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Abstract

The purpose of this community-based research study is to articulate a cultural

approach to Aboriginal youth sport and recreation programming. Using narrative stories

derived from my journal entries, I reflect on what I have leamed through the research

process as I worked alongside Aboriginal youth, Aboriginal community members and

non-Aboriginal allies to develop and deliver the Rec & Read Aboriginal youth mentor

program. The written analysis is guided by an Indigenous Perspective of Transformation

informed by two traditional Indigenous teachings to illustrate how Aboriginal youth and

Indigenous epistemologies have informed both the mentor program and the research

process. In particular, I illustrate how the Circle of Courage (Brendtro, Brokenleg &. vart

Bockern, 2002) and the Four R's - Respect, Relevance, Reciprocity and Responsíbility

(Kirkness & Bamhart, 1991) can be used to understand culturally relevant

recreation/education programming in urban, multi-cultural settings. The thesis discussion

is designed to shine light on the capacity and strengths within Aboriginal youth and

communities.
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CHAPTER ONE: F.INDING MY VOICE

Welcome - Please Corne trn

This thesis is a story of self-discovery. Over the past five years, I have worked as

apartof the Rec & Read Aboriginall youth mentor programs that were designed to

collaboratively develop a cultural approach to Aboriginal youth recreation programming.

During this time I have reflected on both the personal and professional lessons I have

leamed from the Aboriginal youth mentor program and the community-based research

(CBR) process that has guided it. In my thesis, I intend to reflect on these experiences in

an intentional and deliberate marìner. This self-reflective analytic approach is guided by

three key research questions: (1) how have Aboriginal epistemologies and Aboriginal

youth guided the development of an Aboriginal youth mentorship program? (2) what

have I, as a Metis2 woman, public school educator, graduate student, and researcher,

learned from this community-based research process that will inform both my own

teaching and being in the world?, and (3) how can my research support educators and

recreation professionals who are committed to working alongside Aboriginal youth in

their schools and communities?

The intentions of this thesis are to share and acknowledge the capacity within

Aboriginal youth and communities. In this thesis, I reflect on what has guided the

successful implementation of an Aboriginal youth mentor program and what I have

I "Aboriginal people" is a collective name for the original peoples of North America and their descendants.
The Canadian Constitution (Constitution Act, 1982) recognizes three groups of Aboriginal peoples -Indians, Métis and Inuit. These are three separate peoples with unique heritages, languages, cultural
practices and spiritual beliefs.
2 In refening to myself I identiff as Métis. In the prairie regions First Nations and Métis people often refer
to our peoples and communities as Aboriginal. This is particularly in reference to mixed groups of First
Nations, Métis and Inuit people who represent various linguistic groups, geographical areas, historical
relations and cultwal beliefs. However, many people prefer to self-identifu with their particular nation
and/or the region of their home community. In this case I am a Métis woman from the Red River Region.

1



leamed from working alongside Aboriginal youth, other Aboriginal community members

and non-Aboriginal allies3 in developing and implementing a culturally relevant,

wholistica program. In this thesis, I will share stories of challenges, adversities and

strengths. I use stories and personal reflections that I have collected in reflective journal

recordings as a means to illustrate that, within our multicultural urban setting, where the

mentor program started, there are other ways to see, other ways to be, that are not

positioned in dominant worldviews with hierarchical relations.

With the understandings that knowledge is relational and that we view our social

world based on our own perceptions, perceptions which contain opinions, pre-conceived

notions and biases, the stories that I will share throughout this thesis are based on my

ideas and understandings of realities. These stories are informed by my relations with

others, but represent my interpretations of these shared spaces and lived experiences

(Carter, 2003; Halas, 1998). I recognize that these events have been re-told through my

view within our interconnected circles and from my own perception of reality.

As Eber Hampton (1995) so beautifully documented there are many ways to

perceive the same situation based on each individual's perspective. Hampton shared how

an elder once asked him to carry a box. Hampton felt a sense of honour to help and also

3 An ally is defined as a person in a position of privilege/power who uses his or her position to work in
support of individuals in positions with less privilege/power. Examples include adults who support youth
by intenupting adultism; males who support females by intenupting sexism; non-Aboriginal people who
support Aboriginal people by interrupting racism, etc. Our interpretation of an 'ally' is drawn from the anti-
oppression work of Anne Bishop.
n Here, I purposefully employ the term wholistic as opposed to holistic. The word holistic has recently
been problematizedby some Aboriginal people because of the word's connection to "hole", where the

Merriam-Webster's Online Dictionary (2003) defines 'Hole' as "a) an opening though something. b) an

area where something is missing". In comparison 'Whole' is defined as "a) having all its proper parts or
components b) constituting the total sum or undiminished entirety". It is with this understanding of the
significant difference between the definition of whole rather than hole that I feel confident in using the term
wholistic.
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curiosity why the elder had asked him to caffy abox that was empty. That impression

lasted until the elder presented Hampton with a series of questions:

His question came from behind the box, ..How many sides do you see?,,

"Oner" I said.

He pulled the box towards his chest and tumed it so one corner faced me.

"Now how many do you see?,,

"Now I see th¡ee sides.,'

He stepped back and extended the box, one comer towards him and one

towards me. "You and I together can see six sides of this box,', he told me.

(Hampton, 1995,p.42)

V/hat the elder revealed to Hampton is what I am aware of and what I am hoping

to share with you; that is, the stories in this thesis are from my perspective. yet, they are

also informed by the voices of others, thus, expanding my view. I will share stories as a

means to express my own reality and perceptions to offer an account of events that may

not otherwise be heard. The stories that I re-tell and reJive will hopefully illustrate some

ofthe perceived strengths, challenges, successes and adversities that I have experienced

andlor observed within my multiple-roles as an Aboriginal community member, educator,

researcher and recreation professional. I share these stories for others to better

understand the experiences of Aboriginal people who are working to claim places and

spaces within dominant settings, hoping that some Aboriginal people who feel

marginalized will recognize they are not alone.



What Brought Me to This place?

When I first entered the Faculty of Education and later enrolled in Graduate

Studies I was driven by the same wondering. Having experience in a variety of

recreation programs targeted at chiidren and youth, I questioned how it was that many of

the individuals that were lining up for recreation activities were the same ones who

avoided or felt a sense of unease within the formal schooling process. As a result, I was

in search for educational practices and philosophies that were similar to the successful

recreation programs I had participated in and/or observed. It was when I worked in a

Monday night recreatior/education setting that I first wondered, "Could this model work

within school settings?"

Mondøy Nights at the Drop-In

I loved working at the Monday night drop-in! It was one of those jobs where I,d

say to myself in disbelief "wow, they are paying me þr this. "

The same fall that I started in the Faculty of Education I was offered a part-time

position with the city as a youth worker at a small community drop-in. Thís drop-in was

quite a bit dffirent than the school based drop-in centres that I had worked at in the

past. Rather than being located in a large school gymnasium and ,,running,, progroms

for the school community, this drop-ín was based in a community gathering space. The

room that doubled as a place þr cofee and visiting during the day was our play space

one evening a week' A well used couch, a wooden shelffitled with a variety of boo¡s, a

Iarge hi-fi stereo and cabinet, a small kitchenette and afew dining tqbles and chairs all



found a home in this space. On Monday evenings it was ours and the sound of music,

lively conversations and laughter filled the air.

On paper, our target group was the youth in two proximally close housing units,

one Aboriginal, the other multi-cultural. The target age group was l2 to l6 year olds.

However, we quickly leørned that drop-in partÌciponts would bring in both younger and

older siblings and numerous other family and community members stopped in throughout

the eveníng. In a short time, our participant age group expanded to include all age

groups. We would have new born babies visiting and being loved up by older siblings

øndfriends, as well as parents ønd grandparents who would regularly drop by to ensure

all v,,as safe, to pass on a message, or spend time with the group.

I remember this is how I first met Donavon.s. He must have been three, maybe

four years old at the time. His mom would bring him around the drop-in every once in

awhile. From the corner of the dining table they sat, nibbling on a light snøck and

visitíng. It was actually Mary, Donavon's mom, doing most of the visiting, as Donavon

sat by her side, enwrapped with her immense love. His big, dark eyes sconned the room

to quietly observe his older brother, cousins andfriends. Boy, how Donavon has grown

over the yeers, in ways you will hear about a little later.

Somehow, this drop-in program and model that we, the community youthworkers

co-created ølongside the drop-in participants, became the community-based educational

model I had envisioned. On any given Monday evening at the drop-in you couldfind

small groups of people cuddled up together around books as older siblings, cousins and

friends would read to their younger admirers. A couple offríends would work together

5 
Pseudon)''rns are used for the people in the stories that will be shared throughout this thesis.



preparing a light snackfor the group and sneaking a little taste for themselves when they

thought no one was looking. Huddled around a dining table or spread out across the

floor you could discover small groups of young people working on a variety of artistic

endeøvours and crafts, colourful creations we used to adorn the walls of the drop-in.

And there would often be another group running, playing, sweating, yelling and laughing

outside in various games of tag, hide-and-go-seek, soccer or street hockey. The quiet

hum that filled the room and carriedfrom the outdoor spaces was joyous to hear.

At the drop-in, from week to week it seemed that no matter what idea was

presented the children and youth were alwøys eager to try it out, and/or add their own

twist. llhether it was one of many games of tag, science experiments, playing in the

snow, creating ørt projects, cooking together, or coming up wíth afour week master plan

and decoratingfor the ultimate Halloween party, the group was full of enthusiasm.

I loved working here. I loved the way the culture of the community was welcomed

and expressed in this community space. It was wonderful to be a part of the various

multi-age groups that worked and learned together, in a cooperative and often joking

manner. Set within the suburbs of Winnipeg, the drop-in was a place where Aboriginal

community members continuously claimed and defined space. Unfortunately, this wasn't

always the case þr the children and youth when they moved through other spaces within

the community, as I would eventually learn.

Intercultural Spaces: Aboriginal Children and Youth

in Urban Canadian Communities

Experiencing the positive energy of the drop-in group Iwasptzzled. The same

group that I saw every Monday evening would come in with stories of how they were not



attending school. "My alarm didn't wake me up", "my brother wasn't going", "I missed

the school bus" or "I just didn't want to go today" were some of the reasons offered for

their absence from school. I could not understand how the same group of children and

youth who enthusiastically ate up every new activity were resistant students when it came

to the formal education system.

I was having trouble understanding the discorurect between the children and youth

at the drop-in and their lack of interest in school and school related experiences. The

challenges that other Aboriginal youth faced as they attempted to claim space within their

cross-cultural schools (van Ingen & Halas, 2006) so closely mirrored the experiences of

the kids at the Monday night drop-in. This helped me to recognize that their disconnect

was not an uncommon experience. Through my reading and work as a research assistant

on a project that investigated the physical education and school experiences of Aboriginal

high school youth (Champagne & Halas, 2003; van Ingen & Halas, 2006) I leamed that

many Aboriginal youth were not having a positive experience in school.

As an assignment for university I decided to fuither explore this issue. I chose to

spend a moming at the school where many of the drop-in participants were enrolled.

While I had intentions of looking at the whole school to get a feel of the set up and

leaming climate, I hoped to focus particularly on Angela, one of the drop-in participants,

and her experiences at the school.

Tuesday Morning øt School

Angela was one of our drop-in regulars. Not a week went by wÌthout her

presence. She would come as soon as she saw our cars arrive and left only after we



would lock up and walk her home. At home, within the communíty, and at the drop-in,

Angela was referued to as Star. The name Star was perfectly suitedþr Angela, who

seemed to light up a room, a group, or an¡nvhere she was. She shíned like a star! I would

lookforward to spending time with Star; her contagious laughter was framedwithin a

perfect childhood smile, complete with afew missing teeth.

Angela was five years old and in her first year of school as a kindergarten

student. Like many Aboriginal students, she was rarely øttending school. I just couldn,t

figure it out.

As I entered Angela's classroom, the first thing I noticed was that many of the

children were engaged in numerous small groups around the room, building, eating,

creating, and socializing together. Angela however was working by herself on the

computer. She was completely withdrawnfrom the rest of the group. It was hard to

recognize her as the girl I sø,u eaclt week, the one who would eagerly cruise through art

supplies to see what kind of creations we could all come up with. The Angela at school

appeared isolated and detached; she was definitely not the brilliant Star we came to

Intow, the one who made fairy costumes with friends, including wands used to sprinkle

fairy dust on everyone qnd in turn grant their every wish.

Angela's teacher seemed very nice, as did the class set up and school. Most of the

children in the class appeared happy and engaged. Why was Angela, like other children

at the drop-in, disengagedfrom this school setting? Again and again, the question, 'how

can this place hide the light from a Star?' played out within me.

When thinking about Angela and many other kids at the drop-in, I had many

questions. Could it be that the schooling system and community life are so disconnected



thatit feels impossible to feel comfort in most inter-cultural school spaces? Or are

Aboriginal children met with hostility and scrutinized the moment they walk through the

large metal doors, to a place where they will spend most of their waking hours for an

average of thirteen years of their life? It has been said that the ways in which adults

within school buildings perceive a child that walks through the door affect the

relationship between that child, the teacher, the class, and the school community (Leroy

& Symes, 200I; Lloyd, 2001). Was there something atplay within schools that I would

not be able to see? These are some of the questions I asked in the Faculty of Education.

Unfortunately, within the two year after-degree education program there was little time or

space to address such questions as my classes were more about developing practicing

teachers than thinking deeply about educational philosophies that are ingrained in those

practices. So, off to graduate studies I went, wondering how programs such as the

Monday night drop-in could be re-created in the classrooms where I would eventually

work and in other school spaces where too many "stars" are lacking their shine.

More than I wanted to understand what was not working in schools, I wanted to

understand the possibilities of what could work. My observations at the Monday night

drop-in reinforced my view that many of the children and youth who are lining up for

recreation programs are the same ones avoiding educational institutions. The Monday

night drop-in also encouraged my exploration of multi-age education because week after

week the drop-in demonstrated the strength of cooperative, communal playing, learning,

and teaching across ages.

For some time, I thought that those ponderings would inform the bulk of my

thesis research. I envisioned that I would review literature and prior research to find



conclusions to my questions regarding the perceived disconnect between Aboriginal

children and their schools. I searched for information about educational programs that

are working in schools for young people, particularly Aboriginal young people.

