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ABSTRACT

This thesis explores the issue of the social
organization of indigenization of the experience of First
Nations students in a mainstream social work training program.
The experience of the students is organized according to the
academic and professional standards of social work training
and practice in various processes which marginalize or silence
their cultural experience within a mainstream learning
setting. The students seem to be required to make major
adaptations to indigenizing processes in order to obtain
academic success with subsequent impact to their comfort and
well-being. The problematic aspect of this experience has
implications for First Nations who seek autonomy and
empowerment in implementing social services which are
effective and relevant in a cultural and community context.

A qualitative ethnographic methodology was utilized in
planning the research design and in obtaining and analysing
data for the inquiry. In-depth interviews with five students
were conducted, transcribed and analysed. Data information
was organized and written according to my conceptual framework
or standpoint as I understand the problematic of the issue. I
have developed this inquiry partly from my experience as a
First Nations social work student and this is acknowledged.

The First Nations students participating in this inquiry
often found that mainstream training did not prepare them for
social work practice in their own communities. Mainstream
educators who attempted to provide cultural relevancy often
lacked the skills and resources to do so. These findings are
important in considering planning and implementing social work
training and practice for First Nations, particularly in light
of the timely and urgent nature of the issue of autonomy in
child welfare.

Examiners:.

Retired)
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CHAPTER ONE
INTRODUCTION

This thesis explores the experience of First Nations
students in social work training and examines how that
experience is socially organized by processes which
construct an indigenized training experience. Haveman
defines indigenization as a process wherein policies for
First Nations are rooted in and reflect dominant
perspectives (Haveman 1985, pg.1-16). This term is central
to my topic in exploring the experience of First Nations
students who are attending social work training in a
mainstream program. The term Indigenization is utilized to
describe circumstances wherein First Nations are not only
colonized but are also perpetuating of oppressive processes.
In this sense, they become the oppressors.

I have chosen this research topic because of my
standpoint. I was a First Nations student in a mainstream
social work training program. This first hand knowledge has
been of great assistance both in understanding the learning
experience of other First Nations students and in organizing
and implementing the research. Details of my personal
experience are addressed with the presentation of data. I
have experienced problems similar to those reported by some
of the students participating in this inquiry. I believe
this personal knowledge gave me some insights and
understanding of the struggles others have faced. There

were times when I struggled with balancing my own experience



with those shared by the students in their stories. I
struggled with acknowledging my own experience while trying
not to drown out their voices.

What I felt and observed as a First Nations student led
me to critically examine the social work training processes
which I felt had an impact on myself and other students.
Yet, previous to this research, I had only general
impressions; I had no specific information or theoretical
framework with which to make sense of my experience or to
explore its implications for my practice. I recognized that
many First Nations would prefer a more optimal balance
between cultural and mainstream content and process in their
training than what currently is available. Yet students
are, or perceive themselves as powerless to achieve such a
balance as they are dependent on mainstream funders and
accreditors in attaining ‘credible' professional training.
Students are indigenized in mainstream training which lacks
the empowering and culturally relevant aspects to promote
autonomous and culturally appropriate information and skill
building necessary for practice in First Nations
communities.

This thesis attempts to provide a framework for
exploring how student experience is indigenized, for
connecting indigenization in training to external processes
and for considering the impact of indigenized training on
First Nations social services, particularly in the area of

takeovers in child welfare. Knowledge gained from this



research can assist in moving First Nations training beyond
a dependence on mainstream institutions and resources.

The objectives of the research were to explore the
experience of First Nations students (from the standpoint of
their stories) and then to consider their experience in
light of academic and state policies and practices. I
connected their experience to external processes which

played a part in constructing it as indigenized.

Chapter two of this thesis describes the relevant
literature related to social work training and First Nations
students, particularly in terms of processes of indigenized
training. The specific adaptations students make in
assimilating to mainstream training are also explored in
this chapter.

Chapter three explains the research methodology and its
appropriateness for the research question and the subjects
involved. It also outlines the interview process used in
obtaining data from students.

Chapter four presents the information gathered through
interviews with social work students.

In Chapter five I analyze the data from the findings
and literature. I discuss some implications of indigenized
training. Important connections between the experience of
students and the policies of funders and educators are also
discussed in this chapter. The conclusion at the close of

this chapter summarizes major observations emerging from the



research and identifies areas for optimism, continuing
concerns and unresolved issues.

This inquiry was begun approximately five years ago.
Since that time some changes have admittedly taken place in
the training curriculum which could have improved
circumstances for First Nations students though it is
difficult to say whether these would be significant enough
in scope to effectively alter the seemingly indigenizing
nature of the program.

It is my hope that this thesis will truly speak to the
needs of First Nations in our developing truly empowering,
effective, and culturally relevant training as a base for
First Nations practice models. In addition, I hope this
work will provide some critical dialogue on policies and
processes which continue to perpetuate colonialist (neo-
colonialist) training processes and to hinder the
development of First Nations social work training and

practice.



CHAPTER TWO

REVIEW OF RELEVANT LITERATURE

This section discusses relevant theories from the
current scholarly literature addressing issues associated
with the research topic. Some of the sources address First
Nations student experience in mainstream training more
generally. Nonetheless, they are useful in understanding and
articulating the experience of First Nations in social work
training. Although some aspects of what students in this
study have experienced are likely particular to social work
there may be commonalities in the experience of all First
Nations post-secondary students, especially among those
pursuing professional education in preparation for self-
government.

Professional social work training is an important
priority in First Nations professionalization, because
"self-government is fast approaching” (Beaty and Chiste
1986, pg.ll). Large numbers of First Nations are clients of
the state social service system. A desire to reduce First
Nations clientele or offload this expensive federal
responsibility through policies promoting limited self-
government makes social service takeovers one of the primary
professional development areas First Nations are encouraged
to pursue (Angus 1991, pgs.12-33). At the same time First
Nations themselves are motivated to implement their own

social work programs, partially out of eagerness to



institute more culturally relevant child welfare practices
(Pace and Smith 1990, pg.110).

This urgency, as well as the historically assimilative
nature of social work, leads to special pressures and issues
for First Nations students.

Haveman defined indigenization as the development and
implementation of policies for First Nations which are
rooted in, and so continue to reflect, dominant perspectives
(Haveman 1985, pg.1-16). Other sources also address the
processes of indigenized training and highlight the need for
further research about these processes and their impact on
student experience. There is a need to address the inherent
difficulties with retaining and graduating students (Beaty
and Chiste 1986, pg.6). Informed ways of overcoming barriers
to more culturally relevant and empowering training for
First Nations must be found.

Some of the literature examines the training experience
of students of colour who are not First Nations. Again, I
found these sources useful in developing my conceptual
framework. My use of such sources, however, is not intended
to suggest that the experience of students consulted in my
inquiry is generalizeable to all First Nations post-

secondary students or students of colour.

MARGINALIZING
"Marginalizing" is defined here as processes which

allow or facilitate limited cultural content and decision-



making opportunities for students but do so from within a
mainstream framework. While allowing some benefits to
students, marginalizing processes may also tokenize those
students' participation and culture.

In recent years, social work educators have begun to
grapple with the issues involved in integrating racial and
ethnic content into their curricula in response to concerns
raised by oppressed groups. Chestang notes that debates in
the U.S. in the 1960s revolved around the question of
whether "African-American" content in colleges and
universities was substantial enough to be "...viewed as a
legitimate area of scholarly inquiry, (Chestang 1993,
pg.1l)." Despite Chestang's view that the profession seeks
to help and understand people in "various contexts", he
notes that such inclusion should be linked to a theoretical
basis or a "professional purpose." (Chestang 1993, pgs. 2,3).
This view suggests that such content has little value of
itself in mainstream professional training, reflecting a
belief by social work educators that minority content should
be included only where it can be accommodated within a
mainstream framework.

Chestang notes that while the American Council on
Social Work Education - the U.S. accrediting body equivalent
to the CASSW (Canadian Association of Schools of Social
Work) - has developed guidelines to infuse minority/ethnic
content, further strategies are needed to ensure continued

progress (Chestang 1993, pg.3). The situation appears



similar to that of CASSW guidelines and Canadian
difficulties in including cultural content in mainstream
social work curricula.

Though Chestang advises that educators devise an
organizing structure through which to link minority content
with general course content (Chestang 1993, pg.6) he fails
to address the potential for marginalization of minority
information and students' needs. Any such content will be
dependent on ability or skill of educators to relate that
content to the mainstream curricula. Mainstream educators,
rather than members of the minorities themselves, will
determine what cultural content is relevant.

This process excludes meaningful minority involvement
in determining program content and may overlook those things
most relevant to the needs of minority students and their
communities.

Nagpaul describes similar marginalizing occurring in
India. American mainstream theory is so pervasive in that
country's local social work training programs that
indigenous issues and topics become tokenized. Nagpaul
reports no "serious attempt" in fifty years to incorporate
Indian culture and field experience in the social work
curricula. Even study material for courses on Indian
society and social structure is predominantly American
(Nagpaul 1993, pgs.212,213).

A 1964 United Nations study highlighted the "limited

applicability" of the American model and suggested promoting



indigenous methods and materials. Since then there have been
several attempts in India to move in that direction,
including working groups, conferences, and the establishment
of a training centre to produce teaching materials based on
regional needs and socioeconomic conditions (Nagpaul 1993,
pg.216). Although many reports and recommendations have
been produced, however, '"no concrete plan" has emerged to
replace the US model or actually produce indigenous study
materials. Nagpaul suggests that belief in the supremacy of
the U.S. model, lack of resources and financial dependency
on US social work interests are the key factors motivating
the continued promotion of American social work training in
India and throughout the world (Nagpaul 1993, pgs.216,217).
Nagpaul's concern is that regional trainers and indigenous
agencies are themselves reconstructing these marginalizing
processes because of their dependency on external resources
(Nagpaul 1993, pgs.216,217).

Though there appears to be some "cultural content" in
Indian social work programs, it is presented within a
primarily mainstream framework. Recommendations for the
development of indigenous skills and knowledge, and the
indigenous topics which are presented, appear to function
primarily to appease the cultural sensitivity requirements
of accreditors, funders and human rights observers (Nagpaul
1993, pgs.216,217).

Jones notes how token gestures such as guidelines for

greater Black participation and empowerment through contact
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with the profession are part of the white system, serving to
fulfil the mainstream need to address inequity. Such token

measures:

mask the fact that it is the disempowering
effects of social work that need to be challenged
and that not allowing people to be partners in
the care of their children is an indication of
inequality rather than an attempt to redress it.
The commitment to empowerment is both fragile
and transparent - we have done nothing more than
intellectualize the term and build it in to our
professional jargon (Jones 1993, pg.79).

Jones acknowledges, however, that some efforts to
include persons of colour in decision-making within the
profession have been more than token measures. She
describes a New Zealand program that addresses social
inequality and racist social work practices and attempts to
return power to tribal communities (Jones 1993, pg.80).
Similar experience in Canada shows that such "progressive"
efforts often become marginalized within a white or
mainstream framework, despite sometimes well-intentioned
policy makers (Morrisette, Morrisette and MacKenzie 1993,
pogs.101;102) .

Kolb addresses a similar marginalizing of minority
women. In the U.S. the curriculum policies of the Council
on Social Work Education (CSWE) specifically mandate
educators to provide content on women and minorities. The

experience of women of colour, however, is marginalized into
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a "chapter or two" within a white, middle-class curriculum
base (Kolb 1993, pg.99).

Gary and Gary describe similar marginalizing of the
social work training needs of Blacks in the U.S. Despite
many early contributions in training, practice and
professional standards development Blacks are mostly missing
in discussions of the history of social work (Gary and Gary
1894, pgs.67;68) .

Black professionals criticized the way social work
training programs developed for blacks were usually more
limited than those for whites. Apprenticeships and short
term courses or conferences lasting only a few days per year
- methods "discarded" by whites and revived for Blacks in
the 1920s - covered a variety of topics but made it
"impossible" for blacks to adequately learn the profession.
(Gary and Gary 1994, pgs.70,71,72).

Such early training models for Black students resemble
the distance education programs now attended by many First
Nations social work students who wish to continue working
and serving their communities while taking professional
training. Several programs implement this model. While the
model meets some needs, it is arguable it may mirror
problems similar to those of early training models for
Blacks.

Gary and Gary note that the Atlanta School of Social
Work was instituted in 1930 to provide a forum for including

Black content and experience. Courses addressing Black
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community issues, housing problems and other concerns were
provided alongside traditional courses (Gary and Gary 1994,
pgs.74,75). The authors do not discuss any problems
associated with the potential for marginalizing of Black
content within a program which also offered "traditional"
(mainstream) content. Yet, it is possible that Black content
was marginalized in the past in a way similar to the
marginalization of women and minorities in more contemporary
curricula.

Morrisette et al stress the need for culturally
relevant developments in social work training and practice
in Canada, noting that efforts to adapt professional
training and practice to the needs of First Nations are
limited in scope (Morrisette, Morrisette and McKenzie 1993,
pgs.92,93). While changes are being made in training and

practice:

these have had to operate within the larger
framework of conventional policies and practices;
thus they are often met with resistance and mis-
understanding (Morrisette, Morrisette and McKenzie
1993, pgs.101,102,103).

The authors point out that Canadian social work
training is based primarily on content relevant to dominant
(mainstream) culture. Distinct cultural content receives
little attention and is only "selectively introduced". This

practice encourages practice based on dominant theories and
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models inappropriate for First Nations practice, while

devaluing traditional knowledge and healing practices:

Such limited attention leads to a devaluation of
this content in much the same way as Aboriginal
culture has been historically devalued. It can
be argued that some of this is understandable in
that this knowledge is still being clarified and
organized within the Aboriginal community. How-
ever, in view of the increased participation of
Aboriginal students in social work education and
consistent claims from the larger Aboriginal
community about its different reality and
traditions, it is more difficult to understand why
social work education has not been more proactive
in its approach to this issue (Morrisette,
Morrisette and McKenzie 1993, pg.105).

Yet in the context of training for First Nations, isn't
this what First Nations expressed a need for? Both cultural
and mainstream professional content to better prepare them
for self- government in social services? Many suggest
educators are only providing what has been asked for by
First Nations themselves (Brown 1992, pg.46; Feehan and
Hannis 1993, pg.2).

The continuing problem seems to be the inability to
strike the correct balance of mainstream and cultural
without watering down mainstream information or tokenizing
cultural aspects.

Ahmed describes the ignorance of educators in including
race- related or anti-racist literature in the UK. Reading

lists were "frantically" updated before accreditation visits
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in order to meet curriculum requirements, but instructors
were usually "blissfully ignorant" on the issues and often
did not refer to them in class. Without internal mechanisms
to foster educator awareness such content is often not
included despite policies requiring it (Ahmed 1990, pg.15).

The same tokenizing effect arises in First Nations
"partnership' in decision-making and planning for relevant
social work training. First Nations students and community
members may have an "advisory" voice in planning for and
making recommendations to training programs (Pace and Smith
1990, pg.115) but this voice can become tokenized.

Educators may try to demonstrate their commitment to
First Nations involvement by instituting advisory boards,
holding consultative workshops and hiring non-tenured
instructors, but these efforts may remain marginal.

