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Abstract

Native teacher education programs (N.T.E.P.) were de-
veloped as one of several changes recommended by Native and
non-Native educators to reduce the alarming drop-out rate
of Native students from elementary and secondary school
education. Questions are being asked by Native educators
as to whether the programs are fulfiiling their goals, such
as providing Native people with the opportunity to mainta{n
and develop.components of their own culture; or whether in
the long-term the programs are simply a more efféctive form
of assimilation into the White society.

The literature suggests that the higher the level of
academic attainment the greater the social distance between
the Native person and his family. Further, the role of
teacher may create tension and personal conflict. Thus,
tﬁe present investigation has two major interests: one, to
address the issue of whether the N.T.E.P. provides the neces-
sary support and the kind of experience which enhances the
Native student's cultural identity; two, to provide infor-
mation as to how the graduates fare once they are in the

work force and providing teaching services or leadership

roles to the community.



Information was gathered through questionnaires and
semi-structured interviews from 22 presently enrolled N.T.E.P.
students and 14 graduates of N.T.E.P. A group of Native
students (14) enrolled in two vocﬁtiénal training programs
in Thunder Bay and who were similar in some respects to the
Native teacher trainees was used as a comparison group to
strengthen the design. The findings were also compared with
those of the Thomas & McIntosh (1977) study of the Native
teacher trainees at the University of British Columbia.

The data suggest that‘although N.T.E.P. students report
that family concerns and finances have been major problems,
these family concerns seem to be related more to dealing
with the extra demands of family responsibilities than lack
of support and pressure from their families. Also, gradu-
ates' responses to the questionnaire do not suggest that.
they are experiencing the tension and personal conflict sug-
gested in the literature.

N.T.E.P. students expressed the need for moére support
with personal and academic problems (which may indicate the
need for a full-time tutor/counsellor) and better communi-
cation between themselves and the non-Native instructors.
The majority of students and graduates felt a Life Skills
course should be included to help them understand the :prob-
lems their students might face. Although the N.T.E.P.
students definitely view the Native orientation of the
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program as its greatest strength, they would like to see
increased Native input. Students' report that through their
experience of the program they have become more aware of
their Native heritage and this inc;eased awareness 1is de-
veloping a sense of pride in theiﬁ Native culture and them-
selves. They are gaining more of 'an identity as Native
people and a clearer sense of where they stand in relation

to society as a whole.

iii



Table of Contents

AbStraCt ..‘I --------------- o'oo-o-.io-".-.o--.o--.o~
Table of Contents ...... s ecensavoetosboer et e e s aeen iv
List Of TablesS ..iiiiieorecenconnescncsacecocoscscsesenas vii
I. Introduction ........... e ecvsrsevaenssenesfeman 1
1. Educational Overview ........ cecseecss covowvha 4
a) Drop-Out Rate .....deeceees ceecoas e e e 4
b) Value Conflicts ........... e e eo s s e s e s e 4
c) Identity Conflicts ......ciiiieiieiennnns . 8
. Need for Role Models .....coe.. et e et e e esaann 10

a) Community and Parental

Attitudes Towards Education .......ceeee.-. 12
b) Indian Control of Education ......c.ceceec.. 15

3. Native Teacher Education Programs ......s..... 17

4. Problems in Post Secondary Education

for Native Students ......ccccceeee.. N 19
. The N.T.E.P. Program ...:..cs. T 24

a) Concerns Regarding Native Teacher
Education .......c0ceieeenn.. B 26
b) Cultural Enhancement ............ et 33
6. Goals of the Study ............ e 1
IT. Method t.iiiiiiiinerneireeietieenceennnnns ceoe o 39
IITI. Results and DisSCUSSIiON ..veeeeeeicocsaasanssos- 49
l. Demographic Variables .............. e e 49
2. The N.T.E.P. Student .....ccececteeeeecencceaacs 50

a) Work and Educational Experience .......... 51
b) Personal and Financial Responsibility .... 53

c) Service Orientation .....eceeececececeannn 55

iv



ACcademMiCs (.t iiiiiiieeeneeeoeeneceanaannanns

a) Practica ..... ceruassnacs e c it enesan
Student View of Program .......c..eooc... csevee
a) Standards of the Program .......iceeceeee.
b) Equivalent Standards t..v..ecieiiiennnn ‘..
c) Special Students ....occcceccioiaicienns.n
d) Interaction with Non-Native

StUdEenNt S &t ieiteeeeeeensococcosnsones

N.T.E.P. Students' View of Themselves

AS TeaChersS ... i i it teeedeneecenennenss
a) Role in Native Community as

TeaChers ..veereeeresocennenececnnncennns
b) Prospective Problems as Teachers ........
N.T.E.P. Graduates as Teachers .......ees00.-
a) Graduate Relationship with

the Community ....ceiieeieenennceannians
b) Life Skills Course ..... ceceerarieaanenss
c) Satisfaction with Jobs ......c0ceceeen...
d) Further Education ....cceeceeieecccocenceas
e) Graduates' View of the Program ..........
f) Teaching Style ......cciiiiiieevnnn oo s e
g) Relationship with Non-Native

Teachers ...ceeeeese teereeecencneeee

Effect of the N.T.E.P. Program on Students .

Barriers .......cciiiiiiiiinnnnn et esees s
a) Instructor/Student Relationship .........
b) New Environment and Relationship

with Non-Natives ....c.ceiiiieineeenann.
Support Systems ........... o
a) Major Problems and Drop-Out Rate ........
b) Family Support ........cccee... Sep e eye m s
c) Counselling and Tutoring Services .......

