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ABSTRACT

This case study was designed to investigate theruegresentation of
Aboriginal scholars in the Ontario professoriateggraining: 1) the current lack of
Aboriginal scholars in the Ontario professoriate] &) the retention of these scholars
within the system. To advocate social justice fiis tommunity, these issues were
examined through an Aboriginal epistemic lens teettep principles with which to
inform recruitment and retention policy and praetic the academy.

Specifically, this study focused on the followingas: 1) the context of the
participants’ educational experience as Aborigstatients; 2) participants’ perspectives
about why Aboriginal scholars stay, or conversehywhey leave, the Ontario
professoriate; and 3) social justice and equityplications for recruitment and retention
policies in the academy. A transformative policggass is proposed which resulted from
the grounded theory flowing from the data collectstt the extant literature.

As an organizational tool for transforming the e of policy development and
implementation in the academy, the policy proceepgsed utilizes a circle archetype
relevant to many Aboriginal worldviews. The policycle process is comprised of four
integrative stages: the ‘Beginning’ stage; the ‘Gdtation with Expert Knowledge’
stage; the ‘Taking Action’ stage; and, the ‘Refiect stage.

Based on the findings of the study, equity prinesplvhich inculcate the tenets of
respect, honour, truth and wisdom are proposedidglqes for Aboriginal recruitment
and retention policies in the academy. The rat®if@al proposing this change as a means

of promoting social justice and equity, as welt@address the under-representation of



Aboriginal scholars in the academy, is based orp#reeived necessity of universities to
assume their leadership role as socially respan&lgients of change.’

Finally, the study suggests that there is a coetimeed to develop and
implement strategic educational policy reform im@da to: support the success of
Aboriginal students, to promote and facilitate plagticipation of Aboriginal educators
and Elders in developing curricula and pedagogyclvhéspect and honour Aboriginal
epistemologies, and to spur provincial and fedgoakernments’ provision of support in
terms of investment of time and funding for theelepment of Aboriginal

postsecondary programs.
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CHAPTER I. INTRODUCTION

Educational institutions assume a significant iolthe communication of value
and respect for cultural diversity in Canadian styci Therefore, efforts to foster social
justice and equity require that members of the atioical community confront racism
and marginalization at the institutional level. wadrk within the system of education are
politically driven processes which are based onidante and control — hegemony.
Politicians and policy-makers continue to decrylibalth and wealth of the nation based
on the outcomes of standardized testing scoresp@andational ability to compete in a
globalized and knowledge-based economy. Given ithsimportant to acknowledge
the power that education, as a social system irm@ahas to influence the access citizens
have to the life chances and opportunities that&alon may provide in reaching their
fullest potential.

The impact of Eurocentric hegemony in Canadian &tilucal policy is
particularly meaningful in the context of the expace of Aboriginal students in Canada.
TheReport of the Royal Commission on Aboriginal Pep(fCAP) (Indian and
Northern Affairs Canada, 1996), describes educatfotthe transmission of cultural
DNA from one generation to the next....which cutasrthe diverse history,
environments and cultures of the different Aborggicommunities in Canada” (p. 1).
Stonechild (2006) underscores the importance ofa&tthn to the Aboriginal community
by referring to education as the “new buffalo” {). He explains that in the past,
Aboriginal peoples considered the buffalo a gifinfrthe Creator as it provided all needs
for the Aboriginal peoples (e.g., food, sheltemdAhe suggests that as the ‘new buffalo’

education may build capacity to ensure a strongrabdst future for Aboriginal peoples



in Canada. He indicates that while national posid@attract Aboriginal students have
been somewhat effective, there remain criticalibesito making higher education
culturally relevant and equitable for members ef Aboriginal communities in Canada.

The comprehensivi@eport of the Royal Commission on Aboriginal Peppteed
in its 440 recommendations, that there is a conmgefieed to change the relationship
between Aboriginal peoples and non-Aboriginal peeph Canada (Hurley & Wherrett,
2000). Given that education transmits social valiies critical that institutional policies
within the academy foster social justice and equatgupport all members of Canadian
society. The relevance of this for the inquiry e investigation concerning the
efficacy of employment equity policies in the acage specifically recruitment and
retention, to promote social justice and equityAboriginal scholars in the academy.
Graveline (2003) in speaking about her experientasademe as an Aboriginal scholar
presents what may be considered the crux of tiqisiiy, “As an Aboriginal woman | do
not feel Included or Free. Seventeen years aifa-tacademic with different institutions
across disciplines Pressuring me to acculturateifising me for resisting Has taught
me otherwise” (p. 203).

Employment Equity programs at Ontario universiaes diverse in terms of their
scope, and the reported strength they have to ehaofye to create a representative
workforce. There are 22 universities in Ontario,0i9vhich are publicly funded (Ontario
Ministry of Training, Colleges and Universities,@8). Of the 22 universities, 18 include
their institutional employment equity policy onlirend every university, with one
exception, also includes an ‘equity’ statementas @f their faculty job advertisements.

This study investigates the impact the revitalmaf university employment equity



policies may have to identify and remove barri€Fs.promote social justice and equity
this ‘revitalization’ will centre the experiencedaknowledge of Aboriginal scholars in
the development, implementation and review of gquitiicies. Ultimately, the goal of
this revitalization is a respectful environmenthie academy that honours Aboriginal
scholarship, and fosters the recruitment and neteiwf Aboriginal scholars in the
Ontario professoriate.

The following sections in this chapter provide atmaduction to the study
including an overview of the background to the gtube statement of the problem
investigated, the purpose of the study, and therétieal framework that grounded the
inquiry. Also presented in this chapter are theaesh questions, the significance of the
study, and finally definitions of the key concealsng with delimitations and limitations.
In conclusion, an organization of the dissertatsoprovided.

Background to the Study

The background to the study presents an overviesygloyment equity
legislation relevant to the demographic shifts an@dian society. This discussion of
Canadian demographics includes a presentationrodrdustatistical data with regard to
population and labour force representation ratethi® Aboriginal population in Canada.

Since the 1992 repoi@pening Doors: A Report on the Employment Equity
Consultationand subsequent federal legislation of the Emplaoyrgguity Act, 1995,
equity has been a key consideration for postsecgrediucational institutions in their
planning and goal setting from both an educatiasalell as an employment perspective.
This focus on equity in the academy has happen&holem with a shifting societal

perspective of equity from a stance of equality igheveryone is treated the same, to the



recognition of equity as meaning that differenaesacknowledged and accommodated.
“This recognition of difference within the schogktem [may create the inclusive spaces
which] recognize that inclusion and diversity aggtpers, equity is nésamenessand
integration is not assimilation” (Roland, 200868). These ideological shifts may have a
profound significance for the next generation g of greater access to postsecondary
education. In terms of employment equity, increlaesecess to postsecondary education
may result in members of marginalized groups, siscAboriginal peoples, considering
academia as a career possibility.

Across Canada Aboriginal peoples have been idedtds particularly under-
represented at Canadian universities (Holmes, 20@&;alfe, Mazawi, Rubenson,
Fisher, Maclvor, & Meredith, 2007; University of Wdsor Employment Equity
Committee, 2002, 2006). Under-representation épttofessoriate by members of
employment equity designated groups (including Adoal peoples, women, persons
with disabilities and members of visible minorityogps), has significant implications for
the academy. Due in part to demographic and imatigr shifts, the implications are
that the academy will require institutional adoptaf policies and practices to address
employment equity in order to diversify the profasate. As suggested by Creswell
(2003), this inquiry encompasses a political aciganda, seeking to inform
employment equity policies and practices relevarihé recruitment and retention of
Aboriginal peoples in the academy.

Equity practices in hiring and retention are catissues for the future of the
Ontario professoriate, especially given the foremhshanges in the academy which

include a dramatic increase in faculty retiremeAtseport by the Association of



Universities and Colleges of Canada indicatesriaibnally, there may be close to
21,000 additional faculty members needed duringithe decade (Offman, 2009).
Added to this unique demographic event affectirgggfofessoriate is the potential for
growth in the number of students attending univgrsiccording to the Council of
Ontario Universities (2001), there will be 90,000more potential students participating
in universities by 2010. In consideration of thegmial impact of demographics on the
academy in terms of student participation ratesvemdkforce (professoriate) diversity, it
is important to review the relevant data reportedational censuses.

Statistical data from the 2006 and 2001 nationasuses point to significant
factors associated with Canadian demographics whaphin fact influence both student
participation rates and workforce diversity. Then@dian population and workforce
statistics based on 2006 and 2001 national censlasagTable 1) illustrate the
representation rates for Aboriginal peoples retatovboth the total population and the
workforce. This data indicates that Aboriginal pkes represented approximately 3.8
percent of the total 2006 Canadian population (Stes Canada, 2008b), and 3.3 percent
of the total 2001 Canadian population (Governmé@amada, Human Resources Skills
Development Canada, (HRSDC), 2004). AdditionalkatiStics Canada (2008b) reports
a dramatic 44.9 percent change in growth rateerigiel of representation for
Aboriginal peoples in the Canadian population frb®96 to 2006. Also, from 2001 to
2006, Statistics Canada (2008e) reported the isereaCanadian Aboriginal population
was 20.1 percent. These growth rates are partigdgnificant when compared with the
percentage growth for the total Canadian populdtiom 2001 to 2006, which was

reported as only a 5.4 percent increase.



Table 1. Total Population and Workforce Populatbn based on 2006 and 2001
Canadian Census

List Total Population (Canada) Aboriginal Peopleg¢Canada)
of Variables Total Male Female Total Male Female
1
2006 Total 31,241,030 15,326,270 15,914.7601,172,785572,095 600,695
Population
2
2001 Total 29,639,030 14,564,275 15,074,755 976,305 476,700 499,605
Population

%2006 Labour
Force
(15 years and over)

17,144,205 9,019,530 8,124,675 517,375 263,945 253,430

2
onegé Labour 16 961.080 8,942,050 8,019,030 436,485 223,545 212,945

(15 years and over)

(Source?Statistics Canada, 2008@overnment of Canada, HRSDC, 208&tatistics
Canada, 2008c)

Statistics Canada (2004) in analyzing the 200Jonaticensus data attributed the
increase in the Aboriginal population reported gupart to the high birth rate for this
population, with the median age of the Aboriginapplation reported as 13 years
younger than that of the non-Aboriginal populatidrne other reason suggested for the
increase in Aboriginal population reported may be tb increased awareness of
Aboriginal identity, and the fact that fewer resswere incompletely enumerated. This
continued growth amongst the Aboriginal populatdi€anada may have significant

implications for the potential pool of future caddies in the Ontario professoriate. This



is especially significant given the predicted lsvel retirements in the professoriate and
increases in levels of student participation.

However, in reviewing participation in the laboorde, the representation of
Aboriginal peoples in the Canadian labour forceyéars and older) is approximately 3.0
percent (Statistics Canada, 2008c) based on thé @)tsus data, and comparatively, 2.6
percent based on the 2001 census data (Governm€anada, HRSDC, 2004). The fact
that these representation levels remain relatilelyis an important point to consider
when analyzing the representation rates of Aboaigscholars in the Ontario
professoriate. In light of these demographic priges, and an environment that claims
to focus on the promotion of social justice, unsigremployment equity programming is
not only the morally right thing to do, it is aletakes sense in terms of efforts to ensure
the academic workforce is representative of themity in the Canadian population.

Statement of the Problem

In addition to the national census population repaghe Government of Canada
Human Resources Skills Development Canada (HRSB@( prepares a specific
Employment Equity Data RepdEEDR) based on Statistics Canada data obtaioed fr
each national census. This data provides a snapttiw labour market, and specifically,
the representation of members of the designatagpgravithin the Canadian, provincial
and local labour markets. For instance, the EEB$eb on the analysis of the 2001
national census data indicated that nationallygstimated 5 percent of Aboriginal
peoples were in middle management positions cordpaith 9 percent for the total
population. Furthermore, 9 percent of Aboriginabjples were employed in professional

occupations, a percentage significantly lower tthen15 percent observed for the total



population (Government of Canada, HRSDC, 2004)s Tabour force availability or
workforce representation data, is utilized by ursitees for employment equity purposes
to determine the level of workforce representatagsn Universities compare their
institutional workforce representation rates facteaf the four designated groups (based
on data obtained through an institutional workfacteasus), with that of the Statistics
Canada labour force availability data.

Labour force availability is an important aspeceafployment equity data
analysis. Labour force availability reflects theaéability of members of the employment
equity designated groups by occupational groupghgell as geographic location —
nationally, provincially, and as available, cenmetropolitan areas (cities). To
determine workforce representativeness, employ@uity data collected by
universities is broken down into categories or pational groups specified by the
Government of Canada — these groupings or categargecalled Employment Equity
Occupational Groups (EEOGSs). There are 14 EEOGshwdre comprised of a national
taxonomy of job descriptions and titles under aidvetl Occupational Code (NOC). In
this research inquiry, NOC #4121, University Pretes (which falls under EEOG #3
Professionals) was of particular interest.

As indicated in Table 2, temployment Equity Data Repdrased on 2001
Census data reported in “Workforce population sihgwepresentation by employment
equity occupational groups and unit groups (200XCINfor Women, Aboriginal Peoples
and Visible Minorities” indicated a national labdarce availability of 0.7 percent, for

Aboriginal Peoples in NOC #4121, specifically, bét52,160 persons available in the



workforce nationally in this category, only 340fsdentified in the 2001 census as an
Aboriginal person (Government of Canada, 2004).
Table 2. 2001 Workforce Population showing represgation by Employment

Equity Occupational Group 3 Professionals and Unit Group #4121 —
University Professors (Cada/Ontario)

Total Workforce Aboriginal Peoples
Population 15 Workforce Population 15
Employment Equity Occupational Years and Older  Years and Older (100%)
Group #3, Professionals (100%)
Unit Group NOC #4121
University Professors

No. No. %

Canada Total 16,961,075 436,485 2.6
Professionals 2,588,165 40,015 15

52,160 340 0.7
NOC #4121 University Professors
Ontario Total 6,512,565 92,200 1.4
Professionals 9,115 0.9

1,063,305
95 0.5

NOC #4121 University Professors 19,355

(Source: Government of Canada, 2004)

Given the evidence provided in the literature thatAboriginal population is the
only group within the Canadian population withging birth rate, may alone suggest that
this is an issue of national prominence. Howeseupling this demographic shift with
what Fenelon (2003) states is a belief that “ca@egnd universities act in objective ways

that are guided, in large measure, by an unrelgmujuest for truth” (p. 87), requires that
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social policy address, as an issue of integrity@attcbnal consciousness, the existing
hegemonic barriers that limit access to acadenmigecs, as well as the retention of
Aboriginal scholars within the professoriate.

In reviewing a sample of Ontario University workferrepresentation rates it
would appear that many universities have a reptasea faculty workforce for
Aboriginal peoples based on comparison with natitaeour force availability data.
However, this comparison is problematic given therent low level of availability as
indicated by the labour force representation ridegboriginal peoples. For example,
the University of Windsor based on its 2001 workéocensus reported a representation
rate of 0.9 percent for Aboriginal peoples in @sulty which exceeded the national
labour force availability rate; however, this 0€@ent translates into only four
individuals who self-identified in this category ang a total of 462 faculty members. It
is precisely for this reason that this researctysiought to examine the under-
representation of Aboriginal peoples in the Ontariafessoriate through a collaborative
inquiry with Aboriginal scholars.

Purpose of the Study

The under-representation of Aboriginal scholars thascentral issued examined
in this inquiry, specifically, the study soughteplore the following core issues: 1) the
current lack of Aboriginal scholars in the Ontgprofessoriate, 2) strategies to increase
the retention of these scholars within the systamd, 3) the policy implications of these
issues for recruitment and retention of Aborigisetholars in the academy. These issues
were examined through an Aboriginal epistemic leren effort to provide &oicefor

members of the research community as well as teldp\a grounded theory of principles
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to inform employment equity policies and practicethe academy. In particular, the
study examined the issues that influence the urefgesentation of Aboriginal scholars
in the Ontario professoriate, from the perspeatifvAboriginal scholars currently
employed within, as well as those who have leftalmployment of the Ontario
professoriate.

The inquiry also examined a transformational edanat policy development
process, which as articulated by Battiste (200@¢essarily comprises an examination of
education and knowledge production, specificalbkiag at: 1) how transformation may
occur through the adoption of Aboriginal knowledgeboth the institution as well as the
students; and, 2) how respectful and inclusive apfior members of the Aboriginal
community] may be created within education. As &my2006) proposes, to address
those “social forces that impinge on educationaltggit is necessary to identify the
oppressive policies and practices, and documeirtéffects” (p. 22). Within this
context, educational institutions — universitieparticular, have the opportunity to
become social communicators of respect for cultdiradrsity in Canadian society.

Theoretical Framework

This study was grounded in critical theory as time af the inquiry was to
actively collaborate with members of the Aborigisammunity in an effort to institute
change, and most importantly, to empower the mesntiethis community (Creswell,
2003). Kincheloe (2005) suggests that criticabtigefoundational to critical pedagogy,
embraces and acknowledges the political placesatipgrin the context of schooling
which through systemic hegemony oppress and mdizgrthose considered outside of

mainstream. Kincheloe also claims that schooliram a critical theory perspective,
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acknowledges the multi-faceted landscape of humparence (social, cultural,
cognitive, socio-economic), and the polity of thesatexts in terms of equity and social
justice. Kincheloe’s statement that “educationas meutral” (p. 11), and that educators
who support the dominant power structure are ingapporting the status quo is
compelling, especially in providing a theoreticakls for the inquiry.

This would suggest that critical theory is, as Kieloe (2005) asserts, concerned
with those members of society who experience makhgition. The acknowledgement of
these ‘margins’ recognizes the political natureddcation, and the references of critical
theory to cultural pedagogy as Kincheloe staté® tays dominant cultural agents
produce hegemonic ways of seeing” (p. 58). Ladsillim@s and Tate (1995) argue that
curriculum is in fact a form of intellectual propgrthe quality and quantity of which is
often tied to hegemonic dominance. This hegemosyirhalications in creating social
stratification which Bourdieu (1985) describes escpsses of ‘categorization or

classification’ in ‘making-explicit’ social placend identity:

Knowledge of the social world and, more precistig, categories which make it
possible, are the stakes, par excellence, of palisitruggle, the inextricably
theoretical and practical struggle for the powecdaserve or transform the social
world by conserving or transforming the categotigsugh which it is perceived

(p. 202).

Bourdieu (1985) suggests that ‘cultural capitalyneaiplain why schools are able
to reproduce the culture of certain groups, sudh@slominance of Eurocentric

ideologies in the Canadian school system, at tiperese of others. He refers to this as
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the institutionalized state of cultural capitalerant to the unequal academic success
noted for students from different social (culturdBsses in a society. In the educational
setting this means that cultural capital, or thevgoand authority possessed by the
dominant group, also provides legitimacy for hegeim@ractices within systems of
education (Bourdieu, 1985; Young, 1987). Of pailtcinterest in this inquiry, is the
examination of this process of hegemonic legitiorgtand the consequences that result
in terms of marginalizing the members of some gsowjthin educational settings. This
is especially important given that education hanldentified as a system that transmits
social and cultural values. This struggle to comfrand eradicate oppression unfolds
within a political milieu which is based on a ‘salcorder’ ascribed by the classification
or categorization of culture (Bourdieu, 1985; Baawd& Passeron, 1990).

By uncovering the power structures that oppressnaandjinalize, this study is
concerned with the empowerment of individuals (Gedk 2003). Therefore, two
complementary approaches to social justice reseachsed as a framework to
understand inclusion and exclusion in educatiora(RY006). The first approach Ryan
describes focuses on ensuring ¥oeeof students and members of the community
(including parents), in social justice researclestigating inclusionary and exclusionary
practices in education. The second approach talgostice research examines the
impact the lack of socio-economic and other resmsil@as in disadvantaging or
preventing what Ryan refers to as social advancefoesome groups, or members of
society. Combined, Ryan posits that these appesafdim a conceptual framework of
social justice research that shifts the understendi inclusion and exclusion in

education away from a stance that blames the idd@lj to a focus on the examination of
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systemic processes that create and perpetuateataaqusocial conditions and
relationships.

Conceptually therefore, the study sought to integBourdieu’s theory of cultural
capital and the power this confers to the domiggotip, along with the aforementioned
understanding of social justice in terms of inabsand exclusion focusing on processes
of systemic inequity, in the analysis of data atilel concerning the complexity of the
lived experience of the research participants. Was a crucial aspect under-pinning the
stance of the inquiry. In examining social policyan educational system, Hampton
(1995) points out that the integrity of culturéesed in large part on the means of
education. Furthermore, he asserts this is paatiguelevant for Aboriginal peoples
given that “the bicultural enterprise of Indian edtion has been directed at two
alternately competing and complementary goalsnakgion and self-determination” (p.
8). And, as Kincheloe (2005) asserts, culturatipotion can be a compelling form of
education. Therefore, this qualitative inquiry wisslertaken with a commitment to assist
in the empowerment of Aboriginal peoples as a nmalgied and oppressed group; “to
honour the principles of respecting, valuing andding to the foreground the lived
experience and Indigenous knowledge of those stindied” (Rose, 2001, p. 27).

Of specific interest in this critical theory appcbavas the attempt to contribute to
the critical empowerment or emancipation for thassmbers of the Aboriginal
community who seek equity and social justice ineoitd gain control of educational
decisions (Kincheloe, 2005). This need for critiealancipation was reflected in the
recommendations of the RCAP (Indian and Northeffiaild Canada, 1996) which

indicated that “Aboriginal communities must have tipportunity to implement their
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vision of education....Aboriginal children are emdlto learn and achieve in an
environment that supports their development as evimalividuals” (p. 8). Ryan (2006)
also suggests that many researchers concernethetbity and disadvantage in
education share the viewpoint that social justicachievable only with the direct
involvement and inclusion of thaiceof students and their parents.

Therefore, the utilization of a critical theory apach was imperative to support
the social justice premise of the study which souglexpose and address what
Kincheloe (2005) asserts is the oppressive pow&uodcentric knowledge as the
dominant view of the world. As a result, the knosige claim orientation of the study
sought to move away from an assimilationist perspedy empowering the Aboriginal
community. Empowerment was actualized by incorpogathevoiceof the community
in identifying, as well as participating in the @épment of principles to inform policy
and practice relating to faculty recruitment an@méon in the academy. In addition to
being fair and equitable, these principles shoader a positive and welcoming climate
which is reflective of the Aboriginal community’sgectations.

Research Questions

Specifically, the following questions guided thigjuiry:

1. What factors do Aboriginal scholars identify aduehcing their sense of
inclusion and/or exclusion in the Ontario educalaommunity, and to what
extent do they believe that these factors havdfanten the pool of future

Aboriginal scholars?
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2. What factors do Aboriginal scholars identify astéosg their retention in the
Ontario Professoriate?

3. What factors do Aboriginal scholars identify as tkasons why they leave the
Ontario Professoriate?

4. What recommendations can Aboriginal scholars pmewdguide the development
of inclusive recruitment and retention policies gmdctices in the academy?

5. Can equitable recruitment and retention policies @ractices in the academy
have a positive influence on the current underasgntation of Aboriginal

scholars in the Ontario professoriate?

Significance of the Study
The issues investigated in this study are relettite academy, as well as the
Aboriginal peoples of Canada. As the populatiothef Aboriginal community continues
to grow, and as professional opportunities in asadelevelop, it is necessary, in the
interest of social justice and the production oftk@owledge, to embrace policies and
practices to positively influence the recruitmend aetention of Aboriginal peoples in
academia. Battiste (2002) shares a viewpointdiggnous knowledge, and reflects on

the impact this way of knowing may have for eduwadi reform:

Education for wholeness, which strives for a lesfeharmony between
individuals and their world, is an ancient foundatfor the educational processes
of all heritages. In its most natural dimensiohtrale education is transformative

and Nature centered.Educational reforms must end the fragmentation of
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Eurocentric educational systems imposed on FiribNestudents and facilitate

the goal of wholeness to which Indigenous knowlegfggres (p. 30).

Battiste’s (2002) challenge that educational refemd the ‘fragmentation’ of
Eurocentric hegemony, reaffirms the need to exaithieg@ower of educational

leadership and policy development from a critib&dry perspective.

Solomon & Rezai-Rashti (2001) assert that educgtassan important function
in the transmission of social and cultural nornmsg] that given the increased race and
ethnocultural diversity in Canadian schools and momities, there is an inherent need
for educators to become “social re-constructivigps”l). They suggest educators must
reverse rather than reproduce marginalization imsohools. This ‘reconstruction’ may
come about by nurturing a sense of educational aamtgnactualized through caring and
responsive leadership, in an effort to developtedple policies which then translate into
inclusionary practices. The development of inclagivactices that will transform the
academy may involve, as Ermine (as cited in FOBO62 suggests, an opportunity for the
West to acknowledge the “mono-cultural monopoly”Xpcurrently presented by its
institutions of learning. In reviewing the goveramt response to thieeport of the Royal
Commission on Aboriginal Peopl@CAP), the need to acknowledge, consult and

collaborate with Aboriginal peoples is strikingligpwoous.

Therefore, as clearly articulated in the RCAP (émdand Northern Affairs
Canada, 1996), when embarking on this researcly stbath has policy implications, it
was necessary as a researcher to strengthen treeofohboriginal people in the

translation of issues into policy changes. Whils #tudy focused on the Aboriginal
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Community, it is evident that the entire academybldenefit from equity policies and
community building initiatives that foster an insive and welcoming environment. The
study will provide an important policy frameworkrfoniversities to adopt with regards

to the recruitment and retention of Aboriginal deins.

Definition of Key Concepts

Aboriginal Peoples

The Coalition for the Advancement of Aboriginal&ies (CAAS) (2007) states
that “language frames our relationships” (p. 2Ad & consideration of this, careful
thought went into determining the terminology usethis study. The terminology
Aboriginal peopless used in this study because of the fact thatrtt@ans original
people, and that it is a legal term used in thea@em Constitution, and most
importantly, it recognizes “Indians, Inuit and tkiétis” (p. 27), which resonates with the
inclusionary premise of the inquiry. Other termer@vconsidered but not chosen for the
following reasons: First Nations because of treatgr political connotation; Native
which is specific only to claiming place of birdmnd finally, the term Indian which refers
to people defined and governed by theéian Actwhich can be considered controversial
given the underlying legal and political meaninigel(ding the exclusion of Inuit and
Métis peoples, and those who have become non-dtatiss through discriminatory
provisions of theAct) (CAAS, 2007) Therefore, for the purpose of this research tha te
Aboriginal peoples will be used throughout. Howetke exception to this rule is in

honouring the terminology used by other scholaremditing their work.
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Aboriginal Scholars

For the purposes of this inquiry, Aboriginal schislare defined as current or
former members of the Ontario professoriate whbidehtified as being a member of
the Aboriginal community. Furthermore, currenfanmmer membership in the Ontario
professoriate is defined in terms of the followaademic roles: faculty member
(including sessional instructor), administratorfesellor, and/or graduate student (a key
element of this role involving some teaching resplaitity).
Under-Representation in the Professoriate

In addition to the current level of under-repreaéioh of Aboriginal scholars
employed in the professoriate, there is evidenanother factor which may influence
future employment levels — the reported lower Is\adlparticipation in postsecondary
education by Aboriginal students. Therefore, fa plurposes of this research, under-
representation in the Ontario professoriate witlude an examination of the reasons for
the overall lack of representation of Aboriginahstars currently participating in the
Ontario professoriate, including identificationtbbse factors which may influence the
future employment pool of Aboriginal candidates.
Defining Community

To effectively examine the issues which may infleeethe under-representation
of Aboriginal scholars, it is necessary to consittereffect a sense of inclusion or
exclusion in the educational community may havetoents, particularly, Aboriginal
students. Magrab (1999) suggests community occinaitsa psychological as well as a
physical plane of existence. Community involvesdbmplex interplay and interaction of

human relationships, and is derived from a feetihdpelonging’ in the context of a
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diverse range of societal groupings. As individwe¢sbelong to many different
communities based on family, culture, ethnicitgeareligion, age, sex, sexual
orientation, etc, and:

...membership in these communities has a profouretedin the epistemological

lens an individual uses to participate in the wisleciety; and, this lens has an

influence on the level of engagement in societptoyiding a context for the
concepts of: Personal identity — Where, and howfdanto this society? Social
responsibility — What are my responsibilities te gociety? And societal role
based on perceived levels of power — Do | haveieg? Am | heard? (Roland,

2008, pp. 55-56).

Given the importance of ‘belonging’ in creatinglusive spaces within the
educational community, the epistemic divide betwd@éstern and Aboriginal
epistemologies must be acknowledged. Furtherntoraine (1995) asserts that a
Western “fragmentation” (p.103) of self-world isdirect opposition to the holistic
Aboriginal epistemology which seeks to “...understémelreality of existence and
harmony with the environment by turning inward” {83). It is arguable that this
epistemic viewpoint may have profound implicatiamsl relevance in terms of the
development of policy and practices with whichdsetér community building in systems
of education to reflect respectful interconnectadneather than imperialism.

Delimitations and Limitations

Several factors constitute the delimitations andtétions of the study. The

delimitations include: researcher reflexivity, aslMas issues encountered during the
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sampling process. The limitations of the studyudeld the participant retention rates and

issues associated with the online data collectroogss.

One of the delimitations or limits of this studyatved the outsider status of the
researcher. Therefore, it was imperative in thuglgthat the researcher recognize all
participants as partners; this recognition waseatiosed to the ability of the researcher to
use a reflexive analytical lens to challenge hesqeal bias and epistemology. As

Luttrell (2000) suggests:

We listen and make sense of what we hear accotdipgrticular theoretical,
ontological, personal, and cultural frameworks amthe context of unequal
power relations. The worry always exists that thiees and perspectives of those

we study will be lost or subsumed to our own vi@nd interest.” (p. 499)

Therefore, to ensure authenticity in terms ofabastructionof research data through
evaluation and analysis, a member-checking progasaised to verify data

interpretation and meaning.

Another delimitation of the study pertained to ssencountered during the
sampling process. Success with the purposive sagptocess was directly related to
the ability of the researcher to demonstrate aaefyl and sensitive approach in
contacting Aboriginal scholars to request theitipgration. As was anticipated,
Aboriginal scholars who had left the employmenanfOntario university were the most
difficult to contact. However, through thoughtfuldapersistent networking, the sampling

for this group of Aboriginal scholars was succelssfu
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As a limitation of the study, the ability of thesearcher to be sensitive and
reflexive was associated with participant retentaes. To ensure active participation,
the researcher maintained contact with all pardicip, however, even with numerous
follow-up contacts, two participants who had agreegarticipate in the study did not in
fact do so. And, of the seven participants orijyneonfirmed as participants who had
‘left’ the Ontario professoriate, one individuatidiot respond to follow-up contact, and
another participant removed herself from the stlaky to the fact that she did not fit the
participant profile as a former member of the Ontarofessoriate. However, this
change was not problematic since the 14 activéggaahts met the original proposed

sample size of 10 to 14 participants for the study.

The online data collection methodology proved sssfté with the
aforementioned participants reporting an appremidir the ease in using the online
methodology, as well as the accessibility of thenenformat. However, a limitation of
the study involved assurances of cultural sengjtivi the use of this online
methodology. Any issues presented with the orftinemat were discussed with the
individual participant to ensure a respectful apploto data collection, and one that
honoured the Oral Tradition for some participamstew other minor limitations to the
study arose in utilizing the online focus groupgemtew methodology, including: 1)
efforts to enhance the synchronistic aspect ohertdiialogue; 2) a minor technological

glitch; and, 3) an anticipated decrease in padiogm rates over time.

Efforts to enhance the synchronistic aspect obtiime dialogue were addressed

by providing participants with the opportunity tor) the discussion during ‘live’ online
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focus group interview sessions. These ‘live’ sessiwere held at specific dates and
times, and during these interviews sessions theareler was online at all times, and
posted new discussion questions at regular interJalephone interviews proved to be
an effective tool with which to enhance participdiaiogue. Additionally, a minor
technological glitch arose which neither the reslear, nor the Information Technology
Services Department (ITS) were aware of until tkelyg had commenced — this was the
fact that the weblog site would ‘time out’ afterpapximately 30 minutes. This issue was
eventually resolved. And lastly, as anticipateeréhwas some decline in online
participation rate as the study progressed (seeidip A). Telephone interviews were
used to supplement the data collection processasm@dmethod to augment the

participation rate.

Organization of the Dissertation

This dissertation is divided into five chaptershater | (this chapter) provides a
background or context for the study, as well asstagement of the problem being
investigated, and the purpose of the inquiry. fhe®retical framework, research
guestions, and significance of the study are alscudsed. The chapter concludes with
the definition of key concepts along with a diseois©f the research delimitations and

limitations and the organization of the dissertatio

Chapter Il examines relevant literature in ordepriavide a contextual foundation
for the research. Specifically, the review expldfescurrent under-representation of
Aboriginal scholars in the professoriate by examgnfiactors which may influence the

future employment pool of Aboriginal scholars i t@ntario professoriate. The chapter
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begins with an examination of the influence of hmagey in education, and the impact
Eurocentric ideologies in the Canadian educati@tesy may have on a sense of
inclusion or exclusion in the educational commuifatymembers of the Aboriginal
community. As well, the review of the literaturepdores how the educational system
might ‘bridge’ the epistemic divide between Abonigi and Eurocentric epistemologies
by considering that while multiculturalism is celated as part of the Canadian national
ideology, it does not ‘unpack’ the cultural tens@nd discrimination that is prevalent in

the Canadian education system.

Also presented in Chapter Il is an examinatiorheflink between education,
social justice and the academy. This includes améxation of equity versus equality,
relational distributive justice, and the potental backlash against equity policies. Also
a discussion concerning the processes in the Camaducation system which continue
to support and foster oppressive and colonial ppagis presented to examine the impact
of social policy on Aboriginal education. The ctexmlso provides a description of the
policy implications that are inherent in addresssggtemic discrimination, and the
historical attempts that have been made to tramséatucation policy in Canada.
Universities, the professoriate and equity areudised relevant to employment equity
policies and practices. The purpose and goalseofaderal employment equity policy
are presented along with a description of an enmpéayt systems review. And lastly,

transformative policy is discussed with regardn® potential to enact social change.

Chapter Ill describes the research methodology.qliaditative research strategy

is described along with a description of the pgréint selection process and a brief
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profile of the participant groups. The discussiothis chapter includes the data
collection procedures as follows: the pilot stulihzus group interviews, the online
format, telephone interviews, and researcher fieligéts. Data concepts or conceptual
categories (relationship; knowledge; value of etionapolicy, politics and rhetoric;

social justice; and, commitment) are defined arstdieed as the tools used to analyze
the data collected. The data analysis processasdiscussed including the strategies that
are used to validate the research findings. An maoo element of the chapter is the
discussion of some ethical issues in the inquirgiuding how the researcher situated
herself in the inquiry, and the steps taken to ensanfidentiality for research

participants.

In Chapter 1V, the findings of the study are preésdnncluding a brief descriptive
profile of each research participant. Additionaflydiscussion of an essential aspect of
the online data collection format, the particip@oatde of Conduct is provided; tHxode
was used to ‘set the tone’ for respectful and gidliefocus group interview discussions.
A discussion of the findings explores the majoraref focus in the study: the context of
education and the implications this may have forugment and retention — the future
employment pool of Aboriginal scholars; why Aborigl scholars remain, or conversely
why the leave the Ontario professoriate; and, $qaeséice and equity — policy

implications for the academy.

Chapter V provides a discussion of the findingghefresearch in relation to the
existing literature. This discussion includes gamination of decolonization as a

national effort which must differentiate racism,vasocial change beyond the rhetoric,
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acknowledge the distrust of the educational systard,explore the possibility of
capacity building for the Aboriginal community. Aildnally, findings relevant to
recruitment and retention are presented along avitview of ideological perspectives
which have, and continue to shape educationalyuoili€anada. A central feature in this
chapter is the discussion of the proposed ‘Polign$formation Circle’ which is
described in terms of an ongoing evolutionary pssdavolving four integrative stages:
1) the ‘Beginning’ where relationship building ocsiased on a foundation of
knowledge and decolonization to effectively moveaaational policy beyond rhetoric;

2) ‘Consultation with Expert Knowledge’ which stiptes the importance of genuine
collaborative partnerships, and the implications Has for policy development; 3)
‘Policy Development: Taking Action’ revisits thesesarch findings in terms of
employment equity, specifically, recruitment antkngion policy and practices within the
academy; and, 4) ‘Reflection: Policy Implementatiwhich offers a discussion of
proposed principles with which to guide employmemaity recruitment and retention
policy and practices in the academy, and, ultinyatel positively address the under-

representation of Aboriginal scholars in the Omtgmiofessoriate.

The conclusion of Chapter V brings the discussitihe social justice premise of
the inquiry full circle by re-examining the acadeasyan institutional ‘agent of change.’
This is done by defining the social responsibitifyhe academy in terms of its ability to
actively foster and promote social change as agliinld function of its institutional
responsibility. Finally, the implications of thudy for future research are discussed in
terms of practices that may safeguard Aboriginavdedge and build capacity for future

Aboriginal research.
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CHAPTER II. REVIEW OF THE LITERATURE

Introduction

A fundamental premise of this critical inquiry fsat the under-representation of
Aboriginal scholars in the Ontario professoriata isomplex, and multi-layered
phenomenon. Therefore, the study investigated migtwhy Aboriginal scholars stay or
leave the Ontario professoriate, but also the iflestion of factors which may affect the
educational attainment levels of Aboriginal studeand which may in turn influence
their potential choice of a career in academia. [fbeture suggests that the dominance
of Eurocentric ideologies in the Canadian educadigstem have negatively impacted the
educational experience and levels of educatiotainsment among members of the
Aboriginal community. As a consequence, this litiera review will examine the
hegemonic processes that are prevalent in the @ameducation system and the
tensions or ‘contested spaces’ operating betweamigibal and Eurocentric
epistemology in education. Also discussed is thaiomship of education and social

justice, and the policy implications of this retatship for the academy.

Of particular interest for this inquiry is the exaation of social policy and
Aboriginal education including equity versus edtyalielational distributive justice, and
the potential for backlash against equity polickso discussed is the impact of social
policy on Aboriginal education including historigag¢rspectives and social justice in
education. And finally, a discussion of univeestithe professoriate and equity policy is
presented including a discussion of the federalleynpent equity legislation,

recruitment and retention strategies, the Employr8gstems Review as an institutional
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equity audit, and transformative policy to enadialbchange to foster social justice for

Aboriginal scholars in the professoriate.

Hegemony in Education

This inquiry examined the implications the dominaé Eurocentric ideologies
in the Canadian educational system have had feetheembers of society, such as
Aboriginal people, who continue to experience pedacal silencing through systemic
marginalization and oppression. Ladson-Billings &ate (1995) define hegemony as
processes of coercion that create barriers tosmtuby embedding Eurocentric practices
and structures which have the power to excludey Bingue that historically, property
rights defined as the ability to own and posseepgty, have been identified as a central
aspect of power in American society. They equaitegower with those of privilege
feeling a sense of entitlement to better qualityoadion. An example they provide is that

of curriculum as a form of property — the intellgatproperty of the dominant group.