First Nations express a need for achieving accredited
professional training, however. They do not want to seem
less trained professionally (Castellano et al 1986, pg.15).
Inadequate or marginal professional training seems as
problematic as marginal cultural content. While it is
difficult to strike a balance between professional training
and cultural content without sacrificing one or the other,
some argue it can be done with positive benefits (Brown
1992, pg.46) (Hannis 1993, pg.50). Many agree there are
expectations for educators to "integrate the social work
perspective within a Native context" despite the

difficulties in "standing between" two historically
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antagonistic and contradictory ways of thinking (Colorado
1993, pg.67). A major difficulty is the lack of
infrastructure for doing so in a way both respectful and

effective:

If we had wanted to use Western social work
methods to assimilate Native people into an
uncritical acceptance of a foreign model of social
work, we had a huge infrastructure from which to
work. But there is no infrastructure for linking
and translating bicultural knowledge and
converting such scientific knowledge into action
(Colorado 1993, pg.75).

Castellano et al suggest there is a continuum between
training programs with greater or lesser degrees of cultural
content and First Nations participation. All accredited
training must provide core professional mainstream content,
yet a greater degree of cultural content and First Nations
participation in planning will be less marginalizing of
First Nations (Castellano 1986, pgs.15,16).

It seems difficult for educators to circumvent the
marginalizing aspects which accompany mainstream
professional training, even when they are able and willing
to provide more cultural and egalitarian training. Part of
the difficulty is in meeting the differing needs of various
groups, such as tribal councils, funders, First Nations
students, community members and university administrations.

All have vested interests in social work training for First
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Nations but may differ in their visions for how best this is
achieved (Zapf 1993, pgs.33,34). Colorado notes that First
Nations students themselves differ in levels of cultural
content preferred because of "identity conflict" (Colorado

1993, pg.72)

MAINSTREAMING

In this section information from the literature is
discussed which helps to reveal how First Nations social
work students are pressured to assimilate or come to believe
that assimilation to mainstream ways means academic success.
The concept of mainstreaming assists in understanding how
cultural content is constructed as oppositional to
mainstream, professional content. 1Inclusion of only
marginal cultural content, or none at all, is justified by
presenting that content as detracting from the mainstream.
The term mainstreaming is used here to indicate
circumstances whereby mainstream curriculum content is
presented while cultural content is excluded. Chestang found
that "...minority content detracted from the limited time
available to teach the primary focus of a course (Chestang
1997, pgs.l,2). Further, he suggests that many social work
students resent devoting attention to "racial and ethnic
minority" content. He believes such content infusion is
necessary and is possible if work is done to relate it to
mainstream content. He believes provision should be made for

a structure for infusion and that infusion must be
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integrated throughout the curriculum (Chestang 1993,
pgs.1,2).

In India, social work educators are challenging the
conventional practice of "unilaterally transferring Western
social work theory and practice methods" to local training
programs and calling for indigenous professional develocpment
(Segal 1993, pg.61).

Skill development in health care education and
community work, for example, may be more relevant to local
Indian communities than the casework and family service
focus prevalent in mainstream Western social work curricula

(Segal 1993, pgs.63,65). As Segal notes:

the values of social workers in each country
must reflect some combination of their own
national culture's values and those of the
profession, and in such a way that their behaviors
and attitudes are sensitive to the problems, needs
and values of their respective client groups
(Segal 1993, pg.63).

Segal suggests that though some social work students
are assimilated into Western ways before entering training,
this assimilation is reinforced by Western training methods
which lead students to identify more with Western ways than
"... with those of the indigenous populations they serve

(Segal 1993, pg.6l)." As discussed later, such concerns

echo those of First Nations students interviewed who fear
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that assimilation to mainstream professional and academic
ways will alienate them from their own communities.

Others state that the assimilationist nature of social
work education in Canada means that graduates are not
prepared to work in "different ethnic communities."
Mainstream educators need to be aware of their role as
"socialization agents" and of how they impose their ways of
teaching and learning on others (Blum 1987, pgs.89,90).

As Nagpaul states, this primacy of mainstream voices

over indigenous ones is ethnocentric:

US social work education is highly ethnocen-
tric, and its essential elements are inappropriate
for India and other developing societies where not
only social structures and social problems are
different but even human needs, beliefs, myths,
values, traditions, goals, roles and the
aspirations of people are so divergent that new
strategies and solutions need to be developed
(Nagpaul 1993, pg.215).

Jones agrees, suggesting that mainstreaming is a form
of racism. Writing about the stigmatizing nature of social
work in the United Kingdom, Jones notes that as
professionals focus on the pathologies and dysfunctions of
Black families and individuals issues of poverty and
inequality are neglected. There is more focus on procedures
than services in this system, which tends to stigmatize

Blacks. Professionals prefer to address the "failing



19

individual" rather than the social circumstances producing
poverty, unemployment and other ills (Jones 1993,
pgs.77,78) .

Even alternative practice models such as the ecological
model continue to emphasize the "individualized" approach
(Morrisette, Morrisette and McKenzie 1993, pg.92). Helping
alternatives are still too entrenched in dominant views and
conventions to adequately address gender, class or culture-
based issues. Though feminists have had some success in
challenging the mainstream "androcentric" nature of social
work, 1its ethnocentric nature receives little attention
(Morrisette, Morrisette and McKenzie 1993, pg.92). This
concern over the lack of more empowering practice paradigms
matches Segal's and Nagpaul's observations on the prevalence
of individualist paradigms in social work training.

Mainstreaming depoliticizes training and practice
issues. There is an inherent hesitancy to critique the
profession and its mainstream training processes on racial,
cultural or similar grounds. Mainstream voices dominate in
discussions of curricula and paradigms for training.

As Morrisette et al note,

the individual is continuously bombarded with
the values and practices of the dominant culture,
and these influences do not encourage a strong
identification with traditional culture (Morris-
ette, Morrisette and McKenzie 1993, pg.95).
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As discussed in a later chapter, the social work
training experience of First Nations students discourages
the cultural in favour of the mainstream. The adoption of
mainstream skills and knowledge is necessary to succeed in a
mainstream program. Such a "monocultural paradigm" leads to
a "loss of cultural vision" (Colorado 1993, pg.71).
Theorists suggest this mainstream domination perpetuates
circumstances of oppression for First Nations (Colorado
1993, pg.71) (Hannis 1993, pg.49). Further, as Zapf notes,
students who identify strongly with their traditional
culture may have difficulty achieving academic success with
curricula not particularly relevant to their own community
situations (Zapf 1993, pg.97).

The varying levels of cultural identification among
social work practitioners and consumers also have
implications for assessment and intervention.

Sensitivity must be used in traditional helping and
healing with a First Nations consumer who does not strongly
identify with traditional culture. This does not mean that
culture should not have some part to play. Some feel that
while traditional or conventional skills can be used to
address crisis situations for First Nations, issues of
esteem and powerlessness must also be addressed. Exposure to
traditional culture can provide identity validation
(Morrisette, Morrisette and McKenzie 1993, pgs.95,96,97,98).

First Nations practice models, emphasizing

participation, empowerment, group and community development,
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advocacy and political action from a First Nations
perspective (Morrisette, Morrisette and McKenzie 1993,
pg.98) are not typically available in mainstream social work
training. First Nations theorists share concerns with those
of other nations that mainstreaming leaves little room for
the indigenous content necessary to prepare students to
either empower indigenous consumers or offer effective

helping interventions. Morrisette et al note:

Course content needs to reflect the growth of
Aboriginal practice and perspectives on needs in
these communities. In addition, the actual ins-
truction of such course content needs to be
undertaken by Aboriginal people. Frequently,
the essence of Aboriginal knowledge and under-
standing based on an oral tradition has been
misrepresented, and cultural traditions and
sensitivities have been violated. Claims to
validity, credibility, and principles of social
justice dictate that Aboriginal people be prim-
arily responsible for the development and deliv-
ery of Aboriginal social work content. The inc-
reased involvement of Aboriginal instructors in
social work education will require changes to
conventional approaches to staffing, particularly
if elders and traditional medicine people are to
be included (Morrisette, Morrisette and McKenzie
1993, pg.105).

Others suggest that the historical oppression of First
Nations and other groups by helping institutions is
perpetuated by dominant society's values of individualism
and professionalization. Alternative helping approaches may,

along with cultural material, be more suitable than current
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mainstream approaches in providing a training format
relevant to the needs of First Nations students and their
communities. Radical approaches call for changes in the
helping services that emphasize collectivism, mutual aid,
and similar techniques as alternatives to the clinical
therapeutic approaches which stigmatize and disempower First
Nations and other communities (Wineman 1984, pgs.132,133).

Similarly, feminist social work may also provide
perspectives better suited to First Nations training needs.
The feminist model is outside of the "dominant" (mainstream)
perspective and promotes non-hierarchical helping relations.
It encourages focus on race and gender inequities rather
than stigmatizing consumers as dysfunctional (Nes and
Tadicola 1989, pgs.19,20).

Feehan describes one program's focus on Band community
needs assessments and the personal growth and responsibility
of First Nations students and community members in taking
responsibility for child welfare services (Feehan 1993,
pgs.11,12,13). However, she does not describe any
curriculum content which addresses the power and resource
issues facing First Nations attempting social services
administration and dependent on dictates of external funding
and accreditation sources.

Depoliticization and clinical therapeutic approaches
to Band empowerment seem to be encouraged by such curricula.
Such approaches pathologize First Nations, affecting

students' identity and esteem and do not prepare them to
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empower their communties.The program described by Feehan
does address some preparations for autonomy though not in a
realistic way given the difficult circumstances facing those
seeking self-government.

Aboriginal practice models for social work would
address cultural differences like the value of
interdependence as opposed to competitive, individualized
values (Morrisette, Morrisette and McKenzie 1993, pg.93).
Further, the stigmatization inherent in mainstream training
could be reduced through raising "Aboriginal consciousness
about colonialism" and its processes and effects, as some
suggest (Morrisette, Morisette and McKenzie 1993, pg.93).

Morrisette et al state that we must go beyond simple
structural analysis of relations between First Nations and
the dominant society and prescriptions for cultural
sensitivity. Developing an aboriginal practice model
demands ongoing action. Educators must recognize the need to
reconceptualize training to accommodate culturally
appropriate practice through a dialogue of "mutual respect"
and "appreciation of diversity". The challenge for First
Nations is to become more aware of the dichotomy between
traditional and mainstream world views and promote change in
their practice (Morrisette, Morrisette and McKenzie 1993,
pgs.106,107). Colorado recommends that traditional cultural
approaches to helping be explored within an "egalitarian"
training format (Colorado 1993, pgs.75,76). Similarly, Brown

suggests that recognition and accommodation of "Aboriginal
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perspectives" as a basis for future training could provide
an alternative to current assimilative training practices
(Brown 1992, pg.46).

. Recommendations to address mainstreaming through
cultural or alternative content go a long way in addressing
the need for First Nations voices, experience and
empowerment in social work training and practice. However,
they do not resolve the barriers which have thus far
prevented their implementation.

Kolb addresses the need for revaluing the experience
of minority women in social work curricula. She suggests
that teaching feminist principles re-politicizes the
profession by encouraging the examination of power relations
in practice to affirm and empower minority women in a male-
oriented society. She also recommends consideration of
minority experience, as well as female experience, in order
to address the dual consciousness of minority women (Kolb
1993, pgs.102,103,104). Yet she and other theorists
(Hannis 1993, pgs.50,51) (Colorado 1993, pg.75) fail to
adequately address how minority students, educators and
community members can work to implement more empowering and
relevant content with limited resources while avoiding
backlash, criminalizing and silencing by mainstream
educators who may feel threatened by such change.

Problems may also arise in evaluation procedures used

by mainstream educators to grade cultural and mainstream
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academic progress if students' "language, culture and

context" are unfamiliar (Zapf 1993, pg.37).

' SILENCING

This term is used to describe processes which silence
critique of social work training programs or requests for
action. Critique is sometimes deflected through
criminalizing of First Nations students. "Criminalizing" is
accomplished by shifting attention from the problems with
the program itself to individual or ethnic group issues, a
"blame the victim" process which discredits First Nations'
concerns by labelling their views or behaviors as
undesirable. I use the term “criminalizing” to describe a
pejorative or punitive process in training experience. Use
of the term does not imply legal processes but is used to
indicates circumstances where students are perceived to be
perpetuating some wrongdoing or unruliness.

First Nations voices may also be silenced in
determining the framework for their own training and
practice as their voices are largely absent from the
curriculum, and mainstream views of their issues and
experiences are promoted to the exclusion of their own.
Jones implies that critical examination of current social
work processes is not welcomed by mainstream educators.
Examining anti- racist issues in child protection in the
U.K., Jones notes that educators and practitioners prefer

"handy hints on working in a ‘culturally-sensitive' way"
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(Jones 1993, pg.76). Yet rather than avoiding critical
examination or seeking easy answers with platitudes on
cultural sensitivity, Jones insists that the social work

profession must accept:

our responsibility to evaluate critically
and intervene in the system of which we have
become a part (Jones 1993, pg.76).

Jones notes that a "professional vacuum" is constructed
by practitioners and professional regulations which silence
Black communities, preventing their participation in
planning for child protection. This silencing relegates
families and communities to accepting agency views. Any
disagreement or anger is used to reinforce agency
constructions of parents as pathological and dysfunctional,
and justifies the institutionalization of racism into
service processes which are inappropriate and disempowering
(Jones 1993, pg.77). Failure to address issues of poverty
and inequality and how these factors affect families'
abilities to protect their children means the profession
itself becomes a tool for perpetuating inequality (Jones
1993; Pg.11) s

Mainstream entry standards for social work training can
also be a form of silencing through a gatekeeping process.
Zapf expresses his concern for the way in which academic

standards can prevent experienced lay helpers from entering
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the profession if they lack accredited training
opportunities (Zapf 1993, pg.38).

Sponsoring agencies or funding sources may also play a
role in this gatekeeping process. One program acknowledged
the involvement of sponsoring agencies and employers in
admitting students where academic achievement was not "the
only criteria" for entry as employer and funder needs were
influential (Pace and Smith 1990, pgs.113,114). Balancing
student needs against those of government funders, academy
standards or community interests has the potential to leave
some student's needs overlooked or overshadowed.

Rather than silencing women and minorities by failing
to address oppression, educators must allow students and
consumers to speak to their experiences in their own voices,
some assert (Kolb 1993, pgs.100,101).

Many argue similarly that social work educators should
encourage and participate in critical examination of
mainstream training and its impact on First Nations. 1In
addressing "academic genocide," Churchill asserts that "New
Agers" professing to assist First Nations need to re-examine
their own privilege and ways of perpetuating oppression
through mainstream academia (Churchill 1988, pgs.64,65).
Colorado adds that educators must "look closely" at the
"shadow side" of their work and acknowledge the limits of
Western (mainstream) social work practice and education with

regards to First Nations (Colorado 1983, pg.75).
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Students are silenced from critiquing training programs
through criminalizing, as noted above. Blum suggests
educators need to be more sensitive to ethnic students'
difficulties with mainstream social work training and not
label such students as deficient or troublemakers (Blum
1987, pgs.90,91). Such sensitivity depends on the
educators' ability to examine their own power issues and
perceptions regarding ethnic students. Others agree that

support resources are required and suggest that:

To attribute the problem of poor academic performance
to "poor motivational factor" or "difficult situation"
is like blaming the victim of rape for being a women

It is obvious from our study that Indian students
did not create the "difficult situation" on campus -
for they are the victims of being isolated and
explicitly or implicitly targeted for hostility (Lin et
al 1988, pg.1l4).

Huffman notes that racism may be an important barrier
to academic success for First Nations, although it receives
little attention (Huffman 1991, pg.25). Kirkness et al agree
that to focus on student achievement and difficulty tends to
put the onus for change on students rather than educators.
They call this a form of "institutionalized discrimination"
because trainers perpetuate the same policies and practices
as other institutions which have historically produced
abysmal results for First Nations students. The practice

must be examined to avoid focusing on student retention
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rates instead of problems with the training itself (Kirkness
et al 1991, pgs.3,4).