56
59
59
60
62
63

64

66

67
68
68

69
70
71
72
72
73

74
17
77
77

82
84
85
86
87



10. Cultural AWArenesSS ...cseeecacen
a) Indian Studies Courses
b) Awareness of Native Heritage

c) Discussion of Values

......

® o 4 6 8 6 e 0 00 0 00 00 e

11. Student Assessment of the N.T.E.P. Program .

a) Strengths of the N.T.E.P. Program
b) Weaknesses of the Program ..:..c....

c) Native Community's Influence on
the Program .......ciieeeencecnsss

d) Suggested Improvements
e) Effect of the Program on Graduates

IV. SUmMmary ...ceceeceeoeses seciscevrancecs

1. Support Systems ....cccceeeeee

------

oooooooooo

2. Cultural Awareness .......... becsessanana Soad

3. N.T.E.P. Graduates ...ccccececcecccs
V. Reference Notes .........
VI. Bibliography ..o eieieernerecinssosesoscnsns
VII. List of Appendices ......cvveee.

VIII. AppPendiCeS .tieeeeeeccsscescsocnccsscononsscs

vi

DR R N I

89
90
91
97
99

100

101
102
102

104

107
109
111
115
116

124

125



Table

T.

II.

ITI.

Iv.

VI.

List of Tables

T-Test Comparisons Between Year I & II

(N.T.E.P. Students)

® 6 0 0 0 0 % s e 0 ¢ 0 0 s 00 s 00 0o ~ ~

T-Test Comparison Between Group I &
Group II ..iveeesescacseesoscacsccnsoccnsnsnn-

T-Test Comparisons Between Group I &

Group III ..... ceoe

Group I & Group II

® ¢ o o ¢ e 0 0 80 e

‘Chi-Square Comparisons Between

--------------

® o 5 © 6 6 0 06 00 0 8 000 00080 e 0 <= -

Chi-Square Comparisons Among Group I,
IT, & Group III ...iceeesvsonsonccces ¥oenials o

Chi-Square Comparisons Between

Group I & Group III

vii

178

181

184

186

188

189



I. Introduction

The present study was undertaken to assess the impact
of a specialized Native Teacher Education Program (N.T.E.P.)
on the Native teacher trainee. Sommer (1973) has stressed
the need to develop a questioning community where people
take a serious look at what they are doing and whether it
is being done appropriately or needs to be done at all.
Questions are being asked by the Indian community about the
"Indianness" of the programs. Indianness is referred to
with respect to the ways in which the practices, the content,
indeed the "culture" of the program are fashioned so as to
respond to the cultural differehces of the students, since
students in the program are drawn from cultural groupings
which differ in significant ways from the dominant society
(Thomas & McIntosh, 1977).

A. More (1979a), supervisor of Indian education at the
University of British Columbia (U.B.C.), says it is one
thing to speak of the components which appear to be contri-
buting to the effectiveness of the programs but, it is
another to demonstrate that the programs are gffective,

One of the goals of the Native teacher education prdgraﬁs
is to train Native teachers who are sensitive to the needs
of their Native pupils. As More notes, there is no univer-
sally accepted measure of teacher effectiveness. Thus, he

says based on this objective, we could never ungquestionably



demonstrate the effectiveness of the programs (1979, p. 7).

There are some measures that would provide information
about the effectiveness of the programs, such as improvement
in the school achievement of Native children, a decrease in
the number of drop-outs and an increase in the number of
Natives entering professional training. However, these are
measures of the long—term objectives of the program which
may not be realized for years, as Native education programs
have only been in operation since the mid 1970's (Long,

Note 2). It may be years before the effect of_thé programs
will be felt in the Native communitiés with respect to the
ultimate goals and these goals will only be realized in com-
bination with other factors, such as political, social and
economic change.

Although it is too soon to measure the program's effec-
tiveness in terms of the long-term objeéctives, it is possible
to ascertain whether the programs are effective in meeting
their immediate goals. The immediate goals of the N.T.E.P.
are to provide an éducational setting to meet the particular
needs of the Native student, a setting which enhances the
Native students' cultural identity and which prepares them
to provide the kind of learning environment suited to the
Native population they will serve.

Sommer (1973) has cautioned against looking at programs

solely as instrumental to other things, as this diverts



attention away from the experience itself, since the inves-
tigator will always have at least one eye looking beyond

the immediate experience itself. It is important and neces-
sary to deal seriously with the experience itself, to devise
ways of conceptualizing it and evaluating its quality,
rather than simply using it as instrumental for something
else (p. 131).

The current study explores the nature of' the Native
students' experience in a specialized teacher training pro-
gram. The literature suggests that fhe role of teacher may
create tension and personal conflict for the Native person
(Burnaby, 1980; Wyatt, 1977; Barnhardt, 1974). Thus, it is
not only important to evaluate the programs in terms of
student satisfaction, but also to determine how the students
fare once they are in the work force and providing teaching
services or leadership roles for the ‘Native community.

Before reviewing the kinds of difficulties the Native
person may experience in post secondary education and in the
role of teacher, it is important to have some understapdipg
of what the general educational experience is like for the
Native person. Specifically, much of the difficulty that
the Indian student encounters in post secondary education
can be traced to prior educational experience at the elemen-
tary and secondary 1evel, and these factors must be con-

sidered.



Educational Overview

Drop-Out Rate

A major factor in the development of specialized Native
teacher education programs has been the alarming drop-out
rate for Native students in elementary and secondary school.
The Hawthorn Report (Hawthorn, l§67f! a major study of the
social, educational and economic sLtﬁation of the Indians
of Canada, reported that 94 percent of Canada's Native popu-
lation dropped out of school between grades 1 and 12.

