frankel and Stowe’s (1990) study of several
hundred thousand newly qualified teachers. They found that only 61% of
American newly qualified teachers were in fact employed in teaching.
Another survey that began with a secondary analysis of existing data was
the study completed by Pavel (1991}, who used the US database provided
in the High School and Beyonid study (Center for Education Statistics) to
evaluate Tinto’s model for institutional departure. Pavel sampled almost
400 American Indians and Alaskan Natives to find factors and patterns for
either staying in postsecondary education or dropping out. Secondary
analvsis may be done of other research reports: Evers and Gilbert (1991)
conclude, after review of two other independent studies, that Canadian
unmiversity education does not “add value” on such dimensions as “social
skills, supervisary skiils, conflick management, and creativity.”

Fxamples of reports that focus on demographcs and employment in Mary-
tand’s 1981 survey of bachelor’s degree recipients (Maryland State Board,
1984}, the focus was almost entirely on postgradudtion demographic vari-
ables such as emplovment, and the attitude component related to gradu-
ates” perceptions of the relationship of their undergraduate education to
theiremployment.

[ohnes and Tavior (1991) compared demographic information (e,
tanuly background. labor market experience, ete) ina survey of a group of
149 former University of [ ancaster (LK) students, 95 of whom graduated
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and 44 of whom did not. The study is unusual in that it uses salary
differential between the two groups as an independent variable.

Chizek and Miller (1984) surveyved 839 graduates, from 1964 through
1981, of lowa State University Agricultural Education Department, and
the queshions were related to the demographics of employment patterns
and professional associations in the freld. A cohort of one-year bachelor’s
graduates” employment status was the focus of Braddock’s and Hecker's
(1984) analysis, and an unusual aspect of the Ontario studies (Davis et al,
1984; Dentun et al,, 1987) is that the report documents not just employ ment
status and variables, but the various methods that graduates used to
vbtain their jobs.

Borgen's (1988, 1990) work in university graduate survevs focuses on
emplovment, but is based on in-depth interview with relatively small
numbers of graduates (e.g., 12 to 15): fife history data and the graduates’
reported teelings constitute the data.

Example of reports that focus on gradwate attitnde. Duvall et al. (1985)
atnalvzed questonnaire responses from 242 graduates of education pro-
prams at Indiana University over a 14-vear period ending in 1983, to find
out what kinds of positions the graduates held in education. The focus of
the study was to ask tor graduate evaluation of their training at Indiana in
both specific and general terms: the questionnaire invited address even to
specific courses, but also to general areas (e.g,, effects in awareness of
dabilities and cultural differences).

A combination of interview and questionnaire was used by Glencke-
Hall and others (1985) to get at graduates” self-evaluations of self-sus-
taned learning after graduation and self-assessments relating university
experience to personal goals: graduates” from 1978 (N-56) and 1980
(N 63) completed gquestionnaires and were interviewed, both in 1978 and
P90, and the two cohorts were compared.

Sidy-eight percent of the Saint Mary’s College (Indiana) graduates
From 1985 provided data about their employment or further education in
a survey completed the following year (Lester, 1986). The focus of the
study was on emplovment, but an important aspect of it was graduates’
assessments of the relationship between their employment and their pro-
pram majors, evaluation of their degrees, comments about the atmosphere
atthe college, and recommendations. A similar focus on employment was
the object of Allen’s (1985) survey of 765 graduates of Neorth Carolina
University, 325 of whom responded. In addition to demographic informa-
tion about employment, Allen asked for evaluations of satisfaction levels
with graduates’ education and for self-assessments about the personal
effects of theireducation Unlike Lester, Allen did not ask for more specific
evaluative statements about the institution.

A study that is focused entirely on attitude, not employment status,
compared psvehology graduates with other graduates in terms of atli-
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tudes about their work and interests and assessed the comparative likeli-
hood of entering graduate education (Finney et al., 1989). Another nar-
rowly focused study is exemplified by the University of Nebraska's
survey of 1,358 graduates from 1986, simply to relate age at entry to the
time it takes to complete a degree (Crawford, 1989). An unexpected find-
ing of that study was a difference between minority and mainstream
student groups along gender lines, and Crawford’s recommendation was
for more studies of ethnic minority students, comparing those who gradu-
ate with those who do not. |

The object of Mendocino College’s 1990-1991 graduate survey was to
get tormer students” impressions of the educational growth and change
they eaperienced in the institution (MacMillan, 1991). The study combined
records review (N=156) with questionnaires (N=73), to compare demo-
graphic and quantifiable variables with the [ormer students’ assessments.
.'\IacMilIan found that 50% of the respondents rated the coliege’s resources
as venv” to “somewhat” helpfut, and documented that the students re-
ported the most dev elopment in the area of “scientific and critiwal think-
g, with lower development - “maths proficiency” and “aesthetic
Awdreness.”

Hunziker's (1991 survey of 3016 of the 1989-1990 graduates of the
University of California, Davis (53 response rate) focused on employ-
ment status, continuing education, and other demographic variables such
as salary, but included institutional assessment as a major part of the
sMudy  Preparation tor graduate studies received a high mark from stu-
dents (422 on a 5-point scale), and there was general satisfaction with the
academic environment and with university programs and services. Sig-
niticantly, however, graduates were unhappy with their perceptions of
the measure of racial harmony on campus.