However, there were other plans for me. The invitation to work alongside the Cultural

Approach to Urban AborigÌnal Youth Sport and Physical Activity research team allowed

me to leam by doing. I had the opportunity to address these questions in concrete ways

as our research team sought ways to co-create culturally relevant education/recreation

programming. As the research project unfolded, many of the elements that were present

in the community drop-in recreation model were adapted/became part of the principles

and foundations that guide the Rec & Read mentorship programs today.

Culturally Relevant Programming

As a member of the Cultural Approach to Urban Aboriginal Youth Sport and

Physical Activity university team (Fors¡h, Heine &,Halas,2007), I was able to be a part

of a collaborative group that saw professors and university students working side by side.

After spending parts of 2004 and 2005 building relationships as a university research

team, we further expanded our dynamic group by connecting with high school students at

two school sites, and engaging with Aboriginal youth to envision the possibilities for

programming in our urban communities. As a group, we developed the mentor program

which was built on coÍtmunal mentoring right from the start.

Together as diverse and interconnected Aboriginal peoples and non-Aboriginal

allies we shared who we were and co-created what we believed to be a cultural approach

to urban Aboriginal youth recreation programming. In this approach we built on our

l0



understandings of culturally relevant education (Ladson-Billings, 1992,1994, T995,

2000) and applied this knowledge to our recreational/physical activity settings. Gloria

Ladson-Billings ( 1 992, 1 994, I99 5, 2001) initially introduced "culturally relevant

teaching" in her discussions of teachers/educators who continually achieve academic

success with African American and other children who are often situated on the margins

of academic institutions. Ladson-Billings (1994) states that culturally relevant teaching

respects the dual worlds of students' home community and that of the white school

community that students often operate within; builds on the knowledge and skills that

students bring to the situation (i.e., developing a community of learners); and works to

empower students. Howard (2003) added to the discussion in stating that culturally

relevant educators build on the 'cultural capital' that diverse students bring to the

classroom. An educator who recognizes and builds on students' cultural capital

recognizes the significance in valuing students' home culture, including their knowledge,

worldviews, and cultivated experiences as assets (Lacourt, 1997).

In the mentor program, from the start, our approach has been to share our unique

perspectives and understandings of the world to inform what it means to live and operate

within a culturally relevant urban Aboriginal "community of learners/educators." Our

mentor programming was and continues to be led by the culture(s) that we live within and

bring to the program. Early on in the program our research team recognized what Fitznor

(2002) stressed when stating that culturally relevant education and programming does not

have an Aboriginal focus just because Aboriginal students are in the program. Rather,

programming that is culturally relevant should be informed by Aboriginal worldviews

and the cultures that the Aboriginal people(s) bring to the program.

11



From the onset of the research project and throughout the development of the

mentor program a number of non-Aboriginal people have walked with Aboriginal

peoples as allies; this has included non-Aboriginal allies in the roles of youth mentors. I

look to the work of Bishop (1994) and Champagne (2006) to offer explanations of the

roles of allies, where an ally works in solidarity with Aboriginal peoples (youth) and/or

other oppressed groups to end the oppression and privilege that actas divides between

groups. Joannie Halas, a lead researcher of the mentor project (and my thesis advisor),

has been and continues to be a non-Aboriginal ally who has acknowledged and utilized

her privileged positions as a white, university scholar by creating space in the academic

world for the voices and stories of marginalized communities, including Aboriginal

graduate students and Aboriginal youth.

Throughout the mentor program research project we deliberately positioned

ourselves as allies. This is a political act where we worked to recognize the power and

privilege that is granted by our race, colour, class, gender, age and structural positions.

As a function of culturally relevant education, whereby educators address socio-political

inequalities with their students (Halas, 2006; Ladson-Billings, 1994), we purposefully

focused on the challenges Aboriginal youth face in schools and society. Within our roles

as allies and community members we have laboured to call attention to the ever present

oppressive practices that drastically impact the cultural landscape of Aboriginal peoples,

and particularly in the case of the mentor program, Aboriginal youth.

The Cultural Landscape

The urban community where the mentor program began is a place where

Aboriginal children and youth face acomplex and multi-faceted cultural landscape. Our
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Aboriginal young people are continually stereotyped as defiant, deficient6 or as a threat.

They are gang members, school failures that grow up in broken homes, and live in

economic disparity. They are perceived as deficits to society and in need of saving. The

content and rhetoric of mass media and educational institutions constantly position

Aboriginal peoples on the margins of Canadian society. This is particularly so for

Aboriginal youth.

In Halas' (2006) discussion of the daily challenges faced by Aboriginal youth she

offers a picture of the cultural landscape that many Aboriginal youth face, which includes

arace and class dynamic that can be highly discriminatory. She states:

Even today, First Nations, Inuit, and Métis peoples might be called derogatory

names as they walk down the street, followed indiscriminately while shopping,

stopped by police for random checks, or refused respectful service in

restaurants. Such encounters can be more frequent for young people, because

adultismT intersects with race... ûr. 159-i60).

The cultural landscape that Halas discusses demonstrates the hierarchical power,

oppression and racial realities that Aboriginal youth face on a day-to-day basis. Halas'

description coupled with the stories of youth from the Aboriginal mentor program, allows

one to develop a better understanding of the complexities of life for many of today's

urban young Aboriginal peoples.

In the mentor program, some of the youth shared stories of relocation from their

home communities. Many of the Aboriginal youth mentors found themselves living apart

6 The Encarta World English Dictionary (1999) defines deficient as: 1. lacking in a particular quality,
element, or ingredient, especially one that is expected or necessary 2. inadequate or not good enough (p.
473)
t Adultism is discrimination against youth.
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from their immediate families and adjusting to life in large urban communities. The youth

were often forced to relocate to urban centres due to the lack of secondary education

opportunities in their smaller rural and First Nations or Métis home communities. Other

narratives that were shared were stories of family responsibilities to both younger family

members and older relatives, especially those that are ill. For some youth participants

their commitment to family responsibilities sometimes involved working various jobs to

support the family household income which limited the youth's involvement in the

mentor program and/or school attendance.

Despite the obstacles that the youth were faced with they often found a way to

remain in the mentor program, getting there as often as they could. The efforts to attend

the program increased substantially when the younger children became involved in the

program. Throughout this thesis I hope to share stories that demonstrate the youths'

commitment and sense of responsibility to what soon became their 'younger buddies'. It

is my hope to make evident that many Aboriginal youth are working hard to remain

strong and hold their heads high despite what may seem like enormous obstacles and

responsibilities. It is by calling attention to the multi-faceted cultural landscape and

sharing stories of the mentor program that I am attempting to step up to the relational

responsibility that I feel to my conìmunity. As a graduate student, I have the opportunity

to share stories, where I can interject another voice and reality into academia. I feel a

sense of responsibility to share these stories of the enofinous strengths and capacity

within our young Aboriginal people and communities, in the hope that the oppressive

realities that Aboriginal peoples face on a day-to-day basis will change.
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The physical context in which the Aboriginal youth mentor program was initially

envisioned, developed and delivered was and continues to be the urban school

community that I work in, the community where I was a part of the Monday night drop-

in, and where I have been a public school educator for seven years. The Aboriginal

community and Aboriginal youth community that I refer to throughout this thesis are part

of the larger urban Winnipeg Aboriginal community. It is the place in which I position

myself as a community member. This is the same urban Aboriginal community that I

have lived in all of my life, which is the Red River Region where my Métis family

storiess come from. The youth community participants are Aboriginal youth from various

First Nationse and Métis communities, who live in andlor attend the schools in Winnipeg.

Working and living within a culturally diverse urban Aboriginal setting I connect

with Lavallée when she writes,

The present research did not involve a single nation; rather, as it took place in a

Canadian urban centre, it included many nations. Consequently, the research

I The family stories that I was told were of our family genealogy and the extensive links that we had to the

Red River region. These stories were often presented in humorous ways that shared the extensive

interconnections that our family had to this region, including the establishment and quick trickery relating

to land scripts, stories of hardships and triumphs. Our family stories included a sense of pride and a need to

fight against the words of'half-breed' that hurt to the core. These stories of history and genealogy were

shared so I would not forget who we are or where we came from. I still remember the pride my grandma

felt when the stories of Métis people that I was hearing at the university were the same stories that she had

long told me. In four generations, from my great grandmother to myself, we lost three languages including
Michil Cree and French, leaving us as monolingual English speakers; we are only now beginning to re-

claim our pride as Métis people. In our conversations my grandma and I shared a belief that perhaps

schools were now including another understanding of history in present context.

9 Th. t".- First Nations came into common usage in the early 1980s to replace the term 'band' or 'Indian'.
Many people prefer to be called First Nations or First Nations People instead of Indians or Aboriginal. The

term should not be a s)monym for Aboriginal Peoples because it does not include Inuit or Métis. The term

First Nations People generally applies to both Status and Non-Status Indians (Information Centre on

Aboriginal Health, 2009).
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had to respect (and be relevant to) a wide range of people with similar and

differing customs. (2009, p. 25)

For example, in the mentor program the term Aboriginal is used respectfully as a means

to convey how the youth in the program most often identified as a group. In

conversations and discussions with students participating in the mentor program, the

youth have identified themselves as Saulteaux, Oji-Cree, Cree, Anishinaabe, Ojibway,

Native, Métis, First Nations, White, Aboriginal, non-Aboriginal and "I'm not sure".

Many of the students in this urban center collectively refer to themselves and the group as

Aboriginal.

The Changing Canadian Demographics

According to Statistics Canada's 2006 census data, the Aboriginal population in

Canada is growing faster than the non-Aboriginal population (2008a). The statistics that

were released in January, 2008 confirmed a number of details regarding the Canadian

Aboriginal population. In2006, when the census data was collected, 54% of Aboriginal

peoples lived in urban centres. Of all the urban centres in Canada, Winnipeg, Manitoba

had the highest percentage of urban Aboriginal peoples. At that time Aboriginal peoples

accounted for approximately 11% of the total population in Winnipeg.

The Aboriginal population is yowg, in fact it is much younger then the non-

Aboriginal population (Statistics Canada,2008b). The young and growing Aboriginal

population has been noticed in schools, day cares, hospitals, families and public spaces.

Children and youth under the age of 24 make up half of the Aboriginal population. In

2006, in the city of Winnipeg,63,745 people self-identified as Aboriginal (Statistics
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Canada,2007). Given that approximately 50 percent of the Winnipeg Aboriginal

population is comprised of children and youth, there is arcaI opportunity to service the

needs and wants of an approximately 30,000 strong and growing population of

Aboriginal young people.

The growing Aboriginal population has brought a number of changes to the

Canadian context. The young age of the Aboriginal population has created an influx of

Aboriginal students into educational institutions and recreation centres, particularly in

urban areas. With these changes, many Aboriginal peoples who have been repeatedly

marginalized from mainstream political and educational discussions are discovering the

strength of a growing communal voice and are working to reclaim their place in the

Canadian decision making process. Aboriginal peoples are expecting schools to be

accountable in teaching a well-rounded curriculum that includes the contributions and

visions of the First Peoplesr0 of Canada (Fitznor,2002).

With the changing demographics in student populations, many schools and

communities are challenged to address educational success rates. In Mackay and Myles'

(1995) discussion of Aboriginal student retention and dropout rates within the Canadian

education system, it is stated that "the importance of the graduation diploma cannot be

overestimated in Canada" (p. 157). With high absenteeism, lower than average high

school graduation rates and a visible disconnect between many Aboriginal students and

current mainstream educational practices, schools continually pose the question "what

can '\ru'e' do to increase the success of Aboriginal students?"

ro The term First Peoples is another collective term used to describe the original peoples ofCanada and

their descendants (lnformation Centre on Aboriginal Health, 2009).
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Whether approached from the perspective of accountability and respect to ensure

that the contributions, aspirations and visions of Aboriginal peoples are part of the

foundation of the mainstream education system, or approached from the perspective of

the need to increase success and graduation rates for Aboriginal students, there is

agreement in the need for change. There needs to be change in the way Aboriginal

children and youth are welcomed into school spaces. There needs to be change in how

Aboriginal peoples are portrayed, viewed, and discussed in the mainstream education

system. And there needs to be change in how power is distributed and shared within

classrooms, schools, and educational institutions.

Including the Perspectives of Our Diverse Student Fopulations

For the most part, the schools that I have worked within and/or alongside of have

student populations that are reflective of the changing multi-ethnic demographic common

to many urban schools across Canada. With an increasing Aboriginal student population,

schools are being held accountable for incorporating Aboriginal perspectives into the

school culture. Feeling this pressure, educators in suburban schools are beginning to ask

themselves "what are we doing to ensure Aboriginal peoples are reflected in our school

community?"

Despite the rapidly changing student populationsll in Manitoba, educators (which

I recognize as everyone who is involved in the staff of schools) do not reflect the diverse

student and community populations. In Kailin's (1999) case study of how White

teachers' perceived racism in their schools, it was stated that the teaching force in the

Ir In addition to an increasing Aboriginal population, Canadahas an ever increasing immigrant
population (Statistics Canada, 2008b).
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United States was approximately 90% White. Urban Canadian schools reflect similar

representations of white, middle class educational staff (Piquemal & Nickels, 2005;

Silver, Mallet, Gteene, & Simard, 2002). Across educational institutions from public

schools to university faculties, positions of power are held by individuals who are

reflective of the Canadian'White' majority (Bedard, 2000). The positions of power,

from decision makers to educators, are not reflective of our student populations (Delpit,

2006). Although the place and space of Aboriginal peoples as one of the three pillars of

Canadian society (Ralstan Saul, 2008) should have long been created in educational

institutions, the stories of 'who we are as Canadians' that have been repeatedly shared in

our schools have been guided by racially biased epistemologies. Scheurich and Young

have stated that"all of the epistemologies currently legitimated in education arise

exclusively out of the social history of the dominant white race" (1997, p. g).

Every day, Aboriginal people are told who they are and who they are not. My

own experiences are that of a pale-skinned, brown-haired, blue-eyed Métis woman living

in an urban city where I do not fit the role of the stereotypical, mythical Aboriginal

person.12 By sharing the story of another without any form of consultation or guidance,

the school creates a patriarchal voice (Battiste, 2000a) that once againstates, "we know

what is best for you." If we hope to move beyond the point of cultural assimilation,

appropriation, stereotypes and ignorance of one another, then we need to listen. We need

to sit within the circle of life and share our multiple stories.