In the context of Aboriginal peoples, Corson (198uggests that Eurocentric
hegemony may be the result of distorted beliefopeans brought with them during
colonization — a belief system which assumed thau#ures are essentially compatible,
and therefore easily acculturated into the Europeage. Corson asserts that this
ethnocentric process had dire consequences for srsrobthe colonized nations, that of
“cultural assimilation” or “death” (p. 107). Conss point is well-taken since this
context of colonization continues to have significenplications for the Canadian

educational system today, including the academy.
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In considering the legacy and continuing effectsabnization and oppression, it
is crucial to recognize and acknowledge that theeeconsequences not only for the
groups facing oppression and marginalization, kg #or the individual members of
these groups. Hegemony may have dire effects@mthvidual’s sense of personhood.
Anderson (2000) describes a sense of identity mopdood based on Aboriginal
worldviews as incorporating the physical, emoticerad spiritual self. In her discussions
of the effects of marginalization on the individustie describes a “triangle of
oppression” (p. 111) which has resulted in the troston of a negative identity for
many Aboriginal peoples. The creation of this negaidentity’ is a consequence of the
experience of oppression and racism at both theopal as well as the structural
(education system) level. However, promoting comityubuilding in education — the
sense of belonging and feeling of being valued, niamately work to address the

silencing some individuals and groups experienadl &vels of schooling.

In effect, to prepare students to participate adrdoute as citizens, schools
should consider community building as a criticaneént in the socialization process
(Cogan & Derricott, 2000; Lynch, 1992). Furthermat can also be argued that
community building would support the processesaafalbnization which as Dei (2002)
posits, requires the legitimization of other foraiknowledge, and other ways of
knowing. Dei further asserts that while there aryeclaims to universality, the
underpinning of Indigenous knowledge is tied witk iwareness of the
interconnectedness of the physical, spiritual aadgnal worlds. He terms this as
“‘communalism” (p. 5) — thought that emphasizesress®f belonging. As a core facet of

educational community building, this sense of bglng may assist in addressing
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hegemonic processes in education, and bridgingpistemic divide between Aboriginal

and Eurocentric epistemologies.

Bridging the Divide: Aboriginal and Eurocentric Epi stemologies in Education

This discussion of social inequity in the Canadidacation system is based on
the proposition that Eurocentric hegemony is a @e®f coercion that continues to
create barriers for Aboriginal scholars and sclsbligrin the academy. These barriers are
the result of hegemonic processes that embed Euracpractices and structures that
have the power to exclude (Ladson-Billings & Tdt@95). In her 2000 worlCircle as
Methodology: Enacting an Aboriginal Paradig@raveline addresses a common
dilemma that confronts Aboriginal scholars withaets to the tensions existing between
Aboriginal and Eurocentric epistemologies in hatesnent, “Located within
contemporary Western educational institutions haw lccontribute to education as the
“practice of freedom” (Freire as cited in Gravel|i@@00) rather than perpetuating
Repression Colonialism Eurocentrism” (p. 361). Tib&t section presents a discussion of
the tensions or ‘contested spaces’ that exist amexing Aboriginal and Eurocentric
epistemologies in education.

Farrell (2003) states that Aboriginal epistemolag$holistic, [representing] a
philosophical view of life incorporated with thetaeal world” (p. 36). Further, Battiste
(2002) asserts that Indigenous knowledge doesmolage a Eurocentric way of
knowing, rather, it is embedded in teaching anceerpces, and is a knowledge system
in its own right. These epistemic tensions and gqarons of incompatibility are critically

important considerations in this research whictksée investigate how changes to social
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policy can counteract hegemonic practices in theational system including
universities. The examination of the tensions leetwAboriginal and Eurocentric
epistemologies requires a reference point from Wwhacbegin the investigation; and to do
this, the works of Clare Brant and Ebert Hamptandiscussed relative to Aboriginal
epistemologies in the context of education.

Brant (1982, 1990) compiled what he referred ta ast of frequently occurring
behaviours in Native people and then reviewed tpeseiples with various Native
groups across Canada. He concluded that with stoual ‘variation” these principles
were for the most part congruent with many Natiosmunity belief systems. Brant
suggests that these “ethics, values, and ruleslod\bour” (1990, p. 534) are important
when considered in the context of the culturalahssice Native people may experience
in their interactions with mainstream society, anglicitly, their experiences with the
education system.

Brant (1990) described four principles of confliepression common among
Native people as processes of adaptive functioas@lprinciples include: 1) the ethic of
non-interference, which he suggests is the mostiyigiccepted principle of behaviour
among Native people, a behavioural norm which disgges coercion and promotes
respect for individual independence; 2) the praatitnon competitiveness to preserve
the dignity of another which when extended intowlmekplace and school system, may
be perceived as lack of initiative or ambition be part of the individual; 3) emotional
restraint which he suggests promotes self-resteaidtsuppresses expression of emotions
including such feelings as anger, joy and enthusiadl of which he stresses may lead to

an unhealthy internalization of hostility; and,tB¢ practice of sharing and generosity —
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a behavioural norm Brant suggests was adoptedsiremgroup survival, and arguably
sharply contrasts with mainstream society’s neddiberive for individual success (pp.
535- 536).

In addition to these principles of conflict repriess Brant (1990) described four
traditional Native behavioural influences includiig the Native concept of time as an
holistic and harmonious approach with nature, fremg considered a personal and
flexible concept; 2) the Native attitude that grade and approval should not be
acknowledged, a norm that focuses on intrinsistatiion and responsibility for
performance rather than acceptance of praise avardeand which again has clear
implications for interactions in an educationatisgf 3) Native etiquette which Brant
suggests are very structured codes of social betawihich can also cause significant
misunderstanding given that these “codes” cannalifeetly communicated due to the
ethic of non interference; and, 4) the practiceeathing by modeling which may have
serious implications for Native students learningniainstream classrooms as Aboriginal
cultures reward learners in different ways than ffasculture (pp. 536-537).

To effectively facilitate the development of a thadio investigation for this
inquiry, Brant’s Native principles of conflict reggsion and traditional behaviours were
juxtaposed with the standards of education Ham(x685) proposed. These ‘standards
of education’ followed from the research Hamptonducted with Indian educators in
which he sought to generate a “preliminary thedrindian education” (p. 15). Hampton
utilized a directional medicine wheel archetyp@nalerstand and organize the interview
data collected among Indian educators in his stungh asked participants to provide a

description of what Indian education is, and winalidn education should be. Hampton’s
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contextual understanding of education embodie$alf@ving six directional elements of
the medicine wheel: spirit (spirituality universigentity); east (spring — origin); south
(summer — growth); west (fall — renewal and relingdt north (winter — rebirth); and
earth (home — stability).

Hampton (1995) suggests that there are 12 standatddigenous education in
these directional elements or categories of theicimedwheel. The Spirit direction
contains two standards: the first standard istgpiity — “relationship to all things” (p.
19), and the second standard, service — “educegitmserve the people” (p. 21). In the
Eastern direction there are also two standards:thind standard, diversity — “diversity,
tribalism, and community-based education speakise@ctive implementation of diverse
cultures and local control as defining charactiessdf Indian education” (p. 24) and, the
fourth standard, culture — “ways of thought, leagniteaching and communicating” (p.
28). In the Southern direction of the medicine Wieéhe fifth standard, tradition —
“continuity with tradition which defines and preges” (p. 29) and, the sixth standard,
respect — “Indian education demands relationshipeisonal respect” (p. 31). These
directional categories reflect educational stanslardolving ‘identity’, ‘origin’ and
‘growth’.

The next directional categories Hampton (1995)emtss West, North and Earth,
reflect the educational standards of ‘renewalbiiréh’ and ‘stability’ respectively. The
Western direction contains the seventh standastbhryi— “Indian education has a history
of colonization and conquest” (p. 32) and, the #ightandard, relentlessness — “Indian
education is relentless in its battle for its cteldl.... the war (is) between that which

honours life and that which does not....fought witthia individual and with the world”
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(pp- 32-33). The North direction contains the mistandard, vitality — “Indian education
recognizes and nourishes the powerful patterfefying hidden, suffering begets
strength” (p. 35) and, the tenth standard, corflictcognition that Western education is
hostile in terms of both its content as well asitsicture to Aboriginal peoples,
“education, as currently practiced, is cultural@gde”(p. 35). And finally, the Earth
direction presents the eleventh standard, pladedidh education acknowledges the
importance of an Indian sense of place, land amidsy....promoting involvement rather
than isolation and segregation” (p. 40) and, theftlv standard, transformation — “Indian
education recognizes the need to transform relati@tween Indian and White as well as
in the individual and society” (p. 41).

The combined works of Brant (1982, 1990) and Ham1®95) provide a
syncretistic vantage point from which the inquirplred the complex relationship
between identity, culture, and education with rdgarAboriginal Canadians. However,
it is necessary as Farrell (2003) cautions, togeze that the Aboriginal population in
Canada is comprised of many diverse communitiet, eNfferent values and beliefs, and
it is imperative that the researcher does not gitemessentialize or universalize these
various belief systems. Therefore, in this studwrBs (1982, 1990) work on Native
psychology along with Hampton’s (1995) “12 standasflindian education” provided an
epistemic standpoint from which to analyze cureanditions in academia.

In this analysis of conditions in academia it soaimportant to note Baskin’s
(2002) assertion that despite the racializatioadfcation, and despite the fact that
Eurocentric ideologies subvert other ways of knawitEurocentric knowledge is not

universal.... like any other form of knowledge, itigturally situated” (p. 2). These
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points of tension in the production of knowledgespecting and valuing different ways
of knowing, are integral to discussions of sodistice and equity in the educational
system. Egbo (2009) asserts that critical theoigrsfan “alternative view of society” (p.
16), which in turn may create opportunities for dteicational system to challenge
hegemonic processes, and therefore support sastatg and equity for all students in
the system. Further she suggests that criticarists stipulate that while schools may be
sites of tensions resulting from the dominance fyilpged value systems, schools also
have the ability to institute societal change tigtoprocesses of “transformative praxis”
(p- 16).
Education, Social Justice and the Academy

In order to embrace a critical theory approach itecessary to consider the
relationship between education and social justiod, the implications of this relationship
for the academy. For the purposes of this studyetamination of this relationship is
particularly relevant to understanding the treatheéi\boriginal scholars and
scholarship in the academy. This section presedtscussion of the relationship of
education and social justice in developing socisti¢e policy in education. The
discussion of social policy in the Canadian edoceti context also examines the
concepts of equity and equality, and the relevarickese concepts for employment
equity in the academy.

History indicates that shifts in societal ideolagie Canada are reflected in social
policies, including those policies affecting thetgyn of education. Egbo (2009) offers
that societal ideologies have shifted along a ocontn which involves perspectives of

“assimilation, benevolence, accommodation and callppluralism” (p. 186). She further
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opines that social policy in Canada in the 197@s2990s sought to “consolidate
Canada’s image as a cultural mosaic” (p. 187),thatithese attempts resulted in a
response by the educational system to supportféina a pluralistic Canadian society
that is attentive to social justice. One way th@&han society has attempted to foster
social justice is through its 19Multiculturalism Policy

Citizenship and Immigration Canada (2006) desatiarada’s 1971
Multiculturalism Policyas not only a challenge to Canadians to recoghizedality of
pluralism in Canada, but also as a policy with whiz address racism and
discrimination. Majhanovich (1998) states that ticulturalism in Canada requires
meaningful efforts to foster informed understandamg recognition of the contributions
that many groups have made to Canadian societythan@ds a result of the
multiculturalism policy, society as a whole berefifThe multicultural approach to
education policy focuses on a celebration of diaeracluding the various contributions
by many cultural groups to our society.

However, it may be argued that the multiculturaligoficy is somewhat
superficial in that it does not promote meaningégpect and valuing for differences
among groups — moving beyond a stance of tolerakitexample is provided by
Lawrence and Dua (2005) in discussing the inahbdftthe CanadiaMulticulturalism
policy to redress the extinction of Aboriginal larges. Lawrence and Dua assert that
this policy reflects a colonial perspective inffipsoviding for the ‘official’ languages of
Canada, and only then providing whatever limitending remains for Aboriginal
language initiatives. They suggest that ongoirigrgeation is a foundational practice in

Canadian society. Therefore, the literature sugpbe view that there is a crucial need
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for the Canadian populace to not only acknowletigealso to operationalize a shared
conceptualization of what social justice meansam&tlian society, and of particular
interest to this study, how this conceptualizatiamslates into social justice policy to
address the marginalization of particular groupstoflents in Canadian schools.
Social Justice Policy — Equity versus Equality

Egbo (2009) postulates that social justice policgllenges the tensions created
by systemic power differentials by defining equaty/the process by which access to
educational achievement is provided, rather thaisian of equality, which requires that
everyone be treated the ‘same’ in education. Tgeraent being that to be equitable, the
education system must treat individuals or groupsjually in the interest of what is fair.
Furthermore, Egbo asserts that social justice jgslicave attempted to address the
differential needs of those marginalized in thet paand that attempts to remediate past
exclusionary practices are in fact essential. oimsteration of levels of educational
achievement, social justice policy must seek toegslpast practices which have resulted
in lower levels of educational attainment for thasembers of society who have been
pushed to the margins. | would argue that paraflely be drawn between Ladson-
Billings and Tate’s (1995) discussion of Carter \Wesan’s work in which he identified
the inequitable structure of the American schoa de-motivating factor for African-
American students — this seems strikingly simitathie conditions and systemic barriers
Aboriginal students face within the Canadian edooal system. This discussion of
equity and equality is central to how social justis conceptualized in the academy, and

how this affects the treatment of Aboriginal schela
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Egbo (2009) asserts that there are tensions betecgety (where differences are
acknowledged and accommodated) and equality (dondithere everyone is treated the
same in the interest of fairness) as well as tassi@tween critical theory, “knowledge
situated in context of power and marginality” (6) &nd a postmodernism theoretical
stance which situates knowledge as constructedrdiifly based on “multiple realities”
(p. 17). While these tensions create spaces fanmgful change in terms of social
justice policy by conceptualizing the purpose, g@ald outcomes of education, there is
also the need to connect these tensions with pré&«axis as the application of these
theoretical approaches would facilitate what Egifens to as transformation, by
enjoining social justice as social policy to addreganingful change. Of particular
interest in this study, is meaningful change im®of social justice relevant to

distributive justice in the school system.

Social Justice — Relational Distributive Justice

Gewirtz (1998) conceptualizes social justice a®lving both aspects of
distributional justice — material and non-mategabds, and relational justice — “nature
of the relationships which structure society” (gjp0-471). Ryan (2006) asserts that at
the root of distributional and relational sociadtjae, are the ways in which members of
the society treat each other. Both Ryan and Gevarticulate a need to move beyond a
theory of social justice as ascribed by Rawls &exni@g only to the distribution of rights,
duties, and social and economic goods accrued $amal cooperation, to include a

relational aspect of justice which focuses on afof ‘social cooperation.’
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Gerwitz’'s (1998) view of relational justice involy¢he ‘nature’ or ‘ordering’ of
societal relationships. | would argue that thewpoint is relevant to Bourdieu’s (1985)
conceptualization of categories or classificatigstems in society which ultimately
inform an individual or a group, concerning thgilace’ in the social structure.
Processes which marginalize or ‘other’ individuzisate inequality or differences in
access to social or economic goods, and as sugdasteewirtz, this has relevance in
terms of the relational aspects of social justiéadings in this review indicate that for
many Aboriginal peoples in Canada there existagscsystem within Canadian society
which has had an unfortunate and remarkable lohgéMie longevity of these ‘class’
structures has been supported by ongoing procegsefonization, and augmented by
the hegemonic dominance of Eurocentric ideologigbé Canadian educational system.
The consequences of the affirmation of “colonmalisin the name of global
competitiveness and excellence...has been to dimthe value and potential relevance
of Indigenous knowledge in education, and hendertstall economic prosperity and
social justice in Canada” (Battiste, Bell & Findl&002, p. 83). Furthermore, Battiste,
Bell and Findlay suggest that the politics of eaqorgs remains the “sanctuary of an open
or coded colonialism” (p. 89), which has some digance in determining the meaning

and practice of equity and equality within the aarag.

Espinoza (2007) asserts that the concepts of \qntd ‘equality’ are often used
as the rationale for distributive justice, the diBition of societal goods and services that
impact the well-being of the individual or groupdéfferent levels within educational
systems. However, similar to Egbo (2009), he iaidis that the difference lies in the

results or outcomes of equity and equality; wheespsty may “demand fair
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competition” there is the expectation for “uneqresults” (p. 346); equality on the other
hand requires the equalization of results. Furtleeesnhe argues that equity or equitable
outcomes may be dependent on many factors, ingutimneed to invoke special
measures to remediate past discriminatory or opp@sonditions experienced by
members of marginalized groups in a society. Hggestion that research based on a
critical theory perspective does not perceive iditgas the ‘natural order’ of society,
but rather as a societal ill that requires spetiBatment, is of particular significance to
the theoretical premise of this study.

However, Espinoza (2007) postulates that ensuiogss is not a panacea that
leads automatically to equitable levels of educeti@ttainment — interventions are
necessary to support students’ educational nedw@sGbvernment of Canada, HRSDC
(2004), reported in its highlights of the 2001 Genthat Aboriginal students’ educational
achievement fell below that of the total Canadiapiyation. The statistics reported
indicated that 15 percent of Aboriginal studensoréed achieving less than a grade nine
education compared with only 10 percent for thaltGanadian population.
Furthermore, at the postsecondary level, only 4qrerof Aboriginal students were
reported as holding a Bachelor's Degree comparéud 1& percent for the total Canadian
population. The statistics based on the 2006 naticensus indicate that levels of
educational attainment for Aboriginal students ourd to be relatively lower compared
with the total Canadian population.

In reviewing the 2006 census statistics on educaliattainment, Statistics
Canada (2008a) reported that the attainment afla$thool certificate or equivalent

were reported as 6,553,425 for the total Canadigulation, and that Aboriginal
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students’ share of this total was reported as 399,individuals, or 2.7 percent of the
total. Therefore, it may be argued that an ‘eqgagl’ in terms of access to education,
and the positive life benefits (economic, profesalphealth, etc) educational attainment
can provide, may only be feasible through what Bspa refers to as “positive
discrimination in favour of disadvantaged grougs”355). This is an important aspect
which differentiates equity from equality, and Iségnificance when considering the
charges of ‘reverse discrimination’ made by theamgnts of social policies such as the
federal employment equity policy.
Backlash Against Equity Policies

The concept of reverse discrimination makes a numberroneous assumptions
concerning distributive justice in society. Thessuanptions include the view that all
individuals (and/or members of groups): 1) begitha same point of privilege in
society with equal access to social goods and@=syas well as the opportunity to reach
their personal potential, and 2), that special messsadopted as remediation for past
injustice in society in fact bestows ‘unequal’ bitseo an individual (and/or members of
certain groups). It may be argued that the ‘batklgo equity policies resulting from
charges of ‘reverse discrimination’ is one aspleat has had far reaching implications in
terms of levels of educational attainment and pietion in postsecondary education for
members of the Aboriginal community.

To confront systemic resistance to equity initie§yEspinoza (2007) proposes an
equity-equality goal-oriented model. He implieghis model that the ‘equality on
average across social groups’ dimension, spedificaterms of access to education,

requires a guarantee that all social groups oletgiral access to all educational levels, as
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indicated by proportional levels of representatiéiurthermore, educational attainment
in this equality dimension requires a guaranteedhaverage, students from different
societal groupings (e.g., socio-economic, ethnittucal, gender, etc), will continue to
participate in the educational system to a spetiéeel. However when reviewing
levels of educational attainment for Aboriginaldgats, it may be argued that this
equality of opportunity dimension as an ‘equity-gbas not been met in the Canadian
educational system.

Furthermore, Espinoza (2007) states that the agifit of equity to access to
higher education may result in a perceived confiictienying, what may be considered
by some, “one of the basic functions of today’sversity” (p. 349); this function being
that of a screening process to limit access t@ataelemy to those members of society
who have been identified as possessing the negéetalant’ to assume future leadership
roles in society. Related to this, Guri (1986)isothat equality and quality are often
viewed as dialectic values for many institutiondigfher learning; equality in terms of
equitable access being negatively linked to staiglaf excellence within the academy.
Although her investigation of equality in acadericeused on access to opportunities for
adult life-long learning, her conclusions suggastihg access and standards of
excellence as a requirement that the system meéhéterogeneous needs of an
expanded clientele” (p. 60). This has merit patéidy in the application of a critical
theory perspective which suggests that unjustexjuitable access across social groups
to social goods and services is the result of ualecjass relations within a society.

Additionally, Espinoza (2007) asserts that chaléentp equity programs that

include special measures to remediate past digwaiory practices, may take the form of
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opposition to governmental authority, and what lbeen referred to as a ‘backlash’ to
equity programming. In the academy, this backtzshresult in further isolation and
marginalization for members of some groups withie $ystem. Backlash may foster
direct and indirect forms of discrimination and oggsion such as: institutional
ghettoization of programs and departments whichdamn ‘different ways of knowing’
and, the lack of resources (distributional injustisuch as limited funding or support for
academic programs to promote new knowledge indha bf Aboriginal scholarship.
This resistance to change and to equity has péatisignificance in this investigation as
to why Aboriginal scholars stay in the professajand conversely, why they choose to
leave.

Resistance to equity initiatives and the resulthgllenges to the status quo have
led to what Aboriginal scholars reported as a bastklin the academy (University of
Western Ontario, 1996). The University of Westemtadio (1996) prepared a video
presentation of a dialogue between Aboriginal membéthe academy discussing the
subtle and systemic processes of oppression amgimablzation at work from both the
mainstream community, as well as within the Abavagicommunity. Attempts to deralil
equity programming included: silencing and isolatwhich further marginalize and
‘other’ the experience of members of the Aborigicanmunity through academic and
social exclusion; sabotage and claims of reverseridiination which attempt to
negatively portray equity initiatives as unequal amfair; and the internal self-
destructive processes that some members of thaghtmrCommunity adopt when

internalizing the oppression they experience (Ursityg of Western Ontario, 1996).
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As writers have suggested (Dei, 2002; Egbo, 2008)acknowledgement of
oppression and marginalization in education foresgmoups, in this case, Aboriginal
peoples, would involve an informed recognitiontad histories, languages, cultures and
contributions of Aboriginal peoples to Canadianistyc Brade, Duncan and Sokal
(2003) conducted a study which investigated, anaihgr aspects of life, whether or not
the presence and affirmation of cultural identityuld have a positive influence on levels
of educational achievement. The findings of tihegearch indicate a significant
relationship between these variables. The findalgs show that the respondents in their
study (Aboriginal people), indicate that Native @dian people “who liked what they
were taught at school about Aboriginal people emedntary and high school displayed
higher academic achievement than did their couatespvho did not” (p. 244).
Furthermore their research indicated that thogeoregents who liked what they were
taught about Native Canadians were three times fikalg to continue to postsecondary
education than those who did not. These researdimfis strengthen the argument for
the need to create social justice policies thatrafliversity in Canadian society rather
than policies that reinforce the status quo ordeécit model’ of difference.

For the purpose of this investigation, a significaspect of this review was to
examine how experiences and perceptions of margatian in the Canadian educational
experience influence Aboriginal students in thewrdls of educational achievement, and
ultimately, their consideration of a career in pinefessoriate. The reality for many
Aboriginal students is that instead of feeling & p&the educational community, they
identify as ‘survivors’ of the system (Smith, 200%3nd, as ‘survivors’ of systemic

marginalization in the Canadian educational systeese Aboriginal students then face
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even greater hegemonic barriers when they entésgummdary institutions. This reality
contrasts sharply with the perception of univegsitas institutional champions of the
‘truth’ — intellectual bastions which promote aralue the production of ‘new’
knowledge. This review indicates that the acadesnyains significantly constricted by
hegemonic processes which are dominated by Eumicétgologies.

Despite efforts to achieve educational equity fboAginal scholars and
Aboriginal scholarship, as Battiste, Bell and Fayd{2002) suggest, “Aboriginal
peoples’ achievements, knowledge, histories, ansppetives remain too often ignored,
rejected, suppressed, marginalized, or underutilizeiniversities across Canada and
beyond” (p. 82). And furthermore, they state thhtlevuniversities “...express an
Aboriginal agenda in mission statements, priorjteasl projects [they in fact] reaffirm
Eurocentric and colonial encounters in the namexoéllence, integration, and
modernity” (p. 82). These writers note that whilere have been increases in Aboriginal
enrollment in postsecondary institutions, that thesease has not been accompanied by
meaningful change in terms of curriculum. Theygas) that universities continue to
offer imperialistic programming based on a cogeitstance in which Eurocentric
knowledge is represented as the ‘common storyerethy creating the binary of
otherness.

Consideration of the oppressive climate createdamnklash or claims of reverse
discrimination in the academy are indicative of plogver of hegemonic processes which
do not respect nor honour the worldviews and lieeperiences of members of the
Aboriginal community. Therefore, to be transformaatisocial policy in the educational

system, conceptualized as social justice in edoicatust manifest itself as
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programming and curriculum which not only suppord ngage multicultural and anti-
racist pedagogy, but also provide some accountabilterms of societal understanding
and compliance. While the celebration of the matiomulticultural identity’ is
important and beneficial to Canadian identity, itshnot be a mechanism that supports
colonial practices which have been pervasive thnoughistory, and which arguably
continue in the current Canadian education systewdence of oppression is
demonstrated by the lack of mother-tongue languagieuction for Aboriginal students,
absence of culturally relevant and sensitive cuhuic in schools, as well as a noticeable
deficit of critical pedagogy that actively recogegzand supports Aboriginal identity and
epistemic worldviews in Canadian classrooms (E@B609). To engender social
transformation that positively influences Aboridiparticipation and educational
attainment, policy direction must be informed bg thistory of past policy practices.
The Impact of Social Policy on Aboriginal Education

Sharilyn Calliou (1998) shares her thoughts oftthasformative process as
residing within the realm of possibility in her vast “Transformations occur al(l)ways,
from granite eroding under the press of glaciemsviers overflowing, from caterpillars
weaving to butterflies emerging, from dominionsiiarg to empires receding” (p. 50).
Calliou’s assertion brings to the forefront of theestigation questions concerning the
implications transformation within the educatiosgstem may have in terms of social
policy; specifically the promotion of social justipolicy in Canadian schools.
Historical Perspectives

Manzer (1994) states that policy-making is an a@germn ‘political thinking’ and

that political ideas are of extreme importanceharticipants in the process as it assists
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them in determining not only what the required@udiare, but also in evaluating the
results. Howlett (1994) suggests that Canadiarcptdiwards Aboriginal peoples has
constituted a “complex web” (p. 631) of initiativesolving not only constitutional
rights, but also cultural, social and economic eons from what some may characterize
as an assimilationist perspective. Report of the Royal Commission on Aboriginal
PeoplegRCAP) (Indian and Northern Affairs Canada, 19@8kerts that “education
programs, carefully designed and implemented watfeptal involvement can prepare
Aboriginal children to participate in two worldsjttva choice of futures, and that
Aboriginal peoples should expect equity in the Itssof education received in Canada”
(p. 8).

The government’s response to the RCAP was the tiépathering Strength:
Canada’s Aboriginal Action Plan, a Progress Repd@98), which enumerated a policy
framework under thematic headings to address thentineeds of the Aboriginal
community, and the corresponding need for commitrfrem the government and
peoples of Canada to acknowledge and implementetiigred changes. In this progress
report, Stewart and Goodale (Canadian Departmelndadn and Northern Development,
1998) articulated the government’s commitment tokwo partnership with Aboriginal
peoples through a joint action plan under fouicaltareas of development: 1) renewing
the partnership (creation of a joint partnershipriemote healing and reconciliation); 2)
strengthening Aboriginal governance (strengthetiegAboriginal community’s ability
to self-govern through government-to-governmerdti@hships); 3) developing a new
fiscal relationship (fostering stability, accouritiy and self-reliance for Aboriginal

governments); and, 4) supporting strong communigiesples and economies
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(supporting strong communities in areas of edunaticeform, training and development,
health and public safety). However, Land (20019ritiquing this response by the
government suggests that the needs identifieddZtdmmission were in fact not met,
and that furthermore, the continuing lack of pregren Aboriginal rights continues to
result in the “ongoing corrosive destruction of Ailgoal communities and cultures” (p.
59) in Canada.

Therefore it may be suggested that policy refornsthmwvolve a process which
seeks not only to recognize and acknowledge Abhmalgpistemologies in terms of
educational goals and experience, but also to dpvggnuine partnerships premised on
authentic collaboration and consultation with tH@Aginal Community. Furthermore,
this policy process must integrate an evolutiorspyect to facilitate ongoing
collaboration and consultation between the ‘padgném consideration of this, and
specifically in the interest of this research, ¥iew of educational policy reform
proposed by Corson (1990) may be an appropriateehwath which to transform
employment equity recruitment and retention poiicthe Ontario professoriate.

Social Justice Policy in Education

Corson (1990) suggests that educational policy éhim a context of social
justice and equity, exhibits the necessary suppmr iprised of empathy and care, to
foster an inclusive environment in the professeriathis viewpoint incorporates matters
involving the understanding of values, attitudeghts and needs of those affected, while
considering the ethical, political and social inoptions of the solutions proposed.
Furthermore, it is suggested that Corson’s assetiiat educational policy making

should be comprised of a bundle of solutions, asking both the specifics and
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generalities within the system is synonymous witoaal justice focus in policy reform
— indicating that social change evolves best thndngremental steps towards
improvement. Based on research and anecdotal eadenbe effective, employment
equity policies and practices must embody manyesoin order to create flexibility and
fluidity in policy development, design and implentegion; this flexibility and fluidity
should be reflective of individual needs, and ewr@wvithin an ethical context of
fairness, or as the Canada Royal Commission R&gprality in Employmer(tL984)
describes it, in a context of, “what is fair andawfs workable” (p. 254).

This evolutionary approach to policy making is fded on the principle that
knowledge is constantly evolving in a state of eglomination (Corson, 1990). This type
of evolution in policy development and implemerdatfacilitates the building of the
ideologicalbridge necessary to transform the relationship eetwAboriginal and
Eurocentric epistemologies in order to promoteusidn in the academy.

Dei & Karumanchery (1999) suggest that in Canadidewhere may be national
support for the principles of equity, fairness @mtice in educational policy, these
principles actually conflict with a perceived lagk'official’ support for policy reform to
address and eradicate racism within the educatgyséém. They also suggest that
educational reforms in Ontario have been prejudimed ‘market-driven’ shift in
ideology which frames education as a business &ondean their view, the “harmful
consequences of this shift will be felt most seleirerelation to issues of equity and
access in education” (p. 121). Similar to Dei &#manchery, Smith (2005) suggests
that knowledge, as a commaodity of the ‘knowledgeiety,’ is about competitive value

which reflects a neoliberal agenda for globalizatio
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Neoliberal ideology is based on the belief thatfteedom of individual choice is
imperative and market driven. Apple (2001) positt ta convergence of conservatism
under the “hegemonic umbrella of the right” (p. 186mprised of neoliberal ideology
with neoconservative (seeking return to disciplne traditional knowledge) and
authoritarian populist (religious conservativeskigg a return to values based on God’s
knowledge in all societal institutions) approactsssidifies the power structure in society
toward the protection and privileging of those watttess to power. This view is
consistent with Dei & Karumanchery (1999) who artheg “market-driven choice and
competition serve the whims of the wealthy and nposterful in society, those who
would benefit to having access to Ontario schoetsminined by income, family status,
race, and social power” (p. 121). Ball (2007) asstrat education is of great importance
to the middle class as a system of social repraaluctThis ‘reproduction’ relies on what
Ball refers to as the investment and reinvestmeantibural capital to ensure economic
stability. In other words, economic well-beingo@sed on a neoliberal project which
redefines educational reform in terms of individualues and interests.

Overall these viewpoints lend support to movingcadional policy reform
beyond a philosophy that simply embraces multicalism to one which Dei &
Karumanchery (1999) believe incorporates an ansragenda. Moving beyond
‘multicultural’ tolerance, an anti-racist agenddl\address power differentials, and foster
“long-term systemic or structural change rathentremnedial patchwork efforts that seek
to appreciate, celebrate or tolerate differencedaversity” (p. 126). They propose the
following domains as supportive of inclusive schagdbrm: 1) the need for the family to

have representation in the educational systeme foelnt of their child’s schooling
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experience; 2) students’ need to see themselvethamdultures reflected in the school
and in the classroom; 3) students’ need to havesado knowledge which promotes
diversity and the exploration of the contributimizhe many cultures, languages and
histories that are part of the Canadian ‘mosaicthé need for role models who reflect
students’ race, language, gender, as leaders wiithiachool system; and, 5) the need for
language integration so that students have therappty to enhance their ethnic identity
and cultural knowledge in the classroom. Dei & Ufaanchery further assert that
success in dealing with the consequences and nbaleaesulting from “right-leaning
educational” agendas can only be manifested threotiactive community building
efforts — they underscore that “dealing with divgrss not simply a challenge — it is an
imperative” (p. 130).

Ryan, Pollock and Antonelli (2007) also presenasecfor inclusive school
reform as suggested by scholars and educationditpraers in Canada, the United
States and the United Kingdom to support the diteasion of the educational
workforce. This case is built on the premise ofrfoonnected arguments. The first
argument calls for ‘symbolic’ representation in teaching workforce comprised of an
ethical stance based on the moral ‘rightness’wbekforce reflective of the community
in which it exists, and the positive practical irapthis may have on how, and what
students learn. This argument is reflected inQh&ario Ministry of Education (OME)
(2009) reportRealizing the Promise of Diversity: Ontario’s Equénd Inclusive
Education Strategyn which inclusive education is defined as an smvinent which
respects and honour the diversity of human quslfgresent in Ontario society, and

which allows students to see themselves reflectédeir learning environment.
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The second argument focuses on the unique and divyep@lationships that may
develop between minority teachers and minority eisl (Ryan, Pollock & Antonelli,
2007). Support for this argument may be found stualy of a mentoring program to
combat racism conducted by Cropper (2000) at thgdusity of Central Lancashire.
Cropper found that minority lecturers, in additionproviding a positive role model for
their mentees, were also able to share similarrexpees of institutional racism with
their students which significantly enhanced thepsufive nature of these relationships.

The third argument presented surrounds the “s@dahpgogical reasons for
establishing a diverse educator workforce” (Ryaoildek & Antonelli, 2007, p. 5). The
aforementioned OME (2009) report concurs with teechfor culturally relevant and
sensitive pedagogy in their assertion that educaticectly influences students’ life
chances — and therefore, life outcomes. And mdbntext, the fourth argument
presented to support a diverse and representativaaor workforce, suggests that
minority educators are better able to prepare nitinstudents to navigate and confront
societal oppression.

The OME (20009) in its repoRealizing the Promise of Diversity: Ontario’s
Equity and Inclusive Education Strateiggicates that the diverse population of Ontario
is an asset, and that an equitable and inclusiveatithn system must remove barriers to
student achievement to secure Ontario’s prospeéntthis context, it is important to
acknowledge the implications shifting demograplhiage for changing the ‘face’ of
Ontario — the OME (2009) states “that between 22006 the population of Aboriginal
peoples grew five times faster than the non-Abagbpopulation” (p. 8). Furthermore,

the OME report identifies Aboriginal students ag ofithe groups facing systemic
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barriers to student achievement and engagemehe i@htario educational system. This
finding ultimately has implications in terms of ass to postsecondary education and

potential careers in the professoriate for Aboagjscholars.

Universities, the Professoriate and Equity Policy

The existing literature points to a need for edioceat policy reform to address
equity in the Ontario educational system. Of gatér interest for this inquiry is the
examination of what Canadian universities have domecruit and retain Aboriginal
scholars in the professoriate. This section wdtdss the purpose and stated goals of
employment equity policies in the academy. Th&cdssion will include an examination
of the strategies used to promote equitable reoarit and retention practices, including
a description of the employment systems reviewgsse- an equity audit. This section
will conclude by examining the implications tharisformative social policy may have

on the commitment by the academy to foster sogstlge and equity.

Employment Equity

The aims of the federal employment equity policafiirm and promote diversity
in the Canadian workforce are reviewed here. It begargued that these policies as they
stand, while valuable and comprehensive, lack duessary cultural authenticity in
practice with which to address the epistemic bes@xperienced by Aboriginal scholars
as they enter the academy, as well for determiwimgther or not they will then choose

to remain in the Ontario professoriate.



54

The call for social justice in the Canadian edugatl system is not solely within
the purview of members of minority groups, but eatthat of a nation, which requires an
awareness and recognition to act on the part aitabnry. Both the Council of Ontario
Universities (COU) Committees on the Status of Wioraed Employment and
Educational Equity (1995), state that “equity ancetkity are essential elements in
excellence” (p. 4) for the academy. Interestingnmof the issues facing postsecondary
education when the report was published (Novem885)remain relevant in the
academy today. These issues include: the compeng#tuniversity faculty and staff;
increasing workloads for academics; institutiomaitiructuring which further undermines
the under-representation of marginalized groups fdecision-making positions within
academic hierarchy; rolling back of research grahtsrising costs of tuition; and, the
continual battle to keep equity at the forefronabfinstitutional planning. These COU
Committees caution that diversity, both within thaks in the academy, as well as in the
student population, provide opportunities to fostelate and to promote intellectual
capacity. They further suggest that a focus byatteslemy on equity is in fact an

assurance by the institution of its excellenceeivise to the community.

Therefore, to diversify the professoriate, emplogtrexjuity policy in universities
must strategically address under-representati@mugtr careful and systematic analysis of
barriers to the recruitment and retention of Abiorddjscholars. Preston (2008) suggests
that there is a compelling need to ensure that i@l peoples, as the fastest growing
culture in Canada, are able to access postsecoadacation and the many benefits
educational experience provides. Furthermore, &nesthtes that Statistics Canada

projects that by 2017 the Aboriginal populationlwdnstitute approximately 3.4 percent
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of the Canadian workforce. Therefore, she ind#tat increasing postsecondary
education opportunities for Aboriginal studentads only related to a robust national
economy, but also has the potential to ameliorsquitable social conditions that have
been consistently endured by many Aboriginal peogbeeston identifies these social
conditions as including such basic life supporta@sess to clean drinking water, and
combating health concerns such as the dramaticggjlyinfant mortality and suicide
rates among Aboriginal peoples.

Preston (2008) argues that postsecondary educhtippartunities may provide
essential support for the preservation of Aborigpeoples, and their cultures in Canada.
Similarly, Corson (1993) also links educationaliagement with access to social goods
and services, or what he refers to as ‘life chancBserefore it is incumbent on
educational policymakers to balance pressuresdtomal economic growth and
stability, with a shared national imperative towwesthe well-being of all members of
Canadian society. Apple (2004) contemplates thiarize of national economic or
market-driven reforms (neoliberal) with social wiedling in his discussion of what he
refers to as the “regulatory proposals” (p. 13hebliberal, neoconservative, and middle
class managerial reforms.