Unclear policy guidelines and resources, and the
stigmatization of First Nations means students having
difficulty with racism or backlash have little support to
draw on. Students may fear being perceived as
"troublemakers' if they speak out. One observer noted
students were hesitant to clarify reports of racist
incidents (Huffman 1991, pg.30).

Students can be self-silencing, in effect, to avoid
further discomfort in an environment they already perceive
as hostile and unsupportive.

Trask describes attempts to silence her critique of
university programs in Hawaii. She felt harassed because
her views about the academic treatment of indigenous people
at university were perceived as a threat. As a faculty
member, she faced "oppressive and exploitative conditions",
"racism" from other faculty and the "university as a whole",
"daily petty harassments" and attempts to prevent written
and verbal expression of her political views (Trask 1993,
pg.203). Both her employability and well-being were
affected.

Though Trask was an educator rather than a student, and
does not address social work specifically, the silencing and
criminalizing processes she describes are similar enough to
be compared with the experience of First Nations social work

students. Her "radical" views and efforts to end the
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harassment embarrassed her department. She found that
policies for tenure, hiring, course assignments and similar
issues were manipulated by faculty and administrators to
silence her and to hinder her continued participation in the
department (Trask 1993, pgs.213-220).

Others note that academic and government policies to
counter discrimination and harassment against minorities
have been ineffective. Social work trainers need to make
further changes to accommodate diversity and prevent
silencing in order to ensure minority students access to
professional training. The Canadian Association of Schools
of Social Work provides guidelines to counter discrimination
and to promote cultural content, but these are similarly not
enforced (O'Neil and Yelaja 1991,
pgs. 169, 170,171;172,1716,177)} .

The prevalence of mainstream voices also serve to
silence First Nations. If cultural content is presented
exclusively by mainstream voices First Nations issues and
experience may be "misrepresented" and "distorted" as
academics appropriate that experience and assert themselves
as the experts (Churchill 1988, pg.51). It should be of
particular concern that there is a minority of First Nations
voices 1in social work curriculum materials on First Nations,
particularly regarding practice in First Nations
communities.

Policies of academic and professional standards prevent

more First Nations from serving since most lack the
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mainstream qualifications which are required. However, a
commonly noted irony is that the principle of academic
freedom serves to justify the tendency of mainstream
academics to say what they like about First Nations. An

elder is quoted as saying:

It's funny that everytime a non-Indian wants to
say something about Indians, no matter how out-
landish or inaccurate, they start to talk about
academic freedom. But every time an Indian app-
lies for a faculty job, all they can talk about
are "academic standards." I guess I'll be for-
given for saying it seems to me somebody's talk-
ing out of both sides of their mouth here. And
I don't mind saying that I think this situation
has a lot to do with why so few Indians ever get
to teach in the universities ... (Churchill 1988,

pg.56) .

STUDENT ADAPTATIONS

This section addresses the ways First Nations students
may adapt to and cope with indigenizing training processes
and mainstream academic demands to complete their training.

Though many literature sources describe the
circumstances of student adaptation to professional social
work training, there are few specific examples of students'
adaptive behaviours. The literature discusses this issue
more generally, in terms of the impressions of trainers and

researchers.
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Theorists argue that training becomes a "professional
culture" requiring students to make adaptations which impact

on their initial cultural orientation. Segal suggests:

.. .although national culture has a significant
impact on the individual, the effects of a
professional culture that cuts across national
boundaries may be evidenced in that individual's
behavior, attitudes and personality (Segal 1993,

pg-69) .

Blum suggests that one difficult identity issue for
ethnic students is the worry that they are 'selling out' to
mainstream as they become professionals (Blum 1987, pg.92).
This can hamper their effectiveness, leading to a fear they
will not be "accepted by their own communities" (Blum 1987,
Pg.92).

There is also the issue of the extra work involved in
studying both mainstream and cultural content. Gary and Gary
report that early American Black social work students,
though able to attend programs dealing with Black experience
and issues, were also required to take "traditional"
(mainstream) training to be perceived as effective and well-
trained social workers. They do not discuss the extra study
load this may have imposed (Gary and Gary 1994, pgs.74,75).

Similarly, Morrisette et al promote "culturally
relevant"”" social work training for First Nations but do not

discuss the potentially heavier work load. However, they do
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note that adaptation and assimilation to the mainstream
result in the erosion of students' identity and sense of
well-being. Students may also internalize the devaluation
of their own culture (Morrisette, Morrisette and McKenzie
1993, pg.93).

Others discuss the devaluing and internalizing
consequences of assimilation more generally (Wineman 1984,
pg.132). These effects are likely relevant in a training
context as well.

Some suggest culture can serve as a source of "strength
and empowerment" to provide a sense of belonging and shape
healthy self-identity for First Nations. Healing can begin
by reframing culture in a way which re-values its potential
(Morrisette, Morrisette and McKenzie 1993, pg.95). However,
Morrisette et al. warn of the need to consider the potential
for "internal conflict" as non-traditional (culturally)
First Nations social workers struggle to sort out their
sometimes competing identifications with the mainstream and
with traditional ways and values (Morrisette, Morrisette and
McKenzie 1993, pgs.96,98). Others also suggest that while
all students become socialized through professional social
work training, ethnic students have a larger burden as they
must cope with changes in cultural identification as well
(Blum 1987, pg.92).

From her perspective as an educator, Colorado observes
how identity issues affected her experience in social work

training with First Nations students. Domination by
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mainstream culture resulted in identity diffusion, self-
hate, and students devaluing their own culture. Students
internalized the mainstream devaluing of First Nations and
came to question the value of traditional cultural content
in their training. She found that she herself had
internalized the mainstream paradigm and tended to teach as
if she were a "Western person", and not from a "Native mind"
(Colorado 1993, pgs.71,72).

The multiplicity of demands from academy and community
also complicate achieving and utilising cultural
identification as a positive resource. Minority women, for
example, face many expectations and potential negative
effects on their self-esteem if they cannot perform all of
their many roles well (Kolb 1993, pgs.100,101).

A similar multiplicity appears to effect First Nations
social work students, many of whom are women balancing the
competing expectations of family, community, academy and
employers. Minority women suffer "dual consciousness" and
allegiance anxiety as they walk in the two worlds of
mainstream and minority and balance loyalties to minority
and gender groups.

Kolb observes that demeaning and disempowering
stereotypes and treatment minority women experience in the
social work profession, and society generally, means they
must craft more affirming personal and racial self-
definitions by revaluing devalued characteristics as

positive ones. For example, dependency on others and
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community centredness can be thought of as involvement in
relationships rather than as co-dependency, which
stigmatizes (Kolb 1993, pgs.102,103,104).

One study suggests perceptions of racism and hostility
isolate First Nations students and hinder academic
performance. Aside from factors like poverty or poor
academic preparation, perceiving the post-secondary
environment as hostile was reported as the most significant
factor in low academic performance. The perception and/or
reality of hostility saps motivation, leading to high drop-
out rates (Lin et al 1988, pgs.9,10,12).

Others suggest that First Nations students must face
personal healing and development issues (Feehan and Hannis
1993, pgs.3,4) as well as cope with inadequate academic
preparation to meet post- secondary demands (Zapf 1993,
pg.97) (Macias 1988, pg.43). Assimilation to mainstream
social work training raises more than just identity issues.
It demands students adjust their study and learning styles
to accommodate mainstream content and processes. Success
depends on fluency in mainstream academic writing styles and
professional jargon (Macias 1988, pg.45). One program found
academic and language difficulties as well as lack of family
and community support to be common causes of students being
dismissed from training, especially where working students
could not get assistance with case-loads (Pace and Smith

1990, pg.114).
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The literature also suggests that pressures to
assimilate lead to a high burnout rate. Blum notes that

ethnic students are most likely of all to suffer "burnout":

before they even enter the employment force
because they are bombarded by inequity constant-
ly — at home, at work, in school and in society.
Their educational program must provide some basic
tools to help them confront and educate other
service providers (Blum 1987, pgs.91,92).

Inequities associated with mainstream training thus
intensify the already difficult circumstances facing
students.

It is estimated only 20% of First Nations will finish
secondary school and fewer attend and complete university
(Elliot and Fleras 1992, pgs.1l64,165).

Ironically, inclusion of cultural content can impose
further burdens on students who may become responsible for
providing that part of the curriculum.

Faculty may play the role of "content experts" and
leave cultural expertise to the students, though students
themselves experience varying familiarity and identification
with their own cultural traditions. Also, educators may
want to avoid patronizing First Nations by "speaking on
their culture" and feel unable to provide cultural content.
(Feehan and Hannis 1993, pg.9). Student involvement may

also be seen as necessary where educators feel pressure to
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provide cultural elements they are unfamiliar with while
also adapting and delivering mainstream professional content
for First Nations, as one educator observed of a distance
training format (Zapf 1993, pg.40).

Blum also warns educators could feel threatened by the
role reversal that occurs when ethnic students have greater
knowledge about helping in "ethnic communities" (Blum 1987,
pg.91).

The tendency to lean on First Nations students is also
apparent in provision of spiritual content, where students
commonly initiate spiritual practices and events facilitated
by "non- directive" instructors (Feehan 1993, pg.24).

Feehan notes that "[T]he richness of our course content
is continually enhanced as Aboriginal students contribute
their unique perspectives" (Feehan 1993, pg.29).

Lister believes educators should not rely on "ethnic
students" to provide "ethnocultural content"”, but should
instead present such information systematically within the
curriculum in order to meet the needs of all students
(Lister 1987, pg.35). Others suggest providing both a
mainstream and a cultural trainer, but question whether
students would feel "split" by this dichotomy and end up
lacking proficiency in either area (Zapf 1993, pg.99).
Feehan and Hannis suggest that to address First Nations
social work students' needs, a program should provide
"culturally sensitive", "reciprocal" instructors; elements

of personal growth and development; and a mix of
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professional and cultural content (Feehan and Hannis 1993,
pgs.3,7,8) .

How this mix is to be organized in a way which does not
tokenize the cultural or make extra work for students is not
resolved in the literature. Regardless of the difficulties
associated with inclusion of cultural content, most agree
that cultural content and student supports which are
provided respectfully can provide positive benefits. Such
features can make the learning environment more comfortable,
the curriculum more meaningful and, to some extent, provide
affirmation and support in coping with the many roles and
expectations students face. Colorado further suggests that
cultural awareness should be accompanied by political
awareness to help heal the impact of genocide by empowering
and destigmatizing, and in "... restoring spirit and
identity in the aboriginal classroom with classroom
exercises exploring cultural identity issues of students
(Colorado 1993, pgs.81,83,84)."

As Feehan notes, instructors need to enhance their
cultural awareness, be open to experiential teaching and
learning methods and revise course content to reflect First
Nations experience (Feehan 1993, pgs.9,10). Course design
and content should be modified on an on-going basis to meet
the needs of "ethnic students" and learning styles must be
considered (Lister 1987, pg.35). Some suggest that circles,
small group discussions, relevant First Nations case studies

and facilitating cooperative and experiential-based learning
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are of most benefit to students (Pace and Smith 1990,
pgs.114,115).

Several sources also suggest that instructors must be
able to serve as support persons and advisors to First
Nations students to make training respectful and relevant
(Zapf 1993, pgs.39,40; Blum 1987, pg.90). An American study
states that lack of faculty support is a primary factor in
the failure of First Nations post- secondary students to
succeed academically (Hoover and Jacobs 1992, pgs.22,28).
However, there is not always agreement on the best ways to
offer support which is appropriate and respectful, resources
are commonly lacking, and others argue it is inappropriate
to focus exclusively on meeting students' needs because the
interests of diverse stakeholders, e.g. sponsoring agencies,
communities, and schools of social work, must also be met
(Pace and Smith 1990, pg.1l13).

A recent CASSW report also discusses the importance of
support services for students from disadvantaged groups and
the need to involve the community in student admissions
(O'Neil and Yelaja 1991, pgs.180,181). Peer group support
among students has also been reported as a potentially
beneficial means of coping with campus racism, lack of
cultural relevancy in curricula, and the demands of
assimilation or academic expectation (Huffman 1991,
pgs.31,32) .

The literature suggests some students have found their

culture to be a positive resource in academic survival.



40

Some have overcome barriers of "cultural discontinuity" and
"inadequate" academic preparation by utilizing their
cultural strengths as well as developing new study habits
(Macias 1988, pg.43). Utilizing cultural learning styles to
associlate new information with previous experience has also
been helpful. Practical knowledge and experience gained
previously through their roles as community helpers, for
example, has helped some students make sense of and
organize mainstream theory. This makes mainstream material
more "comprehensible" and more easily remembered (Macias
1988, pg.48). Others suggest resources such as english-as-a-
second-language training, study skills courses, and time and
stress management workshops, along with counselling
supports, would be useful (Pace and Smith 1990,
pgs.114,115) .

In summary, the literature reveals that First Nations
social work students cope with a multiplicity of issues.
Extra work and worry, oppressive life circumstances,
isolation, and lack of affirmation and support saps them of
the motivation required to complete their training and
prepare for culturally relevant practice. Most agree that
training programs could do more to address the many issues
facing students. However, current recommendations fail to
resolve issues related to the nature of the training itself
which can hinder academic success and effective, empowered

training.
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CHAPTER THREE

RESEARCH METHODOLOGY

The Research Question

The research question asks how the external processes
of government and educational policy and practice influence
the experience of First Nations social work students. How
is local indigenization structured and socially organized
by external indigenization? This question is meaningful in
considering the potential implications of indigenized
training for social work in First Nations communities.

This research provides a systematic review of the
issues and barriers involved in developing culturally
relevant social work training and practice. Knowledge
gained from such study is an important step toward
empowering First Nations to determine our own plans and
structures for training.

It is important to me that First Nations voices be the
dominant ones in discussion of First Nations issues,
especially with respect to moves toward autonomy. Thus I
have begun the study from the standpoint of my own
experience and that of the participating students (students
refers to First Nations social work students unless
otherwise indicated). I have also tried to use extensive
literature from First Nations sources and from other
persons of colour or oppressed groups, such as feminists.

The research question and methodology chosen reflect

my own conceptual framework, which has evolved through both
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an examination of the relevant literature and my personal
experience. This framework is based on my concern about how
systems of social organization such as indigenized training
recreate mainstream training values and ways and
assimilate, rather than empower, First Nations. I am
particularly concerned about the impact such training has
on the practice of indigenized students. My framework
conceptualizes these problematic aspects of social work
training and served as a starting point for my inquiry into
student experience. The framework also guided me in
constructing a practical research design which is discussed

below.

Conceptual Framework: The Problematic of First Nations

Social Services

I am beginning from the assumption that students are
indigenized as they assimilate to and reproduce the
practices of mainstream training. The subjective
experience of First Nations is devalued within the dominant
mainstream discourse. Cultural content and student
participation are marginalized, and treatment of First
Nations tends to stigmatize by focusing on dysfunction
rather than the oppressive circumstances underlying that
dysfunction. I have observed that student criticism of
this reality and requests for change are silenced.
Moreover, students may be personally blamed for

difficulties encountered in training as attention is
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directed toward their perceived inability to adapt and away
from problems with the training itself.

It is my belief that indigenization constructs First
Nations students and practitioners as outreach agents of
mainstream social work. Trained to administer services
according to mainstream ways and accountable to mainstream
sources, students of mainstream training can perpetuate the
dominant social work ideology with its inherent devaluing
and oppression of First Nations. In essence, First Nations
social workers are schooled to take on the work of
assimilation so politically expedient for both state and
academy.