12 
See Thomas King's 2003 book The Truth about Stories, chapter 2, You're Not the Indian I Had in Mind

for a description of the on-going search for the mythical Aboriginal person.
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In this research we purposefully attempt to provide an alternative/original storyt3

to that of assimilationist practices. We deliberately look to the cultures and values of

Aboriginal peoples and youth to inform the development and delivery of the Rec & Read

mentor program.

Moving Beyond the Margins in Our Intercultural Spaces

In Hookimaw-Witt's (1998) discussion of the current Canadian school context she

shares that for real changes to take place within our schools, schools cannot continue to

deliver curriculum that is based on westem culture and just include some Aboriginat

cultural teachings, in an altogether non-Aboriginal educational system. As Hookimaw-

Witt stresses, "the importance is the foundation on which the education system is based"

þ. 16a); foundations that should be reflective of the Indigenous land we all call home.

Educational institutions of today in many respects are reflective of early contact and

interactions between settler societies and Aboriginal peoples where the processes of

attempted colonization (Laenui, 2000) and cognitive imperialism (Battiste, 2000b) are

systematic processes that need to be addressed, understood and changed.

Often what is communicated within mainstream education settings is guided by

dominant epistemologies, taught by people that share a similar white-centric worldviewla

which they believe to be universal (Coalition for the Advancement of Aboriginal Studies,

2002; Fitznor, 2002). As Hampton (1995) shared, "the contemporary North American

school is a political, social, and cultural institution that embodies and transmits values,

13 The contrasts between original and counter stories is discussed in chapter two of this thesis. To further
understand this contrast see (King 1997) and,(Hingangaroa Smith 2000).
1a An individual's and./or group's worldview is comprised of their beliefs about life and the universe
(Suzuki, 2002). One's worldview is influenced by the combination of language, traditions, culture,
spirituality, history, one's community and more (Duran & Duran, 1995). 
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knowledge, and behaviours of white culture" (p. 37). These education and political

processes continue to breed ignorance, as well as systemic and cultural racismls (Roy,

December 2008). Unfortunately, for many Canadians who have been educated and

socialized in dominant Western society, their understandings of Aboriginal peoples are

limited.r6 In2002,the Coalition for the Advancement of Aboriginal Studies (CAAS)

prepared a report for the Canadian Race Relations Foundation which stated,

The failure of many Canadian schools to incorporate valid, appropriate

Aboriginal perspectives, histories, and cultural content across the mandated

curriculum is, however, not uniquely detrimental to Aboriginal students.

Respectful, accurate and appropriate cross-cultural education will help create a

strong, balanced Canada. (p. 17)

Situated within two school settings (i.e., early y"*stt and high schools), the mentor

program provides a cultural tale of how Aboriginal epistemologies can be the foundation

ofa school experience.

15 According to Roy's (n.d) report that was prepared for the Canadian Race Relations Foundation fact sheet
"Acknowledging Racism"; individual racism manifests itself in individual's attitudes and behaviours, and is
the easiest type to identifu. Systemic racism consists of the policies and practices of organizations, which
directly or indirectly operate to sustain the advantages ofpeoples ofcertain "social races". This type of
racism is more difficult to address because it is implicit in the policies of organizations and often
unconscious. Cultural racism is the basis of both other forms of racism, as it is the value system which is
embedded in society which supports and allows discriminatory actions based on perceptions of racial
difference, cultural superiority and inferiority" (T 6).

'o Oft"n what is presented in many classrooms today is a mix and match of customs from which has
stemmed the creation of the hybrid "Classroom Indian" as discussed by the CAAS: "We all know this man
(for the "Classroom Indian" is almost always a"maî" in conventional Canadian curricula). He sits on a
horse in the sunset with a Plains Chief head-dress of many feathers. On one side is his Totem Pole, on the
other is his Tipi. His Snowshoes (an "Indian" invention) lean against the side of the Tipi. His corn (one of
the many "gifts" the Indians "gave" to the European pioneers) is growing in the background. Behind him,
to the north, is his requisite Igloo, and his friend the Eskimo - now usually called the Inuit as to be more
respectful" (2002, p. 7 5).

17 In Manitoba, where the mentor program is situated most school divisions have moved to an early, middle
and senior years model. Early years schools include kindergarten through to grade five, middle years
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The Reflective Gaze to See New Horizons

Might the disconnect that I observed at the Monday night drop-in rifting between

Aboriginal students and the dominant educational systems be attributed to the students

not seeing themselves and their communities in school settings? Could the inclusion and

infi.lsion of Aboriginal epistemologies change the cultural landscape within schools to be

more inclusive of non-Westem ways?

Perhaps as the youth mentors of today become the school educators of tomorrow

then we may see change. Imagine the possibilities of having school education staff

matching the diverse student population. For example, in Manitoba the school staff

would be fifteen percent Aboriginal and that population of Aboriginal educators would

continue to grow in order to reflect the increasing Aboriginal student population. These

are some of the issues that the Cultural Approach to Urban Aboriginal Youth Sport and

Physical Activity research team has imagined. We saw the possibilities of the Aboriginal

high school mentors considering careers as school educators. Given that the mentor

programs are open to students who are non-Aboriginal it is conceivable to imagine that

participants in the mentor program develop a greater understanding and appreciation for

the historical story of Turtle Islandls and Aboriginal epistemologies. As more Aboriginal

young people step into the roles of school educators and work alongside non-Aboriginal

allies that rccognize and highlight the strengths in our Aboriginal communities we may

schools include grades six to eight and senior years involve grades nine to twelve. This model has replaced
the elementary, junior high and high school model that many people are familiar with.
tt Turtle Island is a term often used to refer to the geographical area of North America. At times, Turtle
Island is used in reference to all of the Americas. The name Turtle Island is linked to Indigenous creation
stories, where the life and land that we call home, balances on the back of a great turtle (Bruchac, 1991 ;
King,2003).

22



discover a variety of educational institutions where Aboriginal peoples are welcomed,

respected and in tum, claim space in ways that they see relevant.

By sharing the strengths and capacity within our Aboriginal youth community I

hope that the mentor programs may grow and that new possibilities can be imagined. I

believe that this thesis will highlight how, from the very inception of the mentor

programs, their foundation was guided by Indigenous epistemologies and steered by

Aboriginal youth.

I entered the field ofeducation because I saw a need: a need for children and

youth to feel loved, cherished and recognized for all of the gifts that they have to offer. It

is through this thesis process that I hope to accept the responsibility of sharing the

capacity, strengths and power in our urban Aboriginal youth community. As I have

attempted to do in this chapter and throughout the remainder of this thesis, I hope to

challenge the preconceived roles of hierarchy and power that play out in recreational,

educational and research settings (Delpit, 2006; Halas, 2006), sharing that there are other

ways to see, other ways to be.
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CIIAPTER TWO: VOICING l¡IY PROMISES

Attempting to Keep the Promises to Myself

According to King (2003) and Ralston Saul (2008), Aboriginal peoples are most

often discussed from one of two perspectives: a cultural deficit perspective andlor a

missionary gaze. A cultural deficit perspective views Aboriginal peoples as being less

capable,less evolved and culturally deprived compared to people in the dominant euro-

centric majority. The missionary perspective regards Aboriginal people from a position of

moral superiority; this perspective is rife with emotive appeals to empathy, sympathy and

pity. The similarity between these two perspectives is they both present the stories of

Aboriginal youth and communities as 'crisis stories'.

Examples of such perspectives can be found in the education as well as leisure

theory and practice literature.le Literature that pertains to Indigenous populations

gtobally often discusses Indigenous peoples2o within a discourse of naming the 'Other'.

Sweeping generalizations of Indigenous peoples are made that tie together poverty, racist

stereotypes, and the need for "culturally appropriate" activities that have been put

forward by euro-centric educators and researchers who claim themselves to be 'experts'

on Aboriginal peoples (Deloria l99I; Gramann & Allison,1999;Hermes, 1998).

re In this thesis, recreation is connected to the study ofleisure in that recreation activities are often pursued

in one's leisure time.
to The term Indigenous signif,res the origins of people to a geographical place. Similar to the term
Aboriginal that associates people as the original people in a particular region, Indigenous indicates a

group's connection and historical belonging to a particular geographical region of the world (United

Nations, 2004). Often the term Aboriginal is used in a Canadian context and Indigenous is used in global
discussions. In this thesis, both the terms Indigenous and Aboriginal will be incorporated, to signi! the

original peoples of a particular area or region of the world. The 's' at the end of 'peoples' in reference to
'Indigenous peoples' and 'Aboriginal peoples' is to show the diversity of peoples and communities within
these terms, rather than 'Indigenous people' which works to collectivize distinct peoples and societies
(Tuhiwai Smirh, 1999).
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Our young people are full of gifts, strengths, promise and capacity. As educators,

researchers and recreation professionals it should be ourjob to tap into these capacities

rather then make continual attempts to assimilate young Aboriginal people into what is a

perceived norm of dominant cultwe. Rarely are Aboriginal youth offered the time and

space to share their own stories and to claim their own dreams.

In this thesis I interrupt 'crisis stories' of the other by sharing the stories and

teachings I learned from my participation and roles within the mentor program and

community-based research (CBR) process. The stories are built and come to life because

of the strength within our peoples and communities. These are stories of success, success

as determined by the people involved within the mentor program. Our Aboriginal youth

and communities are strong and have tremendous capacity to share their strengths -

provided researchers engage in respectful research processes and listen with humility and

culturally sensitive hearts and minds. Within this thesis I hope to portray a small part of

who we are, the Aboriginal people and allies who breathe life into the mentor program,

and the strengths that Aboriginal people(s) contain. These stories need to be told. They

are needed by Aboriginal people who have intemalized their oppression and believe

preconceived stereotypes that they are weaker, they are less than and they should be

pitied (Champagne,2006). They are also needed by non-Aboriginal allies who genuinely

seek respectful ways to work and walk together.

The story of the mentor program is not a postcolonial response (Tuhiwai Smith,

1999) or an alternative story that is told as an effort to redefine ourselves as Aboriginal

peoples in response to stories of the oppressed. The stories of the mentor program are

rooted in child-rearing philosophies and communal mentoring relations that have been
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practiced within Aboriginal communities prior to contact between Aboriginal peoples and

European settlers (Brendtro, Brokenleg and Van Bockem, 2002; CAAS, 2002).

While the story of the mentor program might be viewed as a counter story2l; in

factit is an original story, a story all of its own (Hingangaroa Smith, 2000; King, 1997).

It's an original story that accounts for traditional communal approaches that have existed

within Aboriginal communities since pre-contact and pre-colonization and continue to

exist in Aboriginal communities today.

Sharing Who I Am

In undertaking the reflective analysis of the mentor program, I am aware of the

multiplicity of roles and worldviews in which I find myself. Here I connect with Mary

Hermes (1998) and her involvement in community-based research, where she had

multiple roles as an educator, researcher, and community member. As Hermes states, she

had various roles but "never clearly fit into any one particular category" (1998, p. 161).

My name is Amy Carpenter. I live multiple interconnected roles that influence

every part of my being and the positionality Ifind I exist within. I sm a learner, teacher,

researcher, student, mentor, community member, family member, friend, and colleague.

To sum it all up, I am me.

With this narrative introduction I write my subjective place within this research

study and the interpretations of the mentor program. I celebrate the notion that my

positionality is dynamic and ever changing. I recognize that one's positionality is

tt There are similarities between this research and research that is done by critical race theorists. However,
the difference lies in the type of story that is being told. In critical race theory, counter stories are often the
stories told by marginalized people or groups. In counter stories, people are naming and expressing their
own reality, rather than accepting the story that is told through the (often unquestioned) lens ofthe
dominant researcher (Kincheloe & McLar en, I 9 9 4).
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determined by colour, class, gender and culture (Taylor, Tisdell, & Hanley, 2000), each

of which bring about certain power and privilege. It is here, within these pages, that I

attempt "...to escape def,rnition [of the other], to be complicated, to develop and change,

and to be regarded as fully human" (Tuhiwai Smith, 2005, p. 86). I am only one part of

the mentor program, one part of our interconnected world. It is from one always shifting

place, that of my own perspective and interpretations, that I will reflect on the mentor

program.

How our group who co-created the mentor program all got here together is

something that I still look at retrospectively and look ahead with amazement and wonder.

Simultaneously, with my first year of teaching, Drs. Janice Forsyth, Joannie Halas and

Michael Heine submitted a grarÍ.proposal to the Social Sciences and Humanities

Research Council of Canada Aboriginal Research: Research Grants program for a three-

year research project that would investigate a Cultural Approach to Urban Aboriginal

Youth Sport and Physical Activity.22 The research was proposed as a participatory action

research (PAR) project informed by theories of youth development. I viewed my

involvement and role within the research group as a collaborator.

From the start there were two school sites that were involved in the research

project. Due to my involvement as a graduate student, and my proximity to one of the

study sites, I was hired as a research assistant on the project. As the initial mentor

program was established, I quickly found myself in the interconnected roles of a leader,

mentor, leamer and researcher. In the mentor program we all took on numerous and

22 
See Forsyth, Heine, & Halas (2007). A Cultural approach to Aboriginal youth sport and reøeation:

Observations from Year 1, for further discussion regarding the larger SSHRC research project that the
mentor program is affiliated with.
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varied roles. Often I found myself in a leadership role within the group when it came to

organization and coordination of people from the numerous groups involved including

high school mentors, community members, early years participants and university

mentors.

The decision by the university research team to use participant action research and

community-based research methods meant that the research process was often guided

and/or dictated by the identified interests and needs of the numerous people involved in

the Aboriginal mentor program. As an example, Aboriginal youth have been involved in

every stage of the research process. This has included the genesis of the notion of a

mentor program (which I/we discuss in chapter 4), the development and implementation

of the program, presentations that promote and discuss the program, and the continual re-

evaluation of the ongoing project. My involvement in this larger research project and,

more specifically, my experiences as a mentor program member expanded and enhanced

my understandings of community-based research. As a result of these experiences, I

view community-based research as working to establish collaborative relationships and

partnerships, creating awareness regarding the purpose of the project, building on

community expertise, ensuring that the methods used are relevant to the culture and

community (Canadian Institute of Health Research (CIHR), 2007) and, as Hermes (1998)

states, ensuring that the research serves specific interests or needs of the community

within which it is situated.