Wright and Weasel Head (1990) conducted a survey of graduates of
Montana tribal colleges; thev reported that a majority of the graduates
found emplovment or continued their education and also reported high
levels of satisfaction with the educational institutions from which they had
graduated. Rindone’s (1988) questionnaire survey of 107 randomly se-
tected Navajo cotlege graduates, although it is based on demographic
description of the group, is oriented toward the graduates’ explanations of
their success, which appear to be confirmed by the demaographic data:
student motivation and family support are important factors in achieving
college praduation.

Wilson (1983) combined graduate surveys (N 214) with interview
(N 189) to identify factors that contributed to completion of college de-
grees in her study of ¢ inions about Wisconsin Indian postsecondary
education. Richert (1987), in a report prepared for the Gabriel Dumont
Institute about the Saskatchewan Urban Native Teacher Education Pro-
srram, invluded evaluative responses by school principals and superinten-
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dents, along with a summary of responses from the 88 graduates of the
program. Though employment status is a baseline, the focus of the report
15 evaluative of the competence of the graduates, based on their own
assessments and confirmed by the assessments of the administrators.

Saskatchewan Indian Federated College is presently compiling results
of a survey based on a questionnaire sent to the 800 who have graduated
since 1976. Its focus is employment and postgraduation experience, but
two questions solicit open-ended evaluative statements about general as-
pects of SIFC's programs.

The evaluation of the Native Indian Teacher Education Program at the
University of British Columbia (Pepper, 1988) included a graduate ques-
tionnaire survey (N=H, a 46.5% response rate of 94 sent to graduates), as
well as a survey of former registrars (N=50, a response rate of 24.1% of
207 sent out). Itincluded an instructor questionnaire component to profes-
sors and interviews of administrators and others associated with the pro-
gram. Due to the nature of the research question, the questionnaire relied
heavily on graduate assessment, attitude, and opinion.

Suppmary A limited number of methods are used in university gradu-
ate survevs, the predominant one being the questionnaire. With larger
numbers of study pdrticipants, the fact that they are graduates dictates
that the questionnaires be distributed by mail. Numbers of participants
range from below 20 to several thousand. and populations of graduates
may be sampled on a number of bases. Though this kind of survey seems
to focus on (questions of employment, a number of such surveys inciude
graduate opinion and attitude, and there 1s often a component of institu-
tional evalualion in these studies. The publiciy available literature in this
area is more than likely not representative of the work that 15 in ftact
completed in the area,

Mari surveys and Questioimaire Desigi

Mail surveys are closely associated with market research, and some of the
refinements of the technique have been developed in that field. The re-
sedrch strategy has an important place in educational research, particu-
larly in program development and program evaluation. On the following
page are some examples of the application of mail survey research re-
ported over the past 10 vears in education. (The first statement in each
description identifies the population that was surveved, and following the
colon s a short statement of the research objective.)

The range of research questions addressed with mail surveys is quite
broad and the populations are diverse. That observation raises the issue of
what aspects of the technique are common requirements in design and
implementation, and what aspects are dictated by the specific research
condition. Review of what researchers say about methodological require-
ments followed by summary comparison of reports of how people have
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Examples of survey reseqarch using questionnaires

+  Cuollege stude ats and alumnae: attitudes toward loan debt (Bodish & Cheyfitz,
1YRY),

o Doctoral program graduates. assessments of program's instructional sy stems
{Kedtield & [hck, 1984}

» 40 Black student drop-outs at Indiana University: factors, attitudes contributing to
attntion (Sales, 1990

«  Associate degree graduates of Howard Community College {58% response rate for
253 responses), followed by telephone calls. personal goals (Frank, 1991).

o kM public adminstrators in Indiana (24% response rate): opmions about issuesn
graduate education in public admumistration (Mohapatra et al., 1991).

o Ml voecational graduates in North Dakota (61% return rate. for 486 responses):
impact of vocabional education and perception of effects on emplovability
(Umveraty ot North Dakota, 1989),

»  Lraduahing sentors at Columbia and Barnard College, questionnaire with toliow-up
mal sun ey . companson between inttial protessed enthusiasm for teaching, with
one-vear postgraduation perspectiv: - Kane, 1989).

Mot curnvey of business programs in community colleges program description and
program demaographies (Florda State Board, 1958)

« Personnel and students in postsecondary occupational education delivery at 354
institutions {over G0U0 responsest. student motivation and instructional decision
making (Hollenbeck, 1987)

«  Graduates of Wayne State Univ o ety mstructional technology programs: student
charactenstics. celf-assessments, assessments ot academic preparation (Richev, 19838).

«  Student loan borrowers. rFandom sampe of 2000 with response rate of 70%:
demographics and opintons about loan process (Baum & Schwarts, 1988).

o All 425 students in learming assistance classes at Mt San Antonto College
self-assessments about reaching educatronal goals (Hall, 1987

+ 1.2 vocational emplovers in South Carohing. assesement of vocational educational
(South Carelina State Counail, 1986).

¢ 740 beginning vocational teachers from 50 US staten the process of competency
testing (P’rat/ner, [Y87).

o 1A82 graduate shirdents in saience and TAR Lacalt st Umversity of Texas (307,
tesponse rate). ibrary need< assessment and Cha-actenstios of users (Lawrence,
1483)

actually completed the research brings vu! the following observations and
generalizations.
1. The mail survey, by its nature, automatically raises the issue of ques-
tionnaire design.
2. One characteristic of mail surveys is that people veed not respond,
and nonresponse is a major issue in mail survey res.arch:

a. does the rate of response (which varies in studies which have been
reviewed here from a low of 20% to over Y0%) bias research find-
ings, and if so, how? and

b. what can be done to increase response rates? what are acceptable
response rates?