The research issue is pertinent as I believe the
indigenization of service takeovers-- the transfer of
service administration to First Nations-- would see First
Nations as the ‘handmaidens' of their own assimilation and
oppression, benefiting the political and economic interests
of mainstream government and academics. Indigenization may
prevent truly effective service development and re-create
the phenomenon of social control through social work which
is a prevalent circumstance in First Nations communities.

For services to be culturally and community driven,
and thus relevant and effective, First Nations students and
practitioners must escape the dominant mainstream framework
by examining its operations and affirming their own voices
and perspectives. This research undertakes such an

examination.
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Methodology

This thesis uses qualitative, ethnographic
methodology, sometimes utilized by feminist researchers, to
explore the experience of social work students. I explore
their experiences from their standpoint and my conceptual
framework that First Nations students are indigenized in
training. The study explores the experience of students to
see how it is indigenized by training processes.
Information gathered from the location of student
experience is analysed in connection with external social
structures and institutions which influenced and
constructed it as indigenized.

My intent in examining student experience is to
understand how indigenization occurs. Thus I have chosen a
qualitative ethnographic methodology. It is assumed as part
of my conceptual framework that indigenization does occur;
I do not attempt to prove this. Nor do I quantify the data
to determine the incidence of different forms of
indigenization or attempt to produce a comprehensive list
of those processes. The methodology does not seek to
provide findings which are generalizable according to a
traditional positivist paradigm, though others sharing
similar experiences may ‘recognize’ aspects of their
experience in the students’ stories.

Given the research question and its implications for
empowering First Nations communities in developing

culturally appropriate social services, this methodology is
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appropriate since it encourages examination of power
dynamics in research relationships. The method is also
effective in encouraging criticeal awareness of social
determinants of indigenization by examining the social
organization of student experience. It validates the
experiential informational approach used by many First
Nations and, as with transformational models, deconstructs
power relations which tend to be obscured by the dominant
discourse. Because of the consideration of power relations
in research, I believe qualitative enthnography offers
greater opportunities for eventual transformation of
oppressive experience and the reconstruction of accounts
more authentic to local experience. In contrast, dominant
research methodologies that fail to address issues of power
may obscure, silence or ignore the standpoint of First
Nations and their attempts to explore the exploitation and

assimilation which promote disempowerment.

Research Design

Student experience was gathered through interviews
with five First Nations undergraduate students in a
mainstream social work program. Some connections were made
from the information provided to external mainstream
policies in government and academy to explore some of the
‘'ways social relations are organized by dominant
institutions. From themes observed in the literature and

knowledge of my own experience, I identified four major
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categories of indigenized student experience:
marginalizing, mainstreaming, silencing and adaptation.
These categories served to focus the inquiry, to explore
local examples of indigenized training. The information
provided by the interviews was then analyzed alongside the
dialogue presented in the literature to explore some
potential implications of indigenized training and
connections with external social structures.

The student interviews were used to inguire how
practices of assimilation organize social relations of
knowledge production and control in ways which promote
dominant interests and re-create dominant discourse.

In a sense, the training site became the medium, or
mechanism, through which state policies indigenize
students. The training site connects external structures
with local as educators rely on external funding and policy
in develcpment of training for First Nations. The training
site operates as an extension of government, as do students

when they assimilate to indigenized training.

Use of Qualitative Methods

As noted above, this research employs qualitative
ethnographic methods to reveal how indigenization occurs.
The goal, as expressed by the feminists who developed the
methodology, is to explore women's experience in their own

terms and to connect that experience with the social
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structures which organize it. Inherent in the methodology
is a vision of its emancipatory role: the potential to
raise critical awareness about women’s lives and inform
action in the women’s movement.

Qualitative feminist research methods have evolved in
response to critical claims made against traditional
quantitative methods and their use in social research.
These claims include sexist and/or elitest research topic
selection and bias; an absence of topics important to
women; exploitative relationships between researcher and
researched; a misleading belief in the myth of objectivity;
the overgeneralization of findings, such as applying male
theory tc female experience; and inappropriate data
dissemination and utilization, i.e. to promote patriarchal
interests. Alternative empirical methods have been
developed to address these problematic issues and to afirm
the subjective experience of women (Jaytarene and Stewart
1991, pgs.85,86). Similarly, I am concerned that more
positivist quantitative methods generate similar problems
in research into First Nations experience.

In a qualitative ethnographic approach, validity is
gauged by how well the findings reflect the actual
subjective experience of the research subjects as subjects
give voice to their lived experience. Those with insider
knowledge of similar experiences will recognize these
stories as valid. Respondents describe their world as they

experience it. No standardized pre-existing categories
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regulate the researcher’s contact with respondents, though
the researcher does acknowledge her beginning conceptual
framework.

My conceptual framework served as a working guide in
organizing inquiry and reporting of data according to my
research question of how student experience is indigenized.
The framework categories of mainstreaming, silencing, etc.,
were developed from the standpoint of student experience as
known through literature, personal experience and early
examination of information from interviews. These
catetgories come from the standpoint of experience and were
not developed prior to inquiry on experience.

Findings of qualitative research may be more valid
and accurate than those produced by quantitative positivist
approaches because of the difference in organizing
experiential information (Jaytarene and Stewart 1991,
pgs.85,86). Feminist qualitative ethnography goes on to
connect this experience to structures which determine
women’s particular experience. The method is not limited
to subjective accounts as other feminist methods are,
though it begins there. Data from interviews, documentary
analysis or participant observation is connected to social
structures external to, but influentiing of, particular
local experience. For example, the method may be used to
explain how housework is organized by the western,
capitalist and patriarchal values of social institutions.

Actual local experience, rather than conventional
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sociological theory, is the starting point. The social
relations organizing local experience are explored from
that standpoint. This allows examination of how phenomena
are organized as a complex of social relations beyond the
experience of any one individual. The every day experience
of subjects is the entry point for inquiry into the social
determinants of our lives (Smith 1987, pgs.147-154).

Credibility of findings is a suggested criterion for
evaluating truth value (validity) in qualitative feminist
research exploring subjective experience. Credible
accounts are those faithful to the descriptions and
interpretations of events and circumstances provided by
subjects. Credibility is also indicated by others'
recognition of those experiences (as discussed above).
Quantitative positivist values for generalizability and
representativeness are not expressed through such inquiry.
Subjects are not randomly selected but chosen because they
can illuminate a phenomenon. This type of sampling is said
to be theoretical rather than random. Further, repetition
of phenomena is not as valued. While qualitative research
may focus on the commonality of experience the preference
is to concentrate on examining the experience itself rather
than measuring its regularity (Sandelowski 1986, pgs.29-
33) .

Feminist qualitative methods reject the myth of
objectivity and validate the "reflexive' relationship of

researcher and researched as actors in a social world.
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There is acknowledgement that people are part of the world
they observe and experience, and that research
interpretations of experience involve participation in and
observation of the world. This alternative paradigm seeks
to acknowledge the "subjectivity inherent in all forms of
knowledge and inquiry" as another wvalid form of truth
(Maguire 1987, pgs.14,15).

To incorporate this acknowledgement into my study plan
I structured time for critical awareness and reflection on
my own theoretical assumptions regarding student experience
and determining structures. I have tried to address these
assumpticns and to be aware of, and examine, how my

theoretical framework has guided the research design.

The Interview Process

The process to acquire interview data was conducted in
accordance with guidelines of the research methodoloy
utilized. The method recommends focusing on subject
experience. Interview questions (see appendix for the
content and format of the interview questions) were
designed to reveal the daily training experiences of
students in training as these are described by students
themselves. During the process of planning and conducting
the interviews I was aware that though I wanted to obtain
student views on their experience, I &also needed to
acknowledge my own experiences as a student and my own

theoretical ideas about the issues explored. This
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reflection process is suggested by the methodology as a
reflexive epistemological approach encouraging awareness of
how a researcher frames an empirical ingquiry and is
alternative to positivist practice of constructing a sense
of personal distance and objectivity. I resolved this
issue as I included elements of my own experience in
research findings as an acknowledgement of my experience
and framework for research.

The questions served as an opening for the interviews
and were used as open-ended interview questions. At the
same time, however, my consistent refocusing on the actual
experiences of the students, their activities, feelings,
interactions, etc. did shape the process and information
according to my research needs. The dialectical nature of
the questioning led me to want both an open- ended and a
directed interview process.

Utilizing this interview style, I had concerns about
obtaining the information I needed for the study as well as
the information on their experience from the student's
standpoint. I was also concerned about treating subjects
with respect, equalizing research power processes, and
ensuring comfort level. These were important issues to
balance according to the methodology chosen and my own
knowledge of First Nation sensitivity to the history of
appropriation of experience by social scientists. I
designed and redesigned the research questions with these

issues in mind and in consultation with my research
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committee. I struggled with the implications of these
concerns and admit to some unresolved questions regarding
the correct utilization of this type of standpoint
methodology.

The identity of students participating in the study
was kept confidential. Confidentiality was difficult in a
social work program with a small First Nations component
where everybody knew everybody and what they were up to.
It was like trying to keep confidentiality of clients in a
rural community where everyone can see clients going to a
helping office. Attaining names of potential subjects was
difficult in this situation.

I had concerns about interviewed students being seen
with me. It was important that students not be faulted for
participating in the research. I worried my inquiry may be
regarded as an attack or negative evaluation of the program
and those involved in its implementation.

I enlisted the aid of internal students and faculty
who could suggest students in a discreet way. First
Nations students participating in the interviews had
recently completed (within two years)or were close to
completing their training at a social work program in a
university in B.C.. One of the students had left the
program without finishing.

Five students participated in the interviews. Four
students were female and one was male, reflecting the

gender balance in the program. The majority of the
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students of this group had relocated from rural areas in
order to attend the program, and were without their usual
support network of friends and family.

Two of the students had relocated from other urban
centres but were also without usual supports. While
spending some adult years in urban centres for purposes of
training and employment, they had also spent much time in
rural locations, usually on reservations. Only one of
the students in the group interviewed was categorized as
having Indian status as according to Department Of Indian
Affairs categories.

All but two of the students were parents of one or
more young children and carried family caregiving
responsibilities in addition to their student work.

All students of the group were usually engaged in
part-time or contract employment to supplement student
grants monies from DIA, or student loans as in the case of
the non-status student.

The time for interviews was scheduled according to
student availability. Interviews typically took two to
three hours long for each participant. Students set the
times and availability according to their timetable and may
schedule two shorter interview periods as opposed to one
long period.

Interview information was audiotaped and transcribed.
Transcribed information was reviewed, analysed and

organized. This stage was a complicated and lengthy
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procedure as I made sense of the stories of students and
linked them to information gathered from the literature
review as well as information from a review of relevant
academic and government policies.

There seemed an underground feeling to the
interviewing phase. A limitation of the study is that I
didn't explore in-depth how this feeling came to be
perceived by myself or the students. For example, how did
we become aware of the potential controversy of the study
or the need for secrecy? What information was given that
the study would not be welcome by program staff and how was
this information relayed? 1In retrospect, I think
exploration of the specifics of this type of social
interaction in the program would have greatly enhanced the
data attained about the social processes of the program as
they related to the research question. Due to time and
resource restrictions, however, I needed to limit the
amount of data gathered to allow sufficient time for

analysis and presentation.

Data Analysis
The data from the interviews was written up and
analysed through my conceptual framework. Findings of my
observations of the students' experiences and the social
relations from which that experience emerged were reported.
I analysed data through paying attention to the

social context in which the learning took place. Smith
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suggested this method looks at: "...the actual social
processes and practices organizing people’s everyday
experience from the standpoint in the everyday world (Smith
1987, pg.115)." The researcher attempts to make visible
the ruling relations of social contexts and the meanings
people make of them in their day-to-day experience.

My analysis, consequently, focused on the social
context which generates an indigenized experience and the
way students make sense of and act within that context.
Students adopt social behaviors according to their own
interpretation of the social context in which learning
takes place. Beginning with the students' everyday
experience, I examined the rules and social relations at
work in their learning environment in order to understand
the genesis of that experience.

My analysis was conducted through considering
information from the interview data from the perspective of
my conceptual framework to examine and record examples of
indigenized experience and reveal how indigenization
occured in student experience.

I reviewed the information from interviews and
conceptually connected to information from the literature
review and the review of policies where a conceptual fit

was perceived.
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Summary

The methodology of descriptive qualitative ethnography
was used to explore the experience of First Nations
students in social work training and to analyse how the
experience was organized by structures re-creating social
relations of oppression. Interviews and relevant
literature were used to provide the information for this
exploration.

The methodology is especially appropriate where
research involves oppressed persons. It allows for the re-
valuing of the subjective experience of the oppressed and
provides a method for explaining how oppression is socially
organized. In the context of First Nations and social work
training, it is an effective tocl for exploring how the
social organization of oppression benefits the same
dominant mainstream interests who impose a mainstream
training structure on First Nations students.

Interviews were conducted to reveal student's meaning
on theilir experience. Information from interviews, relevant
literature and policies was analysed in building an
understanding of both student experience and indigenizing
processes. Analysis of the information was shaped by my

conceptual framework.
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CHAPTER FOUR

FINDINGS

In this chapter I report on the data gathered by
interviews with First Nations students. This information
reveals the training experiences of the students interviewed
in terms of the connection of the experiences to the ways
indigenization processes occurred through interactions,
policies and behaviors adapted by students to deal with
indigenizing processes. In interactions with educators, the
First Nations students received messages through
discussions, social behaviors, gestures, and so on, about
expectations of acculturation to the training program.
Training policies direct further messages to the students,
both in terms of the rules of assignments, participation,
etc. and in the ways educators manipulate policies to
justify their actions related to the program and to enforce
desired behavior in students. The students have adopted
adaptive behaviors in order to meet the expectations of
educators as well as to develop ways of coping with and
making sense of their experience.

The experience of the students of the ingquiry is
ordered here in categories which organize the information
from the interviews and the review of relevant literature.
This ordering does not imply that all student of the study

experience the same processes categorized or that the
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experience of one First Nations student is the experience of
all. Through categorizing the information I seek to present
the information in an understandable way and not to suggest
generalization of findings, as in more positivist approaches
do. The information is intended to reveal the ways
indigenization occurs in the experience of the students not
to prove its existence (as indicated in an earlier section)
or measure its degree of occurrence.

The content of the research questions focussed on
activities, processes and interactions associated with time
spent in training. Studying, participating in committees,
interactions with other students, faculty members or
administrative persons, resources needed for studying, how
assignments were conducted, how practica experience was
obtained, how evaluation procedures occurred, current social
support networks, etc. A limitation of the research is that
there was not a lot of information gathered about activities
associated with family and community. Students interviewed
restricted most of the information shared to activities
directly associated with the training program. I think more
information about community and family interactions and
supports or lack of supports would have been helpful in
understanding the whole training experience. It is
possible that academic work has mostly consumed them, that

other things like family and community become secondary.
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Student experiences are reported in the following
categories: Marginalizing, Mainstreaming, Silencing and
Student Adaptations.

This chapter deals with the first three categories as
educators’ actions in organizing indigenization are explored
in the context of the students’ experiences. The following
chapter focusses on the students’ adaptations, analysing
adaptive behaviors in their coping with the experiences
associated with the first three categories and considers

important implications of training adaptations.