Recent statistics published by the Department of Indian and
Northern Affairs (1980) indicate that, although attendance
in secondary schools has increased since 1969 by 50 percent,
completion of secondary schools is about 20 percent compared
to the national rate of 75 percent. Thus, successful school
completion for the Native student remains about one-quarter
of the national rate. Although there has been some modest
improvement, this drop-out rate indicates a definite failure
of the school system to maintain student interest and meet
student needs.

Value Conflicts

There are many factors cited in the literature to
account for the low level of academic ‘achievement of the
Native student. The general consensus points to the con-
flict of values between Native communities and the dominant.

society. The Hawthorn Report found that formal schooling



represented a severe discontinuity of experience for the
Native student, resulting in widespread educational retar-
dation and failure among Native children. It was also found
that the experience of many children on reserves, "rich as
it may be, has not prepared the child for school routines
and activities", that the process of acculturation has been
a one-way street "with accommodations being made by the
students of the minority group and 'almost never by the
schools". Also, that "there is nbthing in the school or in
the classroom which is familiar (to the Indian child) nor

is there any set of values or procedures which he can relate
to his own world" (cited in Bowd, 1977, p. 332).

Barnhardt (1974) states that ideally, under perfect
enculturational conditions, the socio=-cultural milieux of
the school and the community are identical. The customs,
beliefs, values, behavior patterns, and conceptual orien-
tations exhibited in the school (formal education) corres-
pond to those exhibited in the community (informal educa-
tion). He says that although no school~community can be
expected to meet this ideal, most schools in typicalm
"middle-class" communities are intended to reflect to a
large degree the socio-cultural milieu of the communities
they serve. The teachers are usually products of a cul-

tural environment similar to that of the students and

parents (p. 26).



However, for the Native student, notes Barnhardt, the
attitudes and expectations of the parents and the teachers
regarding the students are derived from different life
styles and different world views. The school and the com-
munity are separate entities representing different cultural
milieux. These divergent aspects of the students' experi-
ential domain contribute to an ambivalent conceptual orien—ﬂ
tation, and discontinuity and disharmony in the students'
educational development.

The Hawthorn Report (1967) states:

In the unfamiliar environment the young child
loses his identity not only because there is
nothing familiar but because everything he is
and does is wrong in the eyes of the teacher
and his non-Indian peers. While he senses his
failure to meet the expectations of signifi-
cant individuals in the school setting, the
Indian child cannot understand why he is told
he is wrong and is unable to evaluate the
situation for lack of experience and know-
ledge...Home and school underline world views
different in detail and in orientation.

Thus, says Barnhardt, in order that the Native students
achieve satisfactory integration, they must learn to accom-
modate two different conceptual frameworks. If he is un-
able to achieve the critical synthesis he must either abide
by one framework at the expense of the other, or face the
consequences of conceptual disharmony. He goes on to say
that if the students are given a choice, the most reasonable

alternative for them is to hold to the cultural patterns

from which they emerged. Consequently, the educational



efforts of the school are tolerated but never accepted or
conceptually internalized. 1Instead, a third cultural system
is formed as the teachers and students develop a consistent
pattern of non-interaction based oﬁ mutual expectations
derived from past experience.

The Native students are expected by the teachers to
have certain deficiencies and display certain behavior pat-
terns usually incompatible with the goals of the school.
The teachers therefore establish certain response patterns
to accommodate the situation. The students follow the same
pattern with regard to the teachers; eventually a mutually
agreed-on system is developed whereby each of the partici-
pants "do their own thing" (1974, p. 26).

Kinsella (1973) points out that the teacher's expec-
tation of the Indian child's performance may well serve as
an educational self-fulfilling prophecy. An Indian child
who is expected to either fail or drop out will almost
always fail or drop out. His failure will reinforce his
sense of inferiority and the related resentments and hos-
tility. Wax (1972), in a four-year study of high school
drop-outs among the Sioux, found that many students, rather
than being drop-outs, were in reality "pushouts" or "kick-
outs" who had been alienated from the school. Hammerschlag
(1972) noted the effects of the self-fulfilling prophecy in

a study of student and staff attitudes in an Indian boarding



school. He found that passing gfades were given out easily
and it was the staff's expectation that the students would
not do well at college level. He says the students know

it, and they begin to believe themselves responsible for it.

Identity Conflict

Most authors conclude that the value conflict experi-
enced by Native youth causes serious problems of identifi-
cation. Marks & Green (1971) describe Indian youth as:

expressing a sense of powerlessness in the
direction of their lives, powerlessness
evident in failure to achieve, a lack of
motivation, low levels of aspiration, and
an inability to assess his own potential.
A lack of effort results from the antici-
pated lack of achievement and confirms the

sense of powerlessness. The result is
stagnation.and a strong sense of alienation.

(p. 63)

Franklyn (1974) states that the Indian youth is "caught
between two cultures: he is literally outside of, and
between both". Thus, the adolescent years as well as the
early twenties are traumatic for the Indian youth as he
attempts to obtain a career and an identifying role (Honig-
mann, 1965, cited in Zuk, 1971). Wolcott's description of
Kwakiutl children (1967), as cited in Friesen (1974) illus-
trates well the general experience of schooling for many
Native children. He states:

children attend school reluctantly and
ritually; school is unrelated to their

values, interests and aspirations. When
they do come to school their participation



is analogous to travelling on someone else's
boat; one gets on, sits patiently during the
long slow ride and eventually gets off. Age
sixteen is the destination of the educational
journey. (p. 150)

The value conflicts the Native youth. experiences result
in alienation not only from the dominant non-Indian group,
but also from his own group. The Hawthorn Report points
out that the differences of both environmental and psycho-
logical factors between Indian and White students produce
not only alienation from the dominant cultural norm, but
also alienation from Indian culture (1967, p. 110). Hobart
(1970) proposes that the effect of the "clash of cultures"
in the educational setting is that the Native youth becomes
a "no culture person", unfitted for any culture (p. 58).