Apple (2004) cautions that policy reform which metito a traditionalist ideology
has “delegitimated more critical models of teachang learning, a point that is crucial to
recognize in any attempt to think through the gmbses of cultural struggles and
critical pedagogies in schools” (p. 25). Furthereadre suggests that two connected
educational reform strategies, market-driven agdlegory, tend to reproduce dominant

pedagogical and curriculum forms, and support tiogas privilege that goes along with
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them. Therefore, advocacy for addressing the urefgesentation of Aboriginal scholars
in the Ontario professoriate through educationditpeeform is, in fact, an appeal for
the Canadian education system to move beyond bregbey multicultural stance. This
would require a policy reform approach that promaaecial justice for all students
experiencing marginalization by acknowledging aedlishg with the barriers created by
systemic oppression within the educational systegin¢, 2009).

With regards to Aboriginal epistemology, Dei (20@®kits that, “bringing
Indigenous knowledges into the Euro-American academ institution of power and
influence in this increasingly interconnected wasl@ver more critical in this
information era” (p. 5). Similarly, Brodie (200@gcrying a fundamentalist approach in
society based on threats to, and elements of,tab@isecurity, suggests that to foster
equity and social justice, “ .the necessary task of reforming social justice ey
well hinge upon our collective insistence on putine social back into our way of
seeing and contesting neoliberal times” (p. 108 Federal Employment Equity Policy
is an example of social policy which informs preetithe goal being to eradicate the
residual effects of systemic racism resulting idemrepresentation in the Canadian
workforce.

Employment equity in the workplace, including tloa@emy, is legislatively
driven with an emphasis on four groups the fedgoakernment has identified as
underemployed and under-represented in the Canaaigdiorce (women, Aboriginal
peoples, persons with disabilities and memberssible minority groups). Referred to as
designated groups, these are groups that havehierically excluded from the

workforce with many members concentrated in lovwagiipg or specialist jobs where
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they are excluded from positions with decision mgkiesponsibilities. As the report of
the Canada Royal Commission on Equality in Emplayn&984),Equality in
Employmenstates, employment equity is an attempt to operogportunities that
Caucasian people and males have always had, to myangnbers of visible minority
groups, Aboriginal people, and persons with disidsl
It is not that individuals in the designated groaps inherently unable to achieve
equality on their own, it is that the obstacleghieir way are so formidable and
self-perpetuating that they cannot be overcomeawitimtervention. It is both
intolerable and insensitive if we simply wait arapl that the barriers will
disappear with time. Equality in employment willti@appen unless we make it
happen (p. 254).
Employment Equity — Strategies for RecruitmentRatkntion
An important principle underlying employment egurogramming is that the
hiring and promotion of individuals is based onittis&ills and ability to do a job — merit
is still the most important part of any decisiomcerning hiring or advancement.
Persons who are not members of the designated gmillpmot be denied employment
opportunities; however, they may be competing &itlexpanding group of candidates.
As stated previously, the term reverse discrimoratias been used to suggest that the
efforts to practice employment equity for one grawpomatically results in
discrimination against another, when in fact, atiating barriers to employment
opportunities ensures that ALL applicants haveraofaportunity to compete. The

perspective of equity where differences are ackadgéd and accommodated is clearly
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articulated in the report of the Canada Royal Cassian on Equality in Employment
(1984)Equality in Employment

Employment Equity is a strategy designed to ofdteethe present and residual

effects of discrimination and to open equitably ¢bhenpetition for employment

opportunities to those arbitrarily excluded. Ituggs a special blend of what is

necessary, what is fair and what is workable (g)25

To ‘open equitably’ the competition for employmepportunities for Aboriginal
scholars, this inquiry sought to investigate framAdoriginal viewpoint, the barriers to
recruitment and retention (tenure/promotion) indlsademy. Speaking with specific
reference to the Native American context, FeneRfl98) argues that the basis for many
of the exclusionary and racialized barriers hageilted from stereotypical
representations — what he refers to as the “masobthmerican Indians” (p. 27). This
racialization of Aboriginal peoples, which also€=ziin Canada, further entrenches the
ideologies that support and provide justification$ocial stratification. This justification
in turn results in policies that support the stajus and political rhetoric, thereby
facilitating the continued oppression of memberthofe groups that are considered
‘outside’ of mainstream. Within the Canadian edwcel system the literature suggests
that this may include members of those groups whe$iefs and ways of knowing are
‘different.’

Fenelon (2003) sheds light on the experience oAttwiginal academic
identifying the treatment of Aboriginal scholarslaip an area of contested ‘ground’
within the academic environment. He states thatestorms of scholarship are valued

more than others, and that reward is more likehttiose forms of scholarship which
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reify and possibly further justify “dominant merit@tic ideologies” (p. 92). This of
course has a continuing impact on the Aboriginabdaenic in terms of the political
nature of the tenure process. Fenelon concludéstigtfollowing view, “dominant
group structural issues, as found in affirmativiocscand in racial profiling policies,
continue to influence institutional treatment afuee and research agendas” (p. 97).
The Employment Systems Review — An Institutionaty=4udit

Tenure, opportunities for promotion through theksamesearch funding, and
other retention issues are all critical aspec@nofcademic career; and these retention
issues comprise essential elements of employmeiitlygaplicy in the academy. As an
employment equity practitioner the researcher loaslacted, evaluated and implemented
an employment systems review at a university. €mployment systems review process
involved collaboration with a wide-ranging groupusfiversity faculty and staff
(approximately 40 persons at all levels of the arsity including representatives from all
union groups). Using a methodology recommendeith&@yHuman Resources
Development Canada Workplace Equity Program (O’[2dn&005), that might be
likened to an ‘equity effectiveness’ audit, thisiesv process examined all aspects of the

university's systems (policy/practices) related to:

« Recruitment and Selection (including recruitmeiat @utreach and selection
procedures including issues of credentialism, astirtg — ensuring that this process
examines bona fide requirements of the job);

« Training & Development (examining orientation,imiag, equity training and career

development opportunities);



60

« Upward Mobility (secondments, special assignmgalsrotation, transfers, special
training, special committee or task force partitiqna);

- Job Evaluation System (objective criteria versugesttive opinion, pay equity);

- Compensation System (pay equity, leave policidegiihg sensitivity for the needs
of members of the designated groups - women, Ab@igeoples, members of
visible minorities and persons with disabilities);

« Working Conditions System: (availability of flexéivork arrangements if needed,
decisions based on bona fide job requirements gexghjective reasons); and

- Lay-off, Recall, Disciplinary Action and Terminaticgystem (based on clearly

defined job-related, objective criteria).

Additionally, following the format suggested by HamResources Development
Canada Workplace Equity Program (O’Donnell, 20@8)employment equity systems
review measures each institutional policy and peadas listed above), against the
following assessment criteria:

1. Legality: does the policy or practice conform tovfan rights and other legislation?

2. Adverse Impact: does a policy or practice havequakimpact on designated group
members compared to others? What is the impacll onleeagues?

3. Job relatedness: is this practice based on boaatidupational requirements?

4. Accommodation: if the policy or practice is detared to be job related, but tends to
exclude designated group members, can an accomimodhat made which would
result in less or no adverse impact? It is impdrtamemember that even if a job
requirement is important to performing the job,@umodation must be made if

possible.
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5. Consistency: is this policy or practice applie@ioonsistent manner to all
colleagues?

The employment systems review committee examings galicy or practice to
determine if there is evidence of disadvantagefar (or more) of the four designated
groups as defined by the Federal Contractors Pmogtadisadvantage or an adverse
impact is identified by the committee, then a reowndation for reparative action to
remove the barrier is made. The employment systemiew process, if conducted
through authentic collaboration, can result in niregfiul recommendations with which to
address systemic barriers in the academy.

Transformative Policy for Social Change

As the existing literature indicates, the acadesmgn institutional leader with
considerable power and influence in Canadian spqgpeirticularly in the field of the
politics of social stratifications for members bétCanadian ‘mosaic.” An integral aspect
of this leadership role involves acceptance ofsth&al responsibility which requires that
the academy not only affirm the equitable rightalbfmnembers of Canadian society, but
also confirm these rights through the practicecpfible treatment in employment.
And, as stated previously, to support equity, ti@msative policy strategies may require
unequal treatment and outcomes in the interestiofdss and social justice. It is also
equally important to determine how these policycpsses may be undertaken to
engender social change. A review of the proceg®ldy change is presented here based
on the examination Howlett (2002) conducted of fGanadian policy sector cases:
Federal Transport — Airline De-regulation; Feddnade — Continental Free Trade;

Federal-Provincial Post-Secondary Education — fugydand Federal Banking — De-



62

regulation. Howlett found a link between subsysgtrmcture (core policy actors

defining policy: options, problem and solutionsyiapecific types of policy change.

Based on his findings, Howlett (2002) suggests {batadigmatic policy change”
(p. 260), or a significant break from past poli@ats, is only possible through the
penetration of the subsystems of core policy aciings suggests that to enact
meaningful change in the complex interplay of alea associated with the policy
making process (policy actors, institutions, knayge and interest), penetration of the
‘key’ political players who define the situationcadevelop solutions through shared
experiences and interest is required. Howlett seti@two “dimensions of subsystem
structure” as predictors of the patterns of potibgnge. The first dimension Howlett
(2002) identifies are ‘inhibitors’ of policy changesulting from the degree of insulation
the subsystem has from uninterested parties (3ctofee second dimension he
characterizes as facilitating policy change redutish a balance of views between
communities and networks. In the context of tesearch, these two dimensions suggest
that policy reform requires the active and fulltparship of members of those groups
experiencing marginalization to ‘sit at the tatded discuss these ‘new ideas and
interests’ to effectively penetrate the subsysté@anadian educational policy-making

bodies through authentic collaboration.

Policy transformation in the academy is fraughthwdifficulties including the
battle to challenge existing political structurawm the institution, and how, as Howlett
(2002) suggests new ideas and interests involgugyeand diversity may be brought

into the contested terrain of policy change andileen genuine consideration and
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reflection. In the Council of Ontario Universiti@6SOU) (1997) documenilonitoring
and Strategieshe COU suggests a framework to assist decisiakens in Ontario
universities with monitoring the progress of ingdiibnal equity initiatives, and to
possibly expand on advances in this area wherengsilpe. The COU rationale for

supporting equity policy initiatives is evidenttime following statement:

Universities, whose stock in trade is ideas, wigreatest asset is the pool of
talented students, staff and faculty, and whoséigacellence, have recognized
the contributions of equity and diversity and havede strides in achieving them

with and without outside regulation (p. 1).

The COU (1997) presents what they refer to as ‘aat@ble self-regulation” (p.
1) to protect and promote equity in decision-makifigpe self-regulatory model was
suggested after the 1995 repeal of the Ontario &ynpént Equity legislation by the
newly elected Progressive Conservative party. répeal of this legislation was due to
controversial political opposition which allegedtlthe equity legislation created a
‘quota system’ and resulted in upheavals and clsasfidiscrimination in Ontarian
workplaces (Green, 1999). The model of self-regulafccountability for equity
proposed by the COU for universities includes aotahility for: existing equity
commitments; leadership to keep equity at the forgfof decision-making in the
academy; analysis of equity data (both qualitaéisevell as quantitative) concerning the
university’s own workforce; being responsive to iggthrough institutional structural
changes; and finally, equity goal-setting. WhilestCOU report was prepared in

response to political pressures which may have beggestive of a lack of support for
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equity and diversity initiatives in universitiestae provincial governmental level, this
accountability in equity decision-making continae$ave significant relevance for
Ontario universities. And, finally, the commitmeartd social responsibility of many
Ontario universities to promote and protect eqaity diversity as indelible aspects of
their institutional structure and mission remairdent. Even with the repeal of
provincial equity legislation, most Ontario univiéiess continue to develop and foster

equity programs and initiatives in their institutso

Summary

This literature review examined the context ofédecational experience of
Aboriginal students relevant to hegemonic processtd® Canadian education system.
Specifically the chapter examines, how, if possitieeffectively bridge the ‘contested
spaces’ between Eurocentric and Aboriginal knowdeslgstems to create anti-racist
education, and the implications this may have lierdevelopment of equitable policy in
the academy.

The relationship between education and socialgestias examined with regard
to the impact this relationship has in terms ofiggoolicy in the academy. This
included a discussion of social justice, specifjcaquity versus equality and the
relational aspect of distributive justice. The dission of the impact of social policy on
Aboriginal education included an overview of higtal perspectives and social justice
policy in education. The concluding section of thepter explored the implications of
this environment on the ability of employment egyablicy to enact social change in

universities and the professoriate. This includelisaussion of the Federal Employment
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Equity policy, strategies for recruitment and réitam and the role of transformative
policy in social change.

The literature suggests that despite some effonsake Canadian universities
more inclusive learning environments, oppressiugcsires, policies and practices still
exist within the academy, and Aboriginal scholamain essentially marginalized. More
authentic equity policy needs to be developed tkenthe academy a more welcoming
environment for particular groups of scholars, udehg Aboriginal scholars.

The next chapter will include a discussion of thetlmdology that was used in
conducting this qualitative study including thetpmapant selection process, data
collection procedures, data analysis, strategiesdldating research findings, and some

of the ethical issues surrounding the study.
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CHAPTER Ill. METHODOLOGY

Introduction

The previous chapter reviewed the extant literatowedational for this
gualitative study. The research methodology isudised in this chapter. The
methodology used in this study falls within the lijative research paradigm. A
gualitative method is particularly relevant becatlestudy was designed to investigate a
social phenomenon from the interpretative and st stance of the participants.
Bogdan and Biklen (1998) stress that the key featof qualitative research include a
concern with process, and that data is analyzedacinegly — developed through the
interconnection of disparate pieces of evidencanajor assumption in the study is that
the accounts and views of the research participgamtstitute valid data that can lead to
social transformation. Specifically, using a groeddheory approach, a case study
method was used to elicit emergent themes with hwvtdgrovide a contextualized
understanding, and allow for a qualitative analgdithe research findings.

Bogdan and Biklen (1998) indicate that a case sisidydetailed examination of a
subject or situation which can support a complexestigation beginning with a broad-
based explanatory inquiry, which then progresstesarmore directed and focused
investigation. Stake (2005) posits that case ssudie not essentially qualitative, but
rather, research conducted to optimize the undweistg of the research questions
through processes of triangulation and interpretatarried out continuously during the
study. Stake also asserts that the case studysawkarly methodology which reflects on

the human experience, is designed around compderssand themes. Corbin and Strauss
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(1990) posit that two philosophical principles urge grounded theory: 1) the
conditions and issues studied are in a constatet sftahange, and 2) ‘nondeterminism’
which refers to the researcher’s responsibilitycttch the interplay” (p. 5) between
relevant conditions studied, and how the partidipa@act and respond to these
conditions. Also, Glaser and Strauss (1967) stetegrounded theory involves the
constant comparative analysis of data as a “si@ategthod for generating theory” (p.
21); the researcher’s main goal is to develop rmeries through purposeful, and
“systematic generation from the data of socialaed® (p. 28).

However, while theory is generated, researcherg ownsider their role in
engaging with participants as a process of obseratcording and interpreting the data
collected. Tierney and Lincoln (1994) assert thatresearcher must reflect on the
interpretative nature of the qualitative inquirppess. And furthermore, they suggest
that this requires a degree of reflexivity on tlagtf the researcher to acknowledge that
“reality is mediated by any number of influenceslsas the researcher’s own biases, the
context in which the study is undertaken....and ti@®tetical framework employed” (p.
110). As Lather (1986) indicates, self-reflexivitiya self-critical stance on the part of
the researcher is critical, particularly in the ‘fa@ncal work that exists within critical
inquiry” (p. 65).

Consequently, the case study method integratedi¢ines of participants
expressed in focus group interviews to guide titecal inquiry, ensuring that themes and
major areas of focus were examined from the petsjesoof the participants (Creswell,
2003). Sim (1998) asserts that focus group ink@vsiexplore collective experiences,

rather than individual ones. Data gained “frormagtipular study” may enhance what he
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refers to as theoretical generalization — dataénform of participant insights “possess a
sufficient degree of generality or universalityalow their projection to other contexts or

situations” (p. 350). Further, he posits that:

[T]he researcher recognizes parallels, at a coneéphd theoretical level,
between the case or situation studied, and ano#ser or situation, which may
well differ considerably in terms of the attributasvariables it, exhibits. In other
words, the comparability required between the tawatexts is a logical or

conceptual one, not one based on statistical reptatsveness (p. 350).

A key aspect of this inquiry was to provide a tfan®ative framework to bridge
knowledge systems. Smith (1999) suggests thaktie ‘tesearch’ is inseparably linked
to Eurocentric imperialism and ongoing processetinization. She further argues
that research is a site of tension existing betwleerWestern ‘ways of knowing’ and the
resistance of the ‘Other’. Duran and Duran (1983t that to confront imperialism in
research, the most logical question to begin vgitHWhat is the point of reference for
interpretation of the data?” (p. 25). This study dot seek to claim ownership of
Indigenous ways of knowing, rather, it sought tgaage in a process of sharing of
knowledge systems and stepping beyond the lenbiataty of Westernized research
(Smith, 1999). As Hampton (1995) suggests, thiat@wledgement of the
misunderstandings that can result from differentldwaews based on personal
experience is the first step in transformation aockptance of the “right to be” (p. 41).
Furthermore, Hampton asserts that these differeincesa personal perspective

(viewpoint, language and experiences) overlap witktural differences (values, human
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relationships, and communication style) in a binafrthe conqueror and those who have

been conquered.

This research was socially, politically, and histally driven, framing the
purpose of the study in the engagement of soctadraor praxis through a dialectic
aspect of theory development (Miller, 2003). Ireatpting to bridge the divide between
Aboriginal and Eurocentric knowledge systems, tiggiiry used the definition of
community as those human relationships derived fadeeling of belonging in the
context of a diverse range of societal groupingsat¥he research sought to do is to
identify, from an Aboriginal epistemic viewpointalusionary practices and policies
which may strengthen relationships, examining witergy be possible to bridge
Aboriginal and Eurocentric epistemologies in thagbice of educational community
building. Participant scholars as members of therA&jinal community played an
integral role in guiding the research by providdada regarding why they left or remain
in the Ontario professoriate. Qualitative analggithe findings supported the
development of a set of principles based on thenéiseor categories of ideas that
emerged from the research (Rose, 2001).

Procedure
Selection of Participants

The context of this research was confined to theafmregion, and the study
used a purposive sampling method. Known Aborigsthlolars (those who had self-
identified publicly as an Aboriginal person), weentacted initially through written (E-
mail) correspondence and/or telephone communic@bi@stablish rapport and to collect

demographic information. Anowballtechnique was then used to make contact with
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other potential participants, the goal being tastihe participation of approximately
five — seven Aboriginal scholars in two separataigs — those currently working in the
Ontario professoriate, and those who had left eympént with the Ontario professoriate.
Additionally, as researcher, a significant pointohsideration was the need to be
sensitive to the apprehension potential particgpamght feel, both from an historical
context (as noted in the Tri-Council Policy, p.)6&s well as for current/future
professional reasons.

Eighty-nine individuals were contacted directlyBymail and/or telephone with
an invitation to consider participating in the studn initial letter of invitation was sent
to individuals and organizations with the requist they consider the invitation
themselves and/or forward the invitation to intezdgarties, specifically Aboriginal
scholars who are currently employed in the Ontarajessoriate and/or Aboriginal
scholars who were formerly employed in the Ontariafessoriate. Of these 89 contacts,
52 were based at Ontario universities either psibeslly or academically, while 37
were members of organizations specifically dedat&deworking with, and providing
advocacy for Aboriginal peoples in Ontario/Canaddditionally, during the sampling
process, the wording used in the invitation evoloedr time to better reflect the social
justice premise of the study, while still acknowded) the researcher’s outsider status
(see Appendix B). The following is a general dgstasn of the participant groups (a

more detailed profile of individual participantspgesented in Chapter V).
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Group A profile: Aboriginal scholars who ‘remaini the Ontario professoriate.

The patrticipants in Group A included self-identifidboriginal scholars who are
current members of the Ontario professoriate irfaHewing professional roles:
Associate Professor, Research Officer, DepartmeatiHDepartment Director, Sessional
Instructor, and Graduate Student. Nine of theigpants identified as faculty, one as
faculty/administrative counsellor (with teachingpensibility), and one as a graduate
student (with teaching responsibility). As indeéin Table 3, 36.4 percent of Group A
participants identified themselves as female, WB8e percent identified themselves as
male. The ages of the participants ranged as fstld®.5 percent of the participants fell
within the 25-45 age range, while the remaining5krcent fell into the 46-65 age
range. Collectively these participants represedieerse academic disciplines including:
Education, Engineering, Environmental Studies, /M&slia, and Indigenous Studies, and
their reported experience as members of the profiess ranged from one to 17 years,

the median number of years of experience being gegrs.
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Table 3.  Study Participants: Group A

Sex Age Role: No. of Discipline
Range Years of
Experience
M 25-45 Graduate Student 2.5 Indigenous Thought/
Arts/New Media
M 25-45 Faculty/Admin. 8 History/First Nations Studies
Counsellor
M 46-65 Faculty 10 Education
Aboriginal Research

M 46-65 Faculty 8 Education

F 46-65 Faculty 6 Indigenous Studies
M 46-65 Faculty 15 Native Studies

M 46-65 Faculty 15 Indigenous Studies

F 46-65 Faculty 1 Environmental Studies
F 25-45 Faculty 7.5 Education

*F 25-45 Faculty 2 Education
*M 25-45 Faculty 17 Engineering

* did not participate in online weblog focus graagerviews

Group B profile: Aboriginal scholars who have ‘latte Ontario professoriate.

Participants in Group B included self-identified dklginal scholars who were
formerly employed as members of the Ontario prafeate in such roles as: Sessional
Instructors, Administrative Counsellors (with teexchresponsibility), and Graduate
Students (with teaching responsibility). Thesevitials currently work in a variety of
professions including the education sector, eritertant/education field, law, and
advocacy organizations for women and children, @ as in municipal services. As
Table 4 shows, participants in this group werdeatiale; 40.0 percent were in the 25-45

age range, while the remaining 60.0 percent oi@pants fell into the 46-65 age range.
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Group B participants reported their years of exgreré working in the professoriate as
ranging from two to over 30 years; the median nunalbgears of experience being three
years. Most participants reported their acadensicipline as education — specifically
Aboriginal education, however, one participant g Law as their academic
background.

Table 4.  Study Participants: Group B

Sex Age Range Former Role: No. of Years Discipline
Experience
in Former
Role
F 25-45 Faculty/Graduate Student 3 Aboriginal Education
F 46-65 Admin. Counsellor 2 Aboriginal Education
= 46-65 Admin. Counsellor 3 Law
/Graduate Student
F 25-45 Faculty/Admin. Counsellor Not Education
Available
F 46-65 Admin. Counsellor 30+ Not Available

Sampling results initially confirmed eleven papignts in Group A — self-
identified Aboriginal scholars currently employedthe Ontario professoriate
representing nine universities across Ontario,sven participants in Group B — self-
identified Aboriginal Scholars who had formerly hemployed in the Ontario
professoriate. However, two participants from Gr&ugid not participate in the study —
one withdrew as she did not fit the profile, and tither did not respond to follow-up

contact.
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Data Collection Procedures

Pilot study.

Prior to the collection of data a pilot study wasducted to test the weblog focus
group interview format in terms of cultural senstyf and user-friendliness. Five
participants, three females and two males, wergeid\o participate in the pilot study
based on their background working with Aborigin@idents. All participants reside and
work in the Windsor-Essex region in diverse ardat® education sector as well as in

advocacy roles for Aboriginal peoples/students.

During the pilot study, participants were askedegspond to three separate
guestions concerning: 1) a proposaatie of Condudbr weblog focus group interview
participants; 2) the context of education for Agoral students in the Ontario education
systems — specifically examining perspectives oluision and/or exclusion; and 3) the

impact this educational context might have forftitere pool of Aboriginal scholars.

The pilot study provided a number of critical less@oncerning the online focus
group methodology which informed the subsequenéctibn of data. Although there is
little reported in the research literature conaggrboriginal peoples’ use of the Internet
for dialogical purposes, some of the participanthe pilot study indicated that initially
they felt intimidated by the online format, eveoulgh they were remarkably computer
savvy — for example, one participant routinely deis educational programs over the
Internet, while another has written an instructids@ok for Newcomers to Canada about

how to access and use the Internet.
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The lessons learned from the pilot study includedrteed for researcher respect,
empathy, and flexibility concerning the choice ofrimunication style selected by
participants. In some cases, this necessitatedruffalternative format(s) for
participation which respected the Oral Traditiorejecting a ‘one-size fits all’ approach
to interviewing. As well, the pilot study undersed the need for the researcher to frame
each set of interview questions with an introducgiatement indicating where the
researcher was coming from; providing participantd a framework for the discussion.
Furthermore the pilot study highlighted the rolelw# researcher as one characterized by
the following: providing clarification when (anf) heeded; modeling a caring and
respectful tone in all communication; limiting pengl participation in online discussion
except when called upon for clarification or regaddy a participant; and finally,

providing a member-check summary of emergent themes

As stated earlier, the findings of the pilot studinforced the importance of
utilizing a member-check process as a method &rigéne the accuracy of the findings
in terms of the participants’ meaning. This memdtieecking process confirmed that
while the coding of research data flowed as Coéfieg Atkinson (1996) suggest as
emergent themes based on participant responsteteiew questions/discussions, that
this data must also connect thematically with theti@l premise of the study — which
was to develop principles to guide equitable rénrent and retention practices and
policies in the academy. As Luttrell (2000) sudggethis is a process of researcher
reflexivity, the need to ‘choose’ what is gainedbtigh the emerging qualitative process,
while also acknowledging what may be lost in alorffo remain ‘true’ to the central

premise of the inquiry. The pilot study confirmtb@t member-checking was an effective
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debriefing process. And lastly, the positive res@oby pilot study participants to the
Code of Conduct demonstrated the significanceisf@bdeas an important tool for
fostering meaningful and respectful dialogue amotigs participants, as well as for
providing participants with clear expectations canming their role as critical research

participants.

Focus group interviews.

The bulk of the data were collected through foawsig interviews. Bogdan and
Biklen (1998) suggest that focus group interviewgp®ort a situational case study
method. The purpose of the focus group intervieas to elicit responses from
Aboriginal scholars concerning their experiencethivithe Ontario professoriate,
including suggestions they may have regarding mexto remediate the current under-
representation of Aboriginal scholars in the prefemte, and to foster community

building — drawing upon Aboriginal epistemologies.

The fact that focus groups explore collective rathan individual experiences
was of great relevance to this inquiry. As Rosé@&Guggests, focus groups “allow for
the sharing of individual experiences as represeintéhe group setting; members arrive
at collective rationalizations for their beliefstbeir actions through the process of
observing and commenting on their similarities diftbrences” (p. 17). Further, she
describes a well-constructed focus group as: “fgasufficient homogeneity in terms of
cultural capital (social background, education,img-the-system), so that members can
feel comfortable expressing opinions in front af troup, but not so much homogeneity

that a herd mentality develops” (p. 18). The faet the focus group interviews involved
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participants who were self-identified Aboriginahstars currently employed in the
Ontario professoriate, and those who have leftlameimployment, provided the

necessary balance in terms of cultural capitahédense used by Bourdieu (1985).

Online format.

Focus group interviews can present many challeftggebe researcher — making
contact, developing rapport and trust, and extensavel. To contend with these issues,
this inquiry utilized an emergent methodology, atetnet ‘blog’ or ‘weblog’ for the
purpose of communicating and recording data dusitimme focus group interviews.
Support for research conducted in an Internet loofi@ive space such as a weblog can be

found in Gregg’s (2006) assertion that:

Self-publishing platforms like weblogs are begirgito influence what an
academic career can involve — and be seen to ievahinterested public. Blogs
have made scholarly work accessible and accountalsleeadership outside the
academy, an achievement that seems important inistay of cultural students’
concerns. the very kinds of conversations [blogs] encouraaye lze regarded as
offering renewed vigor to cultural studies; anttisl and reflexive

epistemological project (pp. 147-148).

It was anticipated that the online format woulldwalfor the creation of a
dynamic space for dialogue amongst research gaatits, and further ethically ground
the research as Markham (2005) suggests, by “gutte@ human subject squarely in the

center of the research [this] shifts the ethicaisiderations, and allows for socially
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responsible research” (p. 815). In addition tacgthconsiderations, Chen and Hinton
(1999) also suggest that using the online formairfierviewing may act asqualizerby
providing the interviewer with control over the nm&n in which questions, in a written

format, are framed and asked.

Taking the above into consideration, an onlineasdeblog was created to
provide a collaborative space for interactive djale® where data was recorded, reviewed,
and commented on by all the participants, the matebeing that the blog-method of
data collection would allow a degree of flexibilftyr the participants as well as the
researcher. Seymour (2001) in speaking aboutldx#ility and ease of access to the
interview site asserts that because participaetglale to actively visit and post on the
site as often as they wish, this enables themtenelxheir discussions over a lengthier
period of time, thereby creating multiple opporties to express their views and to
contribute to the research. This is a significamddit, particularly when compared with
the limited opportunity to contribute to researcovided by a ‘one-time’ face-to-face
focus group interview.

Gregg (2006) also suggests that what best chaizegartilization of blogging as
a form of “conversational scholarship [may be defims operating in] ...the ‘mid-range’
between disciplinary insularism and public intefied practice” (p. 153). She postulates
that weblogs are ‘political sites’ with the capgdid develop a platform for dialogue.

One of the benefits this creates for cultural sads that the process of blogging and the
knowledge shared becomes less guarded and morerofgms of discussion and
response to discussions. She further contendslibgding provides the participants with

access to an immediate public forum which may tesudignificantly personal and
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active interactions. She concludes by stating‘thlags allow us [academics] to write in
conjunction with non-academic peers and colleagube,not only value and improve
our ideas, but also practice their own rigorousn®of assessment, critique and review”
(p. 158).

Support for this description of the research bitgwas found on the blogging
site One Degree (2005) in a blog entitlé¢hat Blogs are Notvhich provided a number
of comments concerning the ‘blogosphere’ as anaotave space that allows
commentary, reflection and analysis of multiplemnpeints. Therefore, this study
employed weblog focus group interviews to conduligative research comprised of
guiding questions as well as themes that emerged tine online discussions. To assist
participants in navigating the online interview pess, all participants were provided
with a ‘research package’ prior to data collection.

This research package contained the informatioesszry for participants to
access the password protected weblog site, andyasdbir (2001) asserts, because the
study used an institutional (in-house) web sitedeoluon the University of Windsor
server, it avoided issues associated with onlimgidentiality and security. The
participant research package (see Appendix C)declul) Letter of Information for
Consent to Participate in Research, outlining amathgr things, what they would be
asked to do as a participant in the study; 2) élpant General Information Form which
was used to collect demographic information; anth8)Weblog Access and Instruction
sheet which provided each participant with theindwser ID and password, as well as

instructions for reviewing and posting commentsranl
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Four separate online focus group interviews werglgoted during a two month
period. The participants had 24 hour access tavdidog site during this period and were
encouraged to post comments online as often asopms&ach interview period was
designed to last for seven days. However, it isoirtgnt to note that because of the
flexibility that was integrated into the interviavg process, some interviews lasted a few
days longer than originally scheduled.

During the first two focus group interviews GrougAboriginal scholars who
remain in the Ontario professoriate), and Groug\Bofiginal scholars who have left the
Ontario professoriate), participated on separataagesites — in this way the participants
were able to comment and discuss insights and sheirestories with members of their
self-identified ‘group’. During the third focusaup interview, both groups were merged
into one group which constituted the final focusugy — Group C. Therefore, Group C
was comprised of all 16 participants, 11 partictsdrom Group A, and five participants
from Group B.

Telephone interviews.

In addition to the online focus group interviewsuamber of individual
telephone interviews were conducted with seledigpants. The original research plan
called for selection of participants for telephamerviews based on their online entries.
However, this plan had to be adjusted immediatalpwing the first focus group
interview due to a number of factors. These fadtwkided the request by two
participants to always speak with the researchstr by telephone, and then to post the
resulting conversation online — one participant entis request to honour the Oral

Tradition of her community, while the other panpiant used the interview-first technique
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to become comfortable with the online process. Alsmughout the interviews there
were a number of participants who requested tleatdbearcher contact them as they
wanted to personally discuss some of the issuesgamgefrom the online dialogue. And
lastly, these adjustments and flexibility were graed into the study to ensure that every
participant was provided with the opportunity, skidiney wish, to speak with the
researcher during an individual interview.

The telephone interview process involved callingipgants and engaging them
in a discussion about the interview questions pbstéine, as well as their co-
participants’ responses. During these interviewti@pants were asked to share their
stories and any insights that they felt were mggéiom the discussion. Each
participant’s interview was then transcribed arnut $& them electronically for
verification (meaning and interpretation). Oncetipgrants verified the content of their
interview, they could either: 1) post all or portsoof their interview online on the weblog
site; or 2) at their direction, have the researgust all or portions of their interview
online; or 3) have the interview data remain a$ pithe research data collected, but not
shared as part of the online focus group interview.

The researcher conducted a total of 18 telephdeeviews with 12 participants
during the course of the study. Although all gaptants were contacted to request the
opportunity to speak with them personally, fourtipgvants did not participate in the
telephone interview either by choice or becausg Were unavailable to speak with the
researcher. In addition to the online focus grang telephone interviews, researcher’s

field notes constitute another data collectiontstha that was used in the study.
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Researcher field notes.

During the data collection phase of the studydfiebtes were kept by the
researcher to journal observations and reflectibhs was a particularly important
aspect of both data collection and analysis, to@nthat the voice of the Aboriginal
community was heard. As many writers have suggd§tetson, 1990; Dei 2002; Egbo
2009), policy change should include the voice osthwho are directly living and
experiencing exclusion (marginalization), so tleytare the architects of change. The
researcher field notes protected the integrityhefdtudy by ensuring that the researcher
employed a reflective lens, especially given tree=aecher position as an ‘outsider’ to the
Aboriginal community. The field notes allowed fpuestioning of Eurocentric bias on
the part of the researcher, and to acknowledgetthieal considerations and challenges
that resulted. These ethical challenges focusadsues concerning the identity of the
researcher (insider/outsider status); ownershigsédarch (disclosing identity to ensure
participant ownership of their own words); sharoigelf (researcher being researched
by participants — What is my personal commitmendwido | share my story? Why am
I conducting this research? And most importaniiywhat? What are the anticipated
benefits to the Aboriginal Community?).

Essentially, these challenges required the reseatchunpack’ the hegemony of
Westernized research strategies in which | foundelfiymmersed, and to carefully
consider the implications that this hegemonic biadg for the integrity of the study as a
respectful collaboration with the Aboriginal comnitypand finally, to acknowledge and

protect the dignity of Aboriginal ways of knowing.
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Data Analysis

As Janesick (2000) notes, “the qualitative redearstudies a social setting to
understand the meaning of participants’ lives mpharticipants’ own terms” (p. 382).
This qualitative research was concerned with undedsng the meaning and perspectives
of the Aboriginal participants in this study, arelJanesick suggests, looked for the
“points of tension” (p. 288), to capture the comxtheof their lived experiences.

Applying a critical theoretical approach enablee data collected to provide a “map or
guide” (Kincheloe, 2005, p. 49) to the exploratadrthe experiences of Aboriginal

people in the Ontario professorialdne outcome of this research is therefore based on
the perceptions and insights shared by the resganticipants, all of whom self-

identified as Aboriginal scholars, (current or femmembers of the Ontario
professoriate). Data analysis consisted of twoestagoncurrent analysis done throughout
the study to enable the development of a grounidleory; and formal analysis based on
an in-depth analysis of all data collected.

The concurrent or ‘field’ analysis was done basedhe research questions and
critical questions that developed from the intemseas well as the researcher field notes.
The analysis of data revealed the following majeaa of focus: contextualization of the
educational experience for Aboriginal studentsudeig the influence of this context in
recruiting future members of the Ontario professerian examination of recruitment
and retention to determine why Aboriginal scholamsain, and why they leave the
Ontario professoriate — how welcoming and supperdire universities; and policy

implications to foster equity and social justice Aboriginal scholars in the academy.
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As noted, the data analysis involved concurrerfield’ analysis, as well as
‘formal’ or final analysis once all data had beefiected. This was done to provide a
rich interplay of themes and concepts with whickléselop theory grounded in data. The
formal data analysis involved a deep and criticallgsis of all the data, the goal being as
Bogdan and Biklen (1998) suggest to form the bfasideveloping themes or conceptual
categories of data coding. Furthermore they sudbasin qualitative research this
involves interrogating the data examining “procasd meaning rather than cause and
effect” (p. 160).

Interview Questions

The initial focus group interview invited partieipts from both Groups A and B
to first respond to a proposed Code of Conductdsearch participants, and then
proceeded to request participant responses tdéimee dealing with the educational
experiences of Aboriginal students in Ontario (8ppendix D). The second focus
group interview continued to address research guesil by inviting participants in
Groups A and B to respond indicating possible iogtlons this ‘contextualized
experience’ might have on the future pool of Abrad scholars in the Ontario
professoriate (see Appendix E). As explained ttigpants during the interviews, the
reason for collecting this information was to exaejifrom their viewpoint, if they
believed that the factors associated with a sehselosion and/or exclusion in the
educational community, might have some influenc@bariginal students’ choice of an
academic career, thereby impacting the future pbsboriginal scholars in the Ontario
professoriate. Questions during the second interwere also based on themes emerging

from the data collected in the first session. Sp=dly, questions were asked about
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participants’ perceptions concerning the willingslessistance the Aboriginal community
might feel toward working with the non-Aboriginammunity to address the current
inequities in the Ontario educational system.

The third focus group interview addressed resequestions #2, #3 and #4 by
asking all study participants, as combined membe€roup C, to respond to the theme
that dealt with whether or not universities areaseting institutions, specifically asking
participants to identify barriers to recruitmentaetention; exploring from the
perspective of Aboriginal scholars, why they stayhe Ontario professoriate, or
conversely, why they left the Ontario professor{gee Appendix F). Participants were
provided with relevant background information camagg existing employment equity
program policy, specifically, an overview of the@oyment systems review process was
presented to elucidate how current equity progrargrm the academy is designed. This
was done to provide a context for participantsiform an existing policy framework —
so that the participants could 'measure’ theseipslthrough the lens of Aboriginal
worldviews.