MARGINALIZING

Marginalizing here, refers to instances where the
students in the study have experienced their needs, culture,
issues and concerns, etc. marginalized by the educators of
the program. Tokenizing student or community input into
practica, programs and policies, and decision-making
procedures, are examples of how this marginalizing occurred
as a standard practice of oppressive social relations within
the context of the training experience of the students.
Gestures which appear to address students' needs or
concerns, but only in a marginal way, as a fringe component
or add- on are another example. Behavioral or documentary
gestures (through policy on cultural content or institution
of an advisory committee) which are offered in statement but
not followed up on procedurally, or are offered to quell

concerns but not to thoroughly address concerns. Ahmed has
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described similar "posturing" in the lack of enforcement of
racial content guidelines in the UK (Ahmed 1990, pg.15).

Special articles on First Nations which are not a part
of the core curricula and First Nations advisory committees
whose recommendations are ignored are typical manifestations
of the type of marginalizing processes referred to here.
Processes which marginalize First Nations students of the
program also train them to regard First Nations content and
participation as an extra, a fringe component, and/or a
secondary sidedish to the main course of white professional
and academic social work practice and theory. In other
words, the white stuff is the ‘meat and potatoes’ of social
work training and practice and the Indian stuff is an
addition that we will get to if we have time and resources
but is not important or basic enough as a mainstay of the
training meal.

A student described a main approach to marginalizing of
First Nations students by educators, through tokenizing of
student recommendations after the solicitation of those
recommendations.

Confusing committee decision-making powers were organized:

Sometimes they would implement them[recommendations]
sometimes they wouldn’t, it was more advisory.
Actually, it was only advisory. I had no power to say.
This wasn’'t really made clear. There was one issue
that came up ... the faculty/student council agreed to
it but then it went somewhere else, another committee I
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didn’t even know about. I guess it was the faculty
council, we had no power there in that council.

Student participation on committees was also tokenized
through committee membership composition whereby students
were maintained as a minority component of committees. This
is partially explained by the fact that First Nations
students were a minority group in the program, but is not
the whole story, since even on the First Nations Advisory
Committee, the majority of membership was composed of by
faculty members and/or administrative personnel. Faculty
members were constructed as the main voice on all committees
since they comprised the majority of membership on all
committees. Educators provided the major decision-making
voice and First Nations students represented a small token

volice within this structure, even on their own committee:

The majority of people on both councils were
faculty. Especially the faculty/student council.

Marginalizing through tokenizing of participation was
accompanied by gestures to justify First Nations student and
community participation as educators endeavoured to present
a version of events to show cultural sensitivity and First
Nations leadership in program planning, implementation and
evaluation. This version was presented through regular
progress reports and meetings to funders, accreditors
(CASSW) , students and community members (ie- local bands) in

order to justify the program and account for funds spent and
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activities undertaken. (I am aware of these practices
through attending such meetings as a student
representative.) First Nations representation on steering
committees and the solicitation of First Nations input and
participation was organized to construct this version,
despite its problematic nature, and to contradict potential
conflicting versions by First Nations.

More than symbolic change is necessary, however, in
providing decision-making power to "minority groups" (0O'Neil
and Yelaja 1991, pgs.171,172).

First Nations art was emblazoned on School mugs,
brochures and the student handbook. A special pamphlet for
First Nations advertised cultural content and support
services for First Nations. A First Nations content course
offering, ostensibly designed to meet the needs of First
Nations preparing for practice in their own communities, was
added to the university calendar. (The course did provide
First Nations content but in a way which was marginalized
within the mainstream curriculum.) These gestures provide
further examples of marginalizing the actual training
experience while constructing a culturally sensitive
appearance of the training experience.

One student commented on the way reports and accounts
of the First Nations program at the School were manipulated
to justify its implementation, and continued sponsorship by

funders:
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Using Native students, it’s tokenism but its also,
I would say, misappropriation of funds. They’re
giving the funders ... the impression that Native
people would have more say over how the money’s
gonna be spent, in fact that was the reason for
having the committee [the advisory committee].
But, the end result was that they Jjust spent it
as they saw fit, regardless of the input that we
had. In fact I think they had it all spent even
before they formed the committee. Most of it.

Marginalizing seemingly occurred through tokenizing of
cultural content as well. In the following section on
mainstreaming, a student discusses the professors
unwillingness to explore First Nations issues in course
agenda or assignments. The implicit message (through this
refusal) may be that Indian stuff is supposed to stay in the
Indian course as a marginal aspect of the program and not as
a core element to all the courses, "infiltrated" throughout
the overall curriculum. First Nations students have been
responsible for doing much of the work of cultural
infiltration, an adaptation they make in acting as resources
as well as a students of the program. The students’
experience was marginalized as their expectations for
cultural content were not met by educators who tokenized the
inclusion of cultural content. It is argued that greater
cultural sensitivity and curricula content would ensure
greater student success as well as impact positively on
students well-being (Kirkness and Barnhardt 1991,

pgs.8,11,12).
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One student suggested that educators were more open to
negotiate with students on ways to make assignments more
culturally relevant if the students were able to do the work
of ensuring assignments would still be "congruent" with the
mainstream focus and information called for by the
assignment. If time was spent explaining how cultural
information would be associated with mainstream curricula,
the cultural information would be more acceptable, according
to the student. Marginalization of cultural content in
assignments is partly organized through pressure to students
to provide the extra time, energy and resources necessary to
add a cultural component in content or format, if they
insisted on a cultural component. The work of "convincing"
a professor to negotiate and accept a cultural component, as
a student described, is added to the work of actually doing
the assignment and the pressure of other assignments, along
with community and family obligations. Students are not
forced but seem to feel pressured into a culturally limited
and mainly mainstream way of doing things. They have
learned that there is not always time for culture in a
mainstream way of operating.

Marginalizing also seems to be organized through
processes which trivialize and tokenize cultural information
through the hiring of educators who are unfamiliar with a
"First Nations analysis" as discussed later. Educators who
are First Nations illiterate have trivialized and tokenized

First Nations issues or the input of First Nations students
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in the curriculum, even at times when they have solicited
the input as discussed below in the example where an
educator argued with a First Nations student’s input. The
example showed how the educator tokenized and stereotyped
First Nations leaders and organizations and argued with
First Nations input despite the fact that without that
input, misinformation and stereotyping would have been the
only perspective presented to the class. The student’s
input and experience appeared to be devalued, as other
students have reported experiencing upon giving input, and
her cultural knowledge denied though it was the only First
Nations source of information on a First Nations topic in
the class that day. Information from the literature
supports the tendency of the devaluation of cultural
content, and the stigmatizing treatment of information on
First Nations (Morrisette et al 1993, pgs.93,94).

Cultural information is marginalized in the curriculum
and seems further marginalized and tokenized where input is
brought by First Nations. This operated to contradict the
School’s own equity policy (according to recent mission and
goal statements of this committee) which stated that
educators at the School must have an awareness of First
Nations issues. It seems that sometimes students were used
to enforce this policy rule through expectations of their
participation on hiring committees and their vigilance in
monitoring cultural awareness. Rules on cultural awareness

were not enforced by educators in professional development
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and hiring processes, according to student stories. For
example, educators directed to receive cultural awareness
training did not seem to be monitored to ensure they did so.
Encouraging student work on awareness did not mean that the
students’ recommendations on educator awareness or
complaints about individual educator’s lack of awareness
were accepted or acted upon by the School. Even the rules
instituted to prevent marginalization may have been
marginalized as they did not appear to be enforced.

Other programs for First Nations social work training
also report a commitment to cultural awareness in
implementing training policies (Pace and Smith 1990,
pg.112). Such information indicates that cultural inclusion
is a common and reasonable expectation by students.

Fieldwork practica opportunities in First Nations
organizations were sometimes limited in providing the
students experience in the specific practice areas which
interested them. If they accepted a practicum placement in
a mainstream organization, they may be doing so at the cost
of a cultural context in which to apply their skill
development. Professional mainstream skills are competing
with cultural needs and if students find the cultural work
onerous they may opt for a strictly professional mainstream
focus in practica.

A student interviewed could not recall any times during
practica when she was able to apply cultural aspects to a

practice setting, or even any ideas or plans she considered
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for doing so. She suggested she was concentrating strictly
on "policy" evaluation and development and was unable to
initiate or recommend any culturally based ways of working.
In my thinking, the two are not necessarily contradictory,
but the student may have felt the cultural was as unwelcome
in a mainstream practica setting as it seemed to her that 1is
was at the mainstream School, as discussed below. The
student may have also felt developing skill in a specialized
area (policy) was more valuable in a mainstream profession,
than more culturally based practice areas would be.

A marginalizing of culture occurs in this way as
mainstream skill development outweighs the cultural in
increasing employvability, much in the same way that academic
and professional jargon overshadows the token cultural
offerings of the curriculum. Others also note the necessity
of formal training for meeting funder guidelines in hiring
for self-government positions (Pace and Smith 1990, pg.110).

Marginalizing of culture in curricula is also revealed
in the experience of one student who felt more comfortable
and "safer" writing the Indian stuff in her assignments when
she knew a First Nations educator would be grading her
assignment. She felt cultural aspects were welcomed more by
this educator than they would be by mainstream educators and
would thus involve less work and worry. Though there may
have been more work involved in producing the cultural in an
assignment, this student chose to do so for a First Nations

educator, indicating she felt less likely to be marginalized
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or "stereotyped", as she described it. There were "just
some things she didn’t have to explain" in her papers for
the First Nations educator which she would have to explain
for the mainstream educators. This example indicates much
of the extra work of producing the cultural, for the
students, 1is in translating cultural information to a
mainstream grader who may not share the same knowledge or
ways of knowing.

Comfort level and the decrease in required work energy
enabled some students to use the First Nations educator as a
beneficial resource in their training. One student
interviewed had a negative experience with a different First
Nations educator at the School, as discussed in the section
on adaptations and internalization. It may be that this
educator was not as beneficial a resource because she did
not use the same cultural components and ways of learning.
Since she seemed to be "the same" as the mainstream
educators, perhaps the student had perceived her to be as
unwelcoming of culture as mainstream educators were
perceived to be. Students, at least those in this inquiry,
may have found a First Nations educator open to First
Nations culture and values and actively implementing these
elements, to be more of a positive learning resource than a
First Nations educator who appears to be operating solely in
mainstream training styles.

One student remarked that while cultural content meant

work, at least some of the mainstream trainers were making
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space for cultural content. They may be open to leaving
space for the First Nations students to discuss cultural
issues in the class, for example. Though this meant the
students were responsible for the cultural work, it was a
positive experience in one way, as she felt some trainers
acknowledged her cultural information and there was some

space made, if not a lot of space. The student recalled:

And there was also an invitation [by the
instructor] to take a look at that we’re not
always talking about the same thing, or the same
issues don’t always apply to everybody. We were
talking about families and what happened

to your bedroom when you left home ... and we
just stopped the class, we said "Listen, this
doesn’t pertain to us. We didn’t have our own
bedrooms". And it was very open and meaningful.

There were occasions, according to some students
interviewed, when their experience and input was welcomed.
Although only marginal cultural information was allowed,
this had some positive benefit for First Nations students in
affirming their different experience. Positive benefit also
occurred when such discussions were managed respectfully and
meaningfully, as the trainer in the above example seems to
indicate.

Student stories suggest they felt they needed to make a
choice between competing goals of mainstream skill

development and cultural content in their training.
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Academic demands and expectations compete with cultural
content in circumstances of limited time and resources for
the students interviewed.

Student stories also indicate that though First
Nations program elements were marginalized within the
mainstream focus of the training program, some students
found aspects like a First Nations course and a First
Nations trainer to be a beneficial but limited part of their

experience.

MAINSTREAMING

This section is about how the students of the study
experienced receiving messages equating academic success
with acculturation and assimilation into the mainstream.It
also explores how procedures were constructed to facilitate
this process.

This process is well described by Castellano, as formal
mainstream training in her examination of social work
training and First Nations students’ needs (Castellano 1986,
pg.15). It is used here to describe the ways in which First
Nations students are acculturated into the mainstream social
structures of the white/mainstream academic environment.

The term also describes processes whereby First Nations
content is organized from within a mainstream structure and
the problems associated with this practice.

Mainstreaming is like assimilation but it is a more

fashionable term. Not so ugly and therefore twice as
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deadly. The basic meaning and practice are the same,
however.

Mainstreaming happens when First Nations students
attend mainstream academic programs, are dislocated from
their former
setting and thrust into an alien and potentially hostile
one. They are given messages that success in this new
setting means being able to adapt to it in order to survive
and in order to speak, behave, write, dress, etc. as those
who are mainstreamers. Failure to assimilate into the new
setting and to acquire the skills, knowledge, and practices
of the mainstreamers means academic failure. (It may mean
professicnal failure and perhaps economic disadvantage in
the long run for First Nations students unable to adapt to
mainstream practice structures.)

A long time ago this process could have been used to
describe a First Nations childhood experience at a
residential school. 1Its this eerily familiar feeling about
this process of indigenization, that we have been here
before, that makes it evident that historical colonialist
practices are reconstructed through new age practices of
indigenization.

When First Nations students take study skills courses,
english as a second language, or struggle to use
professional/academic jargon they are adapting to a
mainstream environment because they know that they will not

attain academic success unless they do.
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One student discussed the problem of lack of
appropriate cultural content despite the School implying a
specialty in First Nations practice as an aspect of the
training, according to information from interviews and the
special brochure targeted to First Nations recruits. The
university calendar at this time also indicated the
program’s intention to “strengthen” its program for Native
Social Workers. Despite apparent efforts by the program
educators to recruit more First Nations students with
solicitations and promises of cultural content and support

resources for students, the student notes:

... there was only one course, that you didn’'t
have to take [not core at the time of the
interview], that had to do with Native people.
Ithink some of the other courses touched on it
slightly. If it had been my intention to solely
work in a Native community, I wouldn’t

choose that school unless things changed...

The student acknowledged he had acquired professional
social work knowledge and skills, but he found they were
completely inappropriate in the context of a First Nations
community. He believed he was working to acquire skills
which were almost entirely irrelevant except for the
acquisition of mainstream academic and professional

credibility:

It’s totally different ... I got a lot of knowledge
that was more general and more in theory, I think. A
lot of social policy things. Having gone to individual
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communities and having worked in one recently, and
trying to do community development, I realized that
none of this stuff, almost, had any relevance at all!
One of the things that I realized, that other people
realized too, was in empowering a community, they have
to be able to organize, to hold meetings and stuff. I
don’t think we learned too much about how to empower
communities...

The student found that the curriculum did not focus on
community development or empowerment skills and theories.
These are two topics covered by mainstream social work
theory which may have been more readily applicable in a
First Nations practice context. Radical social work
approaches that encourage empowerment based helping
processes are more relevant for First Nations and other
groups (Carniol 1990, pg.l1l4) (Wineman 1984, pgs.74,133).

The student is recounting, in a sense, his frustration at
having tried out the curriculum and found it vividly lacking
in preparing him for First Nations social work. His
frustration could likely also be connected to the factors of
the double-duty, the time-consuming politicking of
participation in the School committees, and the other
aspects of work and adaptations the students are required to
do in order to complete the program. After all this work and
struggle, he ended up with skills and theories he had to
fight for and he found them completely inappropriate.

One student found cultural content was lacking in terms
of format and process for evaluating academic assignments.

Instead of working to apply First Nations issues to his
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assignments he found himself working to improve
mainstream/academic writing skills. He believed the First
Nations students were at a disadvantage when it came to
mainstream grading procedures for academic work mainly
requiring english and writing skills. Because First Nations
students are often ill-prepared academically (Hoover and
Jacobs 1992, pgs.22,28) they may have to do extra work or
acquire tutors or study skills to produce assignments in
mainstream academic and professional language. There seems
some anxiety around passing assignments which no doubt all
post-secondary students can relate to, but First Nations
students have to acquire fluency in an academic and
professional language which they may also resent, which may
be inappropriate for them and is learned in a format they
are uncomfortable with. Post-secondary language is alien to

them:

You know it was all pretty academic. I didn’t go
to high school. In fact I don’t know how I ever
passed the english test there. I just found it
very dry reading and kinda boring stuff. I don’t
think I learn good that way. I think I learn if
there is more interaction.