The Promises

Prior to engaging in any research work as a graduate student, I reflected on what I

hoped to achieve. I knew from the beginning that I wanted to share the strength and
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capacity that I have observed in our Aboriginal children and youth. Despite knowing in

my heart what I hoped to attain through the graduate study process, it took time and the

help of other Aboriginal researchers, educators and non-Aboriginal allies to help me

fuither understand and articulate the promises that I felt within my heart. When the

mentor program was first being discussed and envisioned I felt that it met the promises

that I made to myself in regards to my involvement in research, educational, community

and recreational practices. While the promises originate from my understanding of

Indigenous research practices some are more aligned with my own educational and life

philosophy; these have been informed by Indigenous teachings and practices.

Now after five and a half years of being involved in the mentor program I see that

it has met the promises that I made to myself some years ago. Therefore, I feel honoured

to share our collaborative vision and implementation of the Aboriginal youth mentor

program. I feel that in sharing stories of the strengths within our urban Aboriginal youth

and communities, I am stepping up to my owrr perception of being responsible to my

interconnected relations. Here I will attempt to articulate these promises. The promises

to myself include:

1. that community norms and practices are viewed from a strengths based

approach;

2. that there are high expectations of everyone involved;

3. that a sense of belonging and security is created;

4. that respecting multiple views and perspectives is imperative;

5. that there needs to be time to build meaningful, reciprocal relationships;
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6. that any research that I am involved in is respectful to the community and

people(s) involved, this includes the assurance that my voice is just one

voice in the collective whole;

7. that it is imperative that the work is relevant to the people and community

involved;

8. and that the research recognizes and names Aboriginal worldviews and

epistemologies.

Within the text of this thesis what I refer to as promises have been eloquently

discussed by Indigenous researchers (CIHR,2007; Hermes, 1998; Royal Commission on

Aboriginal Peoples IRCAP], 1993; Tuhiwai Smith, 1999), who have shared many of

these promises as ethics and"/or guiding principles. It was with the support and guidance

of Indigenous scholars and community groups that I have been able to articulate in

written text the promises I had made to myself in feelings. Below I will elaborate on the

first five promises as they connect to how I interact in all of my roles. I will then discuss

'the promises' numbered six to eight, as they particularly relate to how I situate myself in

the role of researcher who is f,rrst a member of the Aboriginal community.

"Pleøse Tell Me About Yourself': Building on Strengths

In 1992, Dennis Saleebey introduced the concept of The Strengths Perspective in

Social Work Practice. Saleebey's work discusses a strengths approach to the

interpersonal relationships between social workers and their clients. Saleebey encourages

social workers to look at people and relationships from a strengths-based approach rather

than a problem-based approach.
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The strengths perspectivehas been discussed within a social work context quite

extensively. However, it has received little attention in the recreation and education

literature. Baikie (2003) was one of the first to adapt the strength's based perspective to

the recreation setting. In a paper written for the 2002 North American Indigenous

Games, Baikie (2003) discusses how, as a strengths based researcher, he first entered the

community of Nain, Labrador as a volunteer and observer. Prior to engaging in any

research Baikie wanted to understand the assets already present within the community

and then build from there. In Baikie's discussion of this approach he shares:

When utilizing strengths theory in community capacity building you are not

stafing from scratch. Just imagine going into a South American, or an African

community and attempting to teach the people of that community hockey. It

wouldn't make sense. You would start by doing more of what they are good at.

Or at least that is what I would do. You start from a very successful base and

build from there. (2003, p.76)

The foundation that Baikie uses to buildfrom parallels my experiences in the mentor

program. In my case, I first immerse myself in the community as an observer and

participant. I then work to form respectful, reciprocal relationships with the people that I

am working with, as we identify the existing strengths we all bring to our group.

High Expectøtions Bríng About High Results

Robert Merton (1957) introduced the notion of the self-fulfill'ng prophecy.

Merton's research stated that an individual or group's beliefs about a potential outcome

could impact the actions of the individual or group, in tum causing the initial prediction

to be validated or turn out to be true.
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Later in the 20th century, Rosenthal and Jacobson (1968) further added to this

conversation. In their work, Rosenthal and Jacobson stated that the teacher's prior beliefs

in regard to a particular student or group of students' success influenced the performance

ofthe student(s). Rosenthal and Jacobson discuss how these pre-conceived expectations

of students can have either beneficial or detrimental effects dependent upon the teacher's

opinions. This has been referred to as the Pygmalion effect or the 'Rosenthal effect'.

I am uncertain as to why, perhaps it was the way I was raised but for some reason

or another I have always made the effort to view all children and youth as capable,

successful and full of knowledge. I now reflectively wonder if these views of young

people have helped to ensure positive outcomes in our relationships. Over the past five

and a half years in the mentor program, six and a half years as an educator, and sixteen

years as a community member and recreation leader, I have watched young people

repeatedly accept the responsibility of being role models within their schools and

communities. Aboriginal youth have demonstrated this sense of responsibility through

their positive interactions with people in the shared spaces of schools and community

centers, by advocating for themselves and their communities, and by working to

challenge and/or change perceptions (stereotypes) of who they are. Have these

relationships and the sense of responsibility that the young people carry been influenced

by the Pygmalion effect or are these intrinsic, learned, or cultural gifts within young

people and it is just a matter of tapping into them? Where Brendtro et al. (2002) state

that, "young people are not just the leaders of tomorrow - they have great untapped

potential for responsible leadership today" (p. 118), I could not agree more.
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"Plesse Come In. You Belong Here": Creating a Sense of Belonging ønd Security

I remember doing an activity when I was in the Faculty of Education where we

had to draw a big picture of a child. Wthin that picture we had to write or draw all of

the things that we saw as significantþr a child's development and success. Within my

drawing, in large writing, I wrote that for ctnyone to be open, able to learn and share,

they had to feel a sense of comfort and security.

I believe that prior to participants becoming involved in an educational setting

and/or a community-based research study, where people allow themselves to open up, to

be vulnerable, it is essential that a sense of belonging and security is established. In Beck

and Malley's (1998) description of a pedagogy of belonging they state that, "most

children fail in school not because they lack the necessary cognitive skills, but because

they feel detached, alienated, and isolated from others and from the educational process"

O. 133). Beck and Malley go on to discuss the importance of ensuring students feel

connected to the teacher, the classroom coÍrmunity, and the larger school community.

This pedagogical approach suggests that within a classroom setting, caring and

cooperation need to be encouraged.

Furthering the discussion on the importance of creating a sense of belonging is the

work of Halas and Watkinson (1999). In their research with youth at an adolescent

treatment center, Halas and Watkinson shared how recreation opportunities often draw

children and youth to school. Their research highlights the importance of creating a non-

competitive, inclusive environment. They found that by creating an inviting environment

positive relationships were formed between students, many of whom had significant

emotional and behavioural difficulties, and staff. A daily physical activity program for
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students that offered time to play and aplace to bum pent up energy acted as a bridge for

students to discover a sense of belonging and security within the school space.

In Ellis, Harts, and Small-McGinley's (1998) work related to students' sense of

belonging within their school classroom, the researchers found that young people needed

to feel respected and connected to the teacher. The three authors share that"ateacher

who respects students is respected in retum" þg. 1a3). Ellis et al. state that a sense of

belonging within a classroom space is created when students feel that they have

contributed to the operation and well-being of the classroom.

The importance of creatinga sense of belonging within school and community

spaces is evident by the work of the researchers cited above. With a sense of belonging

established, we increase opportunities for reciprocal, respectful relationships to be formed

between peers, as well as between researcher(s), community member(s), recreation staff

andl or educators and participants.

Respectíng Multiple Views &. Perspectíves

A promise I have made to myself is to ensure that I am respectful of everyone's

choice, opinion, and voice. Throughout history, people have taken it on as their personal

(or sometimes their professional or parental) responsibility to inform Aboriginal peoples

who they are, what their story is, and where they belong as "colonized Canadian"

citizens. Since post-contact, relations between Aboriginal peoples and settler societies

have often been based on patemalistic laws and euro-centric societal rules of dominance

(Battiste, 2000b; RCAP, 1996). These disrespectful, paternalistic encounters have

included the Indian Agent, the Residential School System, as well as the many non-

Aboriginal authors, researchers and countless educators who have taken it on as their
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responsibility to define who Aboriginal peoples are and should be. In his thought

provoking book, What is the Indian'Problem': Tutelage and Resistance in Canadian

IndÌan AdmÌnistrafion, Noel Dyck (1996) states:

Quite simply, the only way to rectify the ravages that Indian bands have

suffered is to stop looking for'experts' and 'masterplans' and to refuse to

accept the presumption that Indians do not know what is in their best

interests. Although the difficulties that Indians, like all human beings, suffer

are many and various, the'problem'that has dictated their lives for so long

and with such sad consequences has resulted from the usually well-

intentioned but, nonetheless, coercive and arbitrary tutelage to which they

have been subjected. (p. 182)

Laws and relations of dominance have had a significant impact on all minority groups of

Turtle Island. As Deloria (1991) explains "the evolutionary framework we presently

have does not represent human experiences of the past and present, but simply Westem

doctrinal arrangements of selected bits of evidence of those experiences" (p. 47). In other

words, the dominant western worldviews that shaped societal inequities need to be

intemrpted.

As a researcher and community member I am responsible to the community in

which I serve. It is my belief that relationships should be built on respect and reciprocity.

Deloria (1991) discusses how many research practices center the researcher as the expert

of a situation and knowledge, giving little if any credit to the many people who have

informed the gathering of knowledge. Aboriginal peoples and communities, who have

suffered at the hands of researchers looking for personal credit and success, have become
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less tolerant of this lack of respect. Guidelines for ethical research with Aboriginal

peoples identify respect as an essential aspect of all research, where respect includes

collaborative decision making and recognition of the knowledge and expertise of

Aboriginal people(s) (CIHR, 2007 RCAP, 1993). Respectful relationships bring people

together as co-researchers, as co-participants, for the benefit of all involved in the

process.

Buildíng Meaningful, Reciprocøl Reløtionshíps

Within my multiple roles I continually remind myself that there are multiple ways

in which to see and understand the world. I work hard to listen to the views, opinions,

wonderings, and visions of others. Whether it is family, friends, colleagues, co-

participants, or co-mentors, I have learned relationship building takes time.

A struggle that I have faced as an educator involves the often conflicting

expectations of educational institutions and my responsibilities to the community. As an

educator I have continuously faced the challenge of developing meaningful, reciprocal

relationships with the students and families that I work with, and learn alongside of, and

the demands of the established norrns of our dominant educational system. It is a system

that often puts curricula before children. As a means of addressing these tensions between

the curricular outcomes and ensuring that time is offered for reciprocal relationship

building, I transitioned to a multi-age, multi-grade classroom community. I see many

correlations between traditional Aboriginal philosophies on child-development and multi-

age classroom philosophies. Multi-age classrooms intentionally group students across

grade levels. They operate similar to a family and encourage longer relationships where

students stay within the same learning community for two to three years. Multi-age
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classrooms encourage diversity, base the leaming process on developmental abilities, are

child-centered, and encourage mentoring and culturally relevant education (Karsten &

Lolli, 1998; Politano & Davies, 1994).

Similarly, the parameters of research institutions often do not permit enough time

for students/researchers to form authentic relationships and engage in community-based

research (Schnarch, 2004). Schnarch discusses how research institutions often place

considerable pressure on students and researchers to complete work in a timely maruler,

to publish extensively, and to not incur high expenses throughout the research process.

From my owTt personal experiences, I agree when Schnarch states that the demands of the

university are often "at cross-purposes with the requirements of ethical research" (2004,

p.I2). Implications of conflicting expectations that I have had to deal with as a graduate

student relate to the time it takes to develop community trust and relevant reciprocal

relationships and the demands of time limits for graduate students to get in, gather the

data, get out, analyze, publish and complete the program. The expectations of the

university are not realistic when it comes to research that is situated in, informed by, and

relevant to community members.

I)iscovering 'the Promises': The Ethical Principles that Guide

my Role as a Researcher

Here I will discuss the promises six through eight that I previously mentioned.

The promises that I discuss are more directly related to situating myself as a community-

based researcher. They include:
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that arry research within which I am involved be respectful to the community

and people(s) involved, this includes the assurance that my voice is just one

voice in the collective whole;

that it is imperative that the work is relevant to the people and community

involved;

o and that the research recognizes and names Aboriginal worldviews and

epistemologies.

When I approach any life experience, I view it through the paradigm within which

I position myself. I use the term paradigm to mean the worldview through which the

world around us is interpreted (Kuhn, 1962). Consciously or unconsciously, worldviews

impact the questions asked, as well as the interactions and relationships that one is a part

of.

Journøl Excerpt:

Llithin my varíous notes and drawings where I was attemptíng to make sense of

these foreign terms (paradigm, perspective, methodology, methods), I drew pictures

whích I contÌnue to re-visit and reflect on. For me the pictures brought life to these

terms. One drawing is a circle separated into quadrants. Within that circle is a stick

person that is supposed to be me.

The circle represents an Indigenous paradigm and the person within the circle represents

my positioning within this paradigm.

38



My positioning myself in an Indigenous paradigm goes beyond research

methodologies of quantitative and qualitative approaches to research, to the fundamental

beliefs and assumptions that inform an Indigenous paradigm (Tuhiwai Smith, 1999). The

paradigm includes worldviews that see all things as interrelated; that there is diversity

within those interrelations; that all things change; and that we need to work

collaboratively to inform a better understanding of the world.

Situating Self in the Collective ll/hole - Discoveríng my Voíce

The only story I know and can tell is my own. The question is, 'can a researcher

ever truly understand another's position?' I believe that individuals can only truly

tell/share one's own story. We each possess olrr own interpretations of the world that

continue to emerge and change. As Piquemal (2001) and Swisher (1998) have put

forward, participant observation and relationships give people direct access to each other;

however, it is illusory to think that this offers them complete access and understanding of

another's way of seeing the world. No matter how interconnected we are, we still see

others' stories and worlds through our own knowings.