In a study of Saulteaux-Ojibwa youth, Katz (1979) found
that the outstanding feature of adolescence for these young
people is the conflict over the establishment of a cultural\
identity. He found that many young people swing back and
forth between two identities. At times they see themselves
as primarily Indian and will have nothing to do with White
culture. At other times, they clash with their Native cul-
ture and opt for a system of White values. Some choose one
of these identities and attempt to cling to it. The massive

divergence between the Saulteaux-Ojibwa and the White values

seems to preclude this kind of mixed identification.
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Katz and others point out that the result of trying to
adapt to these circumstances is a general psychosocial con-
dition out of which develops high rates of crime, delin-
quency, alcoholism and low educational achievement rates
(Ratz, 1979; Franklyn, 1974). Recent statistics reveal that
Indian deaths due to suicide are almost three times the
national average, with the highest occurrence being in the

15-24 age group (Indian & Northern Affairs, 1980, p. 19).

Need for Role Models

The Hawthorn Report stresses the importance of the
availability of prototypes or models with whom the child
may identify. 1Indian children model themselves after other
Indians in the initial phase of the process of identification.
However, the characteristics which Indian models provide do
not permit the acquisition of behavior patterns which the
child needs for fulfilling roles in school and in the larger
society. Seldom do Indian communities have adult models who
have achieved high status in the communities through educa-
tion.

In school, the Indian child has non-Indian models pro-
vided which he might use in his attempts to become like his
non-Indian peers. However, if he chooses a non-Indian model,
the child has no means of internalizing non-Indian charac-

teristics: he does not have sufficient knowledge of them



to be able to behave as a non-Indian in the absence of the
model. The persistent conflict of cultures is highlighted
again by the fact that when the goals which youth are inter-
nalizing derive from their own culture, the goals of educa-
tion are extraneous; when the goals are derived from the
school, they find no reflection in the behavior of adult
models within the Indian community.

Bishop (1970) speaking with reference to the effects of
formal education on the Ojibwa, says %hat because the school
provides no role models of occupational types found in the
community itself, children do not view school as a prepara-
tory activity that will help them fit into the larger society.
The roles of nurse, teacher and government agent seem distant
and unattainable to most villagers. He goes on to say that
children are still oriented toward the world of their parents
although they do not participate in it. They see school as
run by authoritative Whites who are symbolic of an alien
racial and cultural system. The result is that they usually
drop out of school in disgust, despair, or disillusionment,
especially if they see no relationship between what they are
supposed to be learning and the real world in which they
live (1970, pp. 8-9).

The Canadian Psychiatric Association (1979) -states that
the fact that key societal roles are occupied by non-Natives

and that the criteria for entering these roles are impossible
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for most Natives to meet, means that most Natives are ex-
cluded from leadership roles in their own communities. The
effect of this is to leave the Native child with the unfor-
tunate impression that his own people are incompetent to
provide any services that have high economic award, status,
or power inherent in them.

Community and Parental Attitudes Towards Education

When Native youth do aspire to "White" occupations,
this often becomes a source of anxiety for them. Wintrob &
Diamen (1974), in their study of the impact of culture change
on Mistassini Cree youth, noted a more positive attitude of
students toward schcol and their teachers from their earlier
(1967) observations. They found that the majority of stu-
dents indicate a preference for White occupations. However,
for those going on for technical training, there is a rela-
tively new source of anxiety. There is the vague fear that
success in their chosen "White" occupation in a big city
will draw them further from their original commitment to
tﬁeir peocple's welfare and also a sense of not being able
to adapt to living and working in a strange city away from
their families. In essence, this puts them in a position
where they are potentially immobilized--success or failure
are both anxiety provoking.

Not only are the young people fearful, but their parents

are as well. Wintrob & Diamen (1974) note that parental



reactions fall into two categories. One group is convinced
that the young people will go away, get an education and

not return to the Mistassini community. This feeling has
some support in that some young people who have been success-
ful in the city have not come back. The other opinion is
that the students will come back because they failed to
attain their educational and occupational goals, which would
probably result in their being idle and miserable and unable
to adjust to life at the Mistassini Post. Wintrob & Diamen
say that in either case there is little optimism expressed
by the parents for the plans and aspirations of their
cﬁildren.

In an in-depth study of nine Canadian Indian families,
Berger (1973) found that contrary to the stereotype of the
Indian being unconcerned about education, the families in
his study talked more about education than any other topic.
They saw education as a way to a better life for their
children, and desperately wanted them to succeed in school.
Zenter (1962), in studying parental and student attitudes
of Alberta and Oregon Indians and non-Indians towards
secondary graduation and post secondary training, indicated
that there was a great deal of parental pressure for the
Alberta Indian students to continue their education. Zenter
found that "those students whose parents put a great deal

of pressure on them to think about going on to further
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training were uniformly more inclined to report themselves
'very disappointed' at the prospect of failure to graduate
from high school...” (cited in Kinsella, 1973, p. 22).
However, there is often divigioq in the community and
among parents as to the value and goals of education. There
are those who favour moving toward integration and moderni-
zation and others who are fighting to maintain a separate
identity and way of life, which although familiar and com-
fortable to the older generation is often less attractive
to the young (Vale, 1978). Frieson (1974) points out that
tﬁese value differences within a particular Indian community
may often further complicate the educational experiences of
the Native student. Thus, as desirable and as magical as
education may be, many Native people recognize the threat
that it poses to Indian customs, especially language.
There is also the ever-present fear that the more education
the children have, the more likely they are to remain in
the cities and abandon contact with their families. As
Braroe (1975) points out, Indian peoples' adaptive strate-
gies are not uniform or entirely consistent, i.e., they may
desire a position in White society, and at the same time
they cling to the past and the ways which are most comfortable
to them. At times, they desire acceptance of Whites and
integration into White society and at other times they do

not.