So students found culture was absent in curriculum
content as well as process of writing, reading, research,
spending time in the library, and lecture-style discussions.
Not only were the theories and skills perceived as

inappropriate, but the ways that First Nations students were
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expected to learn them were also uncomfortable. This point
is also discussed in the literature review as research has
indicated First Nations students benefit from some learning
about issues relevant to them and in learning styles they
prefer, such as group discussions, circles, or the use of
experiential knowledge (Pace and Smith 1990, pgs.114,115).

One student recalled in an interview, that she was more
comfortable doing oral presentations to the class than she
was in doing written assignments. Her discomfort and lack
of proficiency in writing skills was such that she hired
another student to do writing for her. Also, when she
worked on a group assignment the work could be divided so
that she concentrated on research, leaving the writing work
to others in the group. It was extra work for her to
organize her assignments around her lack of proficiency in
writing.

She thought that she and other First Nations students
received lower grades from the mainstream educators because
assignments based on mainstream theories and cases lacked
relevancy for them and also because mainstream grading
measured proficiency in mainstream learning ways more than
it measured learning or practice proficiency. She felt she
was at a disadvantage. Mainstream trainers evaluated her
assignments with comments noting the "inability to answer
the question", or problems with mainstream grammar and
spelling more than with comments on ideas or meaning, she

suggested. The training did not appear to be a meaningful
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learning process according to her own cultural framework of
learning style. The training did not make sense and seemed
invalid to her.

A student interviewed reported that among the First
Nations students, there was a general perception that
recommendations regarding more culturally relevant learning
options in terms of format and content were unwelcome by

educators:

There was a situation in the communications c¢lass. I
had mentioned on a couple of occasions that the
curriculum was geared more towards, you know middle
class styles of communication. You know, like white
people communication style. And, I suffered some
backlash. Like I really feel that I had been gotten
back by the two professors who were teaching that class
... just for voicing my opinion about that. I think it
was at a faculty/student council meeting and they were
asking for feedback, I gave it and I suffered because
of it.

Another student'’s experience suggests that
white/mainstream educators may have been "uncomfortable"
with cultural content because of their lack of knowledge
about First Nations history and issues. This could help in
understanding how educators were perceived by the students
as unwelcoming of discussions of cultural content in format
and process. Another aspect of this lack of cultural
awareness 1s that students felt they had no assistance in
learning about cultural issues, requiring them to take added

time to seek out culturally aware resource persons for
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preparing assignments, since they could not depend on
mainstream educators to assist them with this.

Mainstreaming of the curriculum was partly organized by this
discomfort which left students somewhat disadvantaged as
well, in terms of mainstream educators grading cultural

content in assignments:

I think they felt almost, a lack of knowledge, you
know, where they couldn’t respond, but yet they’re
marking my paper. Probably the only place to get a
race analysis is the Introduction to First Nations
Issues [a course title], and then, I mean, it’s
supposed to be ‘infiltrated’, or whatever, into the
other courses but because the instructors are all non-
Native, I think they really view that as being not
their territory. They may overstep a boundary if they
think they're the expert on race analysis or something.
Do you know what I mean? I don’t think they know how
to do a race analysis.

Educators may have mainstreamed curricula out of
discomfort with how to approach race issues appropriately as
well as lack of knowledge about race analyses. Similar lack
of awareness was also cited in the literature (Ahmed 1990,
pPg.1l5) as generating a climate of lack of cultural content
and anti-racism awareness in the UK. Educators are
instructed by policy directives to provide this content but
lacked know-how to do so and seemed unwilling or unable to
acquire know-how and resources to do so. This issue differs
from situations where cultural content is marginalized and

some cultural content is explored. In mainstreaming
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processes, students experience educators as unwilling or
unable to provide any cultural content.

Lack of relevant social work information regarding
First Nations was apparent. Especially lacking was
information of this type by a First Nations voice. This
voice was usually absent from "lectures, reading lists",
etc. as a student suggested. When asked about the names of
First Nations authors or researchers, none of the students
interviewed could remember the specific name of a First
Nations author used for course readings, including readings
from the First Nations "course". Mainstreaming occurred by
omission of First Nations voices and presentation of white
ones, suggesting that white/mainstream professionals and/or
educators are the expert voice on social work practice in a
First Nations context. As discussed earlier, the First
Nations course dealt with First Nations history and policy
issues and this did seem useful to students (mainstream and
First Nations), but the shortage (described above) of First
Nations professional, academic and community voices
regarding social work practice issues meant this information
was regarded as secondary to the main voice of
white/mainstream practice knowledge. Curriculum
mainstreaming seemed to have a disempowering impact for some
of the students and, as discussed in the literature (Hill
1992, pgs.12,15), is a common mainstreaming process. This
practice was a potentially confusing message for students.

They have been asked to provide a First Nations perspective
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and have also been given the message that the perspective is
unnecessary other than in a marginal way. Further, they are
told in curriculum and evaluation processes that First
Nations perspective must be placed within a mainstream
framework and must give way to mainstream perspectives if
there is any conflicting information or processes. A student

remarks:

There was a lack of research, First Nations rese-
arch ... as much as she [the First Nations
professor] used First Nations authors when we were
talking about specific land claims or things like
that, I guess there wasn't a whole lot of specific
social work literature written by First Nations
people.

Another student commenting on the School’s curriculum
being inappropriate in terms of cultural content, also felt
the educators would not welcome criticism of the content but
did not hesitate in offering her feedback of the curriculum
on evaluation forms or during class discussions. She told
educators that the curriculum "did not reflect us", First
Nations people, at all, but did not see any revisions made
by educators according to input by First Nations students.
One example given was when she commented on the "planned-
change process' theory and it's lack of relevance in a First
Nations setting where you "really need to get to know the
client better, and their own plan" for such theories to be
applicable. Another time the student found a text for a

course lacked relevance for First Nations people except for
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"maybe two pages, and that was it!" She informed educators
that assignments based on this information were not relevant
for her and also that they did not prepare mainstream
students for practice with First Nations clients.

One student did acknowledge that the acquisition of
mainstream social work skills and theories was useful,
enhancing her practice competence. Yet she also expressed
concern that theory should be more "politicized" to prevent
stigmatizing of First Nations communities as
"dysfunctional", through constructing them as clients. She
pointed out that many external forces operate to determine
circumstances in First Nations communities and these should
also be examined in training theory. Theories used were
just looking at these communities as having something wrong
with them, according to her. The pathologizing of First
Nations with social work theory and practice prescriptions
is also discussed by radical social work theorists who also
call for approaches based on community or societal factors
as opposed to approaches which suggest the individual is the
problem (Carniol 1990, pg.7,12).

The experience of another student reveals that part of
learning about learning in a mainstream way, for the
students interviewed, was learning that mental energy is
more valued than is emotional energy. To react with angry,
emotional words, as when challenging another student’s
"racist" comments, to blow up about a committee issue, etc.

is not regarded by educators as being as valid as an
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intellectual response. However, this perception did not
seem to apply to educators who themselves "blow-up" or
become emotional; Educators who did so were described as
participating in passionate academic debate, First Nations
students were described as "explosive", it seemed.
Mainstreaming of learning may have occurred for some
students who acculturated to the mainstream paradigm of
personal distance and ‘objectivity' in discussions and
assignments. First Nations students commonly value
opportunities to use their personal experience or engage in
topics which have some direct relevance for their
communities, as evinced in the literature as well as the
interviews of this inquiry. In mainstream training,
however, students may have been required to adopt mainstream
ways of expressing themselves as distant from the topics or
issues they talked or wrote about. Though one student told
of opportunities to use experiential information and more
personal forms of expression with the First Nations
educator, for the most part she felt the message at the
School was: "This is not the appropriate forum for this
type of expression." The student was unable to articulate
the specific behaviors by educators to relate this message.
I am uncertain if her adoption of more impersonal, objective
and intellectual behaviors, was self-generated to achieve a
greater comfort level at the School or if there was some
particular implicit message given her by trainers about the

forms of expression appropriate at the School.
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Mainstream students of the class seemed to be more
specific and explicit than educators in instructing the
First Nations student in this example about leaving her
emotions at the door during class time. She recalled that
the time she "blew-up" and reacted angrily to a

"racist/sexist" male student, that:

A few students said, you know, "Good for you, for
saying something like that", that kind of thing.
But, there was definitely a group of students who
didn’t 1like to rock the boat on anything ... they
would just sort of want to talk about, you know,
"If we’'re going to speak with each other we need
to be respectful and we shouldn’t be raising our
voices". It was like, you want me to be a ‘good
girl’ and I don’t want to be a ‘good girl’ so
don’t tell me how to act! You know, this type of
discussion. So it became pretty factional.

She found that alliances were drawn among the students
and though she was in a minority "faction" there was some
support from other First Nations and mainstream students.
She perceived the students in the faction defending the male
student as giving the message that emotional expression was
more disrespectful than comments which were likely to be
perceived as sexist or racist, as those made by the male
student. Interestingly, the mainstream student faction
seemed to consider expressions of anger to be more rude or
offensive than racism.

The anti-anger class members gave a similar response to

poor, gay/lesbian, or disabled students who expressed anger
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who perceiving their experience to be omitted, trivialized,
stereotyped or stigmatized, according to the student who
related this exchange. So, this mainstreaming process may
be something First Nations students shared with other
students of difference, students from minority or
disadvantaged groups who may also struggle with adopting
mainstream learning styles and rules.

Mainstreaming occurred in many ways, including
labelling by educators of the types and amounts of First
Nations information within the curriculum. Labelling also
occurred in the planning and official description of the
First Nations part of the training program.
White/mainstream educators became the expert voice on First
Nations and their needs and experience while First Nations
voices were omitted or silenced. This issue is particularly
relevant in terms of lack of First Nations voices regarding
social work practice. Many students felt culturally
unprepared as mainstream skills seemed inappropriate for
practice in a First Nations context.

Though some First Nations students of the interviews
were asked to, or felt obligated to provide cultural input
or to challenge "racist or sexist remarks", they report
their experience and objections were invalidated and their
knowledge denied by mainstream educators and students.
Educators may have felt students criticized their ability to

present cultural content or felt uncomfortable doing so, and
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this could have prevented them from including the cultural
more.

Doing well on assignments meant becoming more fluent in
a mainstream and professional language. Many of the
students were "ill-prepared" academically to meet the
requirements of academic expectations. This was extra work
again, for students to develop mainstream language and
training/practice ways. There was little room for First
Nations cultural aspects within this overwhelming "sea of
mainstream". Academic success equated with assimilation to
mainstream training and there was limited resources and time
for students to develop their own cultural learning.

Some felt stigmatized by a mainstream labelling of
First Nations as dysfunctional in curriculum materials and
discussions. An alternative perspective could have focussed
on oppression and societal factors leading to issues in
First Nations communities. This way of constructing

cultural content felt disempowering to the students.

SILENCING

The term Silencing is used here to describe processes
whereby educators and funders maintain, perpetuate and
enforce power over First Nations students in terms of
speaking on training issues and inclusion of culture in
curricula. These processes are engaged in to promote a
mainstream voice over a First Nations one through silencing

of voices which would challenge existing training processes.
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With regards to this inquiry, I am concerned with silencing
as 1t relates to student experience around participation in
the classroom as well as committee and policy making
structures of the training program. First Nations students
experienced their participation in discussions, assignments,
and social and committee interactions as organized and
controlled by educators and administrators as well as by
actions of other students.

Educators construct policy on participation through
maintenance and use of student records and control of
student activity. Admission procedures, grading of
assignments and evaluation processes, as well as outright
silencing through expulsion or threats of bureaucratic
action, may be further examples of processes which silence
those features of First Nations participation in the program
which trainers/funders perceive as inconvenient or
disruptive. Students unwilling or unable to adapt or
participate to the satisfaction of educators/funders have
felt criminalized. Students who have voiced criticisms,
concerns, or requests for action, in relation to training
can also criminalized through the above processes.
Criminalizing can be utilized to silence First Nations
voices and involvement by discrediting or censuring critical
students, labelling them as troublemakers.

One student reported a form of silencing in the

limiting of voting rights of First Nations students in the
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student council. First Nations students did not have a vote

on the faculty/student council of the program:

There was a seat for us ... a non-voting seat.

The students were also silenced, their participation
limited by omissions of information relevant on their issues
of expressed concerns around having a say, curriculum
content, and so on. Students were not informed of committee
or policy processes which may allow them the opportunity to

have a say:

I wasn't told about the First Nations advisory
committee. I wasn't invited to be on it. I had
to just sort of find out about it and wanted to
be on it ... there were no Native students on it.

Another student also reported that she was not informed
of committee meetings or issues and felt uncomfortable going
to meetings when she had no background information on the
issues. But, she also admitted she "didn’t ask about it
either" as she felt she lacked time and energy to
participate meaningfully, especially with committee meetings
scheduled on the "busiest day" in terms of classes, for the
committee she thought about attending.

Students were silenced in terms of how they were
allowed to participate and through gatekeeping by educators

of what issues were listed on agendas. As one student notes:
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Sometimes they would ask us for recommendations.
Sometimes I just had to sort of ‘impose’ myself.
For example, if there was all non-native people
involved in the hiring of a Native person. Even
though there were Native people available [to
participate in the hiring process] to help out.
Things like that. And those things would be
going on and then I would speak up...

Students were sometimes silenced by not receiving
messages that they would have a voice in the School, even if
that voice was a token or marginal one, other than the voice
asked for by educators such as in the case of asking First
Nations to be a classroom resource. Sometimes students were
simply not told how committee processes worked and their
participation was sabotaged in a sense through this
omission, they seemed isolated from the committee process.
As an earlier example illustrates, when one committee
(Faculty/Student Council) "adopted" an issue brought by a
First Nations student, the issue was then put before another
committee (Faculty Council) where the First Nations students
had no voice, not even an advisory one.

Silencing as a means of maintaining and reconstructing
existing power relations, with First Nations students
holding only marginal or token power, was also achieved
through committee composition wherein student representation
was made marginal by maintaining a majority composition of

faculty members, as an earlier quotation revealed.
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Silencing was also achieved by committee composition of
First Nations community representatives whom educators knew
would "back up" their agenda and not create controversy, as
one student suggested. This composition may have meant the
students loss of a potential ally in a community
representative. Another student pointed out that First
Nations community representatives were "not very active" in
the advisory committee, not participating in or attending
meetings. No outreach was conducted to find more active
members or to find members who actively connected with
students or other members of the local First Nations
community. It was reported that the primary "inactive"
committee rep held her place on the committee for a number
of yvears despite her inactivity, maybe because of it. An
inactive committee made bureaucratic ruling easier for
educators who could still justify decisions with First
Nations ‘input’ by a relatively inactive First Nations
membership. Students interviewed had the impression that
the committee itself was tokenized, not just some of its
members. They felt the committee acted as a convenient
vehicle to "rubber- stamp" decisions and actions of
educators while still providing the appearance of a First
Nations voice in program leadership.