3. Selection of subjects is a research problem, whether or not sampling,
procedures are involved in the definition of a study population: who
receives the questionnaire?
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4. It is fairly common to combine mail survey techniques with other
tecnniques, particularly telephone surveys; quite often inferview re-
search techniques are used in addition to mail surveys.

5. Responses are more easily generalized if the variables are at least or-
dinal, and it may be that sometimes responses that may be more ap-
propriately expressed as nominal are forced inte an ordinal scale.
This is related to the next item,

6. Analytic techniques with mail surveys are often based on question-
naire design which anticipates generalization or inference from re-
sponses that can be scaled: techniques for dealing with open-ended
questions raise some of the same problems as analyses of semistruc-
tured interviews. The size of the sample or study group, as well as
location, sometimes motivate mail surveys with open-ended ques-
tions when semistractured interviews might provide a wider range
of data categories.

7. There are several different varieties of mail survevs:

a. a group of authorities or experts may be surveyed about consen-

susin a field, or to document a range of expert opinion in a field;

b. mail surveys often focus on demographic data, in order to provide

a description of a population on some axis;

¢ evaluative research sometimes involves mail surveys;

d  mail surveys often deal with respondents’ opinions and attitudes,

One kind of mail survey is directed to institutions. Examples of some of
the recent research that has used questionnaire survey techniques in the
area of First Nations postsecondary education are shown below.

One authority who appears to be favored as a standard by several
education researchers is Dillman, whose 1978 text, Mail and Telephone
Surceys, details research strategies for ensuring that there is coherence
between research objectives, questionnaire design, strategies to improve
response rates, complementary data collection techniques, and interpreta-
tron of results in light of actual responses. There are reports of projects in
which the adequacy of Dillman’s “total design approach” itself is evalu-
ated. Brady (1989), for example, says that the 90% response rate in a study
with 50 subjects was due to the use of Dillman’s approach, which includes
pilot testing of the instrument and the use of the telephone. Smith and Bers
(1987} conceived of their own study of college alumni as a test of Dillman’s
techniques to improve response rates. Dillman himself (Diliman et al.,
1984), on the basis of a large comparative study, attempted to demonstrate
empirically that attention to the detail of “total” design in mail surveys was
of primary importance.

Questionnarre design. Recent extensive methodological discussion is
provided by Oppenheim (1992) tor questionnaire design and assessment
ot attitudes, and Moarthy (1991, who contrasts respunses in which overall
judgments dare made, with judgments of attributes, in order to raise as
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salient the order in which the contrasted kinds of judgments are made.
Converse (1986) takes the researcher through steps involved in creating
survey questions, and Berdie (1986), though his work is focused on psy-
cnometrics, has provided a kind of standard for questionnaire design.
Questionnaire design in social science is treated comprehensively by Sud-
man {1982; Sudman & Bradburn, 19Y84). )

Given such a range of authorities, one expects a kind of orthodoxy for
the technique. Yet agreement between authorities is only at the most basic
and general level. During the past few years Judith Boser and S. Clark
have researched the issues involved in questionnaire design, through
application of techniques as well as through soliciting evaluations
(through mail survey questionnaires) from recognized authorities and
experts. in three of their reports (Boser & Clark, 1990a, 1990b; Clark &
Boser, 1989), they tell of various attempts to establish some objective
measure of characteristics common to mail questionnaires, and their re-
view of literature showed that the common concerns were with (a) general
appearance; (b) instructions; (¢} choice of items; {(d) order of items; (e) item
format; (f} choice of response options; and (g) wording. This should sur-
prise no one. ldenlifying areas of concern is perhaps important but pro-
vides little in the wav of direction for good or even adequate design. Boser
and Clark’s search was tor a set of objective standards. Their painstaking
survey of experts, through two rounds of analysis and validation, pro-
vided no consensus. They found that the experts could not agree with each
other except on the most fundamental issues and concluded that the
characteristics of the population being surveved bv mail will dictate the
“tatloring” ol questionnaires to the population that is of interest in the
project, and that questionnaire design is as much an “art” as a “science.”

Whether or not the questions are open or restricted-choice is a concern,
because open-ended questions take longer to answer. They also make
analysis and generalization of results much more difficult. For informa-
tion that can be scaled or quantified, or for information for which the
responses are restricted to few reasonable choices, precoded items with
restricted-choice responses are possible and usually preferred. A motiva-
tion for open-ended questions is summarized by Sudman and Bradburn
(1982):

Institutional questionnaires about First Nations ssues

«  Questionnaire, interviews, with 129 information gatekeepers 1n ethnae
communtties Including First Nabions communities tn Cahfornia. characteristics of
gotekeepers (Metover Duran, 1991).