The fourth and final focus group interview addrelssesearch question #5, asking
study participants to respond by examining polgsues they had identified in previous
interviews (context, and implications for recruitmand retention) from an Aboriginal
perspective (see Appendix G). Initially, analysishe data for the focus group interview
indicated two categories of data referring to: dljqy issues, and 2) policy process.
Data analysis examined the broad category of ‘patisues’ in terms of: development of
a Pan-Indigenous Organization; the effects of megiem on relationship building and

creating spaces for developing knowledge; andintipertance of not only a national
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curriculum, but also a focus on Indigenous Studiesurricular development. To

promote discussion and reflection during this fifealus group interview, tables were

created and presented during the interview basethtancollected up to this point in the

inquiry; these tables listed specific recruitmemd aetention issues, and the
recommendations that participants had identifiechathods by which the academy could
either support inclusion relevant to a particukruitment or retention issue, and/or, how
existing barriers further entrench the marginalabf Aboriginal scholars and
scholarship, in the academy. Furthermore, emplogiggounded theory process of data
analysis based on the emergent themes, participanesasked to not only examine the
identified recruitment and retention issues, bsb @b reflect on how these issues/barriers
might be addressed through a transformative pgliogess. Specifically, to encourage
dialogue reflective of Aboriginal ways of knowinggrticipants were asked to respond to

a proposed policy transformation circle. In presenthis proposal to participants, it was

acknowledged that the development of the proposédyxircle wasgroundedin the

research data collected, based on the followingnsldlowing from the data:

. There is a critical need for knowledge about Abioagpeoples — their cultures,
languages, histories and contributions to Canadariricula at all levels of
education including offering upper level coursethatpostsecondary level, as
well as the integration of this knowledge in praiesal teacher education
programs;

. There is a significant need to create inclusiveepan the educational system

where ALL students feel supported and included;
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. There is a need to establish authentic consultatitinthe Aboriginal
community, not advisory panels/committees, butteistaing the authority for the
Aboriginal community to be directly involved in tidevelopment and
implementation of change affecting members its comity;

. It is necessary to create opportunities for coltabon with members of the

nonAboriginal community;

. Addressing credentialism as a barrier to recruitnsearitical; and
. There is a need to respect and to honour the bativns of Aboriginal scholars
by:

a) creating hiring policies with a stated goal of ¢rega critical mass of Aboriginal
scholarship in the institution (combating tokeniand isolation), and
b) promoting the retention of Aboriginal scholars tngh: granting tenure, and
addressing epistemic barriers to scholarship asebreh.
Participants were asked to consider the viabilitthts proposed policy circle in the
academy, and to identify what other groups mightmeight into this consultative
model.
Analysis of Themes
As suggested by Creswell (2003) the use of multgpfers of data collection
ultimately guided the inquiry. Data was first ealted during the focus group and
telephone interviews, then summarized and categghiito a member-check summary
document which was reviewed for meaning and in&tgpion, and integrated with
researcher field notes. This ‘multi-layer’ analyisigolved identifying categories of

themes/patterns — the coding process linking détacencepts with which to interpret
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the data. This interpretative process, the reddtgrounded theory approach, generated

what Strauss and Corbin (1994) suggest is theorgldped through data systematically

collected and conceptualized while undergoing @ristomparative analysis.

Additionally, as Glaser & Strauss (1967) posit, discovering theory, one

generates conceptual categories or their propdridasevidence, then the evidence from

which the category emerged is used to illustragectincept” (p. 23). This method

facilitated the development of theory in the forfrpanciples for policy guidelines based

on the themes, or categories of concepts, emefgingthe research (Rose, 2001).

Specifically, the analysis of data resulted in¢hgegorization of themes that emerged

from the ongoing and final analysis. Figure 1 pdeg a ‘map’ of the areas of focus

investigated throughout the thematic

Figure 1. Map of Critical Inquiry: Majo
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Once all data had been collected and thoroughlgnered, data concepts
(categories) were used to conceptualize the arsabjthe emergent themes for each
interview session, as well as through a case sndlysis which utilized the data
concepts to compare and contrast research findingsudy group. Data was read, re-
read, and then sorted to create a data codingsy3tas in turn provided, as Bogdan and
Biklen (1998) suggest, the effective organizatibalbdata collected. This coding
system facilitated a data analysis process whicblwed weaving data collected through
the online focus group interviews, with data frordividual participant telephone
interviews, as well as researcher field notesefmh of the focus group interviews.

Data were coded in conceptual categories as follaetationship; knowledge;
value of education; policy, politics and rhetosgogial justice; and researcher
commitment. These data concepts or conceptuayaats were defined on a broad
definitional continuum or ‘dimensionalizing’ (Strss1& Corbin, 1985) from one polarity
as supportive of the status quo (systemic opprexdio the other pole, as defining
supportive and inclusionary policies/practices witlne education system.

The data concept ‘relationship’ was defined alorgm@tinuum referring to the
need identified by participants for authentic dotieation and consultation between
Aboriginal peoples and mainstream society to addaésne pole of the continuum,
systemic barriers to recruitment and retention, targkamine why the educational
system is failing students; while on the other ehthe continuum, the conceptual
category, relationship, was used to define supgoHdirategies, those initiatives which

acknowledge, support, and value different knowlesiggems, and celebrate diversity.
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The data conceptual category ‘knowledge’ refercethé dual needs of
Aboriginal peoples to know their own culture, adlas the crucial need identified for
mainstream society to gain knowledge about thei@aidg’eoples of Canada. This
knowledge base may assist in a ‘decolonizing’ pgseder Canadian society by
addressing the significant lack of knowledge arspeet for the cultures, histories,
languages and contributions of the Aboriginal pesmf Canada.

Table 5 illustrates the strong connection betwéerdiata concepts or categories
of ‘relationship’ and ‘knowledge’ — relationshipiliing being predicated, in most cases,
upon the acquisition of knowledge.

Table 5. Data Concepts — Relationship and Kndedge

Systemic Oppression Data Concepts Supporting Inclusion

Historical context Relationship  Pan-Indigenous Organization
Knowledge National Curriculum

Colonization

Celebrating diversity
Why is the system failing?

Supporting scholarship
Barriers to scholarship

Acknowledging, supporting and
Lack of knowledge and respect valuing different knowledge
for cultures, histories, languages systems
and contributions of Aboriginal
peoples; address regionalism

The concept ‘value of education’ was defined framaasimilationist stance on
one definitional pole, to a humanistic approachtenother. An assimilationist
perspective resulting from the universalizatiorAbbriginal ways of knowing, including

perceptions about the purpose for educational aement identified by members of the

Aboriginal communities; contrasted with a humawgisgpproach to education which
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acknowledges the challenge of multiple epistemelsgind recognizes educational
goals/achievement as the purview of individual ¥ioceal and professional choices
(Table 6). A need to acknowledge diversity wittiie Aboriginal population in terms of
the goals and purpose of education was evident.

Table 6. Data Concept — Value of Education

Systemic Oppression Data Concept Supporting Inclusion

Assimilation Value of Humanistic approach to education
Education

Universalization Facing the challenges of multiple

epistemologies
Epistemic barriers to scholarship

Recognition of individual
Pervasive Eurocentric hegemony vocational/professional choices

The data concept ‘policy, politics and rhetoric’sa@efined along the definitional
continuum on one pole as referring to policy irities and strategic alliances which
support genuine partnerships with Aboriginal pesptgnuine partnerships/alliances
demonstrated by the leadership of Aboriginal peppiedefining, developing and
implementing educational policy to actively chatlerthe status quo, and thereby
creating meaningful change. Policy, politics anetonic on the opposite definitional pole
were identified as the ‘lip service’ or the resista to change which is typical,
characterized as policy changes brought about withothentic partnership or
consultation with Aboriginal peoples, and operatimgpugh a ‘culture of amnesia’ which
pervades and supports hegemony in the academgnr-refsulting in barriers to

scholarship (Table 7).
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Table 7. Data Concept — Policy, Politics & Rheta

Systemic Oppression Data Concept Supporting Inclusion
Resistance to change Policy, Politics Supportive alliances
& Rhetoric
‘Culture of amnesia’ Leadership by Aboriginal people: power
& authority to develop & implement
Lack of authentic educational policy

partnership
Focus on development rather than
Eurocentric hegemony advising: identify issues & policy goals

Tokenism; credentialism Funding support

The data concept ‘social justice’ was created togaize and acknowledge
Western epistemic arrogance in terms of the relevand translation of equity and
social justice to Aboriginal worldviews. As welhig definitional continuum included a
conceptualized definition of social justice as #pslicies, initiatives, strategies and
alliances which support an educational system whétdins with self-knowledge, framed
in a positive ‘sense of self’ for all students (Tea8).

Table 8. Data Concept — Social Justice

Systemic Oppression Data Concept Supporting Inclusion
Westernized epistemic Social Justice  Transformative policy — policy circle
arrogance

Ethics & equity
Relevance/translation of
equity and social justice to Educational system infuse a positive
Aboriginal worldviews ‘sense of self’ so that students feel a

sense of belonging, valued for who they
are (inclusion) within the Ontario
education system
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The conceptual category ‘commitment’ (Table 9)eredd to the ethical stance of
the primary researcher; this stance defined ashacaé commitment on the part of the
researcher to move beyond a Westernized hierataieiesionship based on ‘researcher’
and ‘Other’ (those researched), by adopting a palsather than arms-length approach
to research, in a genuine effort to honour theevoicco-participants.

Table 9. Data Concept — Commitment

Systemic Oppression Concept Supporting Inclusion

Westernized approach to research Commitment  Declaring personal experience/stance
characterized as an ‘arm’s length’ (Researcher

approach of objective observer ethical stance) Honouring the voice of participants
Hierarchical relationship based Collaborating to create

on ‘researcher’ status versus change/challenging the status quo
‘Other — those researched’ rather

than collaborative/participatory
methodology

These data concepts or conceptual categories nesated after a careful review
of all the data collected to provide a conceptai®for the analysis of data.
Strategies for Validating Research Findings

Triangulation

A process of triangulation, the integration of liberature review with data
collected from the focus group interviews, telepdpersonal interviews, along with
researcher field notes, attempted, as Richard€@0jXSuggests, to crystallize the data in

this study. This process sought to shift the t&friaquiry to allow for a deeper and
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complex understanding of the topic, encompassiayigws and/oicesof all

participants.

Member-Checking

At the conclusion of each focus group interviewnember-checking process was
conducted to ensure the accuracy of the findingerims of the participants’ meaning, as
well as the researcher’s interpretation of paréiniig’ meaning. Using an inductive
process, generalizing from specific to generala dallected through the member-
checking process was categorized or ‘chunked’ aesgmted to all participants in a
summarized format. This member-checking summaiy pested online as well as sent
electronically, inviting participants to review,reect, and discuss. Telephone interviews
with select participants augmented the effectiveréshe member-checking process by
ensuring that participant voices were heard, asagaio meet the ethical premise of the
study to respect and acknowledge the voice ofati@pants.

Ethical Issues

The Mi’kmaq Ethics WatcliMi’kmaq College Institute, 1999) developed
principles and guidelines to protect Mi'Kmaq peapéad their knowledge whenever a
request is made to study their community. Thisygattempted to infuse many of these
principles and guidelines especially surroundirgyribed for respect and sensitivity for
Aboriginal knowledge and culture. Smith (2005) sesjg that critical theory applied in
research may “lead to emancipation and socialgestr oppressed groups if research is
understood and addresses the unequal relatiorsaarp (p.88).

There are ethical obligations and protocols whighimperative to maintain the

integrity of research. Given that the design of gtudy sought to recognize and treat
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participants as equals, instead of simply inforrmamtsubjects (Mi’kmaqg College
Institute, 1999), these ethical challenges weraqaarly significant. As Smith (2005)
states, in research involving Indigenous commusnitiere are “intersecting challenges of
methodology, ethics, institutions, and communitigs"86). Furthermore, she posits that
research is a site of power that creates knowlefitfee ‘other.” A recent shift in what
Smith refers to as the “critical discovery of tladerof research in their lives” from
“passive victim” has changed the perspective of trensof many marginalized groups,
including Indigenous peoples involved in reseaeading them to see themselves “as
activists engaged in a counter hegemonic struggle i@search” (p. 87). The ethical
standpoint affirming the goals of this researchrente empower and provide a voice to

promote social change. Graveline (2002) explairssithher poetic text:

This is the Way | understand these Experiencestd®hers might Understand it
to be different. These stories are Mine. My Voibee told them True. True to
Me. True to what | Know | Experienced it Reflectulit Told it To You Today

(p. 83-34).

Situating the Researcher in the Inquiry

Rose (2001) suggests that qualitative researcleichance understanding of
complex situational perspectives in formulating eelnal policy development. Where
research involves participants with culturally di#int backgrounds from the researcher,
as was the case in this study, the researcherbausghly reflexive — to observe the self
as part of the research inquiry. Furthermoregtieatest challenge for the researcher is

applying the joint ownership principle to the finds of collaborative research, to engage
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in the research process as a translator or faoliteetween the community, and public
policy makers (Rose, 2001). Therefore, it was ingem, as researcher, to ensure a
respectful location from which to collaborativelgrficipate with the participants in the
creation of knowledge. This required the activevimement of the participants in
shaping the research agenda and strategy (RosE). 200

Personal statement.

As researcher, | positioned myself in this study aghite woman academic
researcher, and an outsider to the Aboriginal conmitywuAs Smith (1999) suggests,
because of this position | claim a specific “gengadal, cultural and political set of
experiences” (p. 12). In terms of this study, gmgsented me with challenges to
overcome personal bias springing from my lack aiedge of the lived experiences of
members of the Aboriginal Community. As the resbar, this was addressed by
ensuring a respectful countenance and sensitivitigg words and stories shared by the
participants. | am sincerely thankful for the gers#tly of my research partners
throughout the inquiry in terms of their kind unstanding, patience, and their empathy

for me as we navigated this research journey tegeth

As an outsider to the Aboriginal Community, | apgrbed this study through a
lens that was tainted by a Westernized gaze, ateyngic positioning as aeutral
researcher; however, this positionality was acyiwelerrogated on many occasions by
the participants. Participants stressed thatibigral stance was in fact offensive, that it
demonstrated a lack of respect for them, and furtbee, created a power hierarchy of
researcher as investigating those researched. £8989) identifies ‘objective’ research

that claims researcher ‘distance’ or neutralitpasimperialist’ approach. Furthermore,
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she asserts that this creates a battleground testdhe ‘ownership’ of research as an
institutional practice that determines, “what igilenate research, and who counts as
legitimate researchers” (p. 56). She also contématsesearch based on Indigenous
values can face assaults from an exclusionary \Weséel viewpoint by claiming that
research based on Indigenous values is ‘not rigormot robust,” ‘not real,” ‘not
theorized’, ‘not valid,” nor ‘reliable’ juxtaposeatainst Indigenous criteria which judge

research as ‘not useful’, ‘not indigenous’, ‘naefrdly’, and ‘not just’ (p. 140).

Boostrom (1994) further purports that part of teective qualitative research
process involves “learning what to look at[that,] it is important not to allow
theoretical beliefs to wash away the texture andeod from our observational gaze” (p.
63). Being a reflective observer requires that eedme “subjective makers of
meaning....with eyes to see and ears to hear” (Bowstt 994, p. 63). Freire (1985)
supports this viewpoint as he observes that whé@mgmabout themes that there is often
a deeper meaning hidden that can provide evenegreatierstanding. Reflecting on my
abilities as a researcher in this qualitative aadigipatory inquiry evoked a process of
self-discovery, and | have come to believe tha&Riabardson (2000) suggests, writing
provides “a way of finding out about yourself aralytopic” (p. 923). The ultimate goal
of the inquiry is to translate the recommendatibmsing from the research data into
guidelines for equity programming which will prorectocial justice within the academy

for Aboriginal scholars and scholarship.
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Confidentiality

An essential ethical consideration of the studylned the protection of
participant confidentiality, as well as anonymity@gst co-participants, through the use
of a pseudonym system. This was done to ensur@anécipants were able to interact
without fear of reprisal for their viewpoints. Dwg initial contact with study
participants, the researcher explained to theqipatnts that it was necessary to choose a
pseudonym as their online identity; this was atsterated in participant information
packages. This process worked with relative success

However, there were a few instances where indivgdused their first names
and/or changed their pseudonym midstream throughewtudy. In each case these
participants were immediately contacted to reqthest permission to change the online
posting to indicate their original self-selecte@ydonym. One participant eventually
chose, of his own accord, to reveal his real idgnfihis request was honoured. A related
and very positive outcome of the study was theesehsommunity many participants
felt in communicating and sharing their storieswgach other — this again raised the
issue of self-disclosure of identity, as many rexfiee that at the conclusion of the study
that they be allowed to disclose their identitgszh other.

Summary

The focus of this chapter was on the qualitatiseaech methodology that was
used in the study including a description of theipg@ant selection (sampling) process,
and general description of the participants in egolups — A and B. Data collection
procedures were described including the lessonsgead by the pilot study, the purpose

and format of the online weblog focus group intewprocess, participant telephone
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interviews, and researcher field notes. Data amalyas described as fluid, involving a
continual process of reflection and response. ftexview questions incorporated
themes as they emerged during the focus groupriateprocess. The final stage of data
analysis involved the creation of data conceptsooiceptual categories to enable analysis
of the data. As noted, a dimensionalizing (StraugXrbin, 1985) process was used in
creating data concepts along a continuum of mealttiegpolarity of meaning ranging
from systemic oppression on one end of the contmua supporting inclusion on the
other. In addition to discussing the data analysisess, the strategies for validating
research — triangulation and the member-checking discussed. The chapter concluded
with a discussion of ethical issues, includingtsiyées for safeguarding the

confidentiality of participants.

The next chapter presents the research findingsiieg with a description of
individual participant profiles. Th€ode of Conduds then described as a method used
to frame the rights and responsibilities of theesgsh participants in utilizing the weblog
interview site. The chapter concludes with a disen of the major areas of focus that

comprised the thematic inquiry.
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CHAPTER IV. FINDINGS

The previous chapter described the methodologywhatused in the study. This
chapter presents the findings. The data collegelded interesting and significant
results. In order to situate the findings in catitéhe chapter begins with a brief
overview of participants’ individual profiles. Foliving this section a discussion of the
Code of Conduct is presented. The findings of tieeniatic inquiry are then presented
based on the major areas of focus, which incldgecontext of education, implications
for recruitment (the future pool of Aboriginal sdéis), universities as welcoming
institutions — recruitment and retention issues, famally, social justice and equity —
policy implications for the academy.

Participant Profiles

There were 16 participants in the study, 14 of wtamtively participated. These
participants are self-identified members of the Adpoal community. Eleven of them
are current members of the Ontario professoriatdeviive are former members. The
following section provides a brief overview of eagftparticipant’s background (in
alphabetical order) in terms of demographics (age), and their experience in the
professoriate. To protect participant confideitifakelf-selected pseudonyms are used
throughout the study, with one exception (see Glrdf).
adjidjak

adjidjak isa male faculty member between the ages of 25-dpdjak brings
eight years experience to his professorial rofeour initial correspondence concerning
the premise of the research study, adjidjak shémedollowing view, “Simply, there are

a number of obstacles to Aboriginal peoples teaghtruniversities in Ontario. It varies
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from department to department, faculty to facultyutit generally rests, in my
experience, on fundamental issues of systemicmacBegrees, objectivity, and even
research is suspect by the academy and those tithin

Anishinaabe-Kew

Anishinaabe-Kew a female, in the 46-65 age ramgtified herself as an
adopted child who had suffered the loss of hewcalithrough the adoption process, “I
had the feeling inside of me that something waswyrbo Anishinaabe-Kew was formerly
employed, for a two-year period, as an AdministetCounsellor with some teaching
responsibility at an Ontario university. In thide she made frequent guest lectures in
various disciplines across the university campusitlboriginal teachings, history, and
the residential school system. She holds a BA tidkagy, and is considering pursuing a
graduate degree.

Her current profession involves working with an aclacy organization in the
role of “counsellor and family and child advocate Aboriginal families,” in urban,
suburban and rural areas.

Annie Oakley (Mamma D)

Annie Oakley (or Mamma D), identified herself afemale in the 46-65 age
range, and as a former member of the Ontario psofede. Annie Oakley’s role in the
professoriate included that of Administrative Caellts and Graduate Student, both with
some teaching responsibility. She holds an LLB B8JC. In initial conversations,
Annie Oakley indicated that she left these rolegursue legal studies hoping that

eventually she would be able to continue teactingas she states, the “discrimination
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thing got in the way,” further she described hgvexience in academia as a “warm
climate — like hell.”

Annie Oakley’s work as a constitutional lawyer fasused on what she
considers to be a fundamental right for adopted@es — and that is to know their
parentage. Her work centers on legal proceedmgsinng this important judicial matter
through the Canadian court system. Annie Oakleptifles herself as the, “daughter of a
third generation residential school survivor [whasjadopted by white people.” As an
Aboriginal child, Annie Oakley was denied her Algonial ancestry, and it is this tragedy
that has influenced her passion for justice.

Borealgirl

Borealgirl is a female faculty member in the 46&@fe range. She holds a PhD in
her disciplinary field. She reported eight yedrsxperience as a member of the
professoriate, beginning as a Lecturer, and noana&ssistant Professor.

Bryan Loucks (Lyght)

A member of the Bkejwanong Territories, Bryan Losi¢kyght) identified
himself as a male faculty member in the 46-65 agge. He has held the position of
part-time lecturer for approximately 15 years, aeds currently completing a doctoral
program. His academic work focuses on the aredat¥e Studies and Indigenous
Studies.

During the data collection process, Bryan Loudkgyfit) asked the researcher to
clarify her personal commitment, and also to mosyadnd what he referred to, and as
Linda Smith has characterized, as the act of “dagimg the same hegemonic processes

through research.” Bryan Loucks (Lyght) basedwiibngness to participate in the study
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on an ethical stance, requiring that the researgflect and articulate her personal
commitment to the research goals, thereby creé&aigty” for study participants. He
also chose to use his real name consonant withigibal epistemology.
Cenginl

Cenginl, identified himself as male in the 25-46 eange, with 17 years
experience in the professoriate. He holds botlsea Bnd a PhD. Unfortunately,
although Cenginl initially confirmed his participat, and continued to express interest
during follow-up conversations, he did not partatgactively in the study.
drn (group5a)

drn (or group5a), a male, in the 46-65 years aggeaas a faculty member, Chair
and Associate Professor, with 15 years experianteel professoriate. drn holds both a
BSc. and MBA.
Foxtail

Foxtail, a female faculty member in the 25-45 aagge, indicated that she has
been teaching as a sessional instructor for twesydder full-time role outside of
academia is working with a collaborative networlsofiool partnerships where she does
guest lecturing. Unfortunately, although Foxtaitially confirmed her participation, she
did not participate actively in the study.
Gahutneo

Gahutneo, is a male in the 46-65 age range. Habgesars experience in his
position within the Ontario professoriate. Howeves, professional background also
includes 20+ years working in higher/community etien. In discussing the

‘disconnect’ between the Aboriginal Community amdigy makers, Gahutneo posits that



104

the “greatest problem is that policy makers thiméytknow everything — their epistemic
arrogance is constant, and unconscious.”
Jeannette

Jeannette identified herself as a female in thd®28¢ge range. She holds a senior
executive position in an organization which ser&bsriginal women primarily in urban
areas, although this network does offer servicesbimriginal women across the entire
province. As a PhD candidate, Jeannette taughhfee years in the area of Aboriginal
Education.

In addition, Jeannette reported that her backgrevitidthe Ontario educational
system includes patrticipation and membership ortiphelleducation advisory councils
and boards. Furthermore, she states that her Woik, extensively that of a liaison with
government in the area of health, education, hgusimd employment, on behalf of
Aboriginal women in Ontario.”
mahkwa

mahkwa, a male in the 25-45 age range is a doataralidate. He has been a
member of the Ontario professoriate for approxitge2eb years, and characterized his
experience in the academy as feeling “disconnestddhis department” and
furthermore, feels that “real support for Aboridisaholars is lacking....Where are the
scholarships for Aboriginal students?”

mahkwa stated that one vision for his future ineohent with the Ontario
educational system involves the development, “...cordractual basis, [of] arts-infused
Ontario Curriculum based lesson plans for teacl@stracted to teach in elementary,

secondary and university when and where agreed.upon
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Metisprof

Metisprof identified herself as a female facultymieer in the 46-65 age range.
Metisprof enriched this study with her challengesaerning the relevance of the social
justice and equity premise of this research in sefnoriginal worldviews. Specifically,
she stated that, “the worldview of my nation doesarticulate the concept of
equity”...and that the concept of equity employedthis study as “everyone gets what
they need is rooted in Eurocanadian ideals of iespisiety....relatedness is much more
easily understood.” In many respects this viewpgunded the exploration and
translation of research findings from an Aborigiaplstemic viewpoint.
NishKwe

NishKwe, a self-identified Anishinabek indicatedtlishe is a female faculty
member in the 25-45 age range with 7.5 years eaipeeiin the professoriate. According
to NishKwe, “...the reality is that education needbé different and honourable to see
more Aboriginal success...the old way devastatedrgéinas of our people...”
Raven

Raven identified herself as a female participarih@é46-65 age range. She
indicated that as a former member of the profeas®mshe has over 30 years experience
working in administrative roles with some teachiagponsibility. Raven holds both a
BA (Honours) and MA in her field.

Raven stated that her work as an Artistic Direatodt Founder of an
Educational/Entertainment Production Company ings)Vperforming upwards of 80

shows per year in elementary, high schools, coiegel universities; | am often a
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Keynote Speaker and/or Workshop Facilitator ategaland university conferences,”
furthermore, she stated that:

In my workshops, speeches, drumming circles, etaocburage our people to

higher education. | spent over 30 years working aenior manager at a large

university so | am quite familiar with the abovst]il am responsible for creating

and designing several ordinary and honours degtte@y previous university.
SAM

SAM identified herself as a female participanthe £5-45 age range. Her former
roles in the Ontario professoriate included thadexsional instructor and administrative
counsellor. She is currently pursuing her docteratlies. SAM also indicated that her
current professional role involves working/partngrivith the Ontario educational
system, and that in addition to her own graduatearch, she is also working on a study
with the Ministry of Education.
Wolf14

Wolf14, a male faculty member in the 46-65 age eamgdicated that he has eight
years experience in the professoriate. In speakogit the context of education for
Aboriginal scholars in the academy, Wolf14 statesifbllowing:

Native scholars can be ghettoized in Indigenoudi8suPrograms .... that while

Native Studies are important, there is also a cdimgeneed to have Native

people in other (non-traditional) roles — to creasgtbility for Aboriginal scholars

throughout the academy, and professional role nsddelAboriginal students.

Collectively, these participants brought a richcghBnary mix to the research,

and offered their insights based on diverse levefmrticipation in the professoriate.
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The initial step in the data collection process welsegin the focus group interviews by

asking participants to review and respond to thdyss Code of Conduct.

Code of Conduct

An important aspect of ‘framing’ or setting the ¢ofor the focus group
interviews was to begin with a review and accepdncparticipants, of a proposed Code
of Conduct. In both the pilot study and the actiath collection, participants were given
the opportunity to review thiSodeprior to participating in the interviews. This gte@as
included for the purpose of facilitating and promgtan online climate that was
conducive to open and safe dialogue, as well asdiect study participants in terms of
knowing the expectations for acceptable behaviour.

An essential goal of thi€odewas to establish a blogging community, as Kuhn,
(2007) states, “Blogging has the potential to @egberspace communities; therefore,
prioritizing the human presence is an essentiahele of a blogging code of ethics” (p.
27). And furthermore, Kuhn indicates that the giog community must address
participant responsibilities, as well as participaghts. Participant responsibilities were
characterized as the need for inclusive and regpelthlogue amongst participants,
ensuring that participants did not label or knoWyntause harm to another participant.
Concerning participant rights, Kuhn posits thatpfgers frame blogs as vehicles for
social change...and tools that can be leverageddidigal and social gain” (p. 29). To
address these rights required that participantsaeledge the central premise or goal of

the study as contributing to the well-being of &i®original community. Therefore,
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participants agreed to participate in an interactimd respectful dialogue in which every
individual participant’s contributions were resptind valued.

During the member-checking process NishKwe, a @pent in Group A, was
particularly appreciative of théodebeing, “laid out from the beginning...[to ensure] a
respectful protocol that encourages and respectdialogue.” NishKwe further stressed
the importance of culturally relevant aspects ggpeal conduct, including recognition
for the “seven living teachings as foundation fibirderactions, including respect, love,
bravery, wisdom, honesty, humility and truth.” Raya participant in Group B, also
recommended the inclusion of two Native Ethicsetidviour - the ‘Ethic of Non-
Interference’, and the ‘Ethic of Anger not being®n’ in theCode The inclusion of
these ethical tenets provided another culturalgvent basis for th€ode for example,
the Ethic of Non-Interference confirms the bloggetuty to “humanize the
discourse..and to promote authentic communication” (Kuhn, 202 29), and as Raven
noted, “That no one has the right to interfere vaitiother person’s opinions and we
should all speak from our own truths.”

Additionally, a need to be aware of the generatiaspect which may influence a
participant’s viewpoint was identified by Annie Qak when she stated that, “...to have
been in the university in the 80’s and 90’s is guiifferent from today.” This comment
supports the promotion of authentic communicatiba,need for research participants to
be accountable for what they post, to recognizgated that, “...critical and scholarly
debate of opinions and viewpoints will be solicisad] encouraged” (Kuhn, 2007, p. 29).

And finally, as noted in th€ode Aboriginal scholars, as collaborative partners in

this research study were asked to, “Acknowledgettieagoal of this research is to
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contribute to the well-being of the Aboriginal Commnity.” This goal was affirmed in the
following comments by Raven:

[T]he federal government may say that assimilaisomo longer on the table, [but]

it will continue to exist in more subtle forms, pamlarly in Canada’s education

systems. No one, it appears is really taking tine tio study our cultures, speak to
those of us with deep knowledgeWhat are we going to do now? What actions
can we take? We need to educate ourselves andadréivose with the
knowledge.”

Annie Oakley echoed a similar sentiment:

[There] are a great many Aboriginal persons in ge&el school now.. [they]

may not recognize how much the university needsithew — Who are you

teaching? Who are you reaching? How can you knbergyou are going if you

don’t know [acknowledge] where you are coming from?

After theCodehad been reviewed and approved, the data colleptiase of the
study began by investigating the following majogas of focus: context of education,
implications for recruitment (the future pool of &iginal scholars), recruitment and
retention issues, and social justice and equitgliepimplications.

Thematic Inquiry: Major Areas of Focus
Context of Education

As noted, the first two interviews focused speaific on research question #1
which asked Aboriginal Scholars to identify factarsich they believed influenced their
experience of inclusion and/or exclusion as Aboagistudents in the Ontario/Canadian

educational system (elementary through postsecgredircation). This research question
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was expanded to find out whether or not the paiais believe that the factors they
identified have an effect on the future employmmaol of Aboriginal scholars in the
Ontario professoriate.

This exploration of the ‘Context of Education’ indied an examination of several
conceptual categories: a sense of inclusion, wivea$ defined as a student’s/students’
perception or feeling of belonging and value aseantver(s) of the school and classroom
learning community; a sense of exclusion, which defined as a student’s/students’
perception or feeling of alienation, marginalizatiand/or oppression in the school and
classroom learning community; the value and purpdselucation from Aboriginal
worldviews; and participants’ perceptions concegrtime possibility of overcoming
hegemony in the educational system.

The findings examined participants’ insights imterof the importance of
relationship building from distinct polar standpsinfirst in the context of the continual
oppression experienced in the educational systeththeen as a means of offering
support for the inclusion of members of the Abaradicommunity in Ontario’s
educational system. Many of the participants adyemacerning the significance of
acknowledging the history of oppression, as Galwthearly articulated, “Does the
‘whitestream’ recognize, appreciate and fully uistkend that their education system is a
relic of colonial times and therefore is purposéhgigned to be mono-epistemic, to
absorb the other?” Additionally, the underlyingauhl ideology which permeates
Canadian society continues to result in what Ai@edley identifies as, “...[a]
philosophical concept that one [mainstream] isliettually superior to another.” Raven

supports Annie Oakley’s views:
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My experience has always been that of less beitigetgreat white colonizers!
[The] Ontario education system is sadly lackingimderstanding of Indigenous
worldview, for the simple reason, that if basicop@s does not exist among
scholars, then how can any group come to a comtggiting of the minds.
Analysis of the data supported a strong conceitdabetween relationship building and
the creation of knowledge concerning the cultunestpries, and contributions of the
Original Peoples of Canada. In questioning theciy of the Ontario education system
to address and remediate exclusionary practicelskweahad the following questions:
Can a space be inclusive to Aboriginal scholaitssbmetimes barely
acknowledges the actual lived presence and val@dofiginal peoples and their
cultural point(s) of view beyond the safety-netligsecting it through books and
articles, while excluding the actual living, braathaspects of it?....can it exist
without being projected through a romantic, momaditens built on historical
misconceptions of Aboriginals?
To counteract this historical legacy of oppressang the current era of continued
colonization, many participants suggested thattcrg&nowledge and appreciation for
Aboriginal peoples, both within their own commuesj as well as within ‘mainstream’
society, may in fact assist in bridging the peredicultural divide.
Another issue examined concerned the participgei€eptions of the ‘value of
education,” and whether this concept might havdigsafpons for Aboriginal students
choosing to pursue postsecondary education. ledlidthis discussion was an

exploration of possibilities for overcoming the gaved ‘divide between Aboriginal
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epistemologies and the Eurocentric ideologies enciirrent educational system’. In

response to the above Borealgirl stated:
We're all expected to reach certain levels of fdreducation. If we don't, then
our options may be limited. One option is the pcat, land-based experience
common to Aboriginal people still connected to tded...Both [my parents]
would argue that the more we achieved in formaktatan, the less practical we
got...I've tried to bring together my theoretical kviedge with practical
experience by learning from both academics and i@l people connected to
the land. | value both.

NishKwe added:
| can only speak from what | know in my community edRect, Love, Humility,
Honesty, Bravery, Wisdom and Truth are the keytee(ieGoodlife Teachings) in
an Anishinaabe education...it is also important telléurally and linguistically
fluent, as well as being able to excel in mainstreaciety...this goes beyond
being bi-cultural.

SAM responded by cautioning that we must not uisiaieze the experience of Aboriginal

students:
Since each Native family will respond to what thveyue in a different way, |
believe the question is not what is valued in Apimidl education, but rather:
What does each individual Aboriginal person valudape to gain as a result of
educational experience?
However, Gahutneo stated that, “The real questiaan multiple epistemologies

exist within one nation state and by extensioneshgation system?” Wolf14 responded
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that, “We cannot go back to a lifestyle of our astoes. Our culture, whether we like it
or not, involves all of the people now living in @rio, Canada, and with the information
age, the world.” And NishKwe suggested that, Slimportant to critically analyze the
impact that a dominant canon and discourse hasmate production of what counts as
knowledge.” This dominance by political systemsupport ongoing oppressive
practices in the Canadian school system was natedcancern for participants, as
Borealgirl asserts:
I think ‘mainstream education’ is trying to grapp¥éh how to acknowledge
different knowledge systems, but finding it diffitto give up on the institutions
the system has developed...we pay lip service t@rdmitional ecological
knowledge,’ Aboriginal culture and spirituality, tostill cling to western science
and separation of church and state.
Participants expressed their anger regarding ipalithetoric’ which they believe
attempts to disguise systemic oppression. Gahwoecurred, as his statement indicates:
| believe that using phrases like ‘caring’ and lusive learning environment (an
environment which promotes a sense of value armhigeig for its students)’
amounts to the ‘politics of distraction’ perpetuhtsy the ‘whitestream’ and
designed to make us all feel warm and fuzzy abdoifuture of education in
Ontario.
Furthermore, SAM stressed:
Best practices, good pedagogy, and student cele@ening bridges all peoples
and is the means of not only bridging the dividg, teaching all students. If we

want social thinkers and learners, we need to teaclyouth in socially
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responsive manners...if we want our children to sedage must teach the

teachers how to foster success in their students.

As indicated in Chapter lll, in the first onling@nview, Group A (those currently
members of the Ontario professoriate), and Groh&e who have left the Ontario
professoriate) each participated separately. &kearch findings suggest however that
the members of both groups see a benefit fromioelstip building tempered by a
sincere acknowledgement of the historical contéxxclusion and assimilation, and the
resulting ongoing ideology of colonization practicgithin the Canadian educational
system. Participants in both groups expressed filusiration concerning the lack of
knowledge about the contributions and historie8ladriginal peoples, both within their
own communities, but most instructively, within ‘mstream’ society. SAM captures
this disparity and injustice in her response, “.. @dars and Canada are more likely to
embrace a multicultural approach (designed aroommdigrant inclusion), and not teach
history which is inclusive of Aboriginal perspedas/or treaties.” This frustration with
ongoing systemic oppression was pervasive througheiparticipants’ responses.

Interestingly, challenges concerning the defingioh ‘social justice’ and ‘equity’
based on Aboriginal epistemologies were made piiynay the participants in Group A.
This resulted in challenges to the researcheraafglher personal ‘commitment’ to the
study. Early on in the study Metisprof asked thiéofving questions:

How do we move this beyond the rhetoric? How is gtudy not going to

continue the rhetoric? How will this work [studypke a difference? What is

your [principal researcher’s] commitment to Abonigii peoples? Participation is

costly both emotionally and spiritually for resdaparticipants.
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This was a crucially important aspect of the gaéire inquiry as this
‘commitment’ pertained to the researcher’s ethgtahce in creating an authentic
collaborative and participatory relationship withrgarticipants, to effectively honour
their voices and contributions to the researchaBryoucks (Lyght), a current member
of the Ontario professoriate (Group A), characeatimy initial response to these
challenges as being rather bureaucratic in torieerefore, as the primary researcher,
after critical reflection and much personal sowdfsting, | continued to address this
issue of researcher ‘commitment’ as an area ofsothese discussions of researcher
commitment provided a meaningful contextual backday further inquiry.

Implications for Recruitment - the Future Pool dfohiginal Scholars

As indicated in Chapter I, this examination of timeler-representation of
Aboriginal scholars in the Ontario professoriasodbcused on whether or not the
reported lower levels of participation in postsetany education by Aboriginal students
potentially has an impact on the future employmewels of Aboriginal scholars in the
professoriate. The response by participants focasegkamining why the educational
system is failing Aboriginal students, rather thacusing on these students as failures
within the system. As Gahutneo remarked:

Have you ever noticed that the entire focus of Adinal academic achievements

[is] always on us? | mean it is never what is vgranith the system, with teacher

education, or why so many kids — red, white, blac#l yellow — [are] dropping

out.

Linking the issue to an Aboriginal context, NishKetated:
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...the current MET [Ministry of Education] policy okboriginal Education is
making steps to address the barriers our peopéeda@ daily basis in schools.

Yet, we need to understand that it took 150 yekfsrmalized schooling to wipe

the ‘Indian’ out of our kids (genocide) and it widlke long term measures to

make ‘real change’ and instill cultural competence.

Given previous discussions concerning conditionsystemic oppression and
discrimination in the Ontario educational systeartipipants were asked, from their
individual perspectives, if there were any repaetiptions which they felt might
eradicate barriers to educational attainment. Btienmale for this question was based on
a Foucouldian argument, and as suggested by Si9i€9], that “discipline can be used
as a form of domination” (p. 68), and that thiatisvork in schools and other societal
agencies — this domination manifesting itself irchrnisms which exclude and
marginalize. Specifically, the question soughtxamine what Ryan (1998) in
discussing Foucault's perspective of power as #arior process, suggests is the impact
of the individual’s intervention on social relatgdnps. Smith posits that the outcome of
systemic oppression in education may result fores@imoriginal students, in their losing
their Indigenous identity through assimilation, amdecoming the “idealized saviour of
the people identified by mainstream as communagées” (p. 70).