A student spoke to the issue of silencing preventing
more participation of First Nations students on committees
as worries about backlash affecting their program completion

also prevented greater participation:
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I think we asked almost all of the Native students to
be on the First Nations Advisory Committee. Most of
them didn’t because it would take up too much of their
time. But again the power relationship [affected
participation] ... they were beholden to some of the
other people on the committee for grades ... just
getting through school ... and it doesn’t take much,
you know it could be very subtle things, to actually
oust someone out of school, I think. Especially if it’s
[the backlash] continuous and long term. And it’s hard
to prove that stuff.

One student related his experience of silencing through
harassment stemming from his participation on committees at
the School. He reported he pursued harassment charges
against some of the educators, despite a warning to him by a
senior administrator that he would be expelled if he did so.
Though, the harassment panel did not find enough evidence to
find the educators guilty of harassment they did find the
entire department guilty of racism through tokenizing of the
student’s participation. The hearing panel recommended an
external First Nations committee examine the School’s First
Nations committee processes and advise changes. The
university president unilaterally overturned the
recommendations of the panel, according to the student’s
report. Accountability to those in power instead of to
students may be constructed in this structure.

Educators involved in this experience appeared to
participate in maintaining existing power relations of

silencing by supporting educators who silence and tokenize
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First Nations students and/or students who request change or
critique their programs. Processes to alleviate harassment
against oppressed groups remain accountable to the
mainstream dominant structure and are organized from within
this framework. These processes do not seem to be policy
structures which make educators more accountable to those
they are intended to serve and are of limited benefit to
First Nations students seeking to resolve harassment issues.

Trask also found departmental and university policy
more serving of mainstream dominant structures as they did
not act to alleviate harassment by mainstream faculty and
administration (Trask 1993, pgs.214-218).

The students of the study said, with regard to
backlash, they had few recourses or means to defend
themselves if they participated in a way that educators may
perceive as 'shit disturbing'. Procedures to prevent
harassment were themselves silencing and harassing.

Criminalizing processes occurred as a form of
silencing, for those First Nations students who did raise
concerns in committee meetings. Criminalizing apparently
occurred even when the input of First Nations students was
solicited by educators, as in the earlier example wherein
the student spoke out on curriculum issues of the
communication class. How could students trust the
participation process or the white/mainstream educators who
could "get back" at a student for offering recommendations

when the recommendations had been asked for?
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Educators did not appear to want input from students
which would require revision of their curriculum or format
and involve extra work and resources to implement such
input.

Criminalizing would take the form of backlash in
grading (some felt), verbal censure (yelling, accusing,
labelling as a trouble- maker), or implicit or explicit
threat of bureaucratic censure through expulsion, committee
restructuring, and harassment. One student discusses how he
was harassed after giving input concerning lack of cultural

content in curricula:

In class later, in grades. In policies ... I
wasn’t able to get an extension on an assignment
most of the other First Nations students were
able to get.

Criminalizing and backlash may have sometimes operated
through selective use of policy to punish some students and
reward others. Ones who kept silent and were not "too red"
(as I recall a student in one of my classes putting it), not
very active in committees or working to make change in the
First Nations program, were sometimes more facilitated in
completing the program. These students may be told they
didn't need to take certain prerequisites, would not have to
complete all assignments, and could easily obtain lengthy
extensions on submission of assignments. I remember the

case of one First Nations student who missed most of her
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classes, was excused from completing many assignments and
was commonly granted extensions to finish her work, and so
on. At one point, I recall she had teken over two years to
complete an assignment, which was an extremely lengthy
extension for a small research paper. These ‘breaks’
occurred despite departmental and university regulations
around assignments, course prerequisites, etc.

Meetings were held about the First Nations students’
course work, and educators conferred with each other about
their progress in different courses and their behavior in
practica and at committee meetings. In this practice,
educators could encourage the department to apply policy
leniently for some students and more harshly for others.
Educators organized together in order to silence or to
facilitate the students.

A student who was vocally critical of the curriculum
and the committee processes had policies applied to him more
stringently than they were to other First Nations students.
I remember the educators applied every policy they could
find against this student in terms of fees, late
assignments, etc., at the same time they were applying
similar policies more leniently for another student. As a
temporary contract support person for First Nations
students, I was privileged to hear their complaints or
grateful comments on the application of training policies.

First Nations students who supported the student with

the harassment case also felt subject to backlash and
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harassment. One student said she was told by a faculty
member that if she "got involved" in the harassment case, as
a witness or support person for the student bringing
charges, that it would be the "end of her career".

It is difficult to prove harassment, especially if many
in the department are involved in the construction of a
version of events more aligned to their defense. For
example, a secretary, or a junior administrator, even a
First Nations student or contract worker, may be hesitant to
testify against a tenured faculty member. Students
sometimes felt anti-harassment policies coordinated by
mainstream educators was no option for them. It seems First
Nations students who were critical of the program curricula
or training environment were less likely to get breaks or to
be supported. Yet, this does not also imply that students
who were silent were not also subject to racism, only that
this did not usually take the form of criminalizing or
ongoing and systematic harassment.

Since the First Nations students were a minority in the
School and, as one interviewee noted, were "mostly just out
for themselvesg", mutual support and alliance building were
difficult. Lack of time and fear of backlash could have
also impacted on this circumstance. Lack of mutual support
was a problem both for attaining support and for community
building. This lack was also a problem in terms of the

lack of ability to gain some empowerment in policy and
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committee activities with a strong, united First Nations

voice.

Administrators seemed as likely to give silencing

messages as faculty members as reported by one student:

I think there was only one professor and maybe
one admin. or secretary person who I felt stayed
fairly objective in my dealings with the School
and the community. I felt all the other ones

were not happy with some of the things I’d been
trying to do. There was a lot of subtle retri-
bution ... and big ones too. Cold shoulders,

big time. Not being as available for questions,
like, after class [as they were before]. Just

not being as friendly. Not being as understanding
with extensions. Even, I think, being graded less
on papers, things like grammar, which wasn't
graded before was all of a sudden being graded.

Another student interviewed reported witnessing an
incident whereby "subtle" processes occurred in the
criminalizing of another student (a different ‘harassed’
student than the one mentioned above) :

It was so subtle you couldn't even talk about it
or describe it. It was like, just people sort of
staying away from him. Or making more criticisms
about him. It was so twisted it was hard to
define. Because of the stress, he made a mistake,
and it got built up into this big thing.

She seemed familiar enough with processes of backlash
and ostracization to identify it’s occurrence but because of

the subtlety of the processes, could not articulate more

specific descriptions of actions. Lack of familiarity with
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harassment behaviors and recourses may reflect once again
how difficult it is to resolve or prevent such social
processes.

Another student also found any silencing incidents of
backlash or racist type comments to be usually "very
subtle". Other than a comment on some First Nations being

"renegades", she experienced only subtle forms of racism:

A lot of it was very subtle though so there wasn’t
really anything that was said other than for that
incident there was nothing that was really said.
It was really just very subtle stuff, like being
treated differently, and that came from the
students moreso than it did from the instructors,
although some of the instructors did some bizarre
things. Like, First Nations students got really
marked low. So, and you don’t really know what
that’s about, you just know you got a lower mark
than anybody else and so did the rest of the
people [First Nations students]. There was that
kind of thing. On the day that I graduated, I was
dressed in traditional [First Nations] dress and
the women who sat beside me turned and just said,
the look on her face was just: Ugggh! And, I
thought, I’ve been sitting in class with you for
the past two years and if you can’t accept me as
an equal to you with the same education, how are
you going to treat people, you know, who come in
off the street, who are First Nations? Things
like this. Or an attitude which was really
condescending. But, you couldn’t really put your
finger on it, it’s like, is it me? Is this guy
having a bad day, or what?

Silencing may have also occurred in the institution’s
procedures intended to alleviate incidents like harassment,

as I have earlier outlined. As the program was embedded

within an existing structure of social relations and thus
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perpetuating the same customs of assimilation, silencing,
etc., so too was the anti-harassment policy and program
embedded within an existing social structure, managed by
white/mainstream educators and administrators. Though the
student experiencing harassment accessed these resources in
an attempt to seek a solution to the backlash problem, he
found the solution itself to be problematic and perpetuating
backlash. Ultimately, silencing prevents some from

finishing their programs. The student reveals:

I guess I was questioning the School again on
what was happening and we had a hearing and it
culminated, I guess, in the School being crit-
isized by the committee, unanimously, for sort
of inherent racism, basically. I don't know ...
you know, after that happened I'm out of school
they're continuing on, I don't know if anything
has changed. So the message there is, don't say
anything, just go ahead and do what they say and
keep your head down and join the system, otherwise
don't become part of the system. So I'm not part
of it, I guess.

The harassment hearing had no impact on addressing the
issues of backlash and did not protect the student from
further incidents. This process had a negative impact on
his professional future as he did not know "what to tell
potential employers" in explaining why he had not finished
his degree, he said.

Elliot and Fleras discuss circumstances of poverty and
lack of economic opportunity to First Nations without

educational credentials (Elliot and Fleras 1992,
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pgs.164,165). Students have said they fear that speaking
out could lead to failure in their training program,
generating conditions of economic uncertainty if they face
the employment market without a degree.

Though educators seemingly sought to silence critique
of the local training program, they supported criticism of
other institutions’ treatment of First Nations, at times.
Their concern about criticism of mainstream institutions and
oppression of First Nations seemed centred around their
concern for their own program’s appearance and survival. A
student mentioned that the student council was "pretty
political" and members (white and First Nations)
participated in a blockade of local development on First
Nations territory claimed by a local band. She found,
however, that political tension in the School was generally
"intense" in terms of being anti-First Nations following the
Oka crisis. The tension again was mostly stemming from
mainstream students rather than educators, in her
perception:

I think the one that really hit home for me was
there was a comment made that they [the warriors]
were "just a bunch of renegade Indians" and they
had been talking about the vehicles, when they
were taking the women and the children and the
elders out, and the stoning. That had come up in
Indians". It was a way of putting us in our
places. A couple of us got up and walked out and
we said "Listen, you know, these are our kids who
have to watch this and see them throwing sticks

and stones". Yeah, it created a lot of tension in
class.
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I remember from my own experience in classes of the
program that a joke was made around the time of the Oka
conflict to the effect that the difference between white and
First Nations communities was that First Nations communities
had barbed wire around them.

I believe First Nations students were given implicit
messages that sometimes social action against oppression 1is
okay and sometimes it isn’t and that the white/mainstream
members of the program will decide what is and isn’t okay in
the behavior of First Nations.

Another student described a somewhat different
experience where there was not so much a silencing of issues
in curriculum and class discussion as there was a large
degree of "ignorance" regarding race issues, as well as
other issues. This ignorance did not silence so much as
discourage such discussions. "Ignorant" discussions were
often perceived as worse than no discussion at all by
because they were unpleasant. She felt that mainstream
educators sometimes made space for class discussions on
racism and sexism, etc. but that mainstream students and
educators lacked knowledge about these issues to bring to a
meaningful discussion. The issues were not silenced but

were handled in a way she found "disturbing":
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... I found, though the issues of racism, sexism,
homophobia, all the ‘isms’, were really focussed
on, that’s where you get to hear people’s
ignorance as well. A lot of racist, homophobic,
sexist comments come up from different people ...
that somehow people just know better ... I was
surprised at the level of ignorance around the
issues, not just from class members but from
faculty and staff of the School ... and I went
through a period, the first semester, I guess, at
the School, having my bubble burst where I was on
the one hand excited to be writing personal input
in my writing, but being exposed to people with
these ignorant ideas and attitudes was really
disturbing because I assumed that people at the
School would not have this, I mean this level of
consciousness where people with intelligence are
racist. The first thing that really blew my mind
was a sexist comment from a male student of the
class and it created a lot of tension and that
tension carried on for two years. I mean, he was
the kind of person who would say things like
there’s just as much violence against men in our
society. That kind of shit! And he made comments
about "I don’t get why we have to take 354", which
is the First Nations course. So there was his
comments and than there was the reaction from the
class which was wanting some kind of confrontation
and discussion and dialogue about this, but the
inability, really, of the faculty, I mean, to
facilitate that kind of discussion ... It just
seemed to me this gleefulness from a faculty
member, "Oh, good, a confrontation, I didn’t think
it would come this quickly". You know? Like,
don’t "oh good" me, do something about it,
facilitate it! A lot of people felt unsafe.

The student felt frustrated in being unable to "get on"

with the learning when those in control were unable to

prevent or process these types of disruptions in a way which

enabled her (and others) to feel safe in class. Though she

was critical of the male student, this student did not seem
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to openly criticize the educators and may have avoided the
backlash, others reported experiencing.

The difficulty of attempting to break the silence on
power issues in social work curricula from within a dominant
mainstream framework is also reported by scholars in the
literature (Colorado 1993, pg.67). Issues on culture, race,
or gender were sometimes allowed, but were embedded in a
dominant, mainstream structure and managed by dominant,
mainstream educators/facilitators. The issues seemed to be
presented or allowed to emerge in ways which were described
as confusing, disruptive or offensive. This type of
inclusion did not alleviate isms or silencing at all but
seemed to perpetuate and to reenact these, through allowing
harassing comments and behavior. Most stakeholders
(students, educators, CASSW) would agree that discussions
around oppressed groups could raise classroom cultural
sensitivity. Yet, when these discussions themselves
perpetuate silencing, they become ineffective in achieving
the desired goal. The problematic here may be the
organizing cultural information within a dominant structure
perpetuating the oppressive relations and interactions which
are an inherent part of the dominant structure (ie- The
Mainstream School). The student in this example was left to
do the work of confronting the racist-sexist student when

the instructor did not:
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He would make smartass comments and I would just
react emotionally and I would get angry ... we
were talking about violence against women in
relationships and the Attorney General’s policy
and he [the male student] made a comment
that "there’s not as much violence against women
if you were to really look at it", and I said
"Well why is it I'm afraid of walking on this
campus at night ‘cause I'm afraid of being
attacked?" And, he said that "In reality there’s
never been anybody raped at [the university],
maybe once a few years ago, but, the fact of the
matter is there’s all this false information that
women should be afraid at night when in fact no
one has ever reported being raped up here". And I
just looked and I said "It’s because nobody
fucking reports it! People don’t report being
raped ‘cause they get blamed and they get dragged
reading, and I can’t believe you’re taking the
course", and that kind of stuff. The prof just
sort of didn’t know what to do with it and he just
said "Well maybe we can get back to what we were
taking about", kind of stuff. So you’re left with
feeling like you’ve been really assaulted and
everybody just sort of wants to get back to what
we were doing before.

The student felt her perception of reality, her
experience, and her impressions of the literature on the
topic were denied and called false or unreal. She reacted
in a hurt and angry way which she later felt guilty about.
The educator was unable or unwilling to facilitate this
confrontation in a constructive way. In a sense these types
of tension filled and unsafe explorations of gender, race or
culture issues discouraged students from participating in or
initiating further discussions along these lines out of fear

of being attacked or told the discussions or personal
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experience are invalid. Such experiences could have a
silencing effect on many students of the class but I think
it is especially silencing for First Nations students who
may already feel their experience and perspective of the
curricula have been marginalized in general throughout the
curriculum. The student said she tried to keep from
"getting involved" in future discussions along these lines
though she would meet with other women from the class, out
of school, to discuss gender and race issues.

Yet, not participating in uncomfortable or disturbing
discussions may not be an option, if students are pressured
to respond, as discussed in the example where students were
used as resource persons,

I think this type of mishandling of discussions on
race, gender, etc. is unfortunate, as these discussions are
important to have if social work programs are to meet
accreditation policy in incorporating these elements into
gurricula.