» 79 colleges and umiversibies in First Nations areas in US (33 responses): assess access
to information; demographics: and nsntutional responses (Wells, 1u84)

o A7 child-welfare otficials parbapatng in related sworkshops in Montana

l perceptions of needs and approprate processes (tDufl Knite Memosal College, 19%6)

| o 1% public higher educatton institutions i Arizona extent of First Nations semvices

| and personnel in higher educationin Arizong (Mnuosh 1487
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the open format allows and encourages respondents to give therr opimions tully and
with as much nuance as they are capable of. 14 aiso allows Fespondents to make
distinctions that are not usually possible with the precaded formats . and to express
themselves in language that 1s comiortable tor them and congenial ta their views. In
many instances it produces vignettes of considerable richness and gquotable material
that wall enliven research reports s an invaluable tool when you want to go intoa
partcutar topie deeplyat s an absolutel v essential tool when you are beginming work
i an area and need to explore all aspects of an opimon area (pp. 150-151)

Sudman and Bradburn also remark that open-ended questions take
much longer to code and analyze, and that open-ended questions entail
mare time and cost.

Some of the literature focuses narrowly on specific aspects of question-
naire design and their effects on both the sincerity of responses and re-
sponse rates. Pitiyanuwat and Phattharayuttawat (1991) compared the
effect of ink color on the uestionnaire (as well as the effects of prenotifica-
tion and return deadlines). Ink color and prenotification had a puositive
ettect on returns in their large sample (800 public school teachers in
Thailand): their lowest response rate was 71.4%, their highest, 94.9%.
Isravl and Taylor (1990) measured the effect of question order in mail
survey questionnaires, and found no effect for single-response items, and
in nteraction of question order with any of these categories: question
complexity, social desirability, and inter-ttem asswciation.

Boser (1990a) studied questionnaire format (folder vs. booklet; typed
vs. laser printed, etc.) with medium-sized samples (100 and 297) of alumni
groups in Tennessee and found no significant differences in response rates
with ditferent formats, nor in fact with questions of different length.,

[n a study involving 288 individuals who had completed teacher edu-
cation, Boser (1990b) aiso reported the results of a cost-effectiveness sur-
vev, comparing  prendotification  strategies;  postcard  versus  letter
reminders, by one versus two weeks postquestionnaire mailing; and the
timing of mailing of duplicate questionnaires. She found that preliminary
letters are not cost-effective, but that reminders and follow-up with dupli-
cate questionnaires are. On the issue of cost effectiveness, comparing the
mail survey with telephene interviews, on the basis of time spent and
return rates, James et al. (1984) telephoned 161 individuals and mailed
(questionnaires to 728, all of whom had been accepted at university but
lailed to register. They found that the mailed questionnaire is better when
time is not important, because it reduces investigator distortion and
avoids bias with issues involving social desirability; a telephone interview
iv not a good method for sensitive questions, but with nonsensitive ques-
tions, when time is of the essence in a research project, they concluded that
telephone surveys could be cost-effective.

This review found no discussion in the literature about any special
constderation that should be taken into account when using questionnaire
research technigques with First Nations people, though there are many
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Examples of questionnaires with First Nations peoples

+  First Nations assocate degree recipients from Montana’s seven tnbal colleges, to
find educational outcomes (emplovment and educat:on); most respondents. had
either continued their education ar found employment, and were satisfied with
their educational expenences (Wright & Weasel Head, t990).

o Fiest Nahons high school graduates in the US Pacific Northwest. hind positive
tac tors that influenced outcomes tCobum & Nelson, 14893

o Navapo college graduates (n- 107): tactors contnbuting to sducational motivation
tKindone, TUSK).

o 32 Viest Natiwons teadchers who had partiapated in special program to become
principals program evaboation (Luan et al., 1985}

o Graduates of four Alberts First Nations teacher education programs retention ot
praduates 1o First Nations comimunities (Martyn, 1S4

' Representative sample of 200 Amencan Indian women (114 responpdents) job
satistaction and ethnicand sex role stereotyping (Warner, 1091)

e 1Ot Natons people in a three-cate area, aboat sesual ascesaty, alcohol, and
Jdrug use assess HIV nish (Hall et ol 1490y,

o ST Hirst Natwons cotlege stidents in Montana coseness totradition and athtodes
about college (Lin T Percep)

o Secondary analvsis of comprehensive USCensus supplementary guestionnare
(Crook ot al, TURH)

o obmale Fust Notenpstudents, connpared wiath 3534 male W hite students in
Montana attitude Jdifterences (Ruev-Lin, 1955)

v Alicmac heads o household: athitudes about education (Murphy, 1958

o ZIEWisconsin Indian college graduates (a 27.8% return rate ot tho-e distributed)
attides, positive Lactors in college completion (Wilson, 1981),

s 198 Cherokee chibdren (Guestionnaites not mailed. o coutse) between ages of 3 and
I Laingtrape proticvency in Cherokee (Berdan et al | 1982)

examples of the use of questionnaires in research in First Nations postsec-
ondary education,

Response rates One of the most interecting questions in the literature is
whether incentives (e.g., small cash gratuities) are effective in increasing
response rates, In a series of research projects with students and alumni,
Dentoin and Tsai (1991; Denton et al., 1985; Denton et al., 1987; Denton et
al., T988) found that they have not increased their response -ates with
small cash gratuities ($0.25, $0.50, $1.00) nor with $50 raffle . ntries, nor
with multiple mailings, but they did so when they established a newslotter
tor communication between respondents. Yet Hopkins and Gullickson
(198D), reviewing other studies, said that the literature demonstrated that
even small cash gratuities increased rates of return among both profes.
stonal and nonprotessional respondents. Wilde et al. (1988), found as well
that an in-hand monetary incentive (ranging from a stamped envelope,
through a 50-cent gratuity, to a chance at a $30 drawing) increased re-
sponse rates among scientific professionals and coliege instruclors; the
overall response rate was 46.95", but with the stamped envelope the
return was A3.9%. They also maintained that time spent on developing a
pleasing presentation stvle tor the questionndire was well spent, as they

]
-2

AN

BEST COPY AVAILABLE




@@@

Honerniny What Thev Saw Postsecondary Part VI
awerences of Fiest Nations Gradtiates

found that a questionnaire that engaged the respondents brought re-
sponses from people who had had no previous interest in their subject.