As part of the mentor program, I have been exposed to and have learned from the

numerous big23 and small participants. In the mentor program, everyone has shared

significantly with everyone else, and with this sharing we have grown and changed in

ways that we may never know. Personally, I have struggled with writing this research

work as "my" thesis and research study. While I claim authorship, the knowledge and

experiences that this work shares does not belong to me alone, rather it has been

subjected to all of our involvement. Similar to Fitznor's (2002) work where she shares the

t' Here I refer to big ønd small particìpants to distinguish the high school - big, and early years - small
participants.
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narrative stories of the Aboriginal educators that were involved in her research, my own

thesis research is based on the collaborative knowledge that was/is shared from the many

participants and voices that informed the research project. We have all worked as co-

researchers, sharing our strengths and enhancing our collective knowledge. In this way, I

believe our approach resonates with Indigenous worldviews and paradigms. As Wilson

(2001) says:

An Indigenous paradigm comes from the fundamental belief that knowledge is

relational. Knowledge is shared with all of creation. It is not just interpersonal

relationships, not just with the research subjects I may be working with, but it is

a relationship with all of creation. (p. 177)

From the start we have built-on, restated, and shared together; to borrow a term from

Ladson-Billings (200i), we joined together as interdependent "co-constructors of

knowledge."

When researchers are apart of the community or recognize their interconnected

relationships they are more accountable to the community in which they serve. In this

way reseaÍchers position themselves as collaborators, erasing many of the built in power

structures of research. As researchers recognize their place as part of the circle rather

than as an insider or outsider, reciprocal relationships replace relationships of exploitation

(Hermes 1998). Sharing and collaborating for research expands that circle of wisdom

and best informs process and vision. Essentially, "collective wisdom is arrived atby a

process of 'putting our minds together"' (Brant Castallano, 2000, p.26). As stories,

visions and knowledge are shared it is essential to position the self as just one member of

the circle that is connected to all others.
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Journal Excerpt:

Another drawing I have is of a circle of people: within the circle one person is

ooo
coloured out to represent my place within the larger circle. 

O O O 
The colouring is

to represent the perspective and voice that I bring to that circle. I recognize that within

that circle, øs within all circles our views ofwhat is happeninS, our interpretations of

whqt is said, our actions and interqctions, are based on our positions and what we bring

to that circle.

A 'uniquely conect' interpretation is not possible since perception is

interpretation and each person perceives from a different vantage point and history. As

Ellis (1998) states, "what one can see at any given time is limited by one's vantage

point..." (p. 8). As we share our many voices it is important to remember that there are

numerous worldviews. I personally work to bring light to worldviews that embrace

social justice and respect diversity.

Is the úVork Relevant to the People and Community Involved?

Aboriginal community-based research goes beyond the notion of diversity of

understandings; it is based on what is purposeful, meaningful research from the

community's perspective. Interestingly, three Aboriginal scholars, Deloria (1991),

Hermes (1998), and V/eber-Pilliwax (2001) offer similar guidance as to how research

should be conducted. Here I refer to Deloria: "... we need to eliminate useless or

repetitive research and focus on actual community needs; it is both unethical and wasteful

to plough familiar ground continually" (1991,p. a6\. Hermes (1998) stresses that
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ethical research "serves the specific purpose or need of the community within which it is

situated" (p. 158). And Weber-Pilliwax (2001) wges others to ensure that research serves

the community. I felt deeply connected to Weber-Pilliwax when she stated:

If my research as an Indigenous scholar cannot or does not lead to action, it is

useless to me or anyone else. I cannot be involved in research and scholarly

discourse unless I know that such work will lead to some change out there in

that community, in my community. This is the most important aspect of

research to me, and I don't waste my time on anything that doesn't go there for

me (2001, p.169).

Through the Aboriginal mentor program, I feel our collaborative research has

been based on the Aboriginal youth communities' identified needs, the strengths of

Aboriginal community members, and has led to some significant action in our

community (i.e., continuation of the mentor programs) and therefore meets the promises

that I made to myself. I now know that as with all relationships, I needed time (Bocarro

& Witt, 2003) to be within the community, to listen, to observe, to reflect, to co-create

meaningful research that would be done ethically and collaboratively (Battiste, 2000a;

Bishop, 1998; CIHR,2007; Piquemal, 2003; Tuhiwai Smith, 1999,2005). As I entered

the circle of research I took Hermes' advice to "be in the community as a member first

andaresearcher second" (1998, p. 166).

Nøming - Recløíming the Tools of Power

Research within, for, and informed by Aboriginal people(s) should communicate

our collective understandings. For that reason I have opted to call the research that I am

involved in community-based research, the paradigm as on Aboriginal worldview, and
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the perspectíve, an Indigenous Perspective of Transformation. Where 'an' is italicised to

recognizethat Aboriginal peoples have multiple worldviews (Battiste, 2000a) and that

mine is only one way to see and understand the world. Aboriginal peoples are not a

homogenous group with the same histories, beliefs, cultures, and more importantly needs

(Pidgeon & Hardy Cox,2002). There is vast diversity among Indigenous languages,

cultures, and histories; however, there are some cornmon worldviews that Indigenous

peoples may share based on geographical and cultural boundaries (Fitznor, 2002).

It is in naming this project an Aboriginal Mentor Program and the research,

Indigenous community-based research that I am working to intemrpt pre-set ways of

thinking and offer new routes for possible action. I look to Irwin's (1992) work to

support this discussion where she states that, "we don't need anyone else developing the

tools which will help us to come to terms with who we are. We can and will do this

work. Real power lies with those who design the tools - it always has. The power is ours"

(p. 5). As Tuhiwai Smith (2005) shares,

Research, like schooling, once a tool of colonization and oppression, is very

gradually coming to be seen as a potential means to reclaim languages,

histories, and knowledge, to find solutions to the negative impacts of

colonialism and to give voice to an alternative way of knowing and being. (p.

e1)

It is in naming the research process and project as belonging to the Aboriginal

community that I am attempting to reclaim the tools of power.

As researchers, we can continually try and fit Indigenous perspectives into non-

Indigenous paradigms or we can move to a full Indigenous paradigm (V/ilson, 2001). If

43



Western methodologies, practices and the confines of dominant worldviews are not

challenged, how can we expect different outcomes when all that we see and experience is

the same? If we are working towards a transformation of situation there needs to be a

transformation of practice.

It is with respect and humility that I share this work. I am tremendously thankful

to everyone and everything that provided me with support and direction. I know that this

thesis is not just my work but a compilation of many people and powers that have guided

the development of the mentor program. This thesis is a story of selÊdiscovery where I

share what I have leamed along the way, alongside community. As I share my voice as a

community and family member, as a leamer, teacher and researcher, I feel that I am

stepping up to the challenge that Swisher (1998) puts out to Aboriginal peoples to .,be

less compiacent and more aggressive when it comes to defining our field,, (p. l9g).

This thesis is a story; a story of an Aboriginal mentor program, my connections to

it, my interpreted understandings of the program, and the self-discovery of the multiple

roles that come together in my being. And so the story continues.. .
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CHAPTER THREE: CLAIMING A PLACE IN THE CIRCLE

tItølking in Mukiple Roles - Tryíng to Cløim a Seøt in the Circle

As I walk up to the doors, they seem larger and heavier than I could have

imagined. I adjust my clothes, my hair and I look down at my feet. It is my feet that will

have to carry me into this room; it is myfeet that will remember to walk gently butfirm

as I embark on this tenifiing experience. I didn't sleep a wink last night, in anticipation

of today. Today, is a day that I look ødmiringly to all of the strong people who have

come before me, today is a day I quietly thank (and question) all of those that have put

me in this place, and today is a day that I look at all of the generations to come, the little

ones and think this is my responsibility to them. As I open the enormous doors, I muster

up every piece of courage within me to get past the eyes that are staring at me with

curiosity. I pull s chair into the circle of unfamiliar faces and I begin to share my

perspective, my thoughts, feelings and dreams.

The next challenge will be, to stick around once the deliberation is done. To

remain a part of the circle despite the current tensions and the journey of uncertainty that

lies ahead.

As I discover others in this circle, who were here before me or who have claimed

their own space in the circle, others who think andfeel like me, I grab onto them, I hold

on tight and together we hold our breath, hoping that good things will happen. Together

we work to navigate how we can all work together in this circle yet remain true to

ourselves and to our communities (Personøl Reflections related to my multiple roles

rather than one specific event).
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Introduction

Indigenous research focuses and situates the broader indigenous agenda in the

research domain. This domain is dominated by a history, by institutional

practices, and by particular paradigms and approaches to research held by

academic communities and disciplines. . .Negotiating and transforming

institutional practices and research frameworks is as significant as the carrying

out of actual research programs (Tuhiwai Smith, 2005, p. 91).

It has taken me five years to discover a sense of comfort in sharing the stories that

I hope to honor, that I hold so dear. For four years I engaged in community-based

research (CBR), where activities seemed to flow naturally. However, I struggled to find a

means to articulate in written form the numerous and interconnected events that impacted

the successes and challenges of developing an Aboriginal youth mentorship program in

an urban cross-cultural community.

In this thesis process I draw upon data that was collected over the three year

development of the mentor program. The data has been analyzed using Indigenous

methodologies, from an Indigenous perspective. These methodologies are informed by

my own interpretations of the teachings that have been shared with me; the guidance that

the Aboriginal community, including my family, has given me; and work by other

Indigenous educators and researchers that I have had the chance to hear, read and

converse about.

In this chapter, I will introduce the people that participated in this study, including

those that are described in the narrative stories. As well, I will discuss the methods used

to collect data throughout the mentor program and how that data will be analyzed. In my
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discussion of analyzing data I will share the decisions that I have made to construclwrite

narrative stories and to tell these stories from my own perspective.

Here, I use an Indigenous Perspective of Transþrmation as a mearìs to discuss

what can be observed, heard and leamed from the mentor program. The Indigenous

theoretical framework of transformation, which will be further developed in this chapter,

is informed by two Aboriginal traditional teachings. One is the Butterfly Teaching and

the other is Four Aboriginal Pedagogies of Learning. In conversing about the use of

traditional teachings to analyze my experiences in the mentor program, I will show how

this framework will act as a lens to interpret the mentor program. In doing this I am

working to maintain a circular worldview; a view that is often not recognized in dominant

Westem research discussions and institutions, where a linear worldview is most often the

accepted noÍn.

Methodologies and Research Faradigms

As was mentioned in chapters one and two, the Aboriginal youth mentorship

program was developed as part of the Cultural Approach to Urban Aboriginal Youth

Sport and Physical Activity. In the consent form of ethics protocol # E2003:076,itwas

stated that:

The purpose of this research study is to involve Aboriginal students in

developing a leadership training program as part of the physical education

program at their school. Interested students and teachers will meet with

members of the research team to discuss ways that they can take leadership

over their own health and wellness through physical education. As a leadership

group, they will develop meaningful and relevant program ideas that will
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improve physical activity and health opportunities for Aboriginal students.

Students will identifu goals and objectives for the program and develop a

program of activities that they will engage in at school.

The study, referred to above, involved Aboriginal youth, Aboriginal researchers,

educators and community-members, and non-Aboriginal allies that collaboratively

worked together to inform the genesis of the Aboriginal youth mentor program. Over the

course of three y"*s,'o three Aboriginal youth mentor programs were developed and

delivered in early years schools. The programs involved three different groups of high

school mentors and five groups of early years students. Although the early years students

acted as co-participants and co-mentors within the programs, the formal data collection

process, including the de-briefing conversations, interviews, notes and journal entries,

focused on the high school and university mentors. My own joumal entries include a

variety of observations, actions, interactions, and reflections that informed my

involvement in the mentor program.

The Aboriginal mentorship research project utilized a qualitative research

approach. In Denzin and Lincoln's (2000) discussion of qualitative research they state

that qualitative research utilizes multi-methods to study people or phenomena in their

natural setting. They recognize qualitative research as interpretive and utilized by

multiple theoretical paradigms. Denzin and Lincoln state that the qualitative researcher,

"crosscuts disciplines, fields, and subject matter" (2000, p. 1). L. T. Smith (2005)

affirms the importance of qualitative research as a tool for Indigenous communities due

2a The mentor program was established in conjunction with the Cultural Approach to Urban Aboriginøl
Youth Sport ønd Physical Activity, which was a three year research study. After two years of programming,
the mentor program continued as a community based project with funding from a variety of small grants.

The data that was collected and will be referred to in this thesis is based on the initial three years of the
mentor program.
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to the variety of methods, flexibility of methods, the recognition of stories and the vorce

that qualitative research can offer individuals and groups who have long been

mar ginalized or silenced.

I understand qualitative research as involving everyone in the project as co-

researchers and co-participants, where everyone is a subjective part of the developmental

process. This differs from other quantitative and/or qualitative research studies where the

researcher attempts to remain a neutral observer. As shared by Bishop (1998), "much

qualitative research has also maintained a colonizing discourse of the "other" by seeking

to hide the researcher/writer under a veil of neutrality or of objectivity, a situation where

the interests, concerns, and power of the researcher to determine the outcome of the

research remain hidden in the text" (p. 208). By writing my interconnected position in

the Aboriginal youth mentor project, I acknowledge my place within the written text. As

I share this research it is important to recognize that I will be sharing my voice, thoughts,

visions, and beliefs in the research discussion, intermingling my voice with that of others.

Even if I attempted to stay objective, this would be impossible because my actions,

inactions, beliefs and biases are apafi of everything that I do (Delpit,2006). Lavallée

(2009) would add that we are all connected to all other living things and through this

connectivity we cannot remain completely objective or unbiased. Through this thesis

process my intentions are both to understand and share what I have learned from my

involvement in culturally relevant recreational programming and research.

The epistemology that I bring to this discussion is recognition that there are

multiple realities and no one can know all things. This emphasizes why there is a need to

share, respect and include all voices as equal. Sharing, as I understand it, is not with the
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intentions of domination but genuine interest in coming together as equals. Here, I will

attempt to interpret the mentor program from my own perspective as a Métis woman and

community-based researcher that views the mentor program from a lens that is positioned

in an Indigenous paradigm. I recognize that there is not an insider/outsider status rather

the work is done within one's own community, my community, for our children, for our

futrue generations, for my children, for my family.