Silencing from educators prevented a greater degree of
participation from First Nations students in class and on
committees. Sometimes students also appeared to be self-
silencing in not participating, because of feeling unsafe as
discussed above, but also because of time and energy
constraints. It should also be remembered that the
structure of the overall training expérience partly

generated time and energy constraints because of the
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adaptations First Nations students were required to make to

succeed in a mainstream program.
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CHAPTER FIVE
ANALYSIS AND IMPLICATIONS

STUDENT ADAPTATIONS

This section focusses on the adaptations made by the
First Nations students interviewed for this inquiry.

Adaptations were made in academic, emotional, social
and economic areas and enabled students to attend the
mainstream training program.

The term student adaptations refers to the various ways
the First Nations students of the study have adapted to the
training environment and process. These adaptations become
the ways that First Nations internalize indigenized. The
students are indigenized to become marginalized First
Nations professionals of a white/mainstream profession as
they learn assimilation to the training program is the only
means of being considered credible or successful by
mainstream educators.

The students may adapt in ways they are aware or
unaware of. They may be reacting to subtle, implicit
messages of the need to adapt. Some messages may be self-
generating, as when a student
voluntarily begins to censure his/her own comments in class
out of a worry that s/he may be perceived as radical or
weird, or displaying any other behaviors undesirable in
First Nations according to messages they have received.

Students are sometimes aware of consciously engineering

self- adaptations and can articulate the adaptations made
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and the reasons why. Sometimes the students seem unable to
articulate specific behaviors they have adopted.

Some adaptations were made to cope with the mainstream
academic demands of the program. Students also attempt to
raise their comfort level to survive in a mainstream
program.

Whether due to a need to avoid backlash or to adapt to
mainstream learning ways, these adaptations represent the
actual processes through which the students assimilated to
the mainstream program of the School in order to achieve
academic success. Even attempts to produce some cultural
components in the program are assimilative as they are
organized by mainstream educators in a mainstream structure.
Marginal cultural components do not turn a mainstream
program into a First Nations one. Instead, marginal culture
makes a fringe place in the borders of the mainstream where
students can make the mainstream bearable. I think students
sometimes make a conscious decision to adapt in order to
remain in the program, despite its imperfections.

I think the students I have talked to are aware they
are changing in order to stay in the program and
successfully complete it. From my training experience, I
know the feeling of constant self-assessment and how the
constant need for self-vigilance and adaptation impacted on
esteem, and self-image and sense of cultural identity.

First Nations students tried to pass as mainstreaﬁ,

trying harder than other students of the program by doing
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double-duty of learning and teaching on culture in class
discussions and in study-groups. The students did the extra
work of finding alternate resources or ideas which relate
more to their own traditions or experience. Some students
took the extra time to strategize and provide input to make
changes, to build alliances and to organize with other
students in the same boat. Some took the risks of
experiencing identity crisis, defending cultural/alternative
content in their assignments and curriculum. On an
emotional level, they sometimes felt like “sell-outs', or
became depressed, discouraged or stressed out. Students
sometimes internalized oppressive behavior on occasion,
towards themselves or each other. Some withdrew and self-
isolated, some drew strength from culture and community.
These are all examples of some of the adaptations that First
Nations students in the study have made. These types of
adaptations differ from those of the mainstreaming category.
The students are not just acculturating in terms of academic
adaptations but are also adapting in political and community
involvement styles, manner of personal dress and self-image,
ways of speaking and relating, in terms of identity issues,
and in terms of personal ability to endure.

Adaptation is occurring on more than a training level
but is also infiltrating other levels of student experience.

The students in the study are not just adapting to a
mainstream training environment, they are also adapting to

an environment of indigenization in First Nations social
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services which they will be facing upon entering or
returning to professional practice. This aspect is more
fully discussed in the following chapter.

One student discussed how his participation in
committee work distracted from academic success. He risked
being regarded as radical but also gained a greater comfort

level through opportunities to work towards change:

The First Nations Advisory Committee was probably
a key activity. It took a lot of time and energy.
Also the other things ... things outside of the
School, like the Coffeehouse and ‘shit disturbing’
and all that.

Interestingly, the student did not seem to define these
adaptive activities as an intrinsic part of his training
experience, and has perceived them as being "outside" of the
School. He seemed to regard these activities as unimportant
to the institution and as an extra or marginal feature,

taking time away from academic studies:

Politicking and community development things were
time consuming as well. Attending meetings.
Talking to people.

Students needed to do the work of making a place for
themselves 1in this foreign setting. One student recounts
how the First Nations advisor’s office (a resource person
contracted for a brief time) was used by the First Nations

students to hang out in, connect with others:
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The advisor had an office there and that was kind
of good. Like it was a place to get away and you
know, sweetgrass in there and a patio ... a place
to meet with other Native students. Otherwise
there really wasn’t a place. You’'re just sucked
into a sea of mainstream there.

Without a sense of a place in the School, students
could become isolated and withdrawn, within a mainstream
environment. Politics is associated with some aspects of
this isolation, as in the case of a situation of backlash,
but another aspect seems to be the lack of cultural
familiarity or comfort associated with attending a
white/mainstream institution. A lack of cultural
connectedness or cultural validation was often felt. These
students were foreigners in this institution, after all.

The concept of isolation in mainstream is also
discussed in the literature (Huffman 1991, pg.31l) (Lin et al
1988, pg.13).

A student interviewed commented on the lack of
relationships with others in the School, particularly
noticeable for her since she attended classes as well as
performing a contract position on- site and spent much time

at the School:

I mean, I get along well with everybody and I
think people like me and accept me but it’s not
like I've, sort of, gone beyond that superficial
relationship and made any meaningful bonds or
whatever. You know, I can’t see it ever moving
beyond that. It’s not like I go out of my way to
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say, you know, do you wanna go for lunch. So I
think there’s two parts to it. They don’t go out
of their way to get to know me and I don’t go out
of my way to get to know them.

There seemed to be two ‘camps’ in the school and each
side exhibited behavior to perpetuate the segregation
process oI the environment. Because the First Nations
students were a minority, the impact was more isolating for
them. In a sense the students were isolated and at the same
time could have acted in ways which were self-isolating out
of habit, expectation, discomfort, etc. Students seemed to
be adjusting to a social environment which organized

isolating boundaries for whites and First Nations:

It tends to feel a little, you know, lonely here
at times. It’s isolating in a way ... there’s
this, I can’t describe it, other than just sort of
being annoyed with Native people, in a way. But
there’s a disconnection, it’s because you’re a
Native person I think! That’s there. You know?
When the other Native student [co-worker] left it
that doesn't seem to be the case with the non-
Native faculty. Or it's there but it's minimal or
something.

A student reported he spent a lot of time acting as a
resource for the School, in classes and on committees, as
one of the only First Nations students. The First Nations
students were often doing a type of “double-duty' in their
work as students as well as their work as resource persons
on First Nations issues. It seems that if resources or

political will was not present to hire resource persons or
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for educators to find relevant articles, etc, the students
were used to fill this void so that the School could say
they offered cultural content and also fostered First

Nations experiential participation. A student states:

It seems that, being one of the only Native
people, and maybe one of the more aware Native
people in the classes, I would be the "Native
professional" in the class. And so, people would
be coming to me, including teachers, asking, you
know, about Native issues. How to be politically
correct with Native people, or just come right out
and ask why we have such a high welfare rate. Not
all of them. A lot of them just, well, didn’'t
care. They knew they weren’t getting culturally
appropriate training to link with Native people. I
think they were just concerned with getting in and
getting out. But a lot of them were concerned that
they weren’t getting it, ‘cause I think they knew
there was a good chance they would be working
with Native people. There is a large percentage of
Natives on welfare, and in social programs, 60%, I
think.

The student describes the concern felt by many students
of the program. He felt required to fill a role as a
resource person because he perceived the issue of cultural
content to be vital based on his knowledge and experience of
First Nations issues and because of expectations by
educators. The student may have also felt pressured to fill
this void because of the lack of cultural content, as a
responsibility to his own communities. These fellow
students were potential future social workers in First

Nations communities. Could he come to this training place
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to help his people (as most First Nations students do) and
then not help his people by assisting future workers (who
are not First Nations) with cultural information? To turn
his back on this situation and just pay attention to his own
training would be unlikely for him, feeling, as he and
others did, great concern for potential problems from lack
of cultural content in the training.

First Nations were not forced per se to fill this void.
Because of marginalizing of First Nations and mainstreaming
of the program curricula, if First Nations content was to be
infiltrated throughout the curriculum, the First Nations
students felt obligated or pressured to £ill the role of
resource person out of educators’ unwillingness or inability

to fill this void themselves:

I think the students and faculty look to us to
put in this perspective, this missing perspective.
I don’'t always feel like it’s my place to do that.
What if I don’t wanna speak that day? What if I

don’t wanna talk about ... you know. ‘Cause it
sort of ends up being personalized in a way. You
know, that ... I'm expected, well, maybe not

expected ... that it’s assumed that as a Native
student, you know, that I’d be the best person to
put that race analysis in there.

This student felt “on-the-spot' to act as an unpaid
resource person in and out of classes. She was often
approached by faculty and mainstream/white students who also
wondered: "where was this race analysis" advertised in the

School's brochures. She felt it was a lot of work to
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provide this education and awareness because of the "general
naivete" and lack of awareness on First Nations issues.

Yet, while it may be true that lack of cultural content was
a complaint of "all students", "Native and non-Native", it
seems that only First Nations students were subject to
backlash as a result of such complaints (as is explored in
the earlier section on silencing).

The student of this example pointed out that First
Nations students may not themselves have a "race analysis"
despite the expectation that because of their race and
culture, they will have "this real spiritual, mystical way".
This factor was discussed in the section on mainstreaming.
Analysis, analysis, who has got the analysis? The
mainstream students and educators romanticized First Nations
culture, were generally unaware of race issues, and expected
the First Nations students to provide cultural content.
These processes left the First Nations students with a lack
of resources in terms of increasing their own knowledge of
race issues or applications of social work theory to First
Nations communities. It also left a void for the School in
general.

Expectations that First Nations will provide their own
cultural content seem common (Pace and Smith 1990, pg.116)
(Kirkness and Barnhardt 1991, pgs.8,11,12).

One student reported it was not just an implicit
feeling or omission of cultural information leading to her

role as a resource person on First Nations issues, but
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sometimes actual directives by educators to fill this role.
She described an example of one interaction with a faculty

member:

She too was right out there with "I don’t have a
First Nations analysis so I'm gonna have to
depend on the First Nations students in the class
to bring the cultural perspective into this, and
I'll leave that up to you to do that as you see
fit". We told her we were not comfortable with
being given that role and that it was unfair. She
said she was sorry and wouldn’t call on us for
that. But she did it again to [another First
Nations student]. Saying "Well I’1l1 have to
consult with my ‘cultural advisor’ here", and
[the other student] as a joke said "you gonna
pay me to be your advisor?".

She became uncomfortable and hesitant to participate in
further class discussions on First Nations though she felt
that was the "expectation". So there were not many
discussions along these lines and when there were it was
"worse" because of the tokenizing and stereotyping, as
discussed in an earlier section.

This student questioned educators about the lack of
active community involvement on the part of the
representative who was not very active on the advisory
committee, and about the lack of resources or services to
assist the First Nations students of the program to form a
group to assist them in dealing with some of their issues.
She was told the community and the students had to be the

ones to take the initiative as it had to "come from them".
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Apart from being silencing in terms of quelling critique of
the program, such statements revealed an explicit message
that the First Nations students were responsible for much of
the resources and implementation of the program. This
expectation was not just a vague feeling the students had
but a directive existing in the words, actions and omissions
of educators. Further, the message delivered an expectation
that students and community members rather than the
educators were accountable for the cultural success of the
program.

Double-duty in acting as a resource person as well as a
learner sometimes meant addressing difficult and complex
issues which mainstream educators and students were
unfamiliar with. Being a resource may have meant extra work
and potential conflict. A topic may be controversial or a
mainstream student or educator may disagree with a First
Nations student's input, despite having solicited the input.
Opening up personal experience or participating in
controversial discussions was often disturbing for students,
as discussed earlier. This tension added to the energy

drain and discomfort for some:

I had one incident with an instructor in fourth
year and we were talking about human service
organizations and she asked people in the class
who had experience with First Nations human
service organizations to talk about that. And two
non-Native students who had done a practicum at
the Friendship Centre started talking about the
fact that they didn't see any difference between
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the way things were run at the Friendship Centre,
organizationally and bla bla bla. And [the
instructor] was like "So, what is the difference
then? Is there a difference?" and putting it out
that there is no difference. I said "Well, I’'d
like to ask you who funds the Friendship Centre
programs and where the policies come from and the
fact that a white male is the Director of the
Friendship Centre. To me this is not a First
Nations human service organization." And she said
"Then you have someone like George Erasmus. Now
here you have a man in a three-piece suit, very
articulate, and he's talking about the Royal
Commission work. Now how is he specifically
traditional? How is he First Nations?" I said
"Well, compared to what? Would you like to have
him up there "talkin' like dis' and wearing
buckskin?" And she said "You know I didn't mean
it that way." ... After class I talked to another
First Nations women who was in the class. We
talked about being tired of having profs who were
hired with no First Nations analysis. And, I mean,
I was on the hiring committee for one of these
profs and their comment [then] on a First Nations
analysis was that because they were not First
Nations they couldn't have one.

The aspect of double-duty work for First Nations
students has strong implications for their own academic
success and sense of well-being. There is a danger of
burnout for First Nations students dealing with a foreign,
potentially hostile environment, as noted in the literature
review. On top of this extra work and energy expansion,
these students also deal with the extra work of providing
their own (and others) cultural content as well as the extra
work of circumnavigating complex social dynamics. As a

student earlier reported, he was responsible for raising and
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monitoring his own issues and concerns, and those of other
First Nations students.

One student, however, suggested that the double-duty
role of acting as resource person and student had positive
elements for her. She found it helped her to "develop her
own First Nations analysis", as she had to be ready to
articulate and defend her perspective.

Anxiety or worry about how you are perceived, potential
backlash from educators who perceive you as a troublemaker
and finding yourself suddenly a political opponent to
someone grading your next assignment are potential emotional
enerqgy drains.

A student commented on the atmosphere of tension

generated by culture based conflict:

You have to be more formal. Especially in
communications. If you don’t have it written,
and have a copy somewhere, and even try to get a
witness in the room, than things just start to
reverse. Things that were said just weren’t said
all of a sudden. Things that were done weren'’t
done. I think I did withdraw. Basically, I
almost resigned myself that I'd be very lucky to
graduate or even finish out the year.

The work of strategizing for your academic survival,
defending against accusations or the emotional drain of the
chilly climate was accompanied by self-questioning of his
own perception of events. He wondered if he was being

paranoid.
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The student who recounted his experience of backlash,
also had other issues to deal with in the surrounding First
Nations community. He was involved in a human rights case
and in planning social and educational events for the area.
The workload of the training program as well as the drain on
his time and well-being from the backlash contributed to his
leaving the program shortly following the incidents he
reported.

Internalizing disempowering mainstream communication
processes was another issue the students adapted to. First
Nations students, instructors or resource persons can
internalize mainstream ways of treating First Nations and
perpetuate the same or similar silencing and marginalizing
ways to other First Nations. This factor makes it difficult
to generate a climate of mutual support.

Though First Nations professionals were a minority at
the School, there was one First Nations professor, intended
to provide more cultural content and support for the
students. Unfortunately, this was not always the case. A

student interviewed reported:

I didn’t find the Native professor that much
different than any of the other professors. In
fact, towards the end, she was worse, I felt. She
be making yourself open to personal attacks. As
well as some of the other subtle things I
mentioned before [cold shoulder, etc.].
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