The danger in nonresponse is aptly stated by Passmore (1981), that
differences between return and nonreturn on unmeasurable axes create
inconsistent estimates of population parameters and/or values. Of the
several ways to deal with the problem Johnson (1991) reviews five, noting
that ignoring nonresponse is the least reliable, and that double sampling is
the most reliable. On the other hand, when the demographic data were
compared for respondents and nonrespondents, through a records review
of teacher education graduates, Boser (1988) found no difference between
respondents and nonrespondents in two groups where return rates were
NR.6% and 78% respectively. In a survey of 540 newspaper editors, tele-
phone tollow-up confirmed that nonresponse does not show severe or
significant bias, even with a fairly tow return rate (Chang et al., 1989).
Atken (1988) reviews statistical procedures for dealing with nonresponse
or low return on mail surveys.

How does a researcher know when a response rate is sufficient?
Though the question is more compelling when a population is sampled
rather than surveyed, and when parametric inference is made, the ques-
tions raised are important in the present study. Predicting response rafes
i~ difficutt. [n one large study (comparing groups of 810 and 2549 college-
bound students, distinguished on the basis of declared majors) Webb
(1989) attempted to predict response rates on the basis of academic ability,
demographic data, and choice of major, but had identical response rates
(40.70) 1 each group. In terms of anatysis, Johnson (1991) cautions that
the main consideration is to assess the relationship between the tendency
to respond and the items of interest on the questionnaire.

The factors that influence response are varied. The reason that many of
the journalists in Chang et al.’s (1989) large sample did not respond was
simply lack of time. In a survey of doctors, >obal et al. (1990) found that the
more homogeneous the group, the areater the response rate. When Green
(1991) assessed late and nonresponders, through interview, in a study
involving 600 elementary and secondary schoolteachers with a response
rate of 71.2%, she found that delay in response is associated with lower
interest in the topic and lower self-perception in terms of skills examined
in the research. Tailoring interest to specific groups may be one strategy
involved in the multiple matrix survey sampling suggested by Munger
and Lovd (1988), when a large questionnaire can be segmented and sub-
groups receive different questions,

Swmmary Mail surveys are effective (and cost-effective) research strate-
gries for finding out about attitudes and opinions, for collecting certain
kinds of demographic information, and tor various kinds of follow-up
studies. The objectives of the specific project; the nature, size. and location
of the populationinvolved in the study, and the relationship between the
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way the population is defined and the study objectives all conspire to
make a very complex task of the creation of an appropriate questionnaire,
and further to relate those questionnaires to other techniques used in the
study.

Questionnaires should be engaging; prenotification appears not to be
as important as follow-up and mailing duplicate questionnaires {though
surely this must vary by population and perhaps even by each project);
and response rates, while problematic, must be evaluated post hoc to see
whether specific questions might relate to nonresponse.

Mail sunvey and questionnaires have been used in First Nations
grroups, though there appears to be no discussion in the literature of
specitic issues involved in using questionnaires or mail surveys in First
Nattons research.

Focus Gronp Research

Focus g roup research was developed in sociology in the 1940s and 1950s,
but adopted in the field of marketing, where it has become one of the most
popular of techni-ques (Lindsay, 1979; Merton, 1987, Ryan & Martinson,
19490) It is apparent that its use in educational research has increased over
the past seven years. Its use is appropriate when an in-depth explanation
IS necessary; when aange (as opposed to a norm or mode) of attitude,
reported experience, or perception is required by the research question;
when other methads show relationships that are inexplicable or paradoxi-
cal, and a broader context is needed for explanation; when data is about
sensitive issues, or from groups of people might address a question in
discussion that they might deal with ¢ nly obliquely—if at all —it requested
i ome other format such as a questionnaire.

In general, more or less homogeneous groups (homaogeneous on axes
identitied as salient with respect to the research question) are interviewed,
or have o tocused discussion, with a facilitator or maoderator who is
trained to keep the discussion focused on the question at hand, and not to
impose judgment or topical structure other than in the maintenance of
focus. The discussion may be recorded and transcribed, or a recorder may
make notes (or both), and the records are then subjected to content or
thematic analyses. It is usually thought of as a “qualitative” research
method, but Krahn (1990) has provided a method for scaling and quantifi-
cation of semistructured interviews, which may have some application in
focus group research. Simard's (1988) framework for analysis of focus
grroup research is based on quantification of the “qualitative” discussion of
the group.

The kinds of research questions that are addressable with this strategy
are wide, but include questions in which the range, not mode, of attitudes,
values, and perceptions of an dentified group relates to the research
question. Depending on the nature of the research question, focus groups
mav be the ole research strategy in a project, but it has become fairly
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Examples of focus group research

¢« Middle school pincipals and media covrdinators in Naorth Carolina. role of the
hbrarv inanstructional programs (Lewis, 1991)

+  Milttary populabons: HIV studies relating to patient participation m treatment
(L arey & Srruth, 1992,

«  Thanindividuals: beliets and atbitudes about the proper age of marnage
i'ramualratana, 1985)

+ o Sgrroups of women experts in applied women's areas’ needs assessment of
women and garls in the lkansas City area (Noble & Klen, 1992)

+  hwve tocus groups of adult literacy programes in Philadelphia: etfects of iteracy in
terms of einpowerment {though the data indicate that these adult laarners’

: self deternunation motivates their parbicipation, rather than being an effect of 1l
{(Nowek, 1991).