An Indigenous paradigm of wholism shares similarities with other research

paradigms including constructivist, interpretivist, decontructivist, critical theorist (as was

discussed in chapter one) and post modemist. However, despite similarities it remains

distinctly unique and does not have to fit within the confines of Western dominant

categories (Kovach, 2005). In Denzin and Lincoln's (2000) discussion of qualitative

researchers, where I previously positioned myself and the Aboriginal youth mentor

research project, they state that paradigms cannot be easily mingled or synthesized.

Denzin and Lincoln go on to discuss how paradigms are often informed by researchers'

philosophical, ontological and epistemological views, views that are representative of an

individual's or group's belief systems and worldviews.

Constructivism acts as both a research paradigm and educational philosophy. A

similarity between an Indigenous paradigm and aconstructivist paradigm is that both

paradigms recognize that knowledge is constructed by the learners and/or research

participants, where "humans construct knowledge and meaning from their experiences"

(Wikipedia, lfl, January 2009). Where an Indigenous paradigm differs from

constructivism is that there are not hierarchies of researcher and participants, teachers and

leamers; rather researchers and participants work and learn alongside one another as co-
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researchers and co-participants. Interestingly, Kenny, Faries, Fiske and Voyageur (2004)

pointed out that most Aboriginal researchers consider participants to be co-researchers

throughout the research process and co-owners ofthe resea¡ch results.

An interpretivist research paradigm looks at how individuals experience, relate

and interpret the world. In this paradigm the researcher becomes a part of the research

process (Ellis, 1998; Schwandt, 2000). While similar, where an Indigenous paradigm

differs from an interpretivist paradigm is one of the ways I distinguish between

participant-action research (PAR) and community-based research (CBR): rather than the

researcher studying the lived experiences of people, inserting, or becomingapartof the

research process and research community, they are already apart of the community. In

the mentor program I was an urban Métis community member first and it was from this

position that I entered the research project. The larger Aboriginal Youth Sport and

Recreation research project, identified above, initially adopted a participant action

research approach. However, from my interpretations and understandings as an

Aboriginal community member, I viewed the Aboriginal mentor program as community-

based research. In recognizing the multiple roles that Aboriginal community members

employ as coÍìmunity-based researchers, the Aboriginal Youth Sport and Recreation

research project built on the strengths and visions of Aboriginal community members that

were hired as researchers. ln my roles as a graduate student and research assistant I

experienced the advantages of a research team that both supported and promoted my

thesis ideas, and offered me power (resources) to initiate our shared vision for a mentor

program.
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As Aboriginal researchers our roles and responsibilities are numerous. Doing

research within our Aboriginal communities we are subject to a sense of accountability to

our families, our friends, essentially our communities. We travel apath of respect,

humility and responsibility. As researchers in our own communities, we cannot leave

when the research project is complete nor can we disconnect ourselves if we are

disrespectful or let the community down. Our Aboriginal communities are extremely

intercorurected and the best way I can articulate this is "everybody knows everybody".

A deconstructivist paradigm attempts to de-construct or reveal weaknesses in

other research paradigms (Crichlow & Penner, 1997). From an Indigenous paradigm I

am not attempting to reveal weaknesses in other paradigms; rather, I am stating that there

are other ways of sharing research that do not always have to fit within existing or well

known paradigms that are commonly discussed and referenced in dominant academia.

Stating that research does not always fit within well established paradigms could be

considered as revealing weaknesses in the other paradigms. However, this is not about

deconstruction of paradigms, as much as it is stating that many paradigms connect with

this work but not completely, and that an Indigenous paradigm fits best.

In Ralston Saul's (2008) recent discussion about reimaging, relearning about our

place and space as Canadians, he discusses how Canadians can and should recognize the

inherent nature that Aboriginal worldviews and practices have and continue to have on

Canadian societal practices. However, he states that one of the greatest disconnects or

denials of Aboriginal worldviews is in our educational institutions and practices, which

'odeny the importance of oral" stories and traditions, instead recognizing "narrow,

exclusionary versions of truth, tightly tied to a world of people footnoting one another"
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(p. 36). Ralston Saul further states that "the intellectual class exists to deny any

particular Canadian approach toward culture" (p. 36). It is naming an Indigenous

paradigm and community-based research by Indigenous people that I am attempting to

imagine, to learn, and to claim our place as Aboriginal peoples. Here I ask, "do we need

to reference dominant worldviews, in essence re-travel the path of dominance and

colonization, to be considered fully human or, fully legitimate in the scientific world?"

In my view, the greatest similarities can be found between a post-modernist

paradigm and an Indigenous paradigm. The similarities between the two include the

questioning of the modern world, particularly presumptions of a modem, universal

worldview that is predominantly based on Western anglicized visions (Ristock & Pennell,

1996). Post-modernism is two-fold in that it problematizes modern worldviews and often

encourages retuming to traditions (Popkewitz, Fuller & Browne, 1997). The similarities

to/with an Indigenous paradigm relates to traditions. The difference between a post-

modernist and Indigenous paradigm is that an Indigenous paradigm is not about returning

to traditions; it is about claiming traditions that were always there. However, as will be

discussed further in this chapter, in Aboriginal worldviews there are understandings of

adaptability, ever-changing insights, flux and fluidity. A claiming of traditions is

claiming worldviews that are circular, interdependent, fluid, and multi-dimensional and

not fixated in time and space (Battiste & Youngblood Henderson, 2000; Kenny et al.

2004; Kovach, 2005). Yes, an Indigenous paradigm may have been pushed to the margins

or silenced in dominant settings; however, it has always been present within our

communities and intrinsically linked to our worldviews.
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Worldviews and Perspectives

To the research process, to the data, and to all of my interactions, I bring an

Indigenous perspective or position from which I view and interpret the world. This

perspective is based on my own positionality (as discussed in chapters one and two) in

our interconnected circles. Sharing this perspective, I again highlight that "there is no

single, unified Aboriginal perspective, history or culture just as there is no one history or

cultwe among European Peoples" (CAAS, 2002,p.75).

The perspective/view that I enter the world with is circular. Similar to a wheel,

this circular worldview is made of many inter-related pieces where each piece is

supportive and reliant on the others (CAAS, 2002; Lane, Bopp, Bopp & Brown, 2003).

The wheel is circular, with no definitive starting or end point. Many of the teachings

from nature follow a circular path, from seasonal pattems, to animal lifecycles, to the

cycle of day to night. These are some of the teachings that inform circular worldviews.

In an interconnected circular worldview, there is a space and place for all peoples, all

animals, all spirits, all perspectives.

ll/o r I dview s I nfo rmín g Me t h o ds

In Little Bear's (2000) discussion of the collision between Aboriginal and Euro-

centric worldviews, he shares that Aboriginal perspectives of 'wholeness' recognize our

interdependence upon each other. "The value of wholeness speaks to the totality of

creation, the group as opposed to the individual, the forest as opposed to the individual

trees" (Little Bear, 2000, p.79). All paradigms, communities, peoples, plants, animals,

rivers, trees, the cosmos . . . all of creation co-exists and are interconnected on varying

levels. The interconnectedness and interdependence between all beings and things are
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Aboriginal philosophical worldviews and to look at knowledge as an individual entity

would be inconsistent with these philosophies (Fitznor, I998;Lavallée,2009; Kenny et

al., 2004; Weber-Pillw ax, 200 1 ; Vy'ilson, 200 1 ).

A specific intention that grounded our work in the mentor program from the start

was that worldviews of interconnectedness would impact every aspect of the mentor

relationships. These impacts would include how relationships were formed, cross-age,

cross-cultural, cross-gender, cross-power and cross-privilege, as we worked towards

everyone taking on the roles of mentors and mentees. From the start we worked to

ensure that the roles of teacher and learner were constantly intermixed, and that we

collaboratively worked together as co-researchers, co-participants and co-community

members.

Interconnectedness is linked to another worldview that guided us through this

process. That worldview is collaboration. We worked collaboratively to establish a more

inclusive picture of reality. To ensure inter-relations and research go beyond a Euro-

centric understanding of reality, numerous Indigenous scholars and protocols established

by Indigenous peoples for Indigenous peoples call for collaboration between non-

Aboriginal and Aboriginal peoples (Cochran, Marshall, Garcia-Downing, Kendall, Cook,

McCubbin, & Gover,2008; Hermes, 1998;Kenny etal,2004; McDonald & McAvoy,

1997; RCAP, 1993). In the mentor progr¿ìm there has been collaboration between

Aboriginal peoples and non-Aboriginal allies from the very beginning. The geniuses of

the mentor program and the collaborative approach that informed program development

will be further discussed in chapter four.
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Research Activities

As the mentor program began, research activities were guided by those outlined in

the larger participant action research study Cultural Approach to (Jrban Aboriginal Youth

Sport and Physical Activity. In the accordance with the ethics protocol #82003:076

research activities included :

. . . a number of data collection methods, including 1) student meetings that are

audio-taped, 2) researcher f,reld notes that are hand-written observations of the

meetings, 3) a researcher joumal ,4) thirty minute to one-hour individual

interviews with students and teachers that will help determine the meanings and

experiences of leadership, physical activity, health and well-being in their

school and day to day life, and 5) observations of the Student Leadership

Project that is developed by the students (Forsyth, Halas & Heine, 2003).

Forsyth, Halas ad Heine each had previous experience in community research

projects. It was the knowledge, experience and understandings of qualitative research

that they each brought to the research proposal that allowed them to anticipate using a

variety of research practices. As suggested by other researchers, it is best to work

alongside the community itself to determine the choice of research methods to ensure that

the methods are both culturally and community relevant (Kenny et a1.,2004; Spielmann,

I992;Ttthiwai Smith, 1999). The research methods, as outlined above, allowed the

mentor research team to work alongside the Aboriginal youth community to

collaboratively discover which research methods and data collection practices would best

capture our shared interpretations related to the development and implementation of the

mentor program.
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The Process of Gøthering Døta

In the after-school mentor program, in addition to the development of research

skills for the university mentor group (myself included), the high school participants

engaged in a variety of responsibilities that have prepared them for work related duties in

multiple careers. The planning and delivery of the program, focus group discussions,

group interviews led by participants and interpretation of data are some of the

responsibilities that offered numerous work-related experiences that high school students

might not otherwise have had. By mentoring with university students and staff,

Aboriginal high school youth were exposed to discussions and opportunities that will

encourage them to consider the many possibilities for study and work, post high school.

The gathering of data in the mentor program took a collaborative approach. Our

student meetings which were to be audio taped took the form of debrief,rng discussions,

which at most times were facilitated within acfucle.2s The use of facilitated circle

discussions encouraged our team of high school, university and community mentors, to

recognize the importance of working together as equals, in a respectful and reciprocal

manner. The circle discussions would often open with "how did everyone feel about

today?" This type of opening allowed individuals to discuss and reflect on their

involvement and wonderings to that particular day of the mentor program. In circle

formation we would all sit at the same physical level, all have the chance to speak

honestly from the heart, and know that other people in the circle were listening for our

contributions to the discussion. These circles helped us to reflect on the week-to-week

25 
See Hart (2002) and Graveline (199S) for discussions of Circle Teachings.
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successes and challenges of the mentor program, and plan accordingly for future

programming.

In this research process we borrowed a form of communicating, Sharing Circles26,

which many of us in the program were familiar with. The difference here was that unlike

traditional Sharing Circles where the information that is shared in the circle remains in

that space, our discussions were recorded and later transcribed.2t Debriefing and circle

discussions were initially modeled and facilitated by the university mentors, myself

included, and were later led by community members and high school mentors who were

involved in the program. In addition, emergent and semi-structured interviews, which

often took the form of reflective discussions and conversations, were recorded and later

transcribed.

My involvement in the interview process included constructing interview

questions that were relevant to our shared experiences in the mentor program, initiating

the interview process and conducting interviews. Included in the collection of data were

documented observations. Interestingly, this data included notes written by the university

and high school mentors, program planning notes and various forms of communication

that were required and relevant to program development, planning and implementation.2s

In addition to these forms of data collection, the university mentors were asked to

record in reflective joumals. The group discussions, debriefing, sharing circles and

interviews that I have been involved in, have all informed my interpretations and

26 Similarity, Fitznor (2002) used Sharing Circles as a way to facilitate the gathering of data for her doctoral
research.
27 This is a piece that I continue to sfruggle with and am working to understand. How much can our
traditional practices inform research processes yet remain grounded in Indigenous traditional practices? As
shared by Kovach (2005), this work is complex and difficult.
28 Examples of this documentation include projects that the youth mentors worked on to prepare for the
early years participants; notes that were recorded to plan for future programming; and communication
forms between school staff, the families of participants, and the mentor group.
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discussion of the mentor program. However, the primary data sources that I will be

referring to throughout this thesis are my reflective journal entries, notes and recordings

based on my observations. These entries will be used to highlight significant events and

stories that I continue to reflect on, learn from and will share through this thesis process.

Throughout the research project I have had the opportunity to transcribe and

group data into thematic categories. As a graduate student I feel that I have had extensive

opportunities to be involved in the collection and interpretation of data. I feel confident

with these research skills and over the past five years, I have employed them in other

research activities,2e some of which include sharing them with my own Aboriginal

community.

The opportunities that the mentor program and the larger Cultural Approach to

Urban Aboriginal Youth Sport and PhysÌcal Activity research project have offered me

connects with the research funder's goal of mentoring Aboriginal graduate students

(SSHRC Aboriginal Research Grant, Call for Proposals, 2004). My involvement meets a

recommendation by the RCAP where it is stated that, "whenever possible research should

support the transfer of skills to individuals and increase the capacity of the community to

manage its own research" (1993, p. 40).

Mentoring in cross-age relationships has been central to this research.

Throughout this research project relationships between early years children from diverse

cultural backgrounds, Aboriginal high school students, families, school staff, Aboriginal

and non-Aboriginal university research assistants and community allies have co-

constructed and co-implemented the research project. From this experience I related to

2e Here, I refer to a research project that I engaged in with Elma Arthurson and Sherri Denysuik. In this
project I was able to share with Sheni and Elma many of the research skills I had learned from my
involvement in the research processes and activities related to the mentor program.
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Ben Brabson (as cited in Mills, Jennings, Donnelly, & Mueller, 2001) when he stated;

"We find our most productive efforts are always collaborative. We stimulate in each

other thoughts that don't occur to ourselves. It is always less satisfactory to work alone.