Indian Control of Education

Because of the many problems experienced by Native
youth and the failure of the educational system to meet the
needs of the Native student, there has been an increased
desire on the part of the Native community to control their ﬂ

children's education. The National Indian Brotherhood pro-

posed Indian Control of Education in a policy statement

in 1972. This policy statement based on statements of
Chiefs and Band councils of the various provinces, stressed
that the conflict of values in the educational setting has
l?d to the withdrawal and failure of Native students. Thus,
ié emphasized that Indian parents must have control of their
children's education with the responsibility of setting
goals. The goals for their children, summarized briefly
are:
(1) to reinforce ‘their Indian identity; and
(2) to provide the training necessary for
making a good living in modern society.
(p. 3)
The aim is to make education relevant to the philosophy‘
and needs of the Indian people and to give Indian children
a strong sense of identity, with confidence in their per-
sonal worth and ability. This education would provide the

Indian child with a preparation for total living, a means

of free choice of where to work and live and also a means
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for Indian people to .participate fully in their own social,
economic, political and educational advancement.

The Indian Brotherhood (1972) maintains that school
curricula in federal and provincial schools should recognize
Indian culture, values, customs and language and the Indian
contribution to Canadian development. Courses in Indian
history and culture should promote pride in the Indian child
and respect in the non-Indian student. Using curriculum as
a means to achieve their educational goals, Indian parents
want to develop a program which will maintain balance and
relevancy between academic/skill subjects and Indian cul-
tural subjects. By learning ways to apply traditional be-
liefs, values and skills to survival in modern society and
b§ learning modern skills and behaviors needed to participate
in the benefits of economic and social development, the
Indian will gain self-confidence and independence.

Indian people are also concerned that the Native lan-
guages are being lost so that the younger generation can no
longer speak or understand their mother tongue. The Indian
Brotherhood points out, that if the Indian identity is to
be preserved, steps must be taken to reverse this trend.

It states that while much can be done by parents in the
home and by the community to foster facility in speaking and

understanding, there is need for formal instruction in the



language. The need for teachers who are fluent in the

local language is emphasized.

Native Teacher Education Programs

The several major studies and reports (Hawthorn, 1967;
Berger, 1973; Bishop, 1979) conducted in the last decade
have emphasized that if Native students are to be given
every opportunity to complete their education, it is essen-
tﬁal that they be taught by teachers who are not only
academically qualified, but are also sensitive to their
cultural background. These studies have demonstrated the
common occurrence of ignorance or insensitivity of non-
Native teachers to the cultural differences between them-
selves and their Indian or Eskimo pupils.

While the government recognizes the need for Native
teachers, there are few Native teachers in Canada in pro-
portion to the teaching force. 1In 1975, the federal depart-
ment of Indian Affairs employed 344 teachers in its Ontario
schools. Although their students were almost all Indians,
only 17 of the teachers (5%) were Native citizens (Long,
Note 2). Recent (1979) statistics indicate that 33 percent
of those teaching Native students are of Native ancestry,
which is a direct result of special teacher training pro-
grams. However, this representation varies from district

to district. Brantford shows that 75 percent of their
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teachers are Indian, while the Lakehead shows only 10 per-
cent (Anderson, Note 1).

Native people and teachers believe that an increase in
the number of Native teachers will help overcome the massive
drop-out rate, the low academic achievement level, the low
interest level and the problems .of adjustment. This im-
provement is seen as occurring through greater school com-
munity understanding and liaison, modelling, involvement in
curriculum development, counselling, course programming,
and particularly leadership (More, 1979a).

Indian people see the presence of Native teachers as
a major way of avoiding the assimilative pressures of the
present school system. Also, many Indian groups are pressing
for increased self-government, even to the point of Indian
nationhood. They recognize that if this goal is to be re-
alized, or even partially realized, there will be a need
for Indian leaders with the decision-making skills that are
developed in effective teacher education programs (More,
1979a) ..

Another factor supporting the need for Native teachers
is the much higher non-Native teacher turnover rate in
Indian communities or Indian areas of the city. Hobart
(1969) gathered data on ten northern communities with a
total of 48 non-Native teachers. He found that for almost

63 percent of them this was their first year in the north,
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and only one-fourth had spent more than two years there
(cited in Hobart, 1970, p. 60). Thig results in serious
discontinuities in school programé a;-well as a general
lack of understanding of the community by the teacher. By
contrast, there is a low turnover of Native teachers, since
most of them plan to stay in their home community for many

years (More, 1979a).

Problems in Post Secondary Education for Native Students

There have been difficulties in involving Native
students in post secondary education as well as in regular
teacher education programs. Although attendance at univer-
sity has increased 10 times in the last 10 years, which
indicates the increased Indian interest in education, par-
ticipation is half the national rate (Indian & Northern
Affairs, 1980).

A. More (1979) says that though some Native students
have attempted regular teacher education programs, few have
succeeded. A. More, along with other researchers, has cited
some of the reasons for this lack of success, as well as
the problems experienced once the Native student is enrolled
in a specialized program such as N.T.E.P. (Thomas & McIntosh,
1977; Task Force Alberta, 1978; More, 1979a).