«  Focus group on the use of computersan religious education (James T Roberson, Jr.,
in Mudter. Ed., 1991).

»  The use vt student portfolios in teacher education (project involves questionnarres,
dassroom observation, and content analysms of student porttolios) (Wolf, 1991).

¢ DBeginning teache v following telephone survey, sought perceptions and evaluation
of Connecticut s mentor-induaction program inte the teaching protession (Yosha,
[ERR R

o SUunor and sentor high < chool students in Ontano racal and caltural bias in
Canadian learming resotrces used (n schools {Johnston & Crawtord, 1988).

¢ Members, active in civic affawrs, of Canadian visible munorities: tssues iny olved 1n
Jc partiapation for members of visible minonties (Bancrnft, 1990}

v Twosmall groups ot vocational teachers from 3 American states: companison of
problems taced by teachers in traditional education routes and those without formal
teacher training (Camp & Heath-Camp, 1989).

«  Wide range of focus groups from constituent groups in education in British
Columbia. complementing large survey and interview strategies, focus groups
addrecsed etfects of province - wide Grade 12 exanunations (Bateson, 1990)

o T3females, 13 1Y years old, at risk of dropping vut of schoof 1n Philadelphia.
perceptions of race, gender, and class among drop-outs and at-nsk female teenagers
INOW, [95K)

common in the past five years to combine focus group research with
survey research.

l'he issues raised by the technique may be summarized: (a) criteria for
composition of groups; (b) criteria for size of groups; (c) the role of the
moderator / facilitator / researcher; (d) data recording; (e) complementarity
of techniques with other research strategies; (f) analytic techniques for
data reduction and generalization (e.g., Byers & Wilcox, 1991); (g) issues of
validity and reliability, and to a lesser extent (h) inference to populations
defined in terms of the axis on which the focus group may be said to be
homogeneous.

The kinds of data that can be collected with focus groups, as Byers and
Wilcox (1988) point out, could not be collected throuyh questionnaire
response nor observation: it is possible to get at underlying attitudes and
behaviors that would not be torthcoming with other methods. They say
that the format may allow respondents to be less inhibited in response
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Ins*itutional/indvidual relationships with focus groups

«  Vanous hibrary user groups: assiess how the hbraries” business services were being
used (Baker, 1991).

»  Focus groups in public relations: a department of mental health attempting to
reduce stgma of mentalilness (Grunig, 1990).

o Admutted postsecondary applhicants: evaluate recrutment campaigns (Miles, 1958}

«  Focus groups of employers, students, college personnel: employer needs, tabor
market expenences, and the place of commumty colleges. along with large-scale
(1.15] students, 8 colleges) survey (Seppanen, 1941),

+  “Nontraditional” students as a community college student perception, tnstitutional
effectiveness (Bers & Snuth, 1UK8),

+  Members of vanous technical training stakeholder groups in 6 regions in Austraha
substantive problem issues i technical tramming in Austraha (Navaratnam, 19423

» 11 focus groups represenang all segments of the college community 1n a 2-day
retreat: tevision of institutional goals ot a communmity college (Marrow & Reed,
142y,

» 114 fourth-year university student “persisters”: factors cribical to long-term
retention of university students 1in a study that also involved records review and
other quantitative methods {(Lvons, 1997).

«  Community members (constituents of public schools). following content analysis of
wrttten school communications, groups confirmed analysis that the school’s written
communications were inapproprately constructed and orented (Hanson et al |
1491).

¢ -6 community members in several different communities in Idaho: definttion of
1ssues and solubions in retenton of Hispanic youth in schoeol (Idaho State
Department ot Education, 1940)

= Fovus groups of constituents complemented surveys, interviews, and commissioned
research papers to assess current status of Ontario’s university system and to project
tuture dimensions and needs (Pascal et al., 1990).

s Project review ot pilot project to streng then basic competencies of vocational
program students using observation and tocus groups (Watkins, 1990},

»  Focus groups of students at Syracuse University: cornprehensive information about
quahty of student life relabve to use of student center (Peters & Yonai, 1989).

»  Adounstrators, counwelors, and teachers from 12 <chonlsan Dallas to recommend
change following large scale survey of Hispanic dropoutsin Dallas (Dallas
Independent School District, 148Y).

o Former communty college students: definiton of mstructor attnibutes and
hehaviors that contributed to student cuccess (Elhott, 1989).

«  Constituents in community colleges: evaiuation of lecturing and preparation for

lectunng at the communty college level (Engleberg & Buileau, 1989).

than they would be in semistructured interview or in questionnaires, and
the range of responses is greater. They point out as well that a major
danger is that of biased results.

A standard reference for the technique is the second edition of The
Focused Interview: A Manual of Problems and Procedurces by Merton, Fiske,
and Kendall (1490). Stewart and Shamdasani (1990) and Morgan (1988)
have written basic texts about the strategy; Morgan’s, one of the Sage
Publications series in qualitative research, was favor bly reviewed (Bry-
man, 1988) and provides comprehensive treatment Some of the anthropo-
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logical interview techniques discussed in Weller and Romney (1988) are
applicable to focus group interviewing as well.