You have an extended mind when you have the benefit of everyone's wisdom" (p.22).

C o - Partícip ønts - C o-Re s earc h er s

Related to an Indigenous worldview of interconnectedness, I recognize that there

is diversity of thoughts and behaviours, and all things change. The world we know is in

constant flux based on a "spider web" of relationships (Battiste,2000U Little Bear 2000).

Research, like tife processes, is wholistic and cannot be experienced in isolation. As was

mentioned earlier, my first responsibility as a researcher was and continues to be to the

Aboriginal community that has shared in the development of the research (Hermes,

199S). As I attempt to communicate why this research is needed, how the program works

and how the program helps, I will continue to invite and reflectively discuss the research

findings and reports with the study participants, their families and the school educators

involved in the project.

As discussed by Piquemal (2003), ethical research with Aboriginal peoples is not

based on isolated events of getting consent, doing interviews and writing up a report. It is

a process of collaboratively working together. In developing the trust and respect of the

community one serves, it is essential that we continue to regularly go back to ensure what

to write and not to write. Going back and forth furthers our shared understandings, and

helps to ensure that the research remains meaningful and beneficial to the community

involved.
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Throughout the research process, conversations between various co-participants,

including, the early years, high school, university, and community mentors have offered

constant feedback, where voices were heard and the process remainedfluid. I believe

that the strengths, needs and desires of the community were involved. In the Status of

'Women document that discusses wholistic methods for doing research with Aboriginai

peoples, it is stated that "the direct input of the people is crucial in designing and

implementing policies that work, because the expression of these policies in funding and

services are usually the responsibility of grass-roots Aboriginal workers in the

communities" (Kenny et aL,2004, p. 19). By continuing to be involved in the Aboriginal

mentor pïograms and by maintaining established relationships with previous mentors, I

get on-going feedback from the mentors who have and continue to deliver these programs

from the grass-roots levels in our communities. This feedback continues to inform my

multiple roles as a researcher, educator, mentor and community member.

,4. Narrative Approach - Sharing Stories

After three years of mentor programming and the involvement ofjust over 200

participants, the data that had been collected was extensive. With such extensive data I

needed to decide two things; one being what data would I focus on for this thesis process,

and two, what means would I use to analyze and interpret the data?

As I discussed and reflected on the mentor program and research process, it

became evident to me that the story I felt greatest security in relaying was my own. For

that reason I have chosen to focus my data analysis on the journal entries that I made in

correlation with the program, the audio recordings I made to myself as I orally reflected

on my experiences, and my own dreams that I have looked to for guidance and re-
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assurance. The data that I use will inform narrative stories that I share throughout the

body of the thesis.

Richardson (1990) suggests that narratives allow individuals to both interpret the

world and tell about the world. The stories are used to draw the reader in, emphasizing

the power of the relationships. In Thomas' (2005) discussion of storytelling as a

methodology that values the Indigenous oral tradition, she states that storytellers may tell

spiritual stories that share of their culture(s) and tradition(s), they may tell emotional

stories about how an event made them feel, they may also tell how things physically

looked or physically made them feel and/or they may tell mental stories that impacted

their thoughts and ways of knowing. As the storyteller, it is my hope that the narrative

stories I share help the reader to connect with the complexities of creating space for an

Aboriginal youth mentorship program in urban multi-cultural settings. In Brant

Castellano's (2000) discussion on narratives, she shares:

Traditionally, stories were the primary medium used to convey aboriginal

knowledge. Stories inform and entertain; they hold up models of behaviour;

and they sound wamings. Recounted in ceremonial settings and confirmed

through many repetitions, they record the history of a people. They teach

without being intrusive, because the listener can ignore the oblique instruction

or apply it to the degree he or she is ready to accept, without offence. Stories or

personal experience can be understood either as reminiscences or as metaphors

to guide moral choice and selÊexamination. (p. 31)

Our lived stories aÍe numerous, continual and inter-related. Brant Castellano states,

"Aboriginal knowledge is rooted in personal experience and lays no claim to
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universality" (2000, p.25). I hope to write the stories I share in a respectful and humble

manner. In the words of Thomas King (2003) "the truth about stories, is that's all we are"

(p.2).

Conflicting Paradigms

In addition to the plethora of data available, a second challenge I faced was what

means would I use to analyze and interpret the data? Something that became evident

throughout my graduate studies process is that as I have attempted to bridge the divide

between my own Aboriginal paradigm, as a Métis woman, and that of the Euro-centric

dominant educational paradigm in which many of my roles operate, I have continually

faced the challenge of reconciling these conflicting paradigms. In an attempt to

understand how the mentor program exists within structures of Euro-centric dominance,

while attempting to remain culturally relevant, I needed a theoretical framework to

understand the divides. As Hemingway and Parr (2000) have discussed, a perspective is

a framework to construct relationships among paradigms, where the "conflicts across

paradigms are not removed but are instead mediated by a perspective" (p. 141).

Hemingway and Parr's suggestion of employing a perspective to understand conflicting

paradigms made sense and led me on a journey of discovery. Due to my use of the term

perspective to converse the Indigenous perspective from which I see the world, I have

chosen here to focus on the term 'theoretical framework' to mediate conflicting

paradigms. Within my notes and drawings I have another drawing of a large eye, to

reflect the Indigenous perspective (view) that I have and continue to bring to this
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experience. Infront of the eye is a lens, the lens represents the theoreticalframework

that I will look through to interpret the research data.

A ttNew" Theoretical Framework

Within this thesis, I have incorporated a perspective that is rooted in two

traditional Aboriginal teachings. The first, the Butterfly Teaching, was told to me at Red

Willow Lodge which is located in the south eastern quadrant of Manitoba, by Elders Jules

and Margaret Lavallee (personal communication, 2001). Prior to entering the Faculty of

Education I completed an Arts Degree with a major in Native Studies.30 As part of my

course work in the Faculty of Native Studies, I took the course Aboriginal Spirituality. It

was in this course that I had the opportunity to meet, listen to, and learn from the

knowledge and wisdom that Jules and Margaret shared. It was at Red Willow Lodge that

I first heard the Butterfly Teaching.

The second teaching, Four Aboriginal Pedagogies of Learning, was shared by my

friend, sister and colleague Sheni Denysuik (personal communication, 2008). Sheni had

heard the teaching of Four Aboriginal Pedagogies of Learning from Elder Myra Laramee.

In the 2007 -2008 school year,I took a journey with two Aboriginal teaching

colleagues, Elma Arthurson and Sheni Denysuik, where the three of us researched how

educators are incorporating Aboriginal perspectives into their educational practices. As

3o My Arts degree was actually a double major in Native Studies and General Sciences. At the time Native

Studies was not recognized as a major teachable, therefore it was only recognized as a minor teachable that

was applicable to the Faculty of Education. Since my admission into the Faculty of Education in 2000,

Native Studies became a recognizable major in 2003. As of 2008, the Faculty of Education at the

University of Manitoba requires all students to take an Aboriginal education course in order to graduate

from the faculty.
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Elma, Sheni and I worked to organizethe findings and articulate our joumey we

discovered that together, the Butterfly Teaching and the Four Aboriginal Pedagogies of

Leaming provided us the framework that we were searching for. Throughout many

discussions, these two teachings came together to inform what we identified as 'an

Indigenous Perspective of Transformation'. By constructing our own understandings we

moved away from the problematic position that many Indigenous researchers find

themselves faced with. As Battiste & Youngblood Henderson (2000) discuss, "typically,

rather than attempting to understand Indigenous knowledge as a distinct knowledge

system, researchers have tried to make Indigenous knowledge match the existing

academic categories of Eurocentric knowledge" (p. 39). By using Indigenous teachings

to guide our understandings we felt that we were looking to and honouring the wisdom

within our Indigenous communities.

Within Indigenous communities, as within human societies around the world,

knowledge has been passed on from one generation to the next in the form of stories.

Many Indigenous beliefs are based on traditional oral teachings. Traditional teachings

that share Indigenous knowledge and wisdom have been informed by empirical

observations, and revelations; these stories are personal, wholistic and often use narrative

or metaphorical language (Battiste & Youngblood Henderson,2000; Brant Castellano,

2000; Pidgeon & Hardy-cox,2002; Thomas, 2005). Deloria explains that, "the non-

'Western, tribal equivalent of science is the oral tradition...The oral tradition is a loosely

held collection of anecdotal material that, taken together, explains the nature of the

physical world as people have experienced it and the important events of their historical

journey" (1997, p. 36). For many Indigenous peoples the oral tradition offers an
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explanation of who they are, how they came to be, and a means to connect to, and

understand their interconnected worlds.

The Story of the Butterfly is one story. It is an oral story that has been passed

from one teller to another. Over the past year or so, I have been and continue to be

reluctant as to whether now is the time andlor the place to share this oral story in written

format. My particular reluctance has me asking, "is this my place?" I am reluctant to

share an oral story as a means to understand this research process, yet recognize the

reievance of oral traditions in remaining grounded in a wholistic worldview. As shared

by Kovach (2005), in her discussion of Indigenous research that is Emergingfrom the

Margins, this work is complex, political, and it is a diffrcult task to criss-cross

epistemologies. By referring to the story of the Butterfly now, I feel that I am attempting

to share our knowledge and teachings as a means to interpret our own affairs. I am

attempting to find new ways to communicate. As Hubbard (2008) shares,

...Indigenous academics are finding new ways to communicate the knowledge

of their elders in a potentially inhospitable atmosphere: "we may be all too

aware of how people establish (or refute) authority to speak in the academy.

Some of us will need to find a'space in between' where both the knowledge of

our elders and the knowledge of our colleagues or professors may enter, live,

and be voiced (Holmes, 2000, p. 50). How that space is negotiated depends on

the writing of Indigenous writers, but also on readers and academics who read

and respond to Indigenous ideas and ways of knowing (p.I49).

Brendtro etal.,(2002); Ermine, (1995); Fitznor, (i99S); Hampton, (1995); Lane,

Bopp, Bopp & Brown, (2003); and the RCAP, (1996) have all offered insights into
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Aboriginal worldviews and perspectives. I look to them and others who have

communicated Aboriginal worldviews and perspectives in written print for guidance in

this complex endeavour. Thomas King's on-going work offers support and direction

where he interfuses oral traditions in Indigenous literature to offer new understandings

(Hubbard, 2008). I hope that as I share my very personal reflections in an open context

that all interconnected things recognize that I am oniy offering this from my current

understandings. I thank all those who have shared with me to inform my place and space

as alearnerlteacher who views life as interconnected experiences.

Butterfly Teaching - Four Aboriginal Pedagogies of Learning - Indigenous
Perspective of Transformation

As Sheni and I shared the teachings that will soon be discussed, we began to see

how they inform and support one another, and importantly, how they could offer a

framework for our analysis of research data. Itwas within our shared discussion that we

came to understand an Indigenous Perspective of Transformation. Itis by discussing this

shared experience that I acknowledge that this perspective does not belong to me, in that

it cannot be owned. Forms of Traditional Knowledge belong to all3l individuals who

have collaboratively shared their understandings, and their teachings, which allow it to

develop (Young-Ing, 2008). I agree with Wilson who states, "because this relationship is

shared and mutual, ideas or knowledge cannot be owned or discovered" (2001, p.177).ln

31 
R"lutrd to the discussion of Euro-centric dominance in academic institutions, I must mention here that

the Fifth Edition Publication Manual of the American Psychological Association (2001) does not address
nor provide guidelines for ways to cite oral or traditional teachings. Within Indigenous cultures and
communities there are traditional protocols that are followed as teachings are shared/offered. For a
discussion of some of these traditions see the University of Manitoba's (2008) discussion of Elder's
protocol.
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addition, it belongs to all people that wish to use it as a means to understand their

experiences. It is in this offering that I share all that has been gifted to me.

In Western educational practices, citing authors is the academically understood

practice of how knowledge is acknowledged and built on, creating 'rì.ew' theoretical

understandings. Within an Indigenous perspective, I acknowledge the numerous teachers

and teachings that have been shared with me to help me to now share with you32. I pass

this teaching on with caution, in that I do not want to lose the importance of what has

been given to me. I share this with you, not as an expert but from my interpretations; in

sharing this I offer it as a means for others to inform their current understandings. It is

with respect and humility that I share these stories. I offer thanks to all my teachers who

have so generously shared with me. Meegwetch!

The Story of the Butterfly

Many, many years ago, or maybe even this year, this spring, there wqs a young

male caterpillar who was very hoppy and he loved life. Thís caterpillar would spend his

days exploring the þrest, eating and sleeping. Oh yes, he did have a wonderful life.

As good as this may sound, soon the caterpillar þund himself bored with his

usual routine. He found himself searchingfor something more. More you may ask, what

more could this young male caterpillar want? Well you guessed it....

One day while out and about the male caterpíllar stumbled upon a beauuutiful

female caterpillar. His manyfeet were trembling, his heart started to thump, his eyes

grew wide and it was L-O-V-U, love otfirst sight.

" LaaruFitznor (1998 & 2002)has expressed similar sentiments of respect and thanks in her work.
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llhat was once one, now became two. The two caterpillars were insepørable.

Together they spent their days exploring the forest, eating and sleeping. Oh yes, they did

have a wonderful life.

But once again something seemed to be missing. IVhat, oh whot could it be?

Together the caterpillars searchedfor something more. Until one day they came across

a great wooden pillar. This pillar was enormous. Up the wooden pillar climbed

thousands of caterpillars. The male and female caterpillar were fascinated by this and

had to lclow what was goíng on. So they asked one of the caterpillars who was beginning

her voyage up the pillar, "what is this? Why are all of these caterpillars climbing up this

wooden pillar? " The caterpillar obviously in a rush to begin the ascent told them, "there

is magic and power on the top of this pillar. Whoever reaches the top can have that

magic and power!"

Knowing that this may be what they were searchingfor, the male andfemale

caterpillar joined the thousands of other caterpillars as they iourneyed to the top' The

competition to get to the top was fierce and many a time the caterpillars found themselves

being pushed and shoved around. The female caterpillar decided that this was not for

her. So she slowly climbed down the pillar and decided to take her search elsewhere.