The reasons given are:
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Poor Academic Achievement

Poor academic achievement makes it difficult for
Native students to begin teacher training. Few Native
students meet the standard university entrance requirements
for teacher training. Approximately 20 percent of Native
people complete high school. Of those who complete high
school almost none are on an academic program (More, 1979a).

This is viewed as a cyclical problem in that increasing
the number of Native teachers is seen as a means of im-
proving the Native pupil'’s achievement, but the poor achieve-
ment makes it difficult for Native students to begin teacher
training. Thus, More says there are many Native people who
have the potential for becoming excellent teachers, but who
do not possess the usual university entrance requirements.

Lack of Basic Skills

Studies on post secondary education for Native people
find that many Native students have never learned, explicitly
or implicitly, those basic skills which are parallel but
essential to good academic performance. Examples include
problems in scheduling of daily study time, regular class
attendance, requesting assistance from instructors, applying
for library privileges, writing skills and so on. These
are skills that are so often taken for granted in a univer-
sity environment, but for which the Native student may not

be adequately prepared (Beauvais, 1977; Barnett, 1974).



Insufficient Support

A. More (1979) states that the Native people represent
one of the poorest groups in Canada. Status or treaty
Indians have their tuition and living allowances paid by
the Department of Indian Affairs if they attend university,
but this support is often insufficient. A large proportion
of Native students have dependents which create an additional
financial and emotional strain, placing demands on personal
resources with which most non-Indian undergraduates do not
have to cope. Non-status Indians are not eligible for this
support and so are often in an even worse economic position.

Length of Programs

The length of regular teacher training programs is
usually four years. This, coupled with other problems, such
as being separated from their families and insufficient
financial support, is a major problem.

Irrelevancy of Programs

Many Native people feel that the existing teacher
training programs are irrelevant or inappropriate to their
background and to becoming a teacher. A. More (1979) says
this is a problem even to the non-Indian who is thinking
of going into teaching, but much more serious to the pro-

spective Indian teacher.
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Family Response

Many Indian students find that the higher their level
of educational attainment the greater the social distance
between them and their people. This particularly affects
those already at the university and often causes premature
dropping out.

The Task Force Alberta (1978) explains the dilemma the
Native teacher student faces in pursuing an education. The
family ties of the Native student are very strong. The
extended family defines and reinforces the individual's iden-
tity. The family imposes obligations and in return, gives
security. This gives rise to the belief that a move away
from home is desertion: it is akin to denial of family ob-
ligations. Those who move out of the Indian community are
thought to be rejecting their Indianness, especially when
it appears to be in collaboration with the larger society.
The family often has difficulty appreciating the future
benefits of a long-term goal when it means losing a son or
daughter in the process (p. 14).

Personal and Community Priorities

Beauvais (1977), in a study of Navajo college students,
says it is common for Native students to work very hard for
90 percent of a semester and then simply leave school with-
out completing final exams or projects. He says the term

"drop-out” does not appropriately describe the situation



since it has connotations of having reneged on a task of
personal or cultural importance. Beauvais proposes that in
many of these instances values of higher priority are being
expressed. For example, the family may need help, or as
More (1979) points out, their skills may be desperately
needed at home or in the various Indian organizations.

A. More says that when one considers that the average educa-
tional level of Indian people is approximately grade 8, then
it is easy to see how the demand for these students to leave
before completion of their training becomes so great.

Lack of Role Models

There is a dearth of vocational role models for the
Native student throughout elementary and secondary education.
With this critical component of the career development pro-
cess missing, Native students have difficulty investing
themselves in post secondary work leading to a professional
career (Beauvais, 1977).

Geographic Distance

In order for an Indian person to enroll in a teacher
training program he often must move a great distance geo-
graphically and socially from his present surroundings.
Many people are unwilling to do this, and many of those
who are willing, find themselves unable to cope with the

new surroundings (More, 1979a).
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The N.T.E.P. Program

Innovative programs such as the Native Teacher Education
Program (N.T.E.P.) at Lakehead University, which began in
1975, were designed specifically to deal with the kinds of
issues cited above (see Appendix A for an outline of
N.T.E.P.). These programs were instituted as a result of
the recommendations proposed by reports and policy statements
i;lustrating the need for teachers, Native or non-Native,
wgo have an intimate knowledge of and an appreciation for
Native culture, history, language and who are sensitive to
the cultural milieu of their students.

Presently there are sixteen specialized Native teacher
education programs in Canada. The Native teacher programs
are alternative routes for Native students leading to regular
teacher certification and are designed to meet the specific
needs of the population they serve. The N.T.E.P. is a two-
year program at the university, which provides the student
with an Ontario Teaching Certificate (Primary-Junior
Specialization). This certificate qualifies the Native
teacher to teach in any provincial or federal elementary
school.

The general objective cited by the Native Teacher
Education Program at Lakehead University is as follows:

...to increase the number of qualified Native
teachers in Northwestern Ontario, through an
alternative program which will prepare teachers
to meet the special social and cultural needs

of Native communities, taking into account
such factors as heritage and language.
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The N.T.E.P. recognizes the need for teachers who are
sensitive to the cultural milieu of their students. It
states:

Native teachers who have an intimate under-
standing of Native traditions, psychology,
way of life and language are best suited to
the habits and irniterests of the Native child.