An example of the impact of an individual’'s sengeaxial positionality may be
found in Holmes (2006) assertion that although eysvndicate that Aboriginal people
who complete postsecondary education generally hyer incomes and more success
in the employment market, that for many years etiicdas been associated with

assimilation. Jeannette’s comments during thevigess seemed remarkably in touch
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with this perspective. She stated that her work Wiboriginal high school students
clearly delineated the cultural genocide many fastudents in the Ontario educational
system:

I worked with high school students who felt theyded postsecondary education

to achieve their life goals (home, career, dream#)ese students didn’t want to

‘buy into’ the western lifestyle and behaviour eated personal conflict within

them....Elders complained [when students returtieat]they have forgotten their

traditions, [students] lose friends, told they wacéing white...so Aboriginal
students want the skills and the outcomes of agexindary education (e.qg.,
career, home etc), but not at the expense of giymigvho they are’....a lot of
students drop out — found postsecondary wasn'tschrabout skills, but rather
more about adopting nonAboriginal values.

Furthermore, Jeannette recounted how this systerattural cleansing’
impacted her own experience in the academy, “Irfimiyyear as a university student |
found it easier to pretend not to be Aboriginal..efxeny head down to get
through....after a few months it [was] almost impbksto avoid the western culture.”
Annie Oakley informed the group of a similar expade recounting that:

When | entered university | had a choice, get tgioand keep my mouth shut or

speak out..l tried to walk a middle ground....picking when tetg

involved...have to look at education and decide as a[n Abwipstudent, what
am | here for, what am | going to get out of ineed to learn critically.

SAM’'s comments elucidate the complexity of thisigtton, and importantly, the

need to move beyond universalizing these issuethéAboriginal Community:
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That is not to say that any nation, community @ugrof people are against or for
postsecondary education. It is again by individarad family upbringing that
students see the significance and lack theregfpsfsecondary education
....[there are] researchers who state that all Alimaigstudents (everywhere)
share a similar learning style and it is becaugb@fack of use of this style in the
schools that the Aboriginal student doesn’t succeadhighly simplistic analysis
to make a direct correlation in this way.

Additional questions were asked about participgoésteptions concerning the
willingness/resistance the Aboriginal community htigeel toward working with the
non-Aboriginal community to address the currengniges in the Ontario educational
system through the development and implementafiso@ally just educational policy.
Specifically, these questions were: “Would the Aggoal community advise
'mainstream education' concerning how the systarnd@cknowledge different
knowledge systems? In your opinion, how can Abpalgworldviews be rightfully
supported and valued in education? How might thesible resistance to this change by
the educational system be challenged - moving beyioa rhetoric?”

The findings of this study indicate a strong lirdtween relationship building and
the acquisition of knowledge about the Originalpes of Canada. Wolf14 articulates
this in his statement, “We [curriculum board] cexhiNative Studies courses, but the
people who need to take them are the non Nativplp&o gain a better understanding of
Native people. Education is one effective methodlimhinating racism.” Bryan Loucks
(Lyght) also stressed that, “WE including our faeslare all in need [of] decolonization,

cultural revitalization, healing and strengthenaigur resiliency. Resistance is one tool
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and tactic. The overarching strategy is culturaticwity and resiliency of ourselves and
“all my relations.” Raven responded with a simii@wpoint:

We can put all the systems we want in place, blgssrand until, we as

Indigenous leaders, parents, elders can instéhaes of pride in accomplishment

in our youth, it will all fall on deaf ears. Reteort levels for Native youth (males

in particular) are appallingly low, they are noten the right tools, the right sense

of belonging, the right sense of understandingithatgood to know where they

come from, so they can move on into the futureaasapful, vibrant adults. This

is where we have to start.

This need for decolonization and gaining knowletigereate relationships based
on respect was echoed by SAM:

[W]hen we bring authentic examples of Aboriginatiarher racial knowledges to

the class via lessonsit.is through students learning historical trusinsi

examples of knowledges that we can create thegemdration of Canadians who

are less ignorant and less biased of Aboriginapgsoas contemporary beings.
Decolonization, moving beyond the politics of rhretavhich supports the status quo,
was an important theme developed throughout thaystirhis was characterized by
Annie Oakley as a need for knowledge and Aboridieatiership in policy development,
as she indicated, “[we] need historical conterdgitow the context of policy situated in
present day....Aboriginal peoples definitely neetidge leadership roles in policy
process.” drn supported this viewpoint:

[T]he system should meet our own social and palitibjectives as

well...students who come out of the system oughtateeta solid sense of their
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own history, culture and place in the world as vaslla set of skills that provide a
foundation for following their own dreams.

And as for the need for authentic partnership aiidlgoration between
Aboriginal communities and ‘mainstream’ societyaideette indicated that, “the
Aboriginal community wants genuine partnershipgwgovernment..involvement at
the development stagesharing power and authority.not an advisory council....these
groups pose no threat (maintain status quapt.advising, but rather co-development
reflects genuine partnership.” This was also aldiea by Bryan Loucks (Lyght)’'s
assertion that:

[W]e need to be thinking beyond survival for ogople...we need to work at
establishing alliances, social relations as webasown institutional
arrangements..to create spaces where we can safely developtjecsivities,
tools, stories and knowledge that will sustain foiuire as distinct peoples living
on this land.

However, Gahutneo stated that there is a lackadfgeition and
acknowledgement for the, “learning curve in dealing with Aboriginal educatinorthis
province” and that most importantly, there is agemt need for Aboriginal employees
and members of boards/council/committees etc tgiven power and authority in policy-
making, because as he laments, “...engaging Abofligeaples in a meaningful and
respectful way in this province has not permeatelg\els of the government.”
Jeannette reflected on her own experience in théeay and argued that to move
‘beyond lip service’ requires swift, just, and oféil action by the institution, and that in

her experience “...an institution that deals withssue officially and being actively
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supportive has positive result$as a result, there are] many Aboriginal gradufitas
this institution.”

Wolf14 in response to interview questions that dgb@ticipants if they believed
that change which promotes social justice in edogand eliminates barriers can
ultimately affect the future pool of potential Aliginal scholars in the Ontario
professoriate, suggested that, “...any changes tipgiost social justice and eliminate
barriers would be welcome to any Ontario classrodims would be one of many ways
to get more Ontario Aboriginal Scholars.” drn ailsdicated:

There is a special responsibility for increased suess for Aboriginal education,

including postsecondary, based upon two factonsstitoitional and social

justice....unless we are active participants in gfstesn working to change it

from within supported by community leaders, it vailange very slowly and

probably not in ways that we would like.

Furthermore, drn provided a cautionary perspedtitie regard to collaborative
partnerships with ‘mainstream’ society and educeti@olicy makers when he stated:

I’'m not so much concerned about mainstream’s utaledsng of Aboriginal

history and culture, but their attitude towardg determining efforts: will they

[mainstream society] support them [members of therfginal community] and

make room within their own institutions for thendanelcome us? Can we create

Aboriginal educational spaces and have them sebighgjuality spaces? Often,

in my 20 year experience, Aboriginal programmingéasn as second class and of

a lower quality than others. Yet | argue that students must be able to function

within their own communities and within mainstreaommunities through acts
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of biculturalism that are not recognized, mainstresiudents do not have to do
this on a regular basis, nor do mainstream studgterally have to live with a
legacy of state sanctioned discrimination and oggoa...for me, | always ask
the question: how does the system, program, efgostipboriginal objectives
and sense of well being?

Metisprof appears to mirror drn’s concern in hatesment:
I have difficulty buying into equity as a motivatduut relatedness is much more
easily understood — all living beings, as expressiaf the great mystery, are
sacred, have immeasurable value, and are desaoudturally determined ways
of respecting them.
SAM articulated her suggestion about how sociglgasand equity might be

authentically operationalized within the systenedéication in her comments:
[P]Jromoting social justice and authentic voicd arclusion will promote an
environment where all students, Aboriginal and Adugriginal], will have
heightened success ....[but must acknowledge] net@@ ¢zmam to achieve this at
four levels: 1) professional development of curqgmtfessionals; 2) teacher
training programs and general post secondary rexpgnts for all students
including an understanding of historical and cormgerary students; 3) provincial
and district wide policies which mandate priorities both funding and
improvements in the areas of Aboriginal attainmaard anti-racist pedagogy; and
4) curriculum infusion which presents all studewnith a clear historical and
contemporary view of Aboriginal people and theftience/importance to

Canadian history. It won’t trickle down.
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These findings indicate that participants acknogézstl(albeit reluctantly for
some) that there is a need for relationship dewveéoy in terms of partnership and
collaboration with mainstream Canadian societguoke the systemic changes
necessary to foster an educational system thasponsive and respectful of the lived
reality of its Aboriginal students. In this way édiginal students, as well as other
students, may gain knowledge and appreciationlfon@mbers of Canadian society.
Nonetheless, participants continued to express teicern as NishKwe does in the
following statement:

The purpose of education is to provide all childngth the tools to reach their

fullest potential. Realistically educational systehave failed (and have been set

up this way) to exclude various groups based upog,rgender, orientation and
social class. This is the history that educatsotmying to deal with, and
overcome.
However, despite a perception among the particpnatt societal shifts to eradicate
colonial and oppressive practices may be charaetas an almost insurmountable task,
the genesis for this change may be achievablericlassrooms as SAM states:

All worldviews can fit within the classroom providj the teacher, administration

and district wants it in there. We are very gao®ntario at looking at the

multicultural issues (predominantly Internatiomalnhigrant), but not so vigilant
at looking at the Aboriginal differences within theilding. | have used the word
authentic before, and that is the key for me betwaghentic inclusion and lip

service or rhetoric.
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The findings suggest a congruency between partitspatated beliefs and
opinions on most of the questions pertaining tocthreext of the educational experience
and the impact this may or may not have on theéuypool of Aboriginal scholars in the
Ontario professoriate. There were however somesayedivergence in opinions
expressed between members of the participant gretithsparticipants in Group A
(currently employed in the Ontario professoriaggringly approaching the questions
from a broad institutional perspective, while papants in Group B (those who have left
employment with the Ontario professoriate), expgddbeir opinions in terms of personal
experience. This was an unexpected finding, andauég possibly have resulted from
participants’ perceptions of ‘insider’ and ‘outsidetatus in the academy. However,
there appeared to be an agreement amongst altipartis concerning the power of the
academy to shape the ‘life chances’ (Corson, 18038)l students. To this effect Bryan
Loucks (Lyght) stated, “Education within postsecanydnstitutions is one site that must
be embedded within the larger cultural movementroly self-determination,
harmonization and dare | say, liberation of the d/iBody, Heart and Spirit.”

Concerning the conceptual code ‘commitment’ andgo@ng specifically to the
ethical stance of the research inquiry, there \aeiditional challenges throughout the
inquiry from participants. These challenges weorded in the research field notes
which recount the researcher’s impressions, “l am the subject of the research — | am
being studied by the participants to see if | arffact worthy of their time, effort and
trust.” Reflecting on the issue of ‘researchenstl recognized that there was a
fundamental need for self-disclosure of my perstimatl experience relevant to this

inquiry; reflecting on how, as the primary research could ask study participants to
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share their life experiences with me, if | was pipared to share mine with them. |
believe this experience ‘uncovered’ a core featiirgualitative research methodology
for me — incorporating the dual needs for persanaility with a humble approach to
the inquiry, as key tenets of a researcher’s intiegr
As a result of this reflective process, | contactadh participant individually to
share some of my personal narrative as well aggortbe what social justice and equity
meant to me, and why | considered it an importapeat of my personal self. | asked
participants to consider whether or not we couléaborate to find meaning, so that as
Gahutneo put it, “we are not just moving the dels#tics” and thereby perpetuating the
status quo. | also asked participants if we coelgibto investigate together what these
“deck chairs” represent. And if in doing so, we htigpform the direction of change. In
response to my personal message to each partidipecgived the following response
from Raven which she gave me permission to shareeiRs insightful words identified
the collaborative space in which | was situatethis study:
Well, I'm glad to see you are giving up a littie your “I'm a white woman, I'd
better hide behind the deck chair lest there bata/dluprising if | become too
involved." This is your research, Karen, your hegour soul. | firmly believe
that my Ancestors directed you into this slippenyitory for a reason. It seems to
me that you are finding your passion for it, fromading our responses and
relating them to yourself and finding that the atergth approach ain't working
for you. Well done. Even scholarly discourse capaéssionate. Social Justice
cannot be articulated unless you have a true utathelimg of it as it pertains to

you. Not all white women, for example, have a peige place in society. There
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are millions that struggle everyday with findindgereancy in the world, trying to

figure out if they matter or not. It is not uniqteevisible minorities.
Are Universities Welcoming Institutions? Recruittreamd Retention Issues

During the third focus group interview, the focdghe inquiry shifted to the
following question (from participants’ perspectiye€$Vhy do Aboriginal scholars stay in
the Ontario professoriate, or conversely, why drytleave the Ontario professoriate?”
Participants were asked to reflect on these idsassd on their own experiences as
Aboriginal scholars, and to offer recommendatiomscerning how the academy might
foster an inclusive environment which not only veefes Aboriginal scholars as
members of the professoriate (recruitment), bud pfevides a supportive and respectful
environment in the academy (retention).

Specifically, participants were asked to sharerthiews, from their perspective
as current or former members of the Ontario prafiéste regarding institutional
policies/practices that are designed to foster eenmxlusive and less isolating space in
the academy for Aboriginal scholars. They were alsced to consider whether or not
they believed that these policies/practices weceessful. In response to the questions
NishKwe provided a number of reasons why Aborigs@olars stay or leave the
Ontario professoriate:

Why do 'we' stay? Respect for our culture, langsagel worldview; Respect for

our forms of scholarship and research; Respedauobcontributions to the

communities (non-university and university); Honagrthe gifts that we bring

(since we are still few in numbers); Honouring skeiggles that we have

overcome to get here (and there have been marsgersic and otherwise);
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Honouring the unique voice that we bring to thedecay (authentic and original);
Acknowledging our place with the appropriate sasiriAcknowledging our status
with the granting of tenure; Acknowledging our néedyrow by offering
incentives and opportunities....Why do ‘'we' leave®Whhave been taken for
granted, tokenized, taken advantage of and discesgphén terms of workload,
recognition and status....This is not acceptableg,itybappens so often.
Underlying this inquiry was the examination of fi@ential efficacy and
feasibility for community building to build capagitor Aboriginal scholars in the
academy — community building brought about throtighinclusion of principles and
guidelines reflecting Aboriginal ways of knowingttviwhich to transform recruitment
and retention policies and practices in the acadefigain, the acquisition of
‘knowledge’ about the Aboriginal peoples of Canags closely linked with the
potential efficacy of ‘relationship’ building in ¢hacademy, as Gahutneo’s question
indicates, “How is it that the cream of the intgdincia can have zero knowledge of
Aboriginal peoples in this province? Is it a pladreglucational strategy in the interest of
promoting the hegemony agenda?” In reflecting @pleirsonal experience as a current
member of the Ontario professoriate Gahutneo diedavhy he has stayed:
| think about leaving Ontario periodically and fegtout leaving my territory,
what will I lose if | leave? Will | be disconnedtié&rom my ancestors? Am |
effectively leaving the communities that have inedsn me, encouraged me,
prayed for me, and yes kicked my ass when | negglest when | have the

credential that gives me voice in the academy?
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Raven, who left the Ontario professoriate shareddesons for leaving:
I left due to lack of support, lack of interestimligenous culture, both pre and
post-European contact...lt is difficult to get peoateéhe University-level to
engage if they have never been taught or shownnaenest in ‘things
Indigenous’
However, in responding to comments by NishKwe reiggrwhat Aboriginal scholars
offer to the academy, Raven had this to say:
NishKwe has a serious point about remaining withenacademy to try and effect
change. She states that what we offer is valuahitee-unique voice Aboriginal
Scholars bring to the academy’ — now how doestthastlate to relevant
policy/practice in the academy? Long-term persisteon the part of our youth. It
is not going to help our goal if we all throw irettowel and simply decide to try
to make change elsewhere. Ironically, academidunisins of this country
regardless of their bias's, racial tightness amidliingness to change and accept
are still considered to be intellectual leadersd Gelp us all. Therefore, it
behooves us to work hard to maintain a voice withat intellectual body. Those
currently 'in the academy’, need to band togefbem a pan-Canadian University
Indigenous Association, (I'd join in a heartbeatgxchange information, form
national strategies and policies and generallyd hahds! The time has come, my
friends, to stand as a group and just do it.
Participants’ comments concerning recruitment atention centred on the
necessity for ‘knowledge’ to embrace what | wouldgest is a ‘social justice’ platform,

to move the academy beyond Westernized epistemtgaance in an authentic
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legitimation of value for Aboriginal ways of knovgrwithin the academy. As Jeannette
stressed, “... [it is] pointless to bring more abgirjal] scholars into the ‘hostile’
academic environment without making the necesdaapges to improve the
environment.” These sentiments reflected the viefaad| participants, those who are
currently employed within the professoriate, anausthwho have left. For example,
adjidjak who is a current member of the professergxplained:

Many professors in Ontario simply do not see Aboagpeople as relevant to

their disciplines...If you stand up in class and note that people ntiaeie place

by killing, mutilating or stealing culture you aseen as some sort of radical

attempting to demonize great thinkers....This atétatso flushes Aboriginal

students from continuing their studies....there #&e Bsues of tokenism in terms

of supervision, evaluating thesis work, and coneeittvork. All of which

discourages individuals from coming or remainingintario for long.

adjidjak is of the view that increasing Aborigirsailident participation in the
academy is fraught with many barriers, includingklaf: “...funding, faculty orientation,
and focus on Aboriginal research.” He also indidahat “a lot of Native students
choose schools for other reasons [rather than mentey go where they will get the
best treatment rather than monejyhey] need safety”. And furthermore, he states tha
with regard to equity work on campus, “there issafety in opening your mouth, power-
brokers [will] undermine committee’s work.”

These comments appear to suggest an existing syatbin the academy that
continues to ‘silence’ Aboriginal scholars and #nesgaged in the work to eradicate

systemic discrimination and oppression. This is‘ploditics’ of the academy at work.
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Annie Oakley articulated this experience of ‘silergc in her poignant words, “...they
used their power to silence me.”

Two former members of the Ontario professoriat@aai to credentialism as a
significant barrier limiting professional opporttias for Aboriginal scholars with regards
to entry into the professoriate, and subsequetatlypward mobility (professional
opportunities) within the academy. As Anishina&ssv puts it, “...in the end they used
credentialism to cut me out.” However, in some saparticipants reported that the
barrier they faced was not credentialism, but ratbleenism or ‘ghettoization’ of Native
Studies within the academy, as effectively remowpgortunities for professional
growth and upward mobility among Native Academi&ame examples provided
include: the lack of public recognition and ackiesdgement of the research awards
achieved by Aboriginal scholars; barriers to pregren through the ranks — the lack of
career opportunities such as teaching graduatesesuand a lack of cultural sensitivity
with regard to ethical clearance for cross-cultueakarch which results in the delay of
the release of research funding. In this regardijadfj shared his experience, “...filling
out a cross-cultural form to work in and among myna@ommunity (my relations) is
nuts. | should really be filling one [cross-culturasearch form] out to teach all the non-
Aboriginals in universities.”

The participants also discussed many issues cangenmy universities araot
welcoming institutions. These issues were reladduarriers created by a significant lack
of acknowledgement, support, and valuing of diffiédknowledge systems within the
academy. In sharing their perspectives about whyrigimal scholars leave the

professoriate, the absence of respectful acknowleegt for the value and unique
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epistemologies of Aboriginal scholars (and schél@jswas cited as the most profound
barrier to inclusion. The crux of the situation vedsquently expressed by Gahutneo:
[T]here is no Aboriginal intellectual critical magsmany universities in Ontario.
We are isolated and marginalized because our epistealities conflict with the
academies..it has to, | mean the word university literally ams ‘one song’ and |
sing a different song.
To build a ‘critical mass’ of Aboriginal scholarghand membership in the academy
Bryan Loucks (Lyght) suggested that, ‘knowledgenmas’ are needed to support these
spaces of respect and inclusion.
Social Justice and Equity - Policy Implications the Academy
Connections between all emergent themes in theveata explored,; this involved
analyzing the thematic connections based on paaiits’ responses to recruitment and
retention issues identified, as well as a discursalwout a proposed theoretical model of
policy transformation. Raven, began the discusalmyut relationship building
(community building), during the third focus grouperview when she stated, “Those
currently 'in the academy' need to band togetloem 2 pan-Canadian University
Indigenous Association,” and she continued thiswudision in the last focus group
interview stating:
[P]olicies need to include a PAN-Indigenous loakd aot simply a regional one
simply because a University happens to be locatedparticular area.... To bring
[about] change requires forward-thinking peoplalbfiges. Elders involved need

to have a broad understanding of what it is torfggenous in this country.
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The concept of a PAN-Indigenous Association waesetl by some participants.
However, Anishinaabe-Kew expressed a cautionarg: not

The Pan-Indigenous program is a good start, it doekd to be fine-tuned — but

it is problematic as there are so many Natiortls may be workable, but [we]

need to ask, ‘Who would be doing the course desigh® would be teaching?’

The instructors would have to be very knowledgeableut a number of

Aboriginal cultures.

This discussion of ‘relationship’ building was agéinked with the corollary data
concept, ‘knowledge’; linking a process of relasbip, or community capacity building
if you will, with the necessity to ensure a procesknowledge’ building. Bryan
Loucks (Lyght) had this suggestion, “Indigenouswlealge scholarship has to be
connected to Indigenous self-revitalization movemenot just a political movement but
a cultural movement of people engaged in seardoingvho they are,” and practicing
the knowledge of where they come from.” Particigarontinued to explore this theme,
discussing the issue of regionalism, and its pa@ktd influence capacity building in
education for the Aboriginal community. In thigaed, Raven expressed her concern:

What | lament over is the regionalism of Indigenedsication — to me this

smacks of exclusiveness!..Does anyone have a clue about others? [This]

doesn’t help nonAboriginals — this is where steypes are born — very little is
known about the 600 nations and 1200 tribes....We feeereate a national
curriculum, which offers Indigenous degrees fromkeeral Studies point of view

(this is where a pan-curriculum comes in). Studshtauld be able to major in the

CREE culture and language, if they so choose. Hewd\hasten to add, that
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gualified teachers in all aspects of the cultured® be hired. Yeah, | know, are

there any?”....My emails alone, tells me there arg f&w of us with the

[required] knowledge. This needs to be rectifiethvail speed, and Departments

of Education within those Universities who offeruedtion degrees, need to offer

comprehensive courses on all things Indigenous.

In his response to Raven’s comments, Bryan Louckght) acknowledged that
counteracting the climate of hostility, and therenthment of a Westernized hegemonic
stance in the academy, may require, in additisetbknowledge, “...a need for more of
a Warrior Scholar — looking from a tactical stanitip¢o create these
spaces...Knowledge Warrior — is [a] better term- (dah frames a western standpoint.”
In creating these spaces, Anishinaabe-Kew suggagteticy strategy that would:

Start with curriculum, bring in Indigenous instrat and consultants, bring in

Elders...Win/win situation — students getting studies thant; professoriate

would benefit with Indigenous Scholars on board l@adning Indigenous

Knowledge....Need more events on campus involvindesits and professors -

Would universities do this? Will take time, maydi#ficult at the beginning —

once in place it will develop with continuity — gee will adjust...Dominant

society needs to adjust to a few changes.

Participants discussed their perspectives conagthnecessity to develop a
process that would allow the Aboriginal commundycteate a knowledge bridge with
‘mainstream’ society — to bridge the abyss createthe significant lack of knowledge
about Aboriginal peoples. All agreed that creakingwledge spaces which honour the

cultures, languages, histories, and contributidrieeAboriginal peoples of Canada is
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not only possible, it is overdue, and may be imagntal in healing the relationship
between the Aboriginal community and ‘mainstreaatisty. Raven eloquently
articulated this healing process in her reflecbbthe transformative policy circle
proposed:

| really do want to start the National Associat@rindigenous Scholars (South

on the medicine wheel).This is where the healing begins within tribal

communities, jealousies laid aside and the reakwbhealing begins. Focus is
on collective opinion and eventually a pan-Natipg&itual view of what it is to be

Native in Canada.

Jeannette, in responding to the suggestion thatethbers of Canadian society
must be involved in a process of decolonizatiocstest that, “[This is a] refreshing
viewpoint — | often hear, Why should | be held msgible for what my great-
grandparents did? If you are still reaping thedbiés [privilege] — you can’t accept the
one-side of that ticket!” She further opined teatering into an authentic partnership
with ‘mainstream’ society will require that the Afiginal Community goes into this
relationship:

[W]ith our eyes wide-open we can come togetherdommitment [for

change].... realistically, the problems our commuasitiace — we need help — we

didn’t create this mess, and we don't have the @gpto change it alone....the
dominant society will not just step aside - [chdngd not happen easily.

The issue of authentic partnerships was raisedeviqus discussions and was
identified as an element of the conceptual codadicyp, politics & rhetoric’ and as

Jeannette advised, to be authentic in a true aoiion would require:
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Need collaboration rather than consultation....catabion indicates that we are
all going to agree to work togetherif we start here — people come with genuine
responsibility to build consensus and agreemeihzrges nature of the
discussion entirely....relationship is primary....| Baeen people so upset and
labeled troublemakers because they do not warddepa what is presented as the
‘product’. Need to be involved in genuine collakaa....At my former

university the Aboriginal Community approached timéversity about developing

a Master’s Program....University made sure the Conitywas involved right

from curriculum to course design....Created ownershigh responsibility — it is

authentic collaboration....Collaborating to buildrather than] What do you think
after we have produced it? Changes [the processpletely!

In recognition of policies and processes develguatlimplemented through what
has been characterized as ‘Westernized epistenaigaarce’ a policy process was
presented to participants which incorporated timsights and reflections, for their
review and discussion. This policy process, intsnapt to honour Aboriginal
epistemologies was presented as a transformatiiey marcle reflecting Calliou’s (1995)
peacekeeping pedagogy medicine wheel. In resgortbe use of a medicine wheel to
inform a Westernized policy process, Gahutneo catg¢hat, “medicine wheel teachings
are powerful.” NishKwe agreed:

A policy that models 'our wheel of life' being irephented in institutions to

respectfully include Aboriginal scholars and workv can become a reality. It is

happening to some degree in the postsecondaryoamvants that we work in,

but, moreover where there is a high Aboriginal gapon (of which | do belong).
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We are in a time of great change and we have ammenus responsibility to pave

the way for the others that come behind us.

Raven’s words indicate the urgency for social cleaagreflective of the circle or
‘medicine wheel’ archetype:

| have been a Medicine Wheel Teacher for thirtyyead here is what | think.

Without a circular-based, respectful discourse AMORNRIBAL

COMMUNITIES, never mind external sources, we arerded to spinning the

wheel in endless circles of fruitlessness. We ¢ange the academy, we can do

it, but it requires a collective goal. Change begihhome, our Medicine Bundle
as NishKwe notes, is to stay the course as a cahgsdup of like-minded,
dedicated Indigenous people seeking to elevatedhls of the tribes through
inclusive education. All My Relations.

The integrative elements of the proposed transfovmaolicy circle were
presented as: The East — a beginning, where tieepts of relationship and knowledge
— or relationship building through education woptdvide a broad spectrum of
knowledge concerning Aboriginal peoples in Canaaal, the inclusion of Aboriginal
worldviews in curricula — especially, in ‘Charackdtucation’ in Ontario focusing on
societal or citizenship values relevant to soaiatice; The South, a place of consultation
with expert knowledge — the emotional realm, bmrggiogether Aboriginal Educators
and Elders to identify policy issues/barriers andlg;, the West as the direction where
action occurs in the form of policy developmenpedfically, stakeholders from
Aboriginal Communities defining policy principleadcreating policy guidelines,

conducting trial application of these policy pripleis and guidelines to determine



137

efficacy, and confirming funding support and allib@a for future development. Raven
shared her perceptions of the West as follows:

The direction of dreams, humility, prayer, ElemehFire and the Emotional

Realm of the Visionary in all of us. We gather arduhe fire of Indigenous

knowledge and build, as the current chart says) firinciples and policies that

will elevate the tribes, individual and the acadeiftyat will infuse the Nations
with pride through a series of collective guideditbat speaks to all of us.

And the North, where policy implementation occumotigh reflection, a process
Calliuo (1995) suggests is an integration of emrm#iand actions — measuring success,
and providing for ongoing and long-term review tigh continued consultation with the
Aboriginal community. Raven referred to the na#) “the direction of the ELDERS,
wisdom, honesty, honour, Element of Water and tleatsl Realm of the Teacher in all
of us. We have come full circle, and this is wheeetake our place in the larger picture.”

While many participants seemed to find merit ia tise of the transformative
policy circle as an appropriate method to articukt Aboriginal epistemic approach to
policy development and implementation in the acadehere were concerns
Anishinaabe-Kew expressed as follows:

If you are going with a medicine wheel teachings itmportant to note that in my

culture, North is not the North you show at the, ibjs the Eastern direction —

East/West directions are where North/South are shomhe Haudenoshonee

have the West at the top of the circle.

Interestingly, participants, both current and ferrmembers of the professoriate,

indicated support for, as well as caution withatieinship building initiatives such as the
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PAN-Indigenous Organization. The PAN-Indigenougd&Mization was viewed by most
participants as an opportunity for capacity buiggwithin Aboriginal communities and
as a process of knowledge acquisition — intrapeisamowledge for Aboriginal peoples,
as well as process which would support the devedmprof alliances both within and
between institutions. Bryan Loucks (Lyght) indicate

It is important for institutions to build alliancesth each other; Indigenous

programs/institutions should build alliances toateespaces for Indigenous

knowledge to emerge. In Ontario this would be dulgking to accomplish.

Creating dialogues...strategic alliances betweeretiveditutions.

Gahutneo added that, “the only way to overcomeri®bth groups to sit together
for at least a year to uncover the epistemolodid®th groups — to examine the
conflicts....we are all inheritors of 200+ years ofanization....dysfunctional
communities result.” In other words, creating anduring ongoing dialogue amongst
members of the educational community may provideoopinities to develop the
necessary ‘critical consciousness’ to foster inolugRyan, 2006). Additionally,
Gahutneo offered his perspectives concerning tipoitance of Aboriginal Education as
a decolonization strategy:

This needs to be first on the agenda, if not dtren people teach through their

colonial inheritance....this is the only way to gaspepistemic

conflict....examine and decolonize ourselves....evémgls built around
colonization....Understand what we haveiaherited — [and ask] What are you

prepared to do differently?
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In comparing the views expressed by members of paxitipant group, there
was diversity in the responses with regard to tidaevof education, the purpose or goal
of education. Borealgirl, a current member ofphafessoriate shared the following with
the group:

On reviewing some of the comments [from previowsufogroup discussions] was

my omission of some of the practical reasons lgdithe academy. One motivator

was moving out of poverty, so a high salary, teramé a good pension were all
attractive. Also to be in the rarified milieu otiaiversity where one is devoted to

"higher" learning seemed a privilege after the derg, low pay and

thanklessness of a pink ghetto job. Mind you, nloat t'm here, higher learning

has its own drudgery and thanklessness, as welk@ssive demands.
For Anishinaabe-Kew, a former member of the prafgase, overcoming the effects of
poverty was also a motivating factor in the acquisiof education:

| wanted education so that | could become a bhtkrer for my people —

extended the natural gift in me — enhance this edthication. Poverty is another

issue — there are no jobs on reserves — not eremmgloyment. [The] Indian Act

— they are still trying to wipe out the Indian is.uOur spirits haven’t been

broken — we are warriors! Education is a continuuwe are constantly learning

— each day life presents new lessons. At profestsolével you are working in a

westernized context.

In addition to relationship building and creatimses which honour Aboriginal
knowledge, a compelling need to create stratetjanaks through processes of authentic

collaboration with members of the Aboriginal comntynvas suggested. With particular
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reference to the institution of education, thesarates must include Aboriginal
educators and Elders. Participants in both grexpsessed their anger over the
historical legacy, and the continuing oppressioAlodriginal students in Canadian
educational institutions. Gahutneo a current mermb#ére professoriate opined, “There
are so many myths in this country: that we’re aibdizal, bilingual country. Canada is
the ravaging beast that rapes our women and stealshildren!” And, in reference to
what Canada as a collective may owe to the Oridghealples, Anishinaabe-Kew, as a
former member of the professoriate asserted:
We don’t have ‘free education’ — we have paid ainezrely high price with the
blood of my ancestors....the government is finallyipg us back what they owe
us! Funding has not grown as the population hagased..[we] have to look at
Ministry of Education and federal/provincial fundin
Borealgirl also articulated her perspective conicgrithe importance of policy
initiatives to address the current under-represemaf Aboriginal students in
postsecondary education, and subsequently thegsmiate:
INAC [Indian and Northern Affairs Canada] has papated in some programs
that encourage post-secondary education. Theresnedxd much more of this,
including a focus on getting students through tEghool so they have the option
to consider an academic career and then providieguate funding for
Aboriginal students to complete university--freevansity education for any

student who is able to demonstrate the abilityoimglete!
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In addition to the above, Borealgirl also sharedtheughts regarding how
political rhetoric may be addressed and policy te@#o support Aboriginal scholarship —
a strategic tri-level governmental policy approach:

I think we need to focus on the different areasre@lpolicy is made--at the

federal level, the provincial level, in universgithemselves and through

Aboriginal communities and organizations. Federdlinding from Indian and

Northern Affairs and research programs can infleghe climate at

universities....In the research arena, SSHRC [$8ci@nces and Humanities

Research Council] is looking at funding for Aborigi research and CIHR

[Canadian Institutes of Health Research] and NSH®Qural Sciences and

Engineering Research Council] have also attemptedidress this area, but |

don't think the approach is very strategic yet asidn Aboriginal scholar | don't

feel | have much of a say in these processes....&natlicial policy arena is
provincial education policy. In Ontario the Abongl Training and Employment

Strategy led to some major changes in Aboriginagprmming at both colleges

and universities. More needs to be done. Thirdhwersities themselves have

leeway to change their internal programming, facattd administration to better
address Aboriginal issues.
Summary

This chapter presented the findings of the ingbaged on the analysis of data
collected. The chapter began with a descriptiothefindividual participant profiles. The
Code of Conduawas discussed as a framework explaining particigghts and

responsibilities in utilizing the weblog interviesite. The discussions of the major areas
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of focus in the thematic inquiry were presenteduding: the context of education,
implications for recruitment, recruitment and retem issues and social justice and
equity policies in the academy.

The findings indicated that participants expredbed anger, frustration, as well
as their hope for social change — change that wieellctflected in authentic relationship
with ‘mainstream’ society based on mutual respadtknowledge. Change that would
result in truly collaborative relationships, moviredationships between cultures and
beyond rhetoric to create opportunities for memioéthe Aboriginal community,
particularly Aboriginal educators and Elders, tmjtmgether to form an organization
which Raven has suggested should not homogenizauthiees of Aboriginal peoples,
but rather define, “...[a] collective opinion and eugally a pan-Native spiritual view of
what it is to be Native in Canada.” And, in herdlithoughts regarding this research
inquiry, and what the discussion amongst her ctigyants has meant to her, Jeannette
concluded,”...[this research inquiry has] reconfirmrgtat my experience has
been....helped me to know that it is not just me..t tl@an not too far left-wing...that |
am not being unreasonable.” And in addressing $sergial element of this inquiry — the
under-representation of Aboriginal scholars in@rgario professoriate, Borealgirl
shared her reflections concerning the benefitdtiagurom building a “critical mass” of
Aboriginal scholarship at her institution:

We are building a critical mass of Aboriginal faguhnd administration in our

university and what a difference it makes. | offe@l isolated in my faculty, but

can always turn to Aboriginal colleagues in othepaltments and in senior

administration. It's heartening to see what kindshanges can start when the
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numbers increase. Ideas abound--even if worklo&abisnuch for each of us!--
and change starts to perc throughout the orgaaizdtor example, we have a
new faculty orientation every year. This year,tfoe first time, a session on
Aboriginal issues will be included. It has beeniolng to everyone for a long
time that most faculty members are ignorant of Adioal issues, so this is one
way to start to address the problem. Another exapwpé have an annual research
forum and next year, again for the first time, wiél iuclude a focus on
Aboriginal research on our campus.

However, Borealgirl concludes by cautioning tha&isahot “rosy” with this situation, and

there continues to be much work to be done onfiitig:

[S]o, even though we are increasing in numbersiafhwence, Aboriginal issues
and peoples are still marginalized, misunderstowtinisrepresented, both within
the university and in the wider society. | gues'than additional item in our job
description--promoting understanding and socidigas-but we're not getting

paid to do that and it's a full-time job!

The next chapter will present a discussion of tHiegkngs relevant to the
literature and the themes explored. In Chapteré/pibtential policy implications of these
findings for the recruitment and retention of Algimal scholars in the Ontario

professoriate will be discussed.
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CHAPTER V. DISCUSSION
Introduction

This chapter presents the findings of the reseiarcblation to the extant
literature. The discussion in this chapter is pmé=gin two main sections, the first,
decolonization as a national issue, is examinexVagit to several of the issues identified
by the participants, and in the literature. Thasaes include the need to differentiate
racism and the treatment of Aboriginal peoplesntwe beyond the rhetoric and
challenge the status quo to create meaningful eharngch includes an
acknowledgement of the historically grounded dsttraany members of the Aboriginal
community have for the Canadian educational systaiditionally, decolonization
should hopefully facilitate efforts which suppodpacity building for the Aboriginal
community. Also discussed in this section is téet@l issue of the inquiry — why
Aboriginal scholars stay, and conversely, why tleaye the Ontario professoriate,
through an examination of key elements of univemsihployment equity recruitment and
retention practices. These practices are reviewdidht of the participants’ responses in
which they not only identify barriers to recruitnhemd retention, but also offer
suggested strategies to support the success ofghtdrscholars and scholarship within
the academy. The section concludes by revisitimgesrelevant policy issues, focusing
on the ideological perspectives that have shapeticantinue to shape Canadian
educational policy.

The second section of this chapter presents asfismuof a proposed policy
process based on theory grounded in the data.oénged theory approach was used to

inform the Westernized stance toward employmenityggolicy in the academy,
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specifically relevant to recruitment and retenfovactices. This resulted in a proposed
policy circle or ‘medicine wheel’ as an organizatibtool or framework for enacting a
transformative policy process. The circle is a igant archetype of the worldview and
spirituality of many Aboriginal Peoples (Coalitiéor the Advancement of Aboriginal
Studies, 2007). The policy circle model emphasihedact that effective policy is not a
static process, but rather, a contextualized psoites/hich policy is developed through
evolutionary integrative stages, each reflectingngportant aspect of development and
implementation.