The record of reported research results demonstrates that the venues,
populations, and applications of the research strategy represent a wide
range of research questions. Cumulatively, the literature shows that fucus
group research in education has increased remarkably since around 1985.
[t appears to have been particularly useful in institutional and program
evaluation, program planning, and in needs assessments. Its cost-effec-
tiveness relative to other techniques has been remarked on.

There is some implication, but no explicit claim, that focus groups are
an etfective data collection strategy in populations in which access is
otherwise problematic, in which prestructured formats exclude salient
“cultural” data, or in which bases for interpretation of participant input
may be a problematic issue. Simard (1988), in « review of research about
the family in Francophone Africa, claims that focus groups are particularly
effective in oral societies, and particularly when the researchers are mem-
bers of those societies as well.

In that vein, it might be said that the first motivation Hr the use of focus
groups with other than Anglo populations relates to the quality of data
that can be obtained with the mcthod. For example, the study of the needs
of the Black communities in 118 US cities, reported by the National Urban
League (1990), noted that both large-scale survey techniques and focus
group technigques were valuable in documenting the needs and problems
tacing Black youth. In the Washington, DC area, four focus groups total-
ling 58 employed and unemployed Black men and women discussed
whether they felt they could get themselves out of paverty through work-
ing: the appendix containing quotes from the group illustrates that focus
groups provide the kind of information that could not possibly come
through survey (Foster. 1988). Focus groups with a cross-section of Latino
community leaders in Los Angeles complemented broader community
surveys of needs and issues of Latinos in that community (Tomas Rivera
Center, 198Y).

Focus groups may be used with ethnic minorities when the research
tupic is sensitive. Singer (1992) reports their use with Latinos in five US
states and Puerto Rico in a project aimed at judging and enhancing the
etfectiveness of health agencies in education about HIV risk. The tech-
nique was used because it was thought that survey techniques would not
gret at the “nuances of constructed sociocultural meaning” that had to be
understocd in order to make the agencies” approach to the problem mean-
ingful to their constituents.

The second motivation for the use of focus groups in cross-cultural
situations has to do with validity: Harari and Beatty (1990 say that their
quantitative results were inexplicable without the use of focus groups in a
study of Blacks and whites in work relationships in South Africa.
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Yet another use of focus groups in cross-cultural study is illustrated in
one of the rare references to the use of focus groups with First Nations
groups, and that use is in manifestly comparative research. Shively (1991)
wondered why westerns (movies) were popular among First Nations
peoples because those films were about an era that, in Shively’s words,
“celebrates their destruction.” She showed such a film to matched groups
of Anglo and First Nations reservation residents and then collected data
with written questionnaires, individual interviews, and focus groups. She
said that comparisons between groups showed that First Nations people
responded in terms of values (e.g, autonomy, closeness to nature) and
Anglos responded in terms of their group identity and its historical asso-
ciation with the process of imposition of their own values.

Methods. In addition to the classic and comprehensive text by Merton et
al. (1990), and texts by Morgan (1988), Stewart and Shamdasani (1990), and
Krueger (1988), comments on method are provided by Lederman (1990)
and Sevier (198Y). Basch {(1987) includes a theoretical justification for the
use of the technigue, relating theory to method.

Zimmerman (1989} includes instructions for focus group research as a
component of a general guide for creation of learning materials in health
for “low-literate” populations. Two discussions of research methods are of
special interest to this study. Brodigan's (1992) brief description of the use
of focus groups in research about universities and colleges is comple-
mented by the text by Bandura (1992), who assesses the shortcomings of
relving on surveys in studies of minority student retention in higher
education, and demonstrates the advantages of using focus groups. Brodi-
gan’s criteria for the motivation of the technique are (a) in new research;
(b) when combined with quantitative studies; (¢) to provide a context for
interpretation of survey results; and (d) as a means of investigation. The
use of focus groups is included in a manual that details how continuing
cducation units can involve themselves in market research in program
planning (Campbell, 1990). The technique seems to be so closely associ-
ated with marketing in some discussions that Deatrick and Knox (1989),
who are involved in the design of “client-centered” sexuality education
courses, pipose focus groups as o “market research technique” to inform
the impr »w ed design of the courses to attract young males to the course.

Cohen and Engleberyg (198Y), noting some of the problem issues in
focus group research, provide some cautions for the use of the technique
in postsecondary institutions. They comment on the difficulty of interpre-
tation of the results of focus group research and specify guidelines for its
use. They think that because its use is problematic, institution-wide proto-
cols should authorize only specified individuals in the institution, who
have demonstrated proficiency, to moderate focus group discussions, to
recruit members or to interpret results. They caution that market re-
sedrchers and consultants do not know the college institutional environ-
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ment, and so may misinterpret responses. This is part of a general caulior,
in the literature about who should moderate the sessions and analyze
results. Nelson and Frontczak (1988), for example, evaluated effects of
analyst identity and whether or not focus group participants were ac-
quainted with each other. Their metric was idea quantity and quality, and
they evaluated the process of scoring discussion transcripts. They found
little interaction between variables on the basis of acquaintanceship, but
found that analyst identity had moderate to large effects,

Bertrand et al. {1992) discuss the relative merits of working from tran-
scripts, tapes, notes, or combinations (e, notes, amplified by reference to
audiorecording).