The N.T.E.P. states that it will prepare teachers to
provide courses that will assist the Native people to sus-
tain their culture and ianguage while, at the same time,
teach the skills necessary for students to pursue further
education if they so desire. These dbjectives are in keeping
with the recommendations of the Task Force on the Educational

Needs of Native peoples of Ontario (1976), namely that:

. ..the education of Native peoples should
reinforce their culture and their identity.
(p. 3)

Thus, the specific goals of N.T.E.P. are to 'increase
the number of qualified Native teachers in Northwestern
Ontario and to meet the social and cultural needs of the
Native community. The emphasis then is on preparing Native
teachérs who will be sensitive to the special needs of the
Native student and who will be able to create a learning
environment suited to the Native child. The N.T.E.P., in
addition to educational methodology and theory, includes

courses in Native culture and traditions such as Native

languages, Native arts and crafts and Canadian Indian
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history. The explicit goal of ‘the program is to prepare
Native teachers specifically to work with the Native com-
munity.

Concerns Regarding Native Teacher Education Programs

Native educators and the Native community have expressed
concern about the intentions of the individual programs.
Thomas & McIntosh (1977) point out that each program is in
part a response to local conditions, as well as an expression
of the preferences of the decision-makers who created it.

In a report on the Native Indian Teacher Education Program

in British Columbia (N.I.T.E.P.), éntitled Return Home,

Watch Your Family, Thomas & McIntosh maintain that it is

important that these programs prepare cultural and spiritual
leaders for Native communities.
They state:

To the degree that these new teacher educa-
tion programs for Native students make it
possible for Indians to 'return home and
watch their families', both literally and
metaphorically, then to that degree will
they succeed in creating the necessary
learning communities. Other programs may
succeed in other terms, of course, by
graduating Native teachers in large
numbers from sound programs with high
completion rates.

We would not denigrate such achievements
but we recognize that this achievement may
bring with it great loss. These programs
rather than enabling students to 'return
home' where they can creatively struggle
with the cultures at whose nexus they stand,
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will draw students irrevocably away from
their 'family' and should that happen, all
of us stand to lose. (p. 6)

Thomas & McIntosh further state that if these programs
are not simply to be sorting machines which winnow out the
few for socialization into the dominant culture and discard
the rest, they must strive to create situations in which a
unique culture can emerge, a special kind of community for
learning. They describe such a place of learning as one
which nourishes the practices and beliefs of adult learning
as developed by the North American Indian peoples.

The Task Force Alberta (1978) also stresses the need
for a cultural milieu-~a spiritual and cultural base which
would help the Native student to maintain and further develop
his own identity and sense of self-worth in which he can
derive the ambition to succeed. The Report states that for
such an environment to exist it must be possible to carry
over cultural affiliation and identification from the Native
community to the university, and to provide a cultural
milieu which is conducive to emotional stability, well-being
and academic achievement (p. 16):

The authors stressed that if Native teachers are to
work at developing Native identity in their pupils, then
they must have a sense of it themselves. Bryde (1968) points
out that values until examined by members of a given culture,

usually operate at the unconscious level. Because of the
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rejection of Native culture and language by the dominant
society and consequently by many Native people themselves,
cultural values are often repressed. Thus, it is emphasized
that in Indian education these values must be brought to

the conscious level to enable the Native person to under-
stand their behavior and to be able to utilize these values
for motivation and self-fulfillment, first of all within

his cultural context, and then within that of the larger
society (Bryde, 1968; Kinsella, 1973; Burnaby, 1980).

Ideally, says Bryde, education in harmonizing the
Indian and non-Indian value systems should begin in the
early school years prior to the offering of the non-Indian
vocational and liberal education. That i§, gnless the cul-
tural impasse is resolved and removed first, it would seem
that other educational opportunities would not be as effec-
tive as they could be (1968, pp. 31-32).

Wyatt (1977) says there is a high value placed on
bringing Native culture into the classroom. However, there
ié a concern that young people wﬂo are frequently those most
interested in teaching, are not in the best position to draw
on these resources. She notes that the assertion is frequent-
ly made that Native people, particularly members of the
younger generation, have lost their culture (Native culture
identified as traditional culture). Wyatt points out that

Native culture includes traditional life, but also encompasses
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contemporary adaptive patterns as well. Therefore, analysis
of Native literature of contemporary political and social
issues and discussion of personal experiences can assist
student teachers in identifying their concerns, values

and in defining contemporary cultural patterns. Student
teachers can in turn guide their students through a similar
process (p. 6).

The role of teacher may create tension and personal
conflict for the Native person. Burnaby (1980) notes that
the role of teacher as a separate personal occupation is a
majority culture social construction. Traditionally learning
took place through observation, with each member of a tribe
filling the role of teacher-learner. Thus, says Wyatt
(1977), Native people often show a hesitancy in supporting
their own people in positions of responsibility. Student
teachers just completing their training find that many of
the people in the community have scoffed at the idea of
their being teachers. Because for so long they have iden-
tified the role as one that is and ought to be occupied by
non-Indians from outsidé the community, it is difficult for
them to believe that their own people are good enough.

The Native teacher is not only viewed as less competent
by the ¢community, but as Burnaby (1980) points out, in
becoming a teacher he may also been seen as an ambassador

for the majority culture. Thus, she says, if a Native
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teacher is hired back to his home community he may receive
extremely strong sanctions from the community against his
role, since they already have knowledge and expectations of
him as a Native member of the community. If he goes to
another community, he may be viewed suspiciously as a
stranger and be even less able to relate to the community
than the expected majority culture teachers (pp. 352~353).
This conflict of interests is described by Barnhardt

(1974) in a paper entitled Being Native and Becoming a

Teacher. He says:

We have learned that it is difficult to be a
native and a teacher, too. Many aspects of
the two positions are incompatible and the
demands of the role are enormous. On the
one hand, as a teacher the native teacher is
expected to represent the school's interest
in the community. Until the function and
format of the school is compatible with the
needs and cultural milieu of the community,
however, compromise is inevitable for the
native teacher. In addition, the adaption
is usually in the direction of the school,
for it is difficult to significantly change
the role of the teacher in the context of a
conventional school environment.