This evolutionary policy process involves four grative stages including: the
‘Beginning’ stage; the ‘Consultation with Expert édmledge’ stage; the ‘Taking Action’
(policy development) stage; and finally, the ‘Reflen’ (policy implementation and
review) stage. The discussion of the proposed ¢&oolary policy process will highlight
the relevance of each of these stages to the odsgaestions and research data. This
discussion will also include a contextual analydithe proposed framework relative to
the following educational policies in Ontaribhe Ontario First Nation, Métis and Inuit
Education Policy Framewor{2007);Building Bridges to Success for First Nation, Métis
and Inuit Students — Developing Policies for Votumt Confidential Aboriginal Student
Self-ldentification: Successful Practices for OmeaBchool Board$2007); and a
supporting policy document from the Joint Managen@mmittee of the Aboriginal
Healing and Wellness Strated¥espectful Treatment of Indigenous Knowle@§®1).

Principles emerging from the research findings Wwhiaflect the tenets of respect,
honour, truth and wisdom are presented as propmsdelines for equitable and socially

just employment equity recruitment and retentiolicpes and practices in the academy.
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Finally, the chapter will conclude with a rationée change and for promoting social
justice and equity in the academy. This changeretjlire universities, as societal
leaders, to act as ‘agents of change’ in ordentpaver Aboriginal scholars as well as
foster Aboriginal scholarship.
Decolonization: A National Issue

As the literature indicates, and as the researdicyants reported, the effects of
colonial oppression continues today within the Cieraeducational system, and efforts
to confront and eradicate discriminatory policies @ractices will require the
decolonization of all members of the educationahcwnity (Anderson, 2000; Cogan &
Derricott, 2000; Corson, 1997; Dei, 2002; Lynch92p
Differentiating Racism

However, Dua (2008) cautions that without acknowied the differentiation of
racialization and oppression, anti-racist projecés create a false sense of commonality
amongst those marginalized and ‘othered’ in Camasixiety. Dua purports that
colonization in Canada has an historical contex aghite’ nationalist settlement
process. Within this process, people of colourpamstioned in the status of settlers, and
are therefore “embedded in Canadian colonialism38). While Dua acknowledges the
historical legacy of profound racism people of cwloontinue to experience, she asserts
there is a need to ensure that anti-racist progisot work to adversely destabilize
efforts to address the oppression that Aborigiealgbes experience. For instance, in
explaining the complexity of this situation, Dugaes for recognition, by all Canadians,

that the land we share and own was stolen front R§ons peoples.
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Dua (2008) suggests that the lack of awarenedhéadifferential experience of
Aboriginal peoples involves the collective denibtleeir citizenship, and the continued
efforts to weaken Indigenous self-government rightSanada. And lastly, while Dua
acknowledges the vast body of anti-racist scholprstrrently developed, she posits that
if this body of knowledge is framed without a pusptul awareness of the influence of
colonization, this knowledge may in fact perpetuatd contribute to the ongoing
colonization of Aboriginal peoples in Canada. Withcontesting the differentiation
between racialization and colonization, withoutraxang the implications of
colonization in societal institutions such as ediooa Dua charges that we are in fact not
centering the decolonization of Aboriginal peopleanti-racist efforts:

The first step is to begin to unravel the way irnichhwe are part of the process,

the ongoing project of colonization. This, in turaquires that we engage with

First Nations activism differently. This involvastening and learning from First

Nations leaders. Only then can we become meaniagjies (p. 35).

Aboriginal peoples in Canada face generations géganental policies
developed specifically from assimilationist perdpess to destroy and undermine
Aboriginal communities and identities (Lawrence &d) 2005). Smith (2005) describes
Indigenous peoples as survivors of marginalizatioagernity and imperialism. Nandy
(1983) in describing colonization suggests thabveers and those colonized share a
culture of colonization. Translation of this viegipt to the Canadian context would
suggest that as a colonized nation, all memberg stiaat Nandy describes asaded

knowledge of colonization. And further, Smith (198@ggests that:
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Imperialism frames the Indigenous experience... itag of our story, our

version of modernity....Decolonization is a proces$scly engages with

imperialism and colonialism at multiple levelsthe two terms are interconnected

and what is generally agreed upon is that colsnals but one expression of

imperialism (pp. 19-21).

Smith (1999) also postulates that imperialism imeslthe goals of economic
expansion, as well as the exploitation and subjogatf Indigenous peoples. The
example she provides is that of the Indigenousadwvgglv of ‘space’ in its colonization by
the West as a spatial area separated from thearete\of time, and requiring that space
be controlled and tamed. She asserts that thismi@blprocess of exploitation has
significantly ‘disconnected’ Aboriginal people frattmeir view of land as integral to their
personal and collective histories. In additionhis negative epistemic impact, Ladson-
Billings and Tate (1995) argue that there is a bekween historical property rights (the
ability to own and possess property) and privilagd power in America.

This linkage between property rights and powerhsban indelible impact on
the amalgamation of Aboriginal territory as a matte'civil’ rights, rather than ‘human’
rights. Ladson-Billings and Tate (1995) extend thisuggest that those in possession of
these property rights equate the resulting powdhiefownership with a privileged sense
of entitlement to better education. In Smith’s (2p9iew, the “..denial by the West of
humanity to Indigenous peoples, the denial of eitghip and human rights, the denial of
the right to self-determination demonstrate themowos lack of respect which has

marked the relations of Indigenous and non-Indigsmeeoples”(p. 120).
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This lack of respect and humanity has had, androess to have, a significant
impact on the experiences of many Aboriginal stiglénthe Canadian educational
system. The research reveals that the context ofigibal students’ educational
experience continues to be influenced by an apygléick of knowledge about the
Aboriginal peoples of Canada, both within Aboridinammunities, as well as within
mainstream society. An integral aspect of sodisti¢e is rooted in processes which may
heal the Aboriginal psyche, and | would suggest khawledge acquisition about
Aboriginal peoples, their histories, cultures andtabutions, could provide two-fold
gains: first and foremost as a benefit for the Adioal community through the
internalization of positive cultural identity, asdcondly, as a defense against racism.
The participants of this study provided compell@widence that the impact of systemic
oppression and marginalization continues to hasgbatantive negative impact on
learning experiences and learning environment tooriginal students in present day
classrooms in Ontario, and Canada in general. K¥v&h one of the participants agreed,
“It is the ‘First Story, the First Narrative, th&$t Peoples Account’ that is missing from
many types of schools....this knowledge is vitaldmbating stereotypes and other lies.”

Smith (1999) believes that the negation of Indigenaiews of history are,

“critical in asserting colonial ideology” (p. 29nd furthermore, that the system of
education is directly implicated. Smith further pdates that systems of education are
able to perpetuate a colonial ideology within #ystem because the knowledge schools
transmit redefine the world, and most importartthg social positioning of Aboriginal
peoples within this world. The residential schoadtem in Canada is an example of such

a process. Most of the participants in this stughgad with Smith’s characterization of
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the residential school program in Canada as awggisystematic attempt to destroy the
“language and memories of home” (p. 69) for manyrdinal children. And, the

findings of this study confirm a popularly held wi¢ghat much of the systemic
discrimination Aboriginal peoples experience todathe result of a national legacy of
attempts by the Canadian government, under theaasspf the Church, to culturally
assassinate its Aboriginal Community. Moreover,rdwalized outcomes of these
actions continue today as processes of oppressia@hunarginalize the lived
experiences of Aboriginal students by negatingrtbglitures, their histories, their
languages, and their contributions to Canadiaretp(Battiste, 1998; Redwing Saunders
& Hill, 2007; Smith, 1999, 2005).

Most of the research participants expressed amgkfrastration with the
assimilationist and exclusionary practices they égakrienced in the Canadian
educational system. For Smith (1999), the majoresalcagency responsible for securing
the dominance of colonial practice is educatioacpced as a form of missionary
genocide or public/secular education. Schoolsasinitters of social and cultural
values have the tendency of privileging mainstrsagiety while marginalizing some of
its citizenry who are considered as the ‘Othemrtieipants in this study concur with this
viewpoint and suggest that the genocide of Aboabaultures continues to be
perpetuated in contemporary society by the asdiimilist attempts of the educational
system to “wipe the Indian out of us” (NishKwe).

Particularly poignant were the powerful words sharg two participants who
spoke of their experiences in losing their cultdmalitage through Canadian adoption

processes which not only denied their knowledg/hadriginal kin (including siblings),
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but also denigrated their Aboriginal cultural hage — the assimilation or annihilation
process at work on children. Duran and Duran (19®Sgrve in relation to Native
Americans, that the destruction of the family asibural transmitter for many
Aboriginal peoples has had demoralizing implicagidionce the idea of family is
eradicated from the thinking and lifeworld of adliwvidual, cultural reproduction cannot
occur” (p. 28). Furthermore, they assert that #nadtating effects of European
colonizers’ attempts to “subjugate, exterminatsjragate and oppress Native American
peoples has had devastating physical and psyclualogffects” (p. 28).

Lawrence and Dua (2005) suggest that to redressetsteuction of colonization
perpetuated against the Aboriginal psyche and iiyethere is a need for scholarship to
decolonize antiracism. The resulting self-hatregesienced by some Native American
peoples is manifested through catastrophic sumntkeaddiction (alcoholism) rates, as
well as community violence. The participants’ viealigin with Smith’s (1999) assertion
that acknowledging the past is part of a criticdg@gogical standpoint to decolonization
that recognizes the implicit role White communitgyed in the acceptance and support
of this cultural genocide. Perhaps, as Smith sstggéhrough decolonization we can find
our way to ‘share the world’ and to resist what s#fers to as objectifying the Other.

Silver (2006) posits that colonization is not opirt and parcel of Canadian
history, but it is also an essential element chgomal ideology, and therefore requires
social policy which will actively decolonize all méers of Canadian society. In addition
to educational policy, these policy processes meedldress the social exclusion many

members of the Aboriginal community continue toergnce in such areas as: the labour
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market, housing, socio-economic status, as wahasegacy of discrimination which for
many Aboriginal peoples has resulted in internaliappression.

As some writers have noted (Canadian Race Relafionsdation, 1999; Dei &
Karumanchery, 1999; Nandy, 1983; Smith 1999), &edparticipants of this study agree,
the recognition for the dignity of Indigenous pespis an ethical stance mainstream
society must adopt since this is crucial to a matialecolonization process. Smith (1999)
asserts that from an Indigenous perspective, dojgires respect for the harmony of all
peoples, and all things, to be in balance in theasse. Smith defines respect as a
principle which is “reciprocal, shared and condiaavolving....expressed through all
social conduct” (p. 120). Decolonization as a satiendeavour not only requires respect
for humanity, it also requires that those who@pressed take on what Freire (2007)
asserts is a “great historic and humanistic takliberate themselves and their
oppressors” (p. 44). He posits that the effortsheyoppressed, on behalf of the
oppressor, will restore humanity for both.

Freire’s assertion that the oppressed must tagadelship role in change
processes has some application to equity in theemeg, and concur with Smith’s (2005)
perspective concerning the importance of “retainivgconnections between the
academy of researchers, the diverse Indigenous coities, and the larger political
struggle of decolonization, because the disconoedtf that relationship reinforces the
colonial approach to education as divisive andrdeste” (p. 88). As Borealgirl, one of
the participants put it, “the seeds of change avensn our history and present
system....We are all agents of change and need ¢oidoit to make it happen.”

Therefore to become agents of change will reqhiae the members of the educational
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community confront oppression, and then move beybadhetoric to effect meaningful
change which supports social justice and equipoistsecondary institutions.

While the Canadian Council on Learning (2006) dsdéat “Aboriginal
Canadians continue to face significant challenggsursuing postsecondary studies” (p.
v), Stonechild (2006) offers some hope for trandaemnthe legacy of colonization as he
perceives a continuing shift in educational polizyving the role of Aboriginal
postsecondary education in Canada from an assiomist stance, to a system of
empowerment. However, the findings of this reseatajgest that vigilance is still
required, because as Annie Oakley, one of thegyaatits reported, based on her
experience as a former member of the Ontario psofeste, “universities are institutions
that create amnesia.” Counteracting this ‘amnasiah important aspect of
decolonization for all Canadian society — this ieggiacknowledgment of the legacy of
colonial educational policies. Moreover, membédrsaih the Aboriginal community and
mainstream society must learn to navigate togetieecomplex terrain of what
Stonechild (2006) refers to as the ‘policy commyirbecause as he suggests, the future
of Aboriginal students and their communities hamghie balance. Although the current
reality is that oppression persists both within¢basciousness of Aboriginal students
and Canadian society, there is hope for socialcgistithin the political milieu of the
educational system. Social justice defined by teaton of systemic reform in which
Aboriginal epistemologies may be supported by v8tahechild (2006) refers to as
genuine recognition of higher education rightsAboriginal students.

In understanding how schools contribute to inequiitis important to

acknowledge the link between educational equitysowal class, and how distributive
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justice may foster equity in educational opportyréind thereby become a significant
predictor of what Corson (1993) refers to as ltiarmces. Life chances are the choices or
range of options that become available to the stiuae a result of educational attainment
and the subsequent membership in a knowledge coityfRoland, 2008).

Unfortunately, as reported by many of the partiotpawhile Aboriginal students are

fully aware of the beneficial life chances eduacadicopportunities may provide, because
of Eurocentric pressures within the educationalesysin many cases Aboriginal
students who want to succeed face only one choioassimilate Westernized
epistemology.

The findings of this study support the viewpoirdtthontesting hegemony will
require the acquisition of knowledge about the idinal peoples of Canada, to ensure,
as indicated in thAboriginal Education Strateg{Ontario Ministry of Education, 2007a)
the integration of, “...information about Aboriginallture, histories and perspectives
throughout the Ontario curriculum to increase kremgle and awareness among all
students” (p. 1). As well, | agree with bell hook&984) claim concerning the
importance of consciousness-raising in promotirgadly just change, and that it is
important for a nation to understand the intrica@ad interconnections within the
systems of oppression that has, and continuesisb &ke Canadian Race Relations
Foundation (1999CCRF Task Force on Aboriginal Issues: Final Repooticurs with
this premise in their recognition of the “profouratism that Aboriginal peoples face” (p.
3) in Canada, and argue, that to honour and regymwiginal peoples will require

strategies to generate public awareness and uaddnsg.
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The research findings indicate a recurrent theristerically grounded distrust
expressed by some of the participants concernimgducation system, and the social
justice premise of the inquiry. The literature sesfg that this distrust may be rooted in
the ongoing legitimation of colonial practices e tCanadian educational system — a
system which research participants identified aginaing to marginalize Aboriginal
students. Battiste (1998) asserts that this oppeesBmate in education has resulted in a
disconnection from cultural knowledge, voice, amtdrical experiences for members of
cultural minority groups in Canada. Furthermore a$gerts that this may lead
individuals to “believe that their poverty and palgssness are the result of their cultural
and racial status and origins” (p. 21). Dyck (20@4recounting her personal
observations concerning the importance of trustiwithe educational setting states that
trust is an integral aspect of relationships, dad hierarchies exist in these relationships
for some Aboriginal peoples as a result of thedfsfife hold” negative perceptions and
“debasing stereotypes” have had on their senselfs 41).

Utilizing a critical theory approach, this studyught to empower members of the
Aboriginal community — to provide a voice withinethesearch inquiry which could only
be achieved through the development of trust amaiggarticipants. Therefore, given
the social justice premise of the inquiry, it wasential that the researcherpackthis
distrust from an Aboriginal epistemic perspectiveterms of educational policy reform,
Nandy (1983) posits that distrust of social pokcseeking to promote equity may be the
result of the psychological dissonance createdimvitie minds of those suffering the
ongoing effects of colonization and its assimilaté stance as a “civilizing mission” (p.

xi). In other words, the dissonance resides inneiting the colonial practices that
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presume to ‘civilize’ the perceived ‘Other,” andiathare facilitated under the guise of
promoting a fair and just society.

Redwing Saunders & Hill (2007) state that, “for neies Canadian First Nations
education has been a substandard, abusive medealofg with the Indian Problem” (p.
1015), and that even with the closure and cendutteeaesidential school system in
Canada, there remains a legacy of oppression Wiaishiesulted in the internalization of
colonialism for some members of the Aboriginal caumity. As one of the research
participants, Jeannette indicates, for some mendfehe Aboriginal community there is
difficulty in overcoming this distrust because mangividuals “can’t unchange all those
beliefs learned growing up!” Battiste (1998) stessthat for recovery to take place,
members of the Aboriginal community must continuéhieir efforts to heal themselves
as well as their communities. And, that althouganges to the educational system have
been made, Battiste contends that schools andtrerrgmental bodies responsible for
education in Canada have in fact failed to encaaithg academic potential in all
students. Therefore, it may be argued as the @searticipants suggest, that there is an
undeniable need for capacity building for the Agoral community within the Canadian
educational system.

Similar to the findings of this research which ssed the importance of capacity
building for the Aboriginal community as being figeited through processes of
relationship building with mainstream society, Ba# (1998) emphasizes the need for
the involvement of Indigenous peoples in enactimgnge at every stage and phase of the
process. The study participants agreed with the field by Silver (2006), who suggests

that cultural knowledge can bring Aboriginal comnti@s together because “the
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promotion of Aboriginal cultural activities may beway to begin to build community

and to recreate a positive sense of identity,5@). With regards to capacity building
among Aboriginal scholars in the academy, it magdgeied that it is incumbent upon the
academy to closely examine what Holmes (2006) sefeas the ‘socio-cultural’ aspects
or factors involving curriculum and language thaynmfluence the institutional
environment — both from a student as well as anl@yep (faculty/staff) perspective.
Holmes suggests that this examination may invadwéewing the university-wide
curriculum to ensure that “Aboriginal-centric” (p0) courses are not concentrated in
isolated programs, but rather that the instituseak opportunities to “reflect the
Aboriginal perspective in the wider curriculum” (0).

Furthermore, Holmes (2006) suggests that self-iiestion by members of the
Aboriginal community (students and/or faculty/sfai$ a process which could create a
realisticpicture of participation rates, and identify where pagation gaps exist. These
efforts would address the compelling need for ttelamy to facilitate community
building, as Dyck (2004) suggests, “community is kninging together of people around
common issues or beliefs whereby the environmermslucive to sharing with
consideration of diversity and respect” (p. 78)n@aunity building in the academy can
foster capacity building for Aboriginal scholars éysuring that there are equitable
opportunities for active contribution and partidipa in the professoriate. In particular,
this study sought to examine community buildingerms of its relevance to the

recruitment and retention of Aboriginal scholarghia Ontario professoriate.
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Recruitment and Retention in the Academy

To inform policy design and development, this imgunvestigated from the
situational perspective of the participants, tresoms why Aboriginal scholars stay or
leave the Ontario professoriate. The next sectitirdiscuss the research findings
relative to current employment equity policy at &rd universities. However, given that
an essential facet of policy design and implementaevolves around funding, the
discussion begins with a brief overview of the edional funding issues facing the
Aboriginal community — these issues provide a cdni understanding of the
institutional setting in which employment equityliptes are operationalized.

Stonechild (2006) indicates that funding issuegfmstsecondary education for
Aboriginal students are very complex with the fadlgovernment insisting that funding
for postsecondary education is the responsibifitye provinces, while the provinces
contend that “funding arrangements, particularlewlocated on reserves” (p. 2), fall
under the purview of the federal government. Thes@with other funding conundrums,
and the sovereignty of Aboriginal postsecondartitinsons, are all issues which afflict
Aboriginal postsecondary education and subsequérglavailability of Aboriginal
scholars. And so, it is within this politicized fling and ‘sovereignty’ context that the
Federal Employment Equity Program operates in Ganagthiversities.

The federal employment equity policy falls withiretscope of Human Resources
Skills Development Canada Labour Program, and seetlexiress the under-
representation of the four designated groups (worbariginal peoples, members of
visible minority groups, and persons with disal@$) across the nation’s workforce. The

participants in this research indentified seveaatibers that limit the effectiveness of
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employment equity programs in the academy, spadfias they relate to the
recruitment and retention of Aboriginal scholarghia professoriate. Additionally, during
fall 2007 and spring 2008, Human Resources Skidgdlbp Canada (HRSDC) Racism-
Free Workplace Strategy hosted a series of pueéisisns across Canada entitled,
Breaking the Barriergs part of a nation&ction Plan Against Racisnlhe goal of the
HRSDC Racism-Free Workplace Strategy is to prorantefoster fair and inclusive
workplaces in Canada that are free of barriersrpleyment and advancement. This
strategy focuses on workplaces, such as univessttiat are under the jurisdiction of the
Federal Employment Act. The focus of these putiissions was to open a national
discussion concerning employment barriers expee@ispecifically by Aboriginal
peoples and members of Visible Minorities groupthi Canadian workforce.
Information provided in the national summary regmased on thBreaking the Barriers
sessions (HRSDC, 2009), highlight the need for Gemeemployers to become better
educated about Aboriginal peoples, and the ininmiglal that stereotypes play against
Aboriginal peoples in seeking employment. In thkofving section, the key elements of
employment equity programming relevant to facudtgruitment and retention identified
in the study findings, literature, and as theyteeta the recommendations found in the
national summary report of the HRSBCeaking the Barriersessions, are discussed.
Participants in this research inquiry identified tbllowing as barriers to
employment (recruitment and retention): a lackrfwledge and respect for the
contributions of Aboriginal scholars, the isolati@hAboriginal scholars in the academy,
tokenism, epistemic barriers to scholarship, crédism, and the lack of authentic

consultation with Aboriginal educators. Recruitmbyptuniversities involves innovative
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outreach strategies to invite a wide-range of dieexpplicants to apply for positions in
the professoriate, followed by equitable selecfliring) processes. These are the initial
steps which comprise equitable recruitment to ssfdumder-representation in the
professoriate, and to ultimately diversity the itostonal workforce. As stated in the
Breaking the Barriersational summary report, this is of particular gigance in the
case of Aboriginal peoples as they represent, tdimited wealth of talent, and are an
untapped resource” in the Canadian workforce (HRSIDD9, p. 15).

Both employment equity outreach and equitable seleprocedures are crucial
aspects of employment equity strategies utilizethieyacademy to address under-
representation in the professoriate. To effectidersify the professoriate, and to
create a representative workforce, it is essefaralniversities to systematically and
thoughtfully initiate employment outreach stratsgiehereby the institutions actively
invite applications from a diverse range of poi@rapplicants. This however is easier
said than done. Most universities include statementheir employment equity policy
similar to that of Carleton University (2007) whistates that, “The University
undertakes to use search procedures that requaetiae search for qualified members
of underrepresented groups” (p. 2). Based on mymdorole as an employment equity
manager at an Ontario university, | can atteshéodifficulty in performing effective
employment equity outreach, and can affirm, asiwdisated by the participants in this
study, the absolute necessity for relationshipelg activities to create a sense of trust
with members, and organizations representing ntyoriunder-represented groups.

During my tenure as an employment equity manageruniversity’s

employment equity outreach program consisted dfimymembers of the Aboriginal
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community to visit the campus to meet with me pealy. These visits were
opportunities for the individual to familiarize tinselves with the campus, and to gain a
personal campus contact. Individuals were alsdedvio participate in campus events as
participants, and/or as guest speakers. Additipreh integral feature of this
relationship-building activity involved my visitingiembers of the Aboriginal
community at their offices, and taking an activiei@o community events which
supported the Aboriginal community. This outrepobcess extended well beyond the
typical placing of a job advertisement in a speaifiagazine or newspaper, it required
what many of the participants in this inquiry urgagersonal commitment — an ethical
stance to provide meaningful and genuine partngssdmd relationships. A similar
findings was also reflected in tBzeaking the Barriermational summary
recommendation that employers (such as univergitiegrket job opportunities at
“Aboriginal specific job fairs, community centrezs well as on the reserve” (HRSDC,
2009, p. 16).

As stated previously, the equity statement on hegtisements is another
important factor in this outreach (invitational)ategy, as this statement provides
applicants with an initial impression to gauge Haslcoming’ the institution is to
members of designated groups. Interestingly, tegséy statements range from the
standard statement which focuses on the four grdapiginated as under-represented by
the federal government, “....university is committecemployment equity, and
encourages applications from all qualified womed men, including visible minorities,
Aboriginal peoples and persons with disabilitigs,a broader and more inclusive

statement which extends the definition of desighatreunder-represented groups to
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include persons of any minority sexual orientatomdentity group. However, it is
important to note that at this time, members ofarity sexual orientation or identity
groups have not yet been identified by the fedgoakernment as under-represented in the
workforce.

Outreach strategies attempt to expand the poobteinpial applicants, however,
once an application has been made, the selectomegs utilized by the institution is the
next critically important step in the recruitmembgess — especially in terms of ensuring
equity. In the study, research participants regbtti@t barriers to the recruitment of
Aboriginal scholars in the professoriate focussecharily on what they perceived to be a
significant lack of knowledge and respect for Algoral peoples and Aboriginal
scholarship in the academy. Relevant to this, alhgarticipants of the HRSDC
Breaking the Barriersessions (stakeholders and employers), expressieaseasm for
diversification of their workforce, it was recomnusa that administrators and senior
managers educate themselves concerning “the esatifithe barriers that hinder and
challenge Visible Minorities and Aboriginal Peoplelsen considering their candidacy
for a position” (HRSDC, 2009, p. 7).

The hiring or selection procedure utilized in tisa@demy often involves an
internal ‘oversight’ process such as an Employnigntity Committee, to ensure that
candidates are not denied employment opporturfitieany reasons unrelated to their
ability. Equitable selection of candidates is dnwby the equity data the university
prepares and disseminates to the campus commuttity is often a critical aspect in
determining the success and/or failure of an emmpbayt equity program at a university.

While employment equity is not affirmative acti@md there are no quotas because
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hiring is based on merit, an area of consideraisieudsion surrounds the establishment
of employment equity hiring goals for specific fagldepartments/units. Equity hiring
goals are based on the comparison of the percentagpresentation of members of the
designated groups in the various occupational $efaeid within faculty
departments/units) against the labour force aviitiabates indicated in the Government
of Canada’€mployment Equity Data Repdliased on the most recent national census
data), and determined through a calculation ingigahe probable number of vacancies
within the next 3-5 year period.

Also, in the selection process, most universiti®iv the practice that in the
event an equity hiring goal has been establishedgurepresentation identified), and
two candidates demonstrate equal qualificationsné of the candidates has self-
identified as a member of an under-representedpgitben the position will be offered to
the candidate of the under-represented group. Hervawsignificant challenge to
inclusive recruitment and selection practices enahademy can be the entrenchment of a
hierarchical managerial approach in the instititldeadership that establishes key
administrators with the power to select and proncatadidates, at the expense of social
justice (Ryan, 2006).

Additionally, within the selection process theramsanother issue that is
significant for the Aboriginal scholar as an apalitto the professoriate — as the findings
of this research indicate, this is the fact the#¢esternized hegemonic perspective may
negate scholarship and the scholarly qualificatmfren Aboriginal applicant which does
not ‘fit" with the traditional epistemology of trecademy surrounding ‘what counts as

scholarship.” Smith (1999) asserts that althoughiarsities identify themselves as
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institutional repositories of Western knowledgatttihhese institutions are also part of
legacy of imperialism. She contends that ideologfeslonization pervade the
disciplinary understanding within the institutiiom the perspective of “the colonized
world....in effect, determining what ‘counts’ as “kmiedge, language, literature,
curriculum and the concept of academic freedom®§). This is similar to Duran and
Duran’s (1995) view which states that “without aper understanding of history, those
who practice in the disciplines of applied soc@éaces operate in a vacuum, thereby
merely perpetuating this ongoing neocolonialism”l(p TheBreaking the Barriers
(HRSDC, 2009), national summary report, contairscammendation that employers
review their current recruitment practices to idignvhat may be considered
credentialism (the inclusion of non-bona fide on+essential experience in the job
advertisement), and to include, where possibleljfiqpeions that may be considered
‘non-traditional’ in the selection process.

The findings of this study suggest that employneeqiity programs in Ontario
universities must consider creating alliances \watal Aboriginal educators and Elders,
and/or with the institutional Aboriginal Educati@Qouncils, to invite their membership
on hiring committees to ensure that candidates selffeidentify as Aboriginal scholars
are able to interview and present their qualifmadi to a hiring committee that has
sufficient cultural knowledge and expertise. Ashi¥w/e, a study participant argued,
factors that would support the inclusion of Aboniji scholars and scholarship in the
academic community include, “compassion, understgndommitment to diversity,
celebration of ‘Aboriginalness’ and acknowledgemaniniqueness through supportive

policies and structures.”
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Investigating why Aboriginal scholars stay or ledive professoriate involves not
only examining barriers to recruitment, but alsarieas to retention within the academy.
The patrticipants in this study represented ninkeidiht universities across Ontario, and
approximately nine of the 16 total participantsreveurrently employed as
tenured/tenure track members of the Ontario profeste. Study participants identified
the following processes as positively influencihg tetention of Aboriginal scholars in
the professoriate: processes which support camaiapoment, support scholarship, and
create equitable working conditions. The findio§shis research suggest that the
valuation and respect for Aboriginal epistemologiad scholarship are undeniably
linked with retention issues for Aboriginal schalam the Ontario professoriate. As
NishKwe stated, the academy must acknowledge tee foe Aboriginal scholars to
grow professionally through the provision of indees and opportunities for career
advancement. Most of the participants suggestetl| agree, that building a ‘critical
mass’ of Aboriginal faculty and administration is ianportant step in establishing a
collegial academic environment which fosters respec

TheBreaking the BarriergHRSDC, 2009), national summary report provided a
recommendation that suggests that the retentiébofiginal peoples in the workplace
may be enhanced through the development of a nktwioole models and/or mentors.
Specifically, for Aboriginal peoples, these roledets/mentors in the workplace would
act as a resource and supportive network to bédentify and utilize Aboriginal success
stories and personal experiences to help correemployer and employee perceptions
....support begins with links that bridge the workimwith Aboriginal traditions”

(HRSDC, 2009, p. 17). | would suggest that thegpstive measures may counteract
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the isolation and tokenism described by study gigents and the literature, as rampant
within the academy.

Factors identified by study participants as suppgrthe retention of Aboriginal
scholars include: faculty orientation processes,abailability of career development
through opportunities for upward mobility and tesueind creating support for
Aboriginal scholarship within the academy by examgrnworking conditions to ensure
that Indigenous Studies and Aboriginal scholarsingnot ghettorized within
faculty/departments/units of the professoriate.tBif#005) states that decolonization
strategies are political struggles which bringdvistal inequity to the forefront in the
context of transformative change, and that thesg¢egfies may engender extreme
opposition to processes which can affect instingilechange. Therefore, if this change is
to be operationalized, questions arise around hevetlucation system can effectively
address the hegemony of Eurocentric scholarshipesehrch reported by participants as
prevalent in the academy. In many cases, this heggms characterized as the resistance
to acknowledging and valuing different ways of kmogv As Gahutneo, one of the
research participants suggested, epistemologynhscious’ and automatic:

[T]he only way to inform policy is to help them [ehinant epistemology]

understand how their epistemology conflicts witlhsou.policy makers must be

conscious in a very deep meaningful way of theistemic arrogance....what lies
at the base is the values and beliefs they corljnueplicate subconsciously.
Therefore, the findings of the research study &edhture suggest that to enact change,

members of the academy have a collective respditysiioi consciouslyacknowledge and
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value diverse epistemic perspectives — to becorarta@f change to foster social justice
and equity.

In addition to collective efforts by members of tmademy to ensure a
welcoming collegial environment for Aboriginal s¢éis and scholarship, senior
management in the academy also has a vital rgd&toin their capacity as institutional
leaders. However, as Ryan (2003) asserts, thigetshigh may present challenges given
that many administrators often lack sufficient kieage concerning the vast and ever
increasing diversity of the population in educatt@mmunities. And furthermore, Ryan
(2006) states that the extent to which leadersimipraces a social justice focus on
inclusion is often dependent on the social relathgms amongst the members of the
institution with regard to prescribed personal sokend institutional vision.

Additionally, as institutional leaders in the acaye senior management has a
role to play in actively facilitating the developmef strategic alliances within the
university community to ensure the full participatiand consultation of self-identified
Aboriginal scholars on issues pertinent to Abordjischolarship. For instance, most
Ontario universities indicate that they have afceftiedicated to supporting Aboriginal
Students and/or an Aboriginal Education Councilwdeer, while these offices provide
beneficial services, in some cases, as the findihgss research indicates, these offices
and the faculty/staff working in them may be maadjred and isolated from the broader
campus. As Annie Oakley states, “We have to béyraatare of the potential of First
Nations people being ghettoized into First Natipregrams as academics.”

Participants noted that it is important to activedyebrate Canada’s Aboriginal

peoples at an institutional level, and that thisusth include faculty orientation and/or
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campus celebrations focusing on Aboriginal peopkespportunities to not only share
knowledge, but more importantly, as an institutiomecognize and honour the
Aboriginal Community. Anishinaabe-Kew asserts:

Why can’t we just say what we have to say as Nedtons people? Often the

institution is asking us to think quite the oppediom our ways of knowing, not

speaking from our heart. We have brilliance inAtriginal worldviews, we
are just thinking differently.

Recognition and honouring of different ways of kmagwvould send a powerful
message regarding the institution’s commitmengetationship-building through its
employment equity program. However, to effectivédéywelop and implement strategic
employment equity policy initiatives to support tieeruitment and retention of
Aboriginal scholars and scholarship in the acadetmy,jmportant to consider the
ideological perspectives which influence Canadiduncational policy.

Ideological Approaches Shaping Canadian Educatidialicy

The Canadian Policy Research Networks (2004), atdgcthat Aboriginal
peoples in Canada face a dire predicament predicgten by what they refer to as a
national legacy of ‘assumptions and ingrained iateahips’ that create barriers to
societal recognition and socially just responseh@nging realities. This next section
will examine relevant educational policy issuesibegg with an historical perspective
of the ideology shaping Canadian educational poltgnzer (1994) suggests that public
education in Canada was founded on the ideals iassdavith the shaping of a national
identity and social order (political liberalism)pag with the political ideology related to

securing the economic growth and health of theonggconomic liberalism). Similarly,



169

Kirby (2007) asserts that an “economic-utilitar@wlicy approach” continues to strongly
influence Canadian educational policy, quite pdgdibthe detriment of “traditional
academic-humanist perspectives” (p. 5). In otherds, the focus and role of Canadian
educational policy is to operate as a strategicefoo foster the economic health of the
nation as it competes within the context of a gliaked economy. This strategy is
indicative of a continued legacy of educationaiges in Canada which Manzer (1994)
postulates have been influenced by conservativeraonitarianism — policies defined by
educational standards which focus on the preparafictudents to become productive
members of society — productive in terms of suppgrthe economic well-being of the
nation. The dominance of this economic-focusedl@popermeates policy initiatives at
the expense of humanistic, citizenship-based palieating education as Kirby (2007)
suggests, as a market-driven consumer commaodity.

It may be argued that an example of this politicalrket-oriented’ approach to
policy reform in Ontario, focusing on the natioaaility as a ‘global competitor,” may be
found in some of the educational policies whichteenon a Canadian national identity as
an ‘immigrant nation.” These educational policiesé resulted in important, and yet
exclusive policies concentrated solely to supgduetaxperience of immigrant students in
Ontario classrooms — to create an environment wiharegrant students experience a
sense of belonging in Ontario classrooms (for exarsge the following Ontario
Ministry of Education policiedMlany Roots, Many Voicg€2005); ancEnglish language
learners, ESL and ELD programs and services: Pedicnd procedures for Ontario
elementary and secondary schools Kindergarten aolgrl2 (2007c While these are

extremely beneficial policy initiatives that suppstudents, they do however raise
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important questions to consider when reflectingrencondition and experience of
Aboriginal students in Ontario. Where are the algcistice and equity initiatives to
support the inclusion of Aboriginal students aratteers in the Ontario classroom? How
is the Ontario curriculum supportive of Aborigirsildents’ lived experiences? How are
the histories of Aboriginal peoples in Canada pyed? And most importantly, with
whom are these portrayals shared; and are theseitas portrayals accurate? | would
suggest that the focus on the multicultural mo#zat is part of Canadian national
ideology has overlooked the Aboriginal peoples ah&da (Battiste, Bell & Findlay,
2002; Dei & Karumanchery, 1999; Howlett, 1994; Lance & Dua, 2005).

Dua, Razack, and Warner (2005) suggest that sdingtaexamining race and
racism in the Canadian context must be cognizattieofong history of colonization of
Aboriginal peoples along with what they refer towakite settlement policies’.
Furthermore, they assert that Canada is mytholdgizea racism-free nation supported
by multiculturalism policies which purportedly emsuhe inclusion of Newcomers. They
counter that these myths erase the history andinggolitical structures which continue
to oppress and marginalize Aboriginal peoples ardgns of colour in Canadian society.
Lawrence and Dua (2005) also assert that the oggtinggles to address colonization
and decolonization must be at the core of undedstgranti-racism policies. They
contend that Aboriginal issues are often placediiwia liberal pluralist context or
framework where they become marginalized. Furtheemgrgcholarship which ignores
and inaccurately represents the presence of Almaligeoples in Canadian history
essentially compromises our understanding and wiegBanada. Therefore, while

Canadian society may be focusing its efforts orpsting Newcomers to Canada, it has
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all but forgotten the Original People of Canada #rair fundamental right to education —
Constitutional rights obtained through treatiesaturn for the sharing of lands (Battiste,
2002; Cherubini & Hodson, 2008; Stonechild, 2006).

The findings of this inquiry along with the liteuae underscore the importance of
education to the well-being of Aboriginal peoplesdanada — the benefits participation
in education may accrue for members of this comtguniterms of personal and socio-
economic well-being. As Holmes (2006) states,s‘igenerally recognized that more and
more of the new jobs in Canada will require a pastiadary education and that such an
education generally pays off” (p. 5). Therefor®aa institutional leader, the academy
has a responsibility to support Aboriginal schokang scholarship through the provision
of equity not only to increase Aboriginal studeattgipation in postsecondary
education, but also through equitable employmeuitggecruitment and retention
practices, to create what research participantgtiited as a “critical mass” or presence
of Aboriginal scholars within academe. Strategitgyanitiatives are needed to create an
environment responsive to the needs of Aboriginhbkars in the professoriate.
Therefore, a transformative policy process reffegthe integrative and evolutionary
stages of the circle archetype is hereby proposéldeagrounded theory flowing from the
research data

Policy Transformation Process
Proposed Policy Transformation Circle

To initiate critical social change, | propose tldeation of a policy transformation

process that is consonant with the ‘circle’ orgatianal framework. The Coalition for

the Advancement of Aboriginal Studies (2007), sstgiéhat the circle acknowledges
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that while everything in creation is related, Alhgs must also follow their own unique
instructions. Therefore, the transformative pojicgcess proposed involves integrative
stages of growth and maturation, in an evolvingefigymental process.