Complementarity wrth other methods. Validity is said to be enhanced by
combining focus group research with other kinds of research. The argu-
ment in Glik et al. (1986) is typical of this discussion. About their study in
Rwanda of mothers” actions when children have diarrhea or malaria, they
~aid that combining focus groups with interview and questionnaire meth-
ods allowed them to express findings in both quantitative and qualitative
termis, and the triangulation of methods demonstrably increased the valid-
ity of the study. Harari and Beaty {1990) report a cross-cultural study of
workers in South Africa: survey instruments from studies in 1946 and
1980, used in a 1YR7 study, had suggested that there was consensus be-
tween white managers and Black blue-collar workers on workplace issues.
Focus groups revealed a different story, and the authors are clear that
Juantitative measures in cross-cultural research of this nature are inexpli-
cable and misleading without a technique such as focus groups.

A project in Conakry, Guinea assessed child immunization services. It
was designed to tnicagulate methods with a combination of two surveys
(one of mothers and another of immunization facilities), key informant
interviewiny, among health care providers, and focus group discussions
with parents. This research model has now been adapted by the Centers of
Disease Control tor assessment of American child immunization pro-
srrams (Glik, 1991)

Three studies of medical sterilization as a component of birth control in
Central America and Africa are reported by Ward, Bertrand, and Brown
(1991), who found that focus groups provided similar results to their
survey results except on questions of parameter and inference. It is com-
bined with survey techniques in Widdows et al.’s (1991) study of the
perceptions of the users of a university library; Krugman and Johnson's
(1991) study of movie rental versus television viewing; Noble and Klein's
(1992) survey (686 respondents) on which to base a needs assessment of
women and girls in Kansas City. Fox Valley Technical College (1991) used
tocus groups to explain the context of the results of their random sample
o college records, telephone survey (N- 300), and individual interviews
with emplovers, in their assessment of the position of the aging worker.

Part VI
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Focus groups were used in connection with a survey study of 1,114 gay
men in South Africa, to try to find out why for some of them AIDS-risk
behavior did not seem to be related to their knowledge of risk (Schurink &
Schurink, 1990). It was used by Basch et al. (1987) to complement seman-
tic-differential values assessments of youth about impaired driving; and at
Virginia Commonwealth University, 31 students in focus groups gener-
ated a range of values, vrientation statements, and descriptions of valuing
processes that allowed a research team to create a Y5-item survey ques-
tionnaire for admmistration to another 210 students (McMillan, 1989).

Focus groups may be used to explain results of quantitative measures,
Several focus group sessions were used to verify and contextualize find-
ings, and to project outcomes, after a psvchometric instrument selected
impulsive, high risk-takers among undergraduates (Valenti & Ferguson,
1991); and in a study in Singapore on learning styles, measures based on
scales of cognitive and affective learning were qualified with the use of
focus groups (Cheuny, 1991),

In a curriculum policy analysis in language arts involving 3(X) schools,
the place of focus groups was in the initial stages of research, when the
technique was used to develop the survey instrument (Hough, 1991).
Buttram (1990) uses a needs assessment in education to demonstrate that
focus groups are particularly useful in improving survey design, in that
the objective is not to document consensus but to document variety.

Hugentobler et al. (1992) combined focus groups with survey, field
study, and semistructured individual interview in a study of work stress
and health, and discuss the contribution to construct validity that the
combination of techniques provides. Roy (1991) discusses focus groups
combined with case studies and oral histories, and Johnson (1989) reports
the combination of focus groups of migrant families, combined with eth-
nographic studies, in a research project oriented toward school recruit-
ment of migrant children. Records review and on-site observation, in a
national study of volunteers and teachers in adult basic education and
English as a second language instruction, were combined with focus
group research at nine training sites in a comprehensive examination of
the nature of teacher and volunteer training in these areas (Kutner et al.,
1992). Another large-scale study of the processes involved in becoming a
vocational teacher, comparing groups by entry route to the profession,
combined large-scale survey techniques with ethnographic study, pro-
gram evaluation, and focus groups in eight regions of the US (Heath-
Camp et al., 1992).

Beyorud rescarch: Focus groups as interventions. Focus groups involve
subjects more coherently in the research process, and Jacobi (1991) cites
this as an advantage in institutional research. She remarks on the cost-ef-
fectiveness of focus group research, and cites as another advantage the
area of explanation, not simply description.
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Bers (1989) discusses problems and advantages as well, but the advan-
tage that Jacobi sees in involving subjects integrally in the process is a
characteristic of focus group research that in some cases gives the research
a kind of participatory research thrust: when four focus groups consisting
of 60 managers and employees in a large teaching hospital addressed the
common needs and problems, the focus group itself was seen as place for
change through the improvement of communications in the institution
(Capps, 1991). In a large scale study involving four American states and
dealing with the ability of the states to manage economic change, focus
groups were built into the design as a mechanism for “citizen input” (Jobs
for the Future, 1991). The technique may be used concurrently with re-
search as an instructional development technrique, as it was in two com-
puter-assisted university courses (Kubota, 1991). In an applied project
with at-risk youth in a school system, Kleiner (1990} saw the focus group
and a “School System Empowerment Report Card” as strategies to keep
the vouth 1in school.

Focus groups are used not only in research in education, but tin applied
situations. Connors et al. (1991), for example, suggest using focus groups
to share information with parents and stakeholders in the process of
building community support for schools. In the volume edited by Topor
(1992) focus group research s discussed as marketing strategy and as a
research tool in higher education.
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