So the native teachers face a Catch 22--the
more effective they are as teachers, the less
effective they may become as a Native, and
vice versa. Our concern, then, is that
placing native teachers in the schools may
not significantly improve the education of
native children, if the design of the in-
stitution itself does not change. But who

is to change it, and in what direction?

(p. 18)

In discussing the role of the Native teacher, Burnaby

(1980) suggests that her dilemma may be similar to the
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Lapps of Sweden. She quotes Paulston (1976) who says that
Lappishness is stigmatized as inferior by the dominant seg-
ment and sanctioned by ridicule, insults and avoidance.
Lapps who wish to seek career goals in the dominant society
have traditionally been forced to renounce all Lapp roles.
As the Lapp who seeks to change his cultural identity must
also bear the cost of Lappish sanctions against those
seeking incorporation, the totality of sanctions has a
double price, a bimodal effect.

Burnaby proposes that if the parallel with the Swedish
Lapp situation is cloSe, then those Native people who receive
teacher certification are likely to be among the most assimi-
lated, are less likely to speak a Native language and do not
want to go to teach in a Native community, particularly one
in which a Native language is the main medium of communi-
cation (p. 351).

The findings of the National Study of American Indian
Education (Fuchs & Havighurst, 1972) would tend to support
this hypothesis. The study found that Indian teachers in
the schools tended to have closer associations with the
Indian community, greater knowledge of it, and more posi-
tive attitudes toward Indian students. However, they tend
to be as much in favor of White assimilation for Indians as
White teachers, sometimes more so. The authors state:

"These are Indians who successfully received a White educa-
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tion, leaving their home community for high school and col-
lege work, and came back to an Indian community, usually
encouraging other Indians to do as they did".

A. More (1979) says the Native teacher education pro-
grams have not really dealt with the question of whether in
the long term the programs are simply a more effective form
of assimilation, or are truly integrative. He questions
whether the programs are training Indian people who, in the
long term, will be virtually identical to the majority soci-
ety, or if the programs truly provide Native Indians with
the opportunity to maintain and develop components of their
own culture--components that may differ significantly from
those of the non-Indian cultures. This is not a theoretical
issue he says, but ratheér it is highly practical, as over
the next few years the resolution of the issue will be
affecting the individual child in the classroom. In ten
years we may be looking back and asking ourselves why we
did not provide more opportunities for things Indian (p. 10).

It is clear that there are questions that need to be
answered regarding Native teacher education programs.

Native educators have emphasized the need for program per-
sonnel to formulate more meaningful experiences in teacher

education for Native students (More, 1979; Barnett, 1974).
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Cultural Enhancement

The enhancement of cultural identity was viewed in the
present study as an issue of central importance for three
major reasons. First, the literature indicates that the
conflict of values in the educational setting often leads
to the failure and withdrawal of Native students. Second,
the Indian people have stated through the policy statement

of Indian Control of Education that their aim is to make

education relevant to the philosophy and needs of the Indian
people and most importantly to reinforce the Indian identity
of Native young people, creating in them a stronger sense
of identity and confidence in their personal worth. Third,
the aim of N.T.E.P. is to prepare teachers who will be pre-
pared to meet the special social:and cultural needs of ‘the
Native communities. These teachers will be prepared to
provide courses that will assist the Native people to sus-
tain their culture and language.

Thus, the literature cites the kinds of issues the
Native student faces in seeking an education, such as:
value and identity conflicts, need for role models, and
community/parental conflicts over the value of an education.
These problems are seen as contributing to the often nega-
tive educational experience of the Native person, which
contributes to the high drop-out rate. Because of the

many problems experienced by Native youth and the failuré
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of the educational system to meet their needs, there has
been an increased desire on the part of the Native community
to control their children's education. The development of
Native teacher programs is a response to the needs of the
Native community and students. The goal is to provide
Native teachers who are not only écademically qualified,

but are also sensitive to the Native students' cultural
background.

.There have been problems in the past involving Native
students in regular teacher programs. The reasons cited
are: poor academic achievement, lack of basic skills, in-
séfficient support, length and irrelevancy of programs,
family response, personal and community priorities, lack
of role models and geographic distance. Native educators
stress the importance of Native teacher programs preparing
cultural and spiritual leaders for the Native communities.
They also stress the need for a cultural milieu which
would help the Native student to maintain and further de-
velop his own identity. Authors stress that if Native
teachers are to work at developing Native identity in their
pupils, then they must have a sense of it themselves:

Native teacher programs such as N.T.E.P. were designed
specifically to deal with these kinds of issues. It is
too soon to measure the long-term objectives of the programs,

but it is possible to look at whether the programs are effec-
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tive in meeting their immediate goals. The immediate goals
are to provide an educational setting which enhances the
Native students' cultural identity and prepare them to
provide the kind of learning environment suited to the

Native population.

Goals of the Study

The present study has two major objectives. The first
is to address the issue of the N.T.E.P. providing the neces-
sary support and kind of experience which enhances the
Native students' cultural identityi &he second is to pro-
vide information on the program's graduates.

In the first instance pertaining to support and enhance-
ment of cultural identity, information was obtained through
qualitative (interviews) and quantitative (questionnaires)
data. Data weregathered on the following variables:

(5) demographic information to provide a description of the
N.T.E.P. student; (b) student's academic experience in the
program; (c) student's relationship with non-Native students;
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