In this policy process, the first stage, the ‘Begmy’ is a place where knowledge
is the means by which Aboriginal peoples and mesash society may forge
relationships through decolonization and acknowdadgnt of colonial oppression; the
second stage, ‘Consultation with Expert Knowledgdicates the space of authentic
collaboration and consultation with expertise witthie Aboriginal community, to
develop deep understanding and identification efdfitical issues in the field of
educational policy relevant to Aboriginal peoples &ndigenous Knowledge; the third
stage, ‘Taking Action’ refers to policy developmastwithin the scope and authority of
members of the Aboriginal Communities to defineigoprinciples and guidelines, and
to not only receive funding, but to also have deasnaking capacity concerning the
allocation of funding; and the fourth stage, ‘Refien’ is where policy implementation,
and the review and assessment of policy goals eméwements is conducted (see Figure
2). The fourth stage represents the essential aspeeheival in the policy process,
forging ahead in new directions and beginning tleegss of policy development once
again. This ‘reflection’ stage as Calliou (1995ygests, is the position of wisdom where
knowledge converges. It is not the ‘end’ of thegatss as it may appear, but rather as the

circle suggests, is yet another beginning.



173

Figure 2. Proposed Policy Transformation Circle
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Support for a transformative and eviohary policy process is found in the work
of policy theorists such as Ball (1993), Bowe, Eadtl Gold (1992), and Corson (1990).
Figure 3 illustrates the integration of the theigadttenets of these policy theories with
the proposed policy transformation circle.
Figure3. Transformative Policy Process Proposed — Integratl with Corson’s

(1990) ‘Social Epistemology’ Framework, and Bowe, &I & Gold’s (1992) ‘Context
of Policy-Making’
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The research findings as well as tlegdiure indicate that what is missing in
current employment equity policy developed and enmnted in a Westernized
institutional context such as the academy, is as@p(1990) suggests, “...[the]
recognition that all aspects of the universe (idtig knowledge about those aspects) can
only be properly understood if we accept that theyin a constant state of evolutionary
change...” (p. 264). Furthermore, as stated prewo@brson asserts that educational
policy making should be comprised of problem sajvétrategies to create a ‘bundle of
solutions’ which are then corroborated through psses of error elimination. In this
way, policy evolves to enact change through increaiesteps towards improvement.

Similarly, in describing policy-making Ball (1998)ates that policies are
complex encoded representations that are developedonstant state of flux — the
meaning of policy is ever-changing and ascribeetas the plurality of readers. He
posits that the political milieu influences andfshihe interpretation and purpose of
policy. Policies are subject to interpretation agpresentation as defined by the actors
involved in a context fraught with inequality anower differentials — policy enters,
rather than changes these power relations. Hedliuntldicates that policies do not
instruct, rather they create circumstances andvhéability of a range of options. Ball
shares his view concerning the influence of dissewan policy-making in the following
statement:

We are the subjectivities, the voices, the knowdgdige power relations that a

discourse constructs and allows. We do not ‘knowatwe say, we ‘are’ what

we say and do. In these terms we are spoken bgigmliwe take up the positions

constructed for us within policies (p. 12).
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Bowe, Ball and Gold (1992) posit that there ared¢hintegrative and inter-
connected contexts of policy-making, includingtlig context of influence, 2) the
context of policy text production, and 3), the eotitof practice. The ‘context of
influence’ is where they indicate that policy i#ieted. They posit that there is a
symbiotic relationship between the ‘context of irgihce’ and that of ‘policy text
production’ based on the articulation of policyténms of the public good. The context
of ‘policy text production’ they suggest involvdgettextual representation of policy in
the form of documents and legal text. The thirdgyemaking context identified, the
‘context of practice’ is where these policy texts enterpreted and reformulated.

Bowe, Ball and Gold (1992) caution that policyters do not have control over
the ‘context of practice,” and that policy interfatgon is based on the diverse interests,
histories, and experiences of the readers. Thgratige and evolutionary aspects of
policy-making presented by Corson (1990), Ball @9@nd Bowe, Ball and Gold (1992)
were critically important to understanding the sfanmative nature of the policy circle
proposed, and the associated need for ongoingyp@icew and assessment. The next
section provides a description of each of the 8tages of the policy transformation
circle proposed.

The Four Stages

The first stage — the beginning.

In some Aboriginal conceptualizations of the wotlte eastern direction marks
the ‘Beginning’ of the circle or the journey, anaisied on the findings of this study |
propose that the beginning is where relationshifling based on knowledge, begins the

transformative policy process. The participantsia study provided a situational
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response to the discussion as either current ordomembers of the Ontario
professoriate, and as such, participants firsteshtreir perceptions about the context of
educational experience for Aboriginal studentstti€lpants suggested that to effect
positive social change for members of Aboriginahoaunities, rather than just “moving
the deck chairs” (supporting the status quo), idhetquired is authentic partnership and
relationship between Aboriginal communities andmaaieam society. | believe that
these findings are indicative of the significanéeetationship building to policy reform,
because as suggested by Freire (2007) in his discusf the anatomy of oppressive
relationships, “people do not exist apart from eaitter, they exist in constant
interaction” (p. 50). And, as Egbo (2005), in dissing a critical realist paradigm relating
to research asserts, “human interactions occupém gystems, which means that the
social world is emergent as human beings continy@gapt to their environment” (p.
281).

Therefore, | suggest that the ‘Beginning’ of themsformational policy process
addresses an essential need for community builtifiged as authentic and genuine
collaborative relationships between members oftheriginal community and
mainstream society, developed on a foundation oi@&dge and respect. Ryan (2006)
opines that it is necessary to educate the erdireational community to effectively
develop this foundation of knowledge and respeaatthérmore, Ryan posits that
inclusive leadership, in this case in the academoyld require the acquisition of not
only new knowledge, but also the development ofmmedul understanding and attitudes
about inclusion and exclusion in education. Théisgegies would provide an

opportunity for innovation within the academy teate inclusive spaces which Battiste
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(2002) suggests may facilitate the blending ofdedous and Euro-Canadian
epistemology and pedagogy in a respectful manner.

Given that the findings of this inquiry indicatettihe production and validity of
knowledge based on respect for different ways ofAkng is contested by the dominance
of Eurocentricism within the Canadian educatiolyatam, there is a crucial need for
policy initiatives to support and safeguard Indiges knowledge. An example of such a
policy is the Joint Management Committee, Aborigidaaling and Wellness Strategy
(2001) reportRespectful Treatment of Indigenous Knowledfech provides a list of
policy strategies to protect and honour the knogéedf Indigenous people in ways that
ensure that: 1) Indigenous peoples are recognigdaeaprimary guardians and
interpreters of their cultures and the knowledgeegated; 2) Indigenous peoples are the
collective legal owners of said knowledge; andth@)right to use and learn Indigenous
knowledge is done according to Indigenous lawsgguiares and customs. These
principled strategies to respect Indigenous knogéealign with the findings that were
noted earlier, as well as in the literature, wisalggest that the creation and
dissemination of a national curriculum inclusiveAddoriginal ways of knowing may
effectively support student success (Battiste, Bdfindlay, 2002).

The Ontario Ministry of Education, Aboriginal Eddicen Office (2007d) policy
document,The Ontario First Nation, Métis and Inuit Educati®olicy Framework,
acknowledges that there is a critical need fortestyia policy initiatives in Ontario to:

Improve the academic achievement of an estimatg@P30boriginal students

who attend provincially funded elementary and sdeoyischools....to clarify the

roles and relationships of ministry, school boaestg] schools in their efforts to
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help First Nation, Métis, and Inuit students ackigéiveir educational goals and

close the gap in academic achievement with theirAlooriginal counterparts

(pp. 5-6).

As Dei & Karumanchery (1999) argue, and as indatatethe Ministry policy principles,
community support which includes parental involveiria the educational experience of
their children is essential. However, | would suftimat this type of community support,
and what the Ministry refers to as “cooperation ahdred responsibility” (Ontario
Ministry of Education, 2007d, p. 8) will only dewgl through dedicated and sincere
efforts to nurture relationships with members & Aboriginal community at a ‘grass-
roots’ level.

Additionally, the Ministry document articulates t@®vernment of Ontario’s
responsibility to ensure respect for diversity aadity in academic environments. The
attainment of this goal may only be possible, appued by Dei & Karumanchery
(1999), and as this research also shows, througtegic processes to increase the
knowledge of Aboriginal peoples held by memberthefOntario teaching profession.
As SAM, one of the research participants said abiusf there is a need to promote social
justice where all students, not only Aboriginaldgats, have “heightened success” by
educating the educators, through the developmeteiasher education programs and
policies which foster an understanding of “histatiand contemporary students”.

The findings of this study clearly indicate thatikgtthe Ontario First Nation,
Métis and Inuit Education Policy Framewapklicy statement (Ontario Ministry of
Education, 2007d) seeks to address the highly béaledind lofty goals of increasing the

capacity of the Ontario education system to resgoride cultural and learning needs of
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Aboriginal students through programming, serviaes eurricular development, there
remains much to be done in terms of defining whatNlinistry proposes as “quality
education” (p. 8) as it relates to the design agltvery of culturally and linguistically
relevant curricula in Ontario classrooms for Abora students. Toulouse (2007)
advocates curricular design and pedagogy basegeoiséven good life teachings of the
Ojibwe people” (p. 1) with which to engage Aborigiistudent success and foster
positive self-identity (esteem). She contends tite is a strong link between the self-
esteem of Aboriginal students and levels of edooatiattainment. She suggests the
following as ‘key questions’ to use as a startioghpfor examining this linkage:
*  “What is currently working to support Aboriginaustents in our educational
system — and why is “meaningful change” important?;
* How can the needs of Aboriginal students be méterdaily reality of the
classroom?; and
* What does the educational system need to know amariginal student success
and experience in the classroom?” (p. 2)
These are critical questions that must be invesiththrough authentic collaboration and
consultation with Aboriginal educators and Elddiise next stage of the integrative
policy process addresses this need for the gemwoézement by members of the
Aboriginal community, specifically educators andi&ils, in the challenging dialogues
around educational policy reform.
The second stage — consultation with expert knayaled
As stated in the previous section, the circle coesmian ongoing evolutionary

process, with each stage representing an incretrdguwtelopmental or maturational level.
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The second stage of the proposed policy transfaomatrcle is represented as the phase
of ‘consultation with expert knowledge.” Agbo (200 discussing collaborative models
of school and First Nations community relationseatssthat, “the school must empower
the community through genuine discussions thaefastllaboration and respect for
multiple perspectives” (p. 1). The findings of teisidy suggest that through genuine
consultation, the relationship-building begun ia fhist stage of the policy process built
upon a foundation of knowledge, may develop in teafhrespect and honouring the
Aboriginal Community. Participants expressed thews stating emphatically that
genuine collaboration and consultation are esdduotigolicy reform to support social
justice and equity in the academy. The Joint Mansnt Committee (JMC) (2001)
presents an example of such a consultative protbesIMC emphasizes core elements
of their policy statement as the defining princgkehich protect cultural integrity and
heritage in research conducted with their agenitye-JMC states that Aboriginal peoples
have the right: a) to determine “the conditionsemahich Indigenous Knowledge may
be gathered from their communities, including comres of interest” (p. 3); and, b) to
be equal partners in the research including theaaapof “objectives, methods,
interpretation and publication of research” (p. 3).

Governmental attempts at consultation with the Agiwoal community may be
found in the Ontario Ministry of Education and Mitriy of Training, Colleges and
Universities policies investigating the educatioachievement of Aboriginal students.
An example of such an education policy is the Qatistinistry of Education (2007b)
policy documentBuilding Bridges to Success for First Nation, Métml Inuit Students —

Developing Policies for Voluntary, Confidential Algonal Student Self-ldentification:
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Successful Practices for Ontario School Boardsich enumerates three principles used
in pilot projects in selected school boards, anettvhave now resulted in a proposed
process for the development of an Ontario-wide nialty Aboriginal student self-
identification policy. These principles are: 1) Rdations — the recognition of Aboriginal
peoples; 2) Consultation — active support of therdinal Community; and, 3)
Implementation — how the data collected will beduSéhe rationale stated for collecting
this self-identification data is to provide eviden@data) with which to track Aboriginal
student achievement, and where gaps are identd@cklop relevant programs in an
effort to improve their academic achievement.

While this policy initiative is laudable, it is natithout problems. For example,
Cherubini & Hodson (2008) have identified threeaaref the policy which are
problematic. First, they suggest that the useafddrdized tests results in a culturally
biased assessment of Aboriginal student achieverSecbndly, they identify the serious
lack of culturally specific teacher training progr&focusing on Indigenous knowledge.
And thirdly, they suggest that the process of godiesign and development is also
lacking in the area of “meaningful engagement obAdinal communities” (p. 10).
Furthermore, they charge that this process ofidetitification and subsequent
publication and dissemination of “the results ofoAbinal students’ achievement on
standardized assessments that are exclusively sratiteof colonial measures of
academic success” (p. 17), implies what they refes the continued “colonial project in
Ontario classrooms” (p. 20).

Cherubini & Hodson (2008) assert that these, “@dleassessments based largely

on a standardized colonially-influenced curriculmould seem to merely perpetuate the
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bias that typically favours students from the daaminculture” (p. 12). Furthermore, they
continue, “...province-wide external assessmentsmaedid interventions in terms of
charting Aboriginal student achievement and conadiirocentric cultural relativism
that fails to account for the epistemological, etdt, and spiritual schemata of Aboriginal
learners” (p. 13). What is missing, and what regeaarticipants revealed in this study,
is that social justice and inclusion for Aborigisélidents require authentic consultation
with Aboriginal educators. In effect, to move begidhe rhetoric, this consultation must
empower Aboriginal educators and Elders with thibauty to identify issues, barriers in
the current educational system (curricular and gedi@al) for Aboriginal students, and
then to subsequently define the goals of educdtjoley.

An appropriate ideological stance for Canadian atiogal policy to effectively
embrace the multidimensional approach require@ feystem of education in a pluralistic
society may be ethical liberalism. Manzer (199fjrtks ethical liberalism as focusing
on the development of the individual (physicalellgctual and emotional), and providing
equal opportunity for education of equal value wttihe context of a pluralistic society.
And, distributive justice in terms of ethical liladéism is defined as relevant to the access
students have to equal opportunity based on edunzdtheed — students get what they
‘need.” However, this definition of ‘equity’ as ayene receiving what he or she needs
was challenged by a few participants as contrasptoe Aboriginal worldviews which
define ‘equity’ from a relational standpoint. Ermei(l995) emphasizes this viewpoint in
his description of the Aboriginal process of seifualization:

[T]he being in relation to the cosmos possessejinhg and mysterious

qualities that provided insights into existence.thair quest to find meaning in
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the outer space, Aboriginal people turned to tikelirspace. This inner space is
that universe of being within each person thaymaymous with the soul, the
spirit, the self, or the being....Their fundamentaight was that all existence was
connected and that the whole enmeshed the beitginclusiveness. In the
Aboriginal mind, therefore, immanence is preseat tives meaning to existence
and forms the starting point for Aboriginal epist#agy. It is a mysterious force
that connects the totality of existence — the foremergies, or concepts that
constitute the outer and inner worlds” (p. 103).
Ermine’s statement, as it relates to the definibbequity and social justice in the
Canadian education system, is reflected in thel@iges presented by participants
throughout this inquiry for the researcher to maimi&n ethical stance which embraces
Aboriginal ways of knowing, moving beyond a Wesieed conceptualization of the
individual. Bryan Loucks (Lyght), a research papant, provided the following in
discussing what Aboriginal self-actualization metmkim:
Maslow’s hierarchy of needs [the] goal [equalsf-setualized human being —
diminishes the importance of social relations, migsnajor emphasis of
relationality as a goal and expression of actuidira... When | talk about the
nature of a human being within a cultural contéxtises what does it mean to
be human? Moving to that kind of level (Indigenigbds a different emphasis
than westernized: relational; centrality of spiaitid centrality of acceptance
rather than opposition - we all have our own patth laow we choose to express
that recognizes equity — equity as defined witheworldview from which you

come....for Indigenous scholars and those engagkudiigenous scholarship —
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someone taking seriously Indigenous scholarshapway of life in terms of
commitment to social relationships within Indiges@ommunity and
practice/theory of Indigenous Knowledge....one’streteship with this
knowledge — that you aren’t just responsible todiseipline as organized in
western academia, but moving deeper into the oglshiip with Indigenous
knowledge and social relations — to be engageddiakrelations and Indigenous
knowledge...How do we as scholars and as allies &@tnategic or tactical
standpoint create spaces where Indigenous knowlemlgénd expression — [we
are] tools of the Knowledge rather than placingselwes at the centre — we are
involved in the discourse.
| would suggest that in light of this relationafidéion of ‘equity,” and to support
and sustain a respectful relationship between mesrddehe Aboriginal community and
the educational institutions in Ontario (and natwade), there is as Ermine (1995)
asserts, a responsibility for the Aboriginal comityito uphold a worldview built on the
premise of “recognizing and affirming wholeness)tidurthermore to “disseminate the
benefits of this to all humanity” (p.110). Revisdi theFreirian(2007) concept of the
‘oppressed’ being responsible for the liberatiomath themselves as well as the
‘oppressor’ it is necessary for members of both&heriginal communities and
mainstream society, to collaborate as agents ofgdhao bring about socially just and
equitable policy in education. An important cavieathe process of developing and
implementing socially just policy is that collabbom must be undertaken differently, not

as an ideological stance imposed by mainstreanetyptiut rather as the genuine
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collaboration with Aboriginal stakeholders (educatand Elders) to create and
implement policy change.

Therefore, this second stage in the policy tramsédion circle encompasses an
authentic consultation process — genuine consoitatith Aboriginal stakeholders,
specifically Aboriginal educators, Elders and comityumembers. What is required is a
precise mandate for policy transformation to créatea fide social change, as Gahutneo
challenges, “more than just moving the deck cHaifhie next stage of the proposed
policy process involves taking action, implementsogial policy designed by Aboriginal
stakeholders.

The third stage — policy development: Taking action

The findings of this research underscore the ingpae of collaborative
consultation with regard to the design and impletatgon of equitable recruitment and
retention policies in the academy. As the Honowd@nald Oliver (2008), a Senator
from Nova Scotia and current member of the Stan8ieigate Committee on Human
Rights states, “If we want to create inclusive camities in universities, we need to
know about our own history and not to believe thgmthat Canada has a tradition of
tolerance” (p. 2). Social responsibility requirbattthe academy, as an institution of
higher learning, take an active role in promoticrgating, and protecting social justice in
education. The findings emphasize the fact théetsocially just, policy reform needs to
address “why the institution is failing its stud&nivhen investigating the issue of under-
representation of Aboriginal scholars in the Omtgrofessoriate.

The first step in acknowledging this ‘failure okteystem’ is the recognition by

mainstream Canadian society that there is an oggnjustice perpetuated through
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educational policy which seeks to under-fund, ljraitd decontextualize the experience
of Aboriginal students and Aboriginal scholarsttprthermore, there also has to be
recognition of the entrenchment of hegemonic preegsvhich perpetuate this injustice,
and effectively nullify respect and honour for Algimal epistemologies in Ontarian and
Canadian classrooms. Therefore, the third stagieegbolicy transformation circle, as
part of an evolving process of policy developmenthe action stage — moving the policy
process into the realm of enacting actual change.

However, in enacting change through policy, thdlehge is to examine what
Ellison (1999) refers to as the “universalist fi@agreater social justice and equality”
juxtaposed with the recognition that universalisiyrm fact be “socially exclusive” (p.
59). | submit that Strike (1999) offers a defiontiof moral pluralism which captures the
essence of the policy transformation process datied by the research participants,
expressed as their belief in the importance ofebdership of Aboriginal stakeholders in
any policy decisions affecting the future of the@mmunities. Strike suggests that
“moral pluralism is part of the human conditiondahat we cannot achieve every good
fully in every situation; there is ngrand theoryin which all moral goods are
synthesized, weighted and ordered; moral goodsatdereduced and often conflict” (p.
21). And further, as Marston (2002) recommendsiaspolicy research must seek to
sufficiently understand the “cultural injusticegtiplay a part in maintaining and
obscuring continuing inequalities” (p. 313). Theref the moral complexity surrounding
educational policy reform to benefit Canada’s Agmral community must be

acknowledged, and subsequently, any attempt td@ewansformative policies must
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also address the competing epistemological cosfiotd challenges that will arise given
the cultural and linguistic diversity of Aboriginebmmunities in Canada.

Consonant with this third stage of policy transfation, is the related issue that
emerged from the study indicating that Aborigireddlty, staff and students must be
active participants in programming and initiativeveloped and implemented on
university campuses to support and respect Abaigicholarship. As one participant
noted, “many professors in Ontario simply do n& Aboriginal peoples as relevant to
their disciplines.” This oppressive situation niapede the professional growth and
development of faculty who teach in Indigenous &tsiggrograms in the form of limited
resources and the lack of senior level courseglsfiered (or developed). If this
situation continues, Indigenous and Native Studregrams may become job ghettos
within the professoriate due to their undervaluatly the academic community. One
participant noted that there are no senior levarses in his area which results in two
significant negative effects: first students (Algoral as well as nonAboriginal), are not
able to pursue advanced learning about the Origleaples of Canada; and secondly,
this limits his career development as he statedatie been told, on a couple of
occasions to wait for about 10 years before beergjited to teach a graduate course.”
The subsequent effect may have ramifications ferAboriginal faculty member in terms
of upward mobility and tenure opportunities. TheBategic initiatives created to
promote inclusionary ‘spaces’ for Aboriginal schrelap in the academy highlight the

importance of ongoing reflection and assessmeass$ess meaningful progress.
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The fourth stage — reflection: Policy implementatio

Holmes (2006) indicates that even though many postslary institutions across
Canada have created Native Studies programs, isgmifoarriers remain with regard to
efforts to “Indigenize the academy” (StonechildD80p. 67). These barriers are the
result of the continued rejection, suppressionraadyinalization of Aboriginal
achievements, knowledge, histories and worldvieldsquestionably, measures to
address these barriers must include recognitioAlbmriginal values and epistemologies
in teaching and research activities within the acayl For example, the Ontario College
of Art and Design in its response to Ministry ofiing College and Universities’
(2007) requirements to increase participation afemrrepresented groups through access
and quality initiatives, prepared recommendatiangstrease the involvement of
members of the Aboriginal community in such initias in its institution as: recruiting
Aboriginal coordinators to implement curriculum é&pment and community
engagement, and establishing an Aboriginal Educ&iouncil and Elder Program.
These recommendations are also reflected in tlenfys of this study. Therefore, it is
suggested, that proposed changes to support antbfgaocially just equity policy and
practice in the academy must be governed by piliegipr tenets which respect and
honour Aboriginal epistemologies.

Finally, relative to the policy transformation degroposed here, the next section
presents principles which were identified as gums to inform employment equity
recruitment and retention policy and practice | @icademy. The development of these
principles was directly informed by the words of #tudy participants, supported by the

literature, and reflect the tenets of respect, honouth and wisdom to support
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community building within the university, the exped outcome being an increase in
human capacity for Aboriginal scholars.

The first principle, respect, acknowledges theibesrcreated by historical and
continued systems of oppression within educatisgsiems in Ontario (and Canada), and
the impact of this on levels of postsecondary etioicattainment by Aboriginal
students. The assumption here is that the Uniyesslil undertake special measures to

ensure that:

1. As a core element of the institutional identity,oMginal knowledge including
knowledge of their diverse cultures, languagegsphiss and contributions to Canada

will be shared with all members of the campus comityy

2. Senior management of the institution publicly redags the fact that Aboriginal

peoples are the guardians and protectors of thewledge;

3. Courses and interdisciplinary programs that foaugboriginal knowledge are

developed at both the undergraduate and graduagks;jeand,

4. Campus and/or external representatives from theigibal Community (including
Aboriginal educators and Elders), are directly imed in all aspects of the above-

noted course/program development and delivery.

The second principle, honour, will guide universtyuity practices by
recognizing hegemonic barriers as pervasive canditivhich restrict access and afflict

the growth, development, and dissemination of Adinal epistemology and scholarship.
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Therefore, to protect Aboriginal scholarship anel ititegrity of Indigenous knowledge,

the University will actively sponsor and supportoiiginal scholarship by:

1.

Recognizing its institutional duty to actively aorate and consult with Aboriginal
scholars to create inclusive spaces in the acadeyler to address epistemic
barriers to scholarship and research;

Actively seeking opportunities for genuine constidia and collaboration with
representatives from the Aboriginal community -stheepresentatives should have
decision making authority to develop and implengogramming/policy;

Assisting in the creation through funding and ceurdease, of a Pan-Indigenous
organization — a provincial alliance comprised @oAginal members of the Ontario
professoriate, as well as community members inolydlders and Aboriginal
educators; and

Creating strategic research alliances with therijomal community/organizations to

conduct research collaboratively to foster crodsdcal scholarship.

The third principle, truth, will guide universityeity practices by ensuring that

Aboriginal stakeholders (campus and community)réefiolicy principles and guidelines

to address barriers to recruitment and retentigeeenced by Aboriginal scholars. As

such, this principle will guide the university intaalizing a ‘welcoming’ environment

by:

1.

Ensuring that employment equity policies and pcastiare reviewed for bias, adverse

impact, legality, and consistency;
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. Including Aboriginal scholars (or representativiesii the Aboriginal community —
Elders, Aboriginal educators) on hiring committegsecifically on hiring committees

which require expertise in evaluating Aboriginahslarship;

. Disseminating information about Aboriginal peopl&bpriginal programs and

research being conducted, in all faculty/staff mia¢ion sessions;

. Considering the development of a subgroup of tegtutional research ethics board

to evaluate and process research applicationsvimgpAboriginal knowledge;

. Ensuring the representation of Aboriginal schotargromotion, tenure and renewal

committees, both at faculty/departmental levelsyel as the institutional level; and

. Working with the existing institutional framewor tlevelop a process whereby
Aboriginal scholarship including research and reseéunding are publicly

recognized and celebrated.

The final principle, wisdom, is reflective of theed for the university to actively

consult and review policy in a continual processladnge. This will require a review

process which examines the effectiveness of emmaoymquity policies and practices,

and which provides recommendations for remediaa®required. This principle will

guide the university to continue to actively cobbedte and consult with members of the

Aboriginal community:

1. Ensuring the development and implementation ofesgia employment equity

outreach with the Aboriginal Community; relationstiuilding based on trust and

respect;
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2. Ensuring that the institutional employment equibynenittee prepares and tracks
equity hiring goals for Aboriginal peoples in a édential and respectful manner;

3. Ensuring that there are representatives from tharigimal community (campus
and/or external) invited to join institutional conttees/groups whose focus is the
eradication of racism and discrimination; and

4. Making sure that within the institution there igport for the creation (and
sustainability) of a Pan-Indigenous organizatioprimamote Aboriginal scholarship,
and to assist in building a ‘critical mass’ of Algdnal scholars and administrators in
Ontario universities.

The views of the participants in this study suggleat employment equity policy
must infuse an Aboriginal presence in the definitod principles that are designed to
guide faculty recruitment and retention in the @otarofessoriate. Each stage along the
policy transformation circle should embrace th¢, lasd the over-arching theme of this
policy process should be the dissemination of kedgé about Aboriginal peoples to all
members of the academy as a core aspect of redatphbuilding. However, while
knowledge is a critical foundation upon which talththese relationships, it is essential
that Aboriginal peoples, faculty, staff and studeatre recognized as theiceof change.
To alleviate the under-representation of Aborigsaiolars in the Ontario professoriate
requires universities to not only acknowledge Agimial leadership, but to also support
this leadership in order to combat the resistancktiae potential ‘backlash’ against
Aboriginal scholars and scholarship which is likedyoccur. The findings of this study
suggest that the use of a transformative policggse may in fact achieve this support

for Aboriginal scholars and address potential bastkito equity programs. To achieve
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these goals, a knowledge-base will be requireti@$oundation for authentic

consultation with members of the Aboriginal comntuim which stakeholders from this

community design, implement and finally assesstggqualicy in the academy.
Implications for Future Research

Three core issues were identified during this ingas having implications for
future research with members of the Aboriginal camity: 1) ethical considerations for
research conducted collaboratively with membeith@fAboriginal community; 2)
utilization of online methodologies in conductiresearch; and 3) efforts by the academy
to provide the support needed to increase caphuitgling for Aboriginal scholars and
scholarship within the academy.

| would suggest that a significant aspect of defynor prescribing ethical conduct
for research with Aboriginal participants involvée researcher’s responsibility to
protect the well-being of all participants. As R¢2801) suggests, working from a stance
of ethical responsibility is necessary to ensua th the translation of research findings,
the researcher has in effect fostered collabordtesween the institution and the
community. Especially in terms of researcher oatsglatus, this presents ethical
challenges which require cultural sensitivity aadpect in the interpretation and
translation of data.

Smith (2005) eloquently describes the contestedrgt@r tensions if you will,
that qualitative research must navigate as theesgac.between methodologies, ethical
principles, institutional regulations, and humabhbjsats as individuals” (p. 85). She
suggests that these ‘spaces’ are counterbalaneg@usafprces which oppress and are

intolerant of the complexity and richness of a gative approach. She also states that a
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“consistent thread in research claiming to decosippressive systems has adopted a
‘human rights’ perspective; and that this has desght with the binary of colonizer
and colonized” (Smith, 1999, p. 26). In this reg&thith purports that, for many
Indigenous peoples, research has become a furét@oohof colonization used to exploit
Indigenous peoples and knowledge through a Wegtsinens. As Ladson-Billings and
Tate (1995) state, scholarship from a critical tggcamework must embed tiveice of
participants as well as the opportunity to claird aame one’s reality — to present
counterstories with which to challenge Eurocertiegemony in the academy. As they
suggest, telling these stories influences botertalhd listener, and challenges
meritocracy — that by communicating the experiesfagppression, this may in fact be
the first step toward social justice.

Contesting the exploitation of colonization maydohieved by providing
opportunities for these counterstories to be tgid\boriginal scholars, Elders and
educators. And furthermore, this may involve @cait research processes/procedures
that incorporate the knowledge and expertise ofrigiital scholars in reviewing
research proposals, and as required, educatingrobses who are seeking to conduct
collaborative research with members of the Aboagsommunity. This
process/procedure should acknowledge cultural resaicereby honouring and
respecting the participants and the knowledge shdueng the research. Additionally,
workshops and information sessions hosted by st@ution and facilitated
collaboratively with Aboriginal scholars would alatbow for the active dissemination of
information about Aboriginal knowledge and schdigugo all members of the academy,

and in particular, to academics. It is my beligftthwould have benefited immensely
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from a process which offered assistance in devetppiltural competency prior to
commencing research. This competency based onagenglresearcher reflexivity and
meaningful understanding of not only my own per$éeres as a researcher, but also the
influence of thidenson the collaborative research inquiry. My refletivas a researcher
developed greatly throughout the inquiry, and imyneases this development occurred
under the kind tutelage of the research particgpant

An element of this research reflexivity dealt witly responsibility to foster a
sense of community with, and amongst the reseadicipants. | would suggest that the
choice of methodology used in conducting reseaiith mvembers of the Aboriginal
community be carefully scrutinized from a cultusahsitivity standpoint. This was
especially important given that this study utilizgdonline format for the focus group
interviews. As previously noted, a positive outcamhéhe online focus group interviews
was the fact that many participants did experienicat | would characterize as a ‘sense
of community’ which [ attributed to their wish tel&identify with each other at the
conclusion of the research to maintain contacto Alse telephone interviews were
instrumental in many cases in fostering a persmationship between researcher and
participants.

Another point of consideration in the developmdrd tsense of community’
amongst participants has to do with the proposedtidun of the research. | believe there
is a need for sufficient time to ensure that pgréiots have the ability to develop rapport
with one another, as well as providing them withpopportunity to share their insights

and comments online.
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And lastly, | believe that the research data #@eddture identify a compelling
need to not only ‘build a critical mass of Aborigirscholars in the Ontario
professoriate,” but also, there is a related neatételop strategies and initiatives to
build capacity for Aboriginal scholarship in theademy. Smith (2005) offers the
following strategies as methods for building capaii Indigenous research:

* “Training/employing Indigenous people as researgher

» Generating research questions by communities;

» Developing Indigenous research methodologies;

» Establishing Indigenous research organizations; and

* Engagement and dialogue between Indigenous andnadgenous

researchers/organizations” (p. 92).
| believe these strategies comprise fundamentalestés of a culturally sensitive and
ethical practice for researchers involved with Afriginal community.

Additionally, as suggested by the research pagitip another method to build
capacity for Aboriginal scholars and scholarshithi@ academy may exist through the
collective efforts of Ontario universities to fatate the development of a Pan-Indigenous
organization. Lawrence and Dua (2005) state treasthvival of Aboriginal peoples is
based on their nationhood. This view is reflectethe findings of the study in that most
participants were supportive of the developmera Ban-Indigenous Organization
through which networks of allies may be utilizeéind furthermore, Ryan (1998)
postulates that at the core, resistance to oppressay be facilitated through forms of
community building to collectively confront and adds oppressive practices. Therefore,

as a collective strategy, the Pan-Indigenous gjyateay assist in addressing the under-
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representation of Aboriginal scholars in the Omtgrofessoriate through the creation of
supportive alliances within, and amongst postseapnihstitutions. Raven, one of the
participants notes a positive outcome of suchegratalliances may be the focus “...on
[a] collective opinion and eventually a pan-Natsggéritual view of what it is to be Native
in Canada.”

And so in conclusion, the implications for futuesearch with members of the
Aboriginal community centers on the need to devedationships with research
participants which are embedded with a respedhi®nuances of culture, and thereby
honour participants through opportunities for aathleecollaboration in the production of
knowledge. As Ryan (1998) suggests, critical apgrea to educational leadership focus
on efforts to promote social justice and equitygaups, and members of those groups
who experience oppression and marginalization withe educational system. He states
that rather than managerial effectiveness, thesfotwritical leadership emphasizes the
importance of a social critique to address inedpatsife chances and differential
treatment within the educational system.

Conclusion

Bell (1997) describes social justice educatorsagents of change’ who seek
social justice reform in the following contextsc&d responsibility, empowerment, and
distributive justice. | believe that the universay an institution of higher learning must
embrace its leadership role and act with socigdarsibility by empowering Aboriginal
scholars to reach their fullest potential. Thigtitational leadership may be characterized
as the ability to add to existing knowledge, toiexmtellectual development, and to

move beyond the possibilities that currently ethsbugh knowledge production that is
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supportive of innovation and different ways of knogvand learning. Ryan (2003) posits
that an understanding and appreciation for the ¢exitg of inclusive education moves
beyond a simple recognition and knowledge of déféivalues and practices. And
furthermore, Ryan (1998) suggests that criticadéeship should provide members of the
educational community with an understanding of ltlogse inequities are perpetuating
on and through individuals, as well as providingtggies to resist oppression and
marginalization.

As the participants in this study suggest, univiessinave to ‘walk the talk.’
While there are educational policy reforms whidemipt to address the marginalized
status of many Aboriginal students in Ontario, @hlthe Ministry of Education and the
Ministry of Training, Colleges and Universities &%, more is needed. Recent policy
around the inclusion of persons with disabilitie€ntario provides valuable lessons in
this regard. Specifically, the challenge made leyniners of the population who identify
as persons with disabilities, that any legislatvgolicy reform must involve the active
consultation and participation of persons with disges. Their motto, ‘nothing about us
without us’ reminds us that policy reform, evenhwtihe best of intentions, can be an
exclusionary and oppressive process.

And finally, the findings of this study agree wRneston’s (2008) comments
concerning the 1996 report of tR@yal Commission on Aboriginal Peoplesich
suggest that there is a need for Canada to deaeldpmplement strategic initiatives in
education which support the success of Aboriginadents. These strategic initiatives
include the provision of transitional supports {matarly for Aboriginal students from

northern and rural locations), and the promotiod fagilitation of the active
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participation of Aboriginal educators and Eldexnfrthe community in developing
curricula and pedagogy which respect and honouriginal epistemologies. However, it
is important to recognize that these initiative$ méquire the investment of both time
and funding to develop Aboriginal postsecondarygpams. If properly implemented,
such initiatives, while strategically developedstgport Aboriginal peoples within the

Canadian educational system, will ultimately bénahense benefit to the nation.
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Focus Group Interview Participation Summary

Focus Group Interview #1 — GROUP A (10 participantwotal)
70% overall participation

Question| Total # # of Participant # of Total
of Participants Postings| Postings/Interviews
Postings by Participant
Code of 1 1 NishKwe 1 3
Conduct
Question 5 5 mahkwa 1 1
#1
Gahutneo 1 1
adjidjak 1 1
NishKwe 1 2
Wolf 14 1
Question 3 3 Wolf 14 1
#2
Borealgirl 1
NishKwe 1
Focus Group Interview #1 — GROUP B (6 participants)
66.76% overall participation
Question| Total # # of Participant # of Total Postings/
of Participants Postings Interviews by
Postings Participant
Code of 3 2 Raven 2 3
Conduct
Annie Oakley 1
Question 4 3 Jeannette 1 1
#1
Mama D/Annie 2 3
Oakley
Raven 1
Question 1 1 SAM 1 1
#2
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Focus Group Interview #2Group A (11 participants in total)
55.0% overall participation

Question Total # # of Participant # of Total
Postings | Participants Postings | Postings/Interviews
by Participant
Implications 6 5 Group5a/drn 1 1
for the future
pool of Bryan 1 1
Aboriginal Loucks
Scholars in (Lyght) 1 1
the Ontario
professoriate Nishkwe 1 1
Wolf14 1 1
Gahutneo 1 1
*Metisprof
telephone
Focus Group Interview #2Group B (5 participants in total)
80% overall participation
Question Total # # of Participant # of Total
Postings | Participants Postings | Postings/Interviews
by Participant
Implications 7 4 Raven 1 1
for the future
pool of SAM 4 4
Aboriginal
Scholars in Annie 1 1
the Ontario Oakley
professoriate 1 1
Jeannette




Focus Group Interview #3Group C (16 participants in total)
50.0% overall participation
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Question Total # # of Participant # of Total Postings
Postings| Participants Postings Interviews by
Participant
Why do 10 8 Raven 2 2
Aboriginal
Scholars stay NishKwe 1 1
and
conversely, borealgirl 1 1
why do they
leave, the adjidjak 2 2
Ontario
professoriate? Gahutneo 1 1
Annie Oakley 2 3
* telephone July 8th
Jeannette 1 1
Anishinaabe-Kew
*Telephone 1

Focus Group Interview #4— Group C (16 participant®tal)
37.5% overall participation

Question Total # # of Participant # of Total Postings
Postings| Participants Postings Interviews by
Participant
Policy 5 6 Raven 2 3
Implications
for the NishKwe 1 1
Professoriate
borealgirl 1 1
Bryan Loucks (Lyght) 1 1
Annie Oakley 1
(member-
check
document)
Anishinaabe-Kew
*Telephone 2
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APPENDIX B — Letter of Invitation
(Later Version) ) )
University

Dear Of Windsor

Re: Dissertation Research thinking forward

Title of the Study: ‘Examining the Under-represditn of Aboriginal Scholars in the Ontario
Professoriate: Policy Implications for Faculty Retment and Retention’

I am writing to you as a PhD Candidate in the JBnD in Educational Studies Program at the Uniwersi
of Windsor, to invite your participation, and/orrexquest that you forward this invitation to mensbet the
Aboriginal community, specifically, Aboriginal sclass who have been members of the Ontario
professoriate who may be interested in the stuMy background as a university employment equity
manager, and as a social justice educator, hasdethe personal interest and impetus to invetstitee
under-representation of Aboriginal scholars in @mtario Professoriate; for the purpose of this ingu
professoriate means those who currently hold, oo Wave held, a role with teaching responsibility in
Ontario universities, including: faculty, as wa#l administrative counsellors and/or graduate stsdeith
teaching responsibility.

Purpose of the Study: The purpose of this reseataty is to examine the under-representation of
Aboriginal peoples working as members of the pradeste at Ontario universities in an effort to eley
recruitment and retention policies which suppodiggand social justice for the Aboriginal Communit

This research inquiry proposes to examine issuashwihfluence the under-representation of Aborigina
scholars in the Ontario professoriate, from thesjpective of Aboriginal scholars currently employasd
members of the professoriate at Ontario univessitand those who have left employment in this role
(retirement, career change, move to another prevarccountry, and/or as the result of the expegenfc
discrimination, etc.), at Ontario universities. sBd on the experiences shared, and recommendations
provided by these Aboriginal scholars, it is pragbsthat a set of principles with which to guide
recruitment and retention policies and practiceshim academy will be developed to foster equity and
inclusion, and potentially address the under-repridion of Aboriginal scholars in the Ontario
professoriate.

The methodology proposed for this research studlyfegus on the analysis of qualitative data gatider
through online (weblog) focus group interviews whigill commence on June #8As | am not a member
of the Aboriginal Community, and given the sociaktjce premise of this inquiry, | believe that
participation by members of the Aboriginal Commurig critical to ensure the authenticity and cudtur
relevancy of the research findings. Participanpoeses will be kept in confidence, and participantsy
withdraw from the study at any time.

Please feel free to contact me as | would be hdappgnswer any questions you may have, or supply
additional information as requested. | look forevéo the possibility that you will agree to paipiate,
and/or forward this invitation to participate irsearch to members of the Aboriginal Community whaym
be interested.

Sincerely,

Professor Karen Roland

Doctoral Candidate: Joint PhD in Educational Stadi

Experiential Learning Specialist, Faculty of Edimat University of Windsor
519-253-3000 ext. 4288land1@uwindsor.ca
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APPENDIX B — Letter of Invitation

(Original Version — Email Sample)
Dear

Re: Dissertation Research

Title of the Study: ‘Examining the Under-representation of Aboriginal Scholars in the Ontario
Professoriate: Policy Implications for Faculty Recruitment and Retention’

My name is Karen Roland, and | am writing to you today as a PhD Candidate in the Joint PhD in
Educational Studies Program at the University of Windsor, to request your assistance by
providing me with contact information for Aboriginal Scholars who are, or who have been,
members of the Ontario professoriate, and/or forwarding this invitation to members of the
Aboriginal Community who may be interested in participating in the dissertation research study
noted above. My background as a university employment equity manager, and as a social justice
educator, has provided the personal interest and impetus to investigate the under-representation
of Aboriginal scholars in the Ontario Professoriate; for the purpose of this inquiry, professoriate
means those who currently hold, or who have held, a role with teaching responsibility in Ontario
universities, including: faculty, as well as administrative counsellors and/or graduate students
with teaching responsibility.

Purpose of the Study: The purpose of this research study is to examine the under-
representation of Aboriginal peoples working as members of the professoriate at Ontario
universities in an effort to develop recruitment and retention policies which support equity and
saocial justice for the Aboriginal community.

This research inquiry proposes to examine issues which influence the under-representation of
Aboriginal scholars in the Ontario professoriate, from the perspective of Aboriginal scholars
currently employed as members of the professoriate at Ontario universities, and those who have
left employment in this role at Ontario universities. Based on the experiences shared, and
recommendations provided by these Aboriginal Scholars, it is proposed that a set of principles
with which to guide recruitment and retention policies and practices in the academy will be
developed to foster equity and inclusion, and potentially address the under-representation of
Aboriginal Scholars in the Ontario professoriate.

The methodology proposed for this research study will focus on the analysis of qualitative data
gathered through online (weblog) focus group interviews. As | am not a member of the Aboriginal
Community, and given the social justice premise of this inquiry, | believe that participation by
members of the Aboriginal Community is critical to ensure the authenticity and cultural relevancy
of the research findings. Participant responses will be kept in confidence, and participants may
withdraw from the study at any time.

Please feel free to contact me as | would be happy to answer any questions you may have, or
supply additional information as requested. | look forward to the possibility that you will agree to
provide me with contact information for Aboriginal Scholars who are, or who have been, members
of the Ontario professoriate, and/or forward this invitation to participate in research to members of
the Aboriginal Community who may be interested.

Sincerely, Karen Roland

Professor Karen Roland

Doctoral Candidate: Joint PhD in Educational Studies
Experiential Learning Specialist

Faculty of Education, Room 3332, University of Windsor



227

APPENDIX C
Letter of Information for Consent to ParticipateResearch

University 0

of Windsor

thinking forward

LETTER OF INFORMATION FOR CONSENT TO PARTICIPATE IN RESEARCH

June 2008

TITLE OF THE STUDY: Examining the Under-representation of AborigiBaholars in the
Ontario Professoriate: Policy Implications for HagiRecruitment and Retention

You are asked to participate in a research studgwtcted by Karen Roland, a doctoral student in
the Joint PhD in Educational Studies Program, floenFaculty of Education, at the University of
Windsor. The results of this research study wilcbatributed to her doctoral dissertation. If you
have any questions or concerns about the resqdectse feel to contact Karen Roland (519) 253-
3000 ext. 4288rolandl@uwindsor.caor, her Supervisor, Dr. Benedicta Egbo, (519)-2660
ext. 3839.

PURPOSE OF THE STUDY

This research inquiry proposes to examine issuashwinfluence the under-representation of
Aboriginal scholars in the Ontario professoriatenf the perspective of Aboriginal scholars
currently employed as professors at Ontario unitress and those who have left employment as
professors at Ontario universities. Based on tkgemences shared and recommendations
provided by these Aboriginal Scholars, it is prambshat a set of principles with which to guide
recruitment and retention policies and practiceth@éacademy will be developed to foster equity
and inclusion, and potentially address the underesentation of Aboriginal scholars in the
Ontario professoriate.

PROCEDURES
If you volunteer to participate in this study, wewld ask you to do the following things:

» Participate in the research study by contributingfdcus group interview sessions
utilizing an online weblog format; these focus graessions will be conducted during
the period of June — August 2008.

» Participants will be asked to choose a pseudonymihfeir online identity (based on a
cultural, familial, or historical context) in anfeft to protect each individual's identity.

» Participants will be asked to participate in fomtime focus group interview sessions as
members of either:

o Group A (those Aboriginal Scholars who are curseetinployed at an Ontario
university as a professor), or,

o0 Group B (those Aboriginal Scholars who have leét émployment as a professor
at an Ontario university).

e Telephone interviews with a select number of pidiats will be utilized to further
explore and confirm findings.

» Additionally, all participants will be asked to pide feedback to the researcher through
a member-checking process integrated throughouti#tte collection process to allow
participants to guide the research inquiry.
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» Participate in the two final focus group interviemsmembers of Group C (comprised of
members of Groups A and B) to discuss and reflectwhy Aboriginal Scholars
stay/leave the academy, and the potential imptinatiof proposed principles to guide
equitable recruitment and retention policies/padiin terms of the under-representation
of Aboriginal Scholars in the Ontario Professoriate

Participation in the focus group interviews has tbetential to create some emotional
discomfort/stress; both in terms of issues disajsses well as perhaps when revisiting
experiences that may have caused you emotionasliigréh the past. Additionally, given the
dynamic nature of the discussion proposed durieginterview process, with all posted entries
visible to the members of your focus group (GrouprAGroup B, or Group C), there could be
some emotionally charged discussions causing yme samotional discomfort.

The results of this study will have significance timat as the population of the Canadian
Aboriginal community of people continues to growjdaas professional opportunities in
Canadian universities develop, it is necessarthéninterest of social justice and the production
of new knowledge, to embrace principles which ewkamclusive practices to positively
influence the recruitment and retention of Aboradipeoples in the professoriate.

Research participants will not receive paymenthteir participation in this research study.

CONFIDENTIALITY

Any information that is obtained in connection wilis study and that can be identified with you
will remain confidential and will be disclosed onkjth your permission. Care will be taken to
ensure the confidentiality of each research paditi through a coding system (self-selected
pseudonym), so that you are able to interact withear of reprisal for your viewpoints. This
coding system will be the responsibility of Karealé&d, the investigator. Additionally, although
participation in all weblog focus group intervievsclssions by all of the participants would be
considered optimum, participation is strictly valary, and no individual research participant will
ever be coerced or forced to join into a discusdioraddition to the right to withdraw from the
study at any time, participants also have the rightvithdraw from a particular focus group
interview discussion without embarrassment.

You can choose whether to be in this study or ribyou volunteer to be in this study, as stated
above, you may withdraw at any time without conseges of any kind and you may also refuse
to answer any questions you ¢towant to answer and still remain in the study. Thestigator
may withdraw you from this research if circumstanagse which warrant doing so.

Upon successful defense of the doctoral dissentatitaren Roland will ask all research
participants if they would like to be provided wilkfinal copy of the dissertation. A summary of
research findings of the study will also be madailable at the following websites:

Web addresses:www.uwindsor.ca/reland http://www.uwindsor.ca/KarenRolandResearch

Date when results should be available: June 2009

It is anticipated that the study data will be ugedubsequent studies as a backdrop for further
inquiry with the Aboriginal Community concerningtiatives/programming to promote inclusion
and equity in the educational system.
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You may withdraw your consent at any time and diicoe participation without penalty. If you
have questions regarding your rights as a reseatgjlect, contact: Research Ethics Coordinator,

University of Windsor, Windsor, Ontario, N9B 3P4l&phone: 519-253-3000, ext. 3948; e-mail:
ethics@uwindsor.ca

SIGNATURE OF INVESTIGATOR
These are the terms under which | will conductaesie

June 11, 2008
Signature of Investigator Date
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APPENDIX C
Participant General Information Form

Dissertation Research Study: Examining the UndsgrBsentation of Aboriginal Scholars in the
Ontario Professoriate: Policy Implications for HagiRecruitment and Retention
K. Roland, PhD Candidate, University of Windsor,ndgor, ON
519-253-3000 ext. 4288&land1@uwindsor.ca

Participant General Information
Name:

Login User ID: (provided) Password: (provided)

Self-Selected pseudonym for online identity:

Self-Identification as a member of the Aborigina@munity: YES NO

| chose to use the terminology Aboriginal peoptastiiis study because of the fact that this meaiginal
people, and that it is a legal term used in thea@&m Constitution (as well as the Federal Contract
Employment Equity Program), and most importantlytfee study purposes, it recognizes “Indians, Inuit
and the Métis”, which resonates with the inclusigraremise of the inquiry. However, | am respeatiu
the fact that some persons may self-identify otisansuch as Native, First Nations, Original Pesple
Status or NonStatus Indians.

Please identify with an (X), your sex: Male Female

Please identify with an (X) your age group: 25-45 46-65 Other

Current Employment Position Title:

Post Secondary Education:

Are you currently a member of the Ontario Profeisser(faculty member, administrative
counsellor with some teaching responsibility, adyrate student with some teaching
responsibility)?
YES NO

Please indicate with an (X), how you would identifur role as a member/former member of the
Ontario professoriate:

° Faculty or,

* Administrative Counsellor (with some teaching rasgbility): or,

* Graduate Student (with some teaching resportgibili

How many years have you held this role/were youleyegl in this role:

While a member of the professoriate, what discéptin area of focus did your work involve?

Please indicate if you have received, read andretui®l the Letter of Information for Consent to
Participate in Research: YES NO Date:




231

Please indicate with an (X):

Are you currently involved with the Ontaricuedtional system (i.e., elementary
school, secondary school, colleges, and/or unies$i or
Other (please describe):

Please indicate with an (X), if your current wodres Aboriginal people located in (Please
select all that apply):

Urban areas
Suburban areas
Rural areas
Remote areas

Please indicate with an (X), where geographicélé/éducational institution or organization you
work with serves Abariginal peoples (Please sad#é¢hat apply):

Northeastern Ontario

Northwestern Ontario

Central Ontario

Greater Toronto area (GTA)

Southeastern Ontario

Southwestern Ontario

Other location — please specify:

Please indicate with an (X), the type of informatsgrvice the educational institution or
organization you work with provides to studentgfats/consumers concerning education (Please
select all that apply):

Information about educational programs, ses/and/or facilities

Information about ways to access educatjmmugrams, services and/or facilities
Academic programs

Contact/location information

Application forms



Apprenticeship schooling and licensing
School Board policies and procedures
Health and safety-related information witthie school system

Other (please describe):

Please indicate with an (X), how the educationstitution or organization you work with
communicates with students/clients/consumers (Plsakect all that apply):

In person

Print material

Print material that is posted
DVD/CD-ROM
Direct mail

Mass malil
Telephone

Email

Internet

Weblogs

Websites
Information sessions
Presentation
Lectures

Seminars

Television

Radio

Newspaper

232
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Other (please describe):
| would appreciate if you would kindly complete amediurn this form to me by E-mail
(preferable) taoland1@uwindsor.car by fax to my attention at 519-971-3694.
THANK YOU!
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APPENDIX C
Weblog Access and Instructions

Research Study: Examining the Under-Representafidioriginal Scholars in the Ontario
Professoriate: Policy Implications for Faculty Reétnent and Retention
K. Roland, PhD Candidate, University of Windsor,ndgor, ON
519-253-3000 ext. 4288&land1@uwindsor.ca

Weblog Focus Group Interview Access Instructions
Dear Study Participant,

Thank you again for agreeing to voluntarily papate in the above-noted research study! You,
along with approximately 11 other individuals whavk self-identified as Aboriginal Scholars
who are either currently, or formerly employed wath Ontario university, as a member of the
professoriate, will participate in four(4) separatblog focus group interviews; the first weblog
is tentatively set to commence on Wednesday Jufeat®i end on Wednesday, June 25/08.

For the purposes of this research inquiry | amzirnid) a secure, password protected weblog as
the format for online focus group interviews. Theséne research weblogs will be used to
provide a “collaborative space” for interactiveldgue in which data can be recorded, reviewed,
and commented on by all the participants; it isciated that the blog-method of data collection
for the focus group interviews will allow flexibii for participants as well as the researcher.

Shown below is the tentative schedule for the WegBlocus Group Interviews:

Weblog Theme Start Date| End Date Telephone Weblog
Focus interviews with Summary
Group selected posted online

Interview participants for comment

# (member-
checking
process)

1 Code of June 18 June 25 June 26 & 27/08  June 28/08

Conduct
Context of
Education
2 Implications for| June 30/08|  July 7/08 July 8 & 9/08 July 10/08
future pool of
Aboriginal
Scholars
3 Why do July 11/08 | July 18/08]  July 19 & 21/08 July 21/08
Aboriginal
Scholars
Stay/Leave the
Academy?
4 Policy July 24/08 | July 31/08 August 1 & | August 12/08
Implications 11/08

*Please note that during the designated perioddch Weblog Focus Group Interview,
participants will have 24 hour access to the sitel are encouraged to post as often as they wish.
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Posted comments may be accessed by clicking dndkecomment’ link; comments will appear
in chronological order with the most recent appapégt the top of the page under the question
heading.

Also, to honour the Oral Tradition shared by marpAginal Peoples, | would like to offer
participants, at their request, the opportunitggeak with me in a telephone conversation
regarding the thematic discussion for each webdagg group interview; this conversation will
allow the participant to share her/his thoughtdlyrand | will forward a transcription of this
conversation for review by the participant, anddosider what, if any part, the participant
wishes to share during the online discussiondfel this as an imperfect alternative, but | am
hopeful that this alternative may offer some pagstiats the ability to participate in the online
dialogue in a manner which is respectful of theirsonal ways of knowing. Please give me a
call to advise me if you would prefer this methddnberaction.

As a study participant you will be provided witlpersonal USER ID and Password with which
to access the weblog site (please refer to yowsopatized Participant General Information
form); however, in an effort to empower particiggrtwill ask that each of you choose a
pseudonym for online interactions - naming onesatfed on a cultural, familial, or historical
context — your pseudonym will be the online idgmyibu use when submitting comments.

Your voluntary participation in these online webfogus group interviews will be confidential,
and although there will be anonymity amongst thigipants during the online dialogue, of
necessity for the integrity of the research stuavyill be aware of each participant’s identity. |
would suggest that when posting online, you reffeam identifying yourself, your institution,
and/or any other individual. Additionally, you majthdraw from participating in this research
study at any time, for any reason.

The weblog postings will involve a thematic inqulinyitially based on themes identified through
the literature review process, and then as theygarthrough the online discussions.

Your participation in the first weblog focus groimperview will commence with your review,
comment, and recommendations concerning:

 June 18-20/08 -  our proposed Code of Confdudd/eblog Participants

e June 20-25/08 - Two sets of questions will bedusebegin the process of
consultation with you, self-identified Aboriginatiolars,
examining factors which you as members of the Atioail
Community, may believe affect Aboriginal studerstshse of
inclusion and/or exclusion in the Ontario educai®ystem
(elementary through postsecondary education). &ason for
collecting this information is to examine if thefaetors have any
influence on Aboriginal students’ choice of a ca@®a university
professor in Ontario — the future employment pddhooriginal
scholars.

The first Weblog Focus Group Interview will end Wednesday June 25, 2008.

Instructions for Study Participants: AccessingResearch Weblog site
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1) Participants are requested to proceed to fl@nving link:
http://cronus.uwindsor.ca/users/r/roland1/blog/

2) At the Authentication Page, please enter thERI® and Password provided in your
Participant General Information form

3) Once at the weblog site, you will find the fippsting ready for your comments:

» Requesting your feedback (comments/recommendatiegayding the proposed weblog

focus group interview Code of Conduct for particifsa

4) To add a comment, please click on¢henmentink and the following text box will
appear (as shown below). Please follow instrustemshown below to submit your
comment(s).

Commentg0)

Add Comment

Subject: | Web Blog Proposed Code of Conduct for Participants
Name: | *INSERT YOUR PSEUDONYM HERE

Email: | do not complete this box

Website: | do not complete this box

Comment: (No HTML - Links will be converted if gheed http://)

Remember Me

Please record your comments/recommendations here.

| o

¥ Send ‘ Clear Form ‘

When you have completed entering your commentspletck on the ‘Send’ button and
your comment will be added - as mentioned previgugimments will appear in
chronological order with the most recent appeagintpe top of the page under the

guestion heading. You are encouraged to view eatiog focus group interview site

when active (as per the dates noted above), acmhtonent as often as possible.

Thank you again for agreeing to participate in teisearch study! If you have any questions,
concerns, or need additional information, pleaseatdesitate to contact me.

Sincerely,

Karen Roland, Doctoral Candidate: Joint PhD indadional Studies
Experiential Learning Specialist, Faculty of Edimat University of Windsor
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APPENDIX D
Focus Group Interview #1
Major Area of Focus: Context of Educational Expede

Proposed Code of Conduct for Weblog Focus Grougriigw Participants

Shown below is a propos&tbde ofConduct created for you as participants in this MgBocus
Group Interview process - please take a momergview the code - your comments,
suggestions, or recommendations would be most ejppee! (click on the wor€ommentgblue
font) below to add your thoughts). You need onlgtude your pseudonym as your online
Nameand please do not complete the sections askingpfaremail address and website. Please
contact me if you have any questions.

Thank you again for your participation!

Proposed Code of Conduct for Weblog Focus Grougriigw Participants:

Shown below is a preliminary draft ofGode ofConduct created for you as a participant during
the online focus group interviews which will be doweted in a weblog format during this
research study. The purpose of tBzde ofConduct is to facilitate and promote a climate
conducive to open and safe dialogue, to protectygparticipants in terms of knowing what the
expectations are for acceptable behaviour for gpdiion. Critical elements of this Code address
respectful dialogue in an online format, as weliheswell-being of the Aboriginal Scholar.

The goal of thiCodeis to establish a blogging community, as Kuhn02(}.27) states,
“Blogging has the potential to create cyberspaceeroanities, therefore, prioritizing the human
presence is an essential element of a blogging abeléhics”.

Weblog Focus Group Interview Participants will
Foster a sense of inclusion among the particigayts

« posting comments regularly, and
« building relationships and blog-community by resgiog to comments regularly.

Promote respect for the human nature of communitatir what Kuhn (2007, p.29), refers to as
the “humanized discourse of the blog”, by minimgimarm to others:

« do not “self-censor” by removing weblog posts omoeents after published;

« promote authentic communication - be accountalrlevhat you post; and

- critical and scholarly debate of opinions and vieimgs will be solicited and encouraged;
however, participants will not label or knowinglguse harm to another participant.

Encourage interactive behaviour among participbyts

« respecting blog etiquette; and
« encouraging response to your comments on the weblog

(Kuhn, 2007, pp.33-34)

Weblog Focus Group Interview Participant Rights:
Kuhn (2007, p.29) posits that, “bloggers frame blag vehicles for social change...and tools that
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can be leveraged for political and social gaintvoluld suggest that the primary stakeholder in
this research study is the Aboriginal Communitglitgiven that the goal of this research is to
contribute to the well-being of the members of ttinmunity.

Aboriginal Scholars, as collaborative partnershis tesearch study:

1. will participate in an interactive and respettfialogue in which every individual
participant’s contributions are respected and \@lue

2. can expect to participate in safety and withahsurance of confidentiality; participants will
not be identified - only the principal researchérRoland) will have access and knowledge of
individual participant identity;

3. must demonstrate respect for human dignityliaspects of their participation (Tri-Council
Policy);

4. acknowledge that the goal of this research tohtribute to the well-being of the Aboriginal
Community; and

5. study participants will comply with the Univiysof Windsor Information Services
Acceptable Use Policy:
http://www.uwindsor.ca/units/its/website/main.nsi/oc/8FFBB082927240E385256EA9006EE
B77 during all online focus group interviews; andstated in above-noted policy, this includes:
as a holder of a computer ID and password, theygiadicipant is responsible for protecting
campus computing facilities from unauthorized asdmskeeping the computer ID and password
confidential

Karen Roland, as principal investigator, can antireimove access to the focus group interview
weblog site for those participants who do not willy abide by the terms of thiode of
Conduct.

Kuhn, M. (2007). Interactivity and prioritizing theiman: A code of blogging ethickurnal of
Mass Media Ethics, Z2), 18-36.

Question #1 (June 19, 2008) Theme: Context of Eduaanal Experience

The first step in this research study is to consith you, as an Aboriginal Scholar, to identify
factors you believe may influence the sense ofisioh and/or exclusion Aboriginal students
experience in the Ontario educational system (aehtang through postsecondary education). The
reason for beginning the inquiry at this pointagievelop a contextual understanding, from your
point of view, to understand the meaning behindetkgeriences.

For the purpose of this inquiry, inclusion will eefto a student's/students’ perception or feeling
of belonging and value as a member(s) of the scimudiclassroom learning community;
exclusion on the other hand, will refer to a studéstudents’ perception or feeling of alienation,
marginalization, and/or oppression in the schodl @assroom learning community.

Shown below are some preliminary questions withcliid being our discussion - | invite you to
please share your comments, insights and reflection

Do you believe that a compassionate (caring), addsive learning environment (an

environment which promotes a sense of value armhiyelg for its students), is possible in the
Ontario education system? If so, what elements) fio Aboriginal worldview, do you believe

are necessary to create this learning environmentnconditional respect between teachers and
students; a holistic approach to education inimahip to individual well-being)?
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How would you, as an Aboriginal Scholar, charaztesiour experience in the Ontario
educational system, in terms of a sense of inalu@ieling that you belong and are valued as a
member of the educational community), and/or excfugfeeling that you do not belong and are
not valued in the educational community)?

Question # 2 (June 22, 2008)
Continuing the discussion, please consider theviatlg questions...

What are your perceptions and feelings about whaalued as 'education’ from an Aboriginal
perspective/worldview?

Do you believe this is congruent with the valuesoamted with the purpose of 'mainstream’
education?

Do you believe it is possible to overcome the diviidtween Aboriginal epistemology and
Eurocentric hegemony in the current educationaksysn Ontario?
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APPENDIX E
Focus Group Interview #2
Major Area of Focus: Implications for Recruitment

Implications for the Future pool of Aboriginal s¢his in the Ontario professoriate:

The reason for collecting this information is t@mine, from your viewpoint as self-identified
Aboriginal Scholars, if you believe that the fastassociated with a sense of inclusion or
exclusion in the educational community, have aluarfce on Aboriginal students’ choice of an
academic career — thereby impacting the future eynpént pool of Aboriginal scholars in the
Ontario professoriate.

Do you believe that the purpose of education rtwide an environment in which Aboriginal
students reach a postsecondary level of educat@ege/university level)? | ask this question to
gather your impressions concerning whether or aathelieve postsecondary education is a goal
for most Aboriginal students; some of the literatauggests that this may not be a goal for some
Aboriginal students and their communities (i.e.ntigome Lake’s prophecy). Also, given your
previous discussion concerning conditions of sygteppression and discrimination in the
Ontario educational system, is there in your opinany reparative options which would
eradicate barriers to educational attainment?

Do you believe that the Aboriginal community islimid) to work with the non-Aboriginal
community to address the current inequities inQméario educational system? Would the
Aboriginal community advise 'mainstream educatoamcerning how the system could
acknowledge different knowledge systems? In yqmion, how could Aboriginal worldviews

be rightfully supported and valued in educationf?d 4 so, how might the expected resistance to
this change by the educational system be challengexiing beyond the rhetoric?

Do you believe that changes which promote socglga in education, and eliminate barriers by
fostering a welcoming climate in Ontario classropoa ultimately affect the future pool of
potential Aboriginal scholars in the Ontario prafesate?
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APPENDIX F
Focus Group Interview #3
Major Area of Focus: Are universities welcomingtitutions?
Recruitment and Retention Issues

During this 3rd focus group interview | invite ytw participate in an interactive dialogue with all
your co-participants (there are sixteen participamthis study - 11 who are currently members
of the Ontario professoriate, and 5 who are formembers of the Ontario professoriate), in
sharing your stories and lived experience in respda the questions: Why do Aboriginal
Scholars stay, and conversely, why do they ledeeQOntario professoriate?

I am hopeful that through discussion of your livegberiences we can inform the westernized
epistemology of university recruitment and retemfioactices to create spaces which honour and
respects different worldviews. | believe this naexs clearly articulated by this participant's
viewpoint - there is a need to critically reviewddn..translate if you will, to measure your
research concepts against Anishinaabe, Haudenasandether well-articulated Aboriginal
worldviews, so that we each understand the other.”

| invite and encourage you to respond to thesetipumssin an interactive dialogue, sharing your
experiences, insights, recommendations, etc. Hekyéwdo recognize the complexity and multi-
layered aspects of these questions, and theretboaigiht it might be helpful to provide you with
some background information concerning existinglegrpent equity program policy - the
purpose of providing this information is for yo&view, and as stated above, to 'measure’ these
policies through the lens of Aboriginal worldvievis,an effort to inform a westernized policy
framework.

And so, | am sharing with you here what is refeteth current employment equity policy, as an
‘Employment Systems Review'. In my previous rolemployment equity, | collaborated with a
group of university faculty and staff (approximgtdD persons at all levels of the institution and
including representatives from all eight union gre)y in a process examining all aspects of what
might be considered an effectiveness audit of theeusity's systems (policy/practices) related
to:

« Recruitment and Selection (including recruitmenat @utreach, selection including issues
of credentialism, and testing - examining bona figlguirements)

« Training & Development (examining orientation,itiag, equity training and career
development opportunities)

- Upward Mobility (secondments, special assignmgaksrotation, transfers, special
training, special committee or task force partitiqnad

- Job Evaluation System (objective criteria vs. stiibje opinion, pay equity)

- Compensation System (pay equity, leave policidecgtifig sensitivity for the needs of
members of the designated groups - women, Aboligieaples, members of visible
minorities and persons with disabilities)

« Working Conditions System: (availability of flexéblvork arrangements if needed,
decisions based on bona fide job requirementsubgestive)

« Lay-off, Recall, Disciplinary Action and Terminaticsystem (based on clearly defined
job-related, objective criteria)

| found the review process to be a worthwhile exetion in which each policy and practice was
measured against the following assessment criteria:
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1. Legality: Does the policy or practice confaimrhuman rights and other legislation

2. Adverse Impact: Does a policy or practice havequal impact on designated group members
compared to others? What is the impact on all aglies?

3. Job relatedness: Is this practice based on fidmaccupational requirements?

4. Accommodation: If the policy or practice idetenined to be job related, but tends to exclude
designated group members, can an accommodatiormatbe which would result in less or no
adverse impact? It is important to remember thahef/a job requirement is important to
performing the job, accommodation must be madeskjble.

5. Consistency: Is this policy or practice applied consistent manner to all colleagues?

During the employment systems review, if the cortemiidentified a policy or practice as
disadvantaging one (or more) of the four designgtedps as defined by the Federal Contractors
Program (women, Aboriginal peoples, members oblésininorities, and persons with
disabilities), then a recommendation for reparadieton to remove this barrier was made. In all
honesty the review was remarkable primarily becafiske commitment of the individuals
involved; however, implementation of the recomméiatis proved to be a different matter
altogether.

Your experiences as current/former members of thai® professoriate may extend well
beyond what this limited employment systems reyiegcess examined, and as well you may
have comments/suggestions concerning the asseseriteria used in this process. As | stated
earlier, | offer this information not to limit theontent or context of our discussions, but ratiser a
a starting point of consideration - an example ofi@ent employment equity policy in practice.
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APPENDIX G
Focus Group Interview #4
Major Area of Focus: Social Justice & Equity —iPplimplications for the Academy

In addition to reviewing and posting your commeattgour convenience during this time period,
in an effort to promote more online dialogue artdrifparticipant response, | also invite you to
participate during a few 'live' sessions where Irapeful that you will join me and other
participants in a synchronistic discussion.

* Additionally, as always, | am available and mipgerested in speaking with you personally at
your convenience. Please contact me and we cangaria date/time to speak together.

In preparing for this final interview, | have refted on the comments and insights you have
shared in our discussions, and how it is most exiglemy opinion, that the issues you have
identified have significant implications for redmient and retention policies in the academy.

In an effort to inform westernized policy, | beleit is necessary to not only to examine the
issues themselves, but also how they are addrasseinperative to carefully consider this
‘how’, or the policy process if you will. And swhat | have prepared for your consideration as
we begin our final online discussion, is an ovesvdd the issues you have identified in the
context of recruitment and retention issues supppiclusion, or fostering ongoing oppression
and marginalization in the academy, along with@ppsal concerning how the process of
transforming policy development and implementatitay be operationalized in a manner that is
respectful and reflective of the ways of knowingsofne Aboriginal peoples. | invite your
discussion!

Focus Group Interview #4: Policy Implications fbe Academy (see below):
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Recruitment & Supporting Inclusion Marginalization
Retention PPOrNg ’

- honouring the gifts and “uniqu

voice” Aboriginal Scholars brini
to the academy by making a
concerted effort to extend the
invitation to apply for available
positions
- “building a critical mass of
Aboriginal faculty &
administration in academia”
-“...long-term persistence...nee
to band together to form a par
Canadian University Indigenou
Association”

Recruitment Issues
Outreach

- Demonstrating at an institutiol
wide level, “respect for our
cultures, languages and
worldviews”
- “respect for the contributions !
the communities (non-universit

Recruitment Issues
Selection criteria

& university)”

- educating the academic
community concerning the
histories, contributions, and

cultures of Aboriginal peoples
- “respect for our cultures,
languages, and worldviews”

Retention Issues:
Orientation

- valuing research and scholars
germane to Aboriginal cultures
and “offering incentives and
opportunities to grow”

Retention Issues:
Career developmer

- “How is it that the cream of the
intelligencia can have zero knowlec
of aboriginal peoples in this provinc
Is it a planned educational strategyffi

the interest of promoting the
hegemony agenda?

- “I left due to the lack of support,
lack of interest in Indigenous cultu
- “...they used their power to silenc

me...”

- “...it was a fight to the finish.”

- “...there is no Aboriginal intédctual
critical mass in many universities |
Ontario.”

- “[it is] pointless to bring more
abor[iginal] scholars into the ‘hostil
academy environment without mak
the necessary changes to improve

environment.”
- “credentialism continues to be ¢
barrier to employment in the
academy”
- “[credentials] are not necessarily
paper”

- "lack of respect for cultures, ways
knowing"... “Explaining oneself
constantly on basic issues...”
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Recruitment & Supporting Inclusion Marginalization
Retention

- “... being made aware covertly al
overtly that what | do is or is not
considered by those who know n¢
‘native studies’...those who know &
white...”
- "respect for our forms of - “it was obvious that a western vie
scholarship & research"... “well of work would only be accepted -
have brilliance in the Aborigina colonialism”
worldviews, we are just thinkin: - “there was no one to oversee m
differently...” M.A. thesis because there was no
who gave a damn about Indigeno
issues.”
- “many professors in Ontario simg
do not see Aboriginal people as
relevant to their disciplines...”

Retention Issues:
Scholarship

- “| have been told, on a couple o

Retention Issues: f| - “acknowledging our status wit occasions to wait for about 10 yr:

Tenure granting tenure” before being permitted to teach ¢
graduate course...”

- being tokenized, ghettoized withi
Retention Issues: -Acknowledging our place with the academy
Working conditions appropriate salaries” - “disrespected in terms of workloa
recognition, and status”

Systemic discrimination & oppression

Lack of knowledge and respect for the culturedphiss, languages, and contributions «
Aboriginal peoples

Eurocentric hegemony pervasive in the academy

Isolation

Tokenism (First Nations Studies/Indigenous Stu@iesgrams)

Epistemic barriers to scholarship

Credentialism

Policy reformation — authority, power and fundiegjuired

Lack of authentic consultation with Aboriginal Edtiars

Collaboration with nonAboriginal peoples requireégaecial justice in education first
requires social justice at a personal level”.

The process of transforming policy:

As Raven has shared, and as | have earned threadings and personal learning opportunities,
the circle or medicine wheel is an important argbetof the worldviews and spirituality of many
Aboriginal Peoples; the circle reminds us that gi¥éing in creation while related, must follow its
own unigue instructions (Coalition for the Advan@nof Aboriginal Studies, 2007).
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| became personally familiar with the influencetloé circle as a student in the Joint PhD program
in Educational Studies program. Prior to my osalrmas | was required to prepare and present a
comprehensive portfolio — the comprehensive padfoéing a collection of personal reflections
and artifacts documenting authentic tasks whichalestrated my growth as an academic scholar.
In preparing my portfolio, and throughout my coweek, a number of readings and learning
opportunities with members of the Aboriginal comrityihad a profound influence on my
development. | acknowledge that as a product steve culture, | tend to view policy
development along a linear path with a beginnidgritify the problem), middle (identify

possible solutions), and end (implement solutienahat is missing is as Corson (1990)
suggests, “...recognition that all aspects of theensie (including knowledge about those
aspects) can only be properly understood if we@dbat they are in a constant state of
evolutionary change...” (p.264). Readings and otbarmling opportunities helped me to reflect
on how | truly felt about education (in my opinithrere really is no end to learning), as well as
other facets of my life. And so, in preparing noytfolio | developed a learning circle to

illustrate my personal scholarly development asadeg by the stages of life and corresponding
to the seasons; the analogy being that while sdigaavelopment involves stages of growth and
maturation, it is also paradoxically a never-endiggle of personal ontological and
epistemological evolution, in other words, lifedplearning. For me, this brought all aspects of a
very complex and dynamic learning process togetharway that | hadn’t conceptualized before.

And so, as we move along to the final weblog fognusip interview, | have been reflecting on
your dialogue and the need to inform westernizdityycand | am contemplating if the circle or
‘medicine wheel’ might be an appropriate archetyith which to organize a transformative
policy process. | bring this to you for your catesiation as a possible method to illustrate that
policy is not static, and that effective policy mbe developed through integrative stages, each
reflecting an important aspect of development amglémentation. | have incorporated the
themes generated from our discussions along wéthethets of Sharilyn Calliou’s medicine
wheel illustrating a peacekeeping pedagogy. Tai€ycircle or ‘medicine wheel’ has been
built upon the following claims:

» A critical need for knowledge about Aboriginal ptasp— their cultures, languages, histories
and contributions to Canada in curricula at alelewof education including offering upper
level courses at the postsecondary level, as waleaintegration of this knowledge in
professional teacher education programs;

» asignificant need to create inclusive spaceserettucational system where ALL students
feel supported and included — “student centrechlagrbridges all peoples and is the means
of not only bridging the divide but teaching alidénts”;

» authentic consultation with Aboriginal Communityet advisory panels/committees, but the
authority to be directly involved in the developrhand implementation of change affecting
the Aboriginal community;

» creating opportunities for collaboration with mesrdof the nonAboriginal community —
“Seeds of Change”;

» addressing credentialism as a barrier to recruitmen

e respecting and honouring the “unique voice andrdmrtions of Aboriginal Scholars” in the
academy by:

- hiring policies with a stated goal to createitical mass of Aboriginal Scholarship in the

institution (combating tokenism and isolation)

- promoting the retention of Aboriginal Scholarsotingh:

1. granting tenure, and

2. addressing epistemic barriers to schisiiprand research.
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Dear Participants, please continue to share witlyane thoughts and insights concerning “Why
Aboriginal Scholars stay, and why they leave, tika@o professoriate,” as we examine policy
issues and practices in the academy which mayeinfle the recruitment and retention of
Aboriginal Scholars. And as stated earlier, gitleat as important as the ‘issues’ are, the manner
in which policy is developed, implemented and resxdd is also of great significance — especially
in terms of equity and respecting other ways ofwing, | invite you to share your impressions,
suggestions, and comments concerning the propadieg pransformation circle shown here:

NORTH
Policy Implementation:
* reflection - integrating emotions &
actions (Calliou, 1995)
- Measuring success
- Ongoing/long-term review
through consultation process
with Aboriginal Community

WEST
Policy Development
—  taking action:

EAST
A Place to Begin -
Relationship Building
through education:

- Aboriginal stakeholders 4
- provide access to

develop and implement

o PROPOSAL broad spectrum of
policy: ) .
) . Policy knowledge in
0  Define policy f " ) .
- Transformation Ontario curricula
principles Process: concernin
0 Create policy Recruitment & Abori inalg eoples’
guidelines Retention in hi g |p P d
- Trial applications of the Academy istory, cultures an

policy guidelines — contributions to

Canada
process of ‘error

S, - include Aboriginal
elimination’(Corson, ldvi i
1990) worldviews in

‘Character

- confirm funding support
and allocation

SOUTH
Consultation with Expert Knowledge:
challenging dialogue
*the emotional realm (Caillou, 1995)

- Aboriginal Educators: Elders,

Community Organizations
- Consultation required — focus on

development rather than advising
- Identify issues/barriers
- Identify policy goals
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QUESTIONS TO CONSIDER:

» Do you believe a policy process like this is viainl@n academic institution? Why/Why not?
* In addition to Aboriginal Educators from the comritynare there existing groups on campus
that may be brought into this consultative model (Employment Equity, Human Rights,

Aboriginal Education Council, Aboriginal StudentdBps, etc)?
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