Her male companion, the love of her life, decided to continue to climb the pillar

andwork towards the magic and power that was promised at the top. As she left her

heart was broken. In tears she left the love of her life behind to find her destiny'

While walking in the þrest she came across a very old caterpillar. "What are

you doing? " she asked. His response to her was, "you should watch and you will see. "

She watched withfascination as the old caterpillar patiently and peacefully spun a
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cocoon. The old caterpillar entered the cocoon and after sometime passed he came out

as a beautiful butterfly.

The female caterpillar could not believe her eyes. She lcnew that this is what she

had been searchingfor. She began her cocoon, she patiently spun it and she þund

herself at peace with the world. After some time passed she too was transformed into a

beautiful butterfly. Again her world wøs filled with great joy and excitement.

So amazing was her discovery that she longed to share it wÌth the love of her life.

As quick as she could she flew over to the pillar. It was here that she discovered her love

once again. He was almost at the top. Beþre they had the chance to exchange words, to

exchange lool<s, to exchange anything, he was pushed...ønd plummeted to hís death. She

couldn't believe what hod happened. How could this happen?

She had to discover what he had diedþr. She flew to the top of the pillar as fast

os her wings could corry her. It wasn't till she was at the top thst she discovered the

awful truth. THE TOP HAD NOTHING TO OFFER.

This oral story, the Story of the Butterfly, was taught to me many years ago by

Elders Margaret and Jules Lavallee. This is a story thatl carry close and continue to

learn from today. Along with this story, the Butterfly teaching was shared. I have

looked to this teaching many times in life, to understand life's transitions and

transformations. As I have encountered new experiences, I have looked to the teaching

for guidance to understand these new experiences. I view new experiences as a process;

a new cycle that interconnects with the rest of my development.

There are four quadrants to the butterfly teaching. In the east we discover ababy

caterpillar or new larva. The larva finds itself in a new place, stage and experience. As
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the larva grows into a caterpillar it moves to the south. Within the south quadrant the

caterpillar grows and grows, as it takes in everything it can from its surroundings. After

the caterpillar has grown to its maximum capacity and recognizes that it can't nor does it

want to take in anymore it moves into a deep stage of reflection and introspection. It is

within this stage that the caterpillar finds itself spinning into a cocoon in the westem

quadrant. After taking as much time as needed for selÊanalysis and retrospective thought

the cocoon opens to allow a butterfly to emerge. The butterfly emerges filled with the

knowledge and wisdom of the experiences it had in the various other directional

quadrants. Informed by these experiences the butterfly flies.
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As we move into the northem quadrant we witness the caterpillar

transformed into a beautiful butterfly. The butterfly may have stayed in

the caterpillar quadrant forever; however by knowing one-self and

reflecting on all of its experiences, what once \ilas a caterpillar is now a

beautifuf butterfly that is free to spread its wings and fly. The butterfly

continues to fly until another cycle is required, where the circle starts

over again in a cyclical manner of change and transformation.

As the
caterpillar
transitions into
the western
quadrant the
time has come
to reflect. It
slowly spins
its' cocoon,
finds its' place

of solitude and
reflects on
what it has

taken in and
eaten up. It is
within the
western
quadrant the
caterpillar
must
transform,
reflecting on
all of its'
wonderings
and
experiences.

E¡,¡tterfly Teaching

New
terpilla

Growing
Caterpillar

The butterfly
teaching begins
in the eastern
quadrant ofthe
circle, where
the sun rises.
As a new
caterpillar that
has just
emerged from
the egg, the
caterpillar takes
in all that is
new and
wonderful in
the world
around it. The
caterpillar
brings to this
place, its'
history, culture,
family, and
new sense of
space. In awe,
it takes it all in.

In this part of the cycle, the caterpillar moves into the southern

quadrant of the circle. Here the caterpillar is fully immersed in its' new

setting. The caterpillar is plumping itself up as it eats everything it
possibly can. In this part of the circle, the caterpillar moves from taking

everything in to eating everything up.
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Four Aboriginal Pedagogies of Learning

As was mentioned earlier in this chapter, the second teaching that informs the

Indigenous Perspective of Transformation - Four Aboriginal Pedagogies of Leaming33

(Laramee, 2008) was shared by Sheni Denysuik. Sheni had heard this teaching from

Elder Myra Laramee, and later shared it with me.

From my interpretations the Four Aboriginal Pedagogies of Leaming can be used

in any setting, by an individual and/or group as a means to learn about and understand

something new. The example that I will offer here is that of a child entering a new

classroom. The individual can be a child entering an early years classroom or it can be an

adult entering a post-secondary classroom; the student can be any age.

Look:
When children flrrst enter the classroom they look around, they are a keen

observer searching for what things look like in this new situation. The student looks

around, discovering the people in this new space, the set up of the space, what is on the

walls, what is on the shelves, who and what is portrayed in this space. The child looks

around in wonder as he or she asks "which students are sitting together?", "where are the

friendship groups?", "who is sitting in the hall receiving extra support?", "who is being

sent to the offrce?", "who is being rewarded for good behaviour and what does that

reward look like?", "how much of this space is dictated by the 'teacher' and how much is

selected by everyone else who makes up the classroom community?", "where are the

33 Each ofthe circles that are displayed here show the four colours, to represent the diversity ofall peoples.
The four colours come together to make up the whole circle, which demonstrates the need to all work
together to ensure a clearer understanding ofreality. The teaching ofthe four colours coming together to
make the whole are part of the Medicine Wheel teachings, as are the four times of the day: morning, day,
evening and night, as well as many other teachings. For further discussion of the Medicine Wheel
teachings see Brant Castellano (2000), Lane, Bopp, Bopp & Brown (1984,2003), and Lavallée (2007) all
of whom have discussed the Medicine Wheel in written text.
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students that look like me and where do they fit in this classroom space?"; and "where do

I want to fit in?"

Listen:

Then that child begins to listen. They listen to the tone of the classroom space,

who talks, who doesn't, whose voices and opinions belong and are welcomed in this

space. The child listens to large and small classroom discussions. The child listens for

the conversations that they are welcomed to be apart of the relationships that they are

open to build on, as well as the ones that they aren't. As a keen observer the child is

listening to all of the aspects that come into play in that classroom space and how the

culture of that space is constructed, including how they are spoken to, when they are

spoken to and for what purposes.

Leørn:
Initially, the child may feel somewhat excited and overwhelmed with everything

that they have looked at and listened to. The child works to make sense of this new

reality. Here, the child is moving from the observer to a member of this classroom space

and community. The child has both looked and listened quite intently. Now they are

reflecting on all that they have taken in, and asking themselves, "what have I learned

from my observations and interactions?", "what have I leamed about existing within this

new place?", "ho\À/ should I act?", "what is expected of me?"; and "where do I belong?"

Live:
After many answered and unanswered questions the child begins to live in this

space based on their previous experiences, worldviews and perceptions of what is

expected. How one lives in this space is based on how they are welcomed, how they are
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reflected in the space, where they perceive they fit in, what they have heard and/or not

heard in relation to themselves, and how they have interpreted their positionality in this

new space. Here the child may continue to flow between the quadrants of look, listen,

learn, live as they try on different roles, have different experiences and attempt to make

sense of this new ever-changing, interconnected reality.

As one moves into the northern quadrant of the circle s/he has

reflected on what sihe has looked at, listened to, and leamed. From

there s/he must decide what it means to live in a good \ilay' as

informed by these experiences.

As one
moves into the
westem
quadrant s/he
enters the
stage of
learning. All
that has been
looked at and
listened to
informs that
learning.
What have
you leamed
from this
experience?
What do you
wish to bring
forward?
What new
questions do
you have?
What have
you leamed?

Four Aboriginal
Pedagog¡es
of Learn¡ng

Listen

These four
pedagogies
from an
Aboriginal
perspective
begin in the
eastern quadrant
and flow in
clockwise
manner. The
cycle starts with
'Look'. As you
enter a new
setting or
experience what
do you see? To
this setting you
bring your
entire,
interconnected
being and it is
through these
eyes that you
look.

As you move into the southern quadrant, you listen. What is

it that you hear? What questions do you ask and what
answeïs do you seek as you listen? You bring with you all
that you have looked at, and.. .you listen. It is important to
recognize that this cycle goes in a fluid, clockwise direction
however, there is not a rigid structure. One can flow
between quadrants as needed.
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An Indigenous Perspective of Transformation

An Indigenous PerspectÌve of Transþrmatioz, as shown on the foilowing page

brings together the Butterfly Teaching and Four Aboriginal Pedagogies of Learning to

çreate a theoretical framework. In this theoretical framework the question is at the centre

of the circle to show how the quadrants work together to look at, listen to, learn from, and

reflect on how to live based on the interconnected experiences, all of which are tied to the

question in the center.
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The time has come to live; to share about the experience; to thoughtfully share what
was looked at, listened to and leamed. It is now up to that butterfly to live by the
guidance that has been offered to it from this joumey, their cycle. That is, till new
questions are asked, new experiences are presented, or a new cycle is required. It is
in this manner that the butterfly continues to change, reproduce and live.

The caterpillar
slowly moves
out ofthe
southern
quadrant into
the westem
quadrant.
Through
reflection the
caterpillar goes

back to what it
has seen and
heard and works
to learn from
these

experiences.
The caterpillar
forms a cocoon
as it makes
connections,
finding security
in this safe
place. Prior to
transforming
and emerging as

a butterfly,
within this
chrysalis the
individual has

many questions
to answer.

Endigenous Perspective
of Transformation

New
Caterpillar

-Look

Growing
Caterpillar

-Listen

This circle
begins in the
eastern quadrant,
as informed by
the butterfly
teaching, the
pedagogical
interpretation,
and as connected
to numerous
Indigenous
teachings from
the prairies. It is
within this
quadrant that a

new caterpillar
emerges from an

egg. This
caterpillar brings
with it
worldviews that
are used to
understand the
world around
them. The new
caterpillar looks,
absorbs and
analyzes this
new space, and
asks many
questions.

As the new caterpillar matures it moves into the southern quadrant where it
immerses itself in the new experience. It listens to everything it can, absorbing as

much information as it can. It is within this space that the caterpillar searches,

asks and eats up everything it can. The caterpillar has to be careful not to get
stuck within this quadrant where it may never take the time to fully reflect, learn
and eventually live from this transformative experience.
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Now, more than ever before I recognize the need for diversity of voices,

paradigms, perspectives, and theories to inform the world that we all share. I feel that I

have found what I have been searching for and that is a paradigm that is based on

Indigenous perspectives (Hubbard, 2008), Indigenous strengths. What I have leamed and

shared I have been learning all of my life (Wilson, 2001). My intentions are to employ

the Indigenous Perspective of Transformation as a theoretical framework to interpret data

that is associated with the mentor program. Here you will discover my layout for this

reflective thesis discussion:

78



The eastern quadrant
begins with the new
caterpillar discovering
what the program looks
like. A descriptive
account of the mentor
program is provided in
Chapter four by the
paper Seeds of
Encouragement:
Init i at ing an Ab or i gin al
Youth Mentorship
Program. In this paper,
five co-authors work to
convey the discoveries
they made from their
initial involvement in
the mentor program.

The southem quadrant finds a growing
caterpillar, listening, eating everything up
and enjoying the moment. Chapter frve
indentifies the guiding principles, the
process by which we made sense of the
mentor program, and shares the specifrcs as

to how the mentor program is implemented.
The primary means for this discussion is
provided by a mentor "how to" manual.

79



I hope that despite the extemal attempts of assimilation, I will, as shared by

Kovach (2005), remember to honour relationships, honour the guidance that I have been

provided with and value the journey as much as the destination. However, I proceed

with caution because of the challenges that this form of analysis and presentation may

face in the Western academic discourse, challenges which I have already experienced

when I presented this framework in a graduate studies class. The \Mestem academic

discourse is often built on critique and one's ability to disprove or improve on another's

ideas. In Lavallée's (2009) work she recognizes the challenges that Indigenous students

face as they struggle to be heard and have their methodologies legitimized in academies

that have long established research paradigms which are judged as the trustworthy

methodologies. As stated by Kovach (2005), "carving space for emancipatory research in

the academy, particularly for "new" methodologies, like Indigenous research, is

exhausting. Questioning established views about what counts as meaning, knowledge,

and truth provokes defensiveness" (p. 21).

In sharing stories from my own interpretations, my perspective, is it really fair for

another to disagree? If we respect various views of the world, and trust that individuals

are offering their best account of reality (Little Bear, 2000), is it then fair to disagree,

discredit or attempt to prove invalid? I believe that there is room for dialogue where we

all learn together but I have difficulty understanding the notion of debate, the notion of

right and wrong, winners and losers, pass or fail. My hopes for this thesis are that it may

create room for dialogue, 'reflective discussion' (Hampton, 1995) and recognition that

there are multiple realities and that no one can know all things.
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To my ancestors, my friends, my teachers, my mentors, my multi-age co-

researchers, my co-participants and on-going advisors I am humbled and forever grateful.

Thank you!
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CIIAPTER F'OUR:

SEEDS OF ENCOUR,AGEMENT: INITIATING AN ABORIGINAT, YOUTTI

MENTORSHIP PROGRAM

This chapter is comprised of the article Seeds of Encouragement: Initiating an

Aboriginal Youth Mentorship Program (2008). The article is published in the Canadian

Journal of Native Education (CJNE) and it is reprinted here with permission.3a Seeds of

Encouragement is a co-authored paper, the authors being myself (Amy Carpenter), Alex

Rothney, Joseph Mosseau, Joannie Halas and Janice Forsyth. An earlier draft of this

paper was presented by Joseph, Alex, Joannie and I at the 2006 North American Society

for the Sociology of Sport OTASSS) conference. In this chapter, the Seeds of

Encouragement article will describe the genesis of the Aboriginal youth mentorship

program that is the focal point of this research.

This chapter begins as we enter the eastem quadrant of the framework, an

Indigenous Perspective of Transformation. Here we emerge as new caterpillars to look at

the mentor program from our multiple roles as mentors, participants, researchers and

community members. Through our voices as co-authors we share our new immersion

into the Aboriginal youth mentorship program. To this new experience we each brought

our own positionality, which is informed by our gender, race and class. Our positionality

and experiences inform the worldview that we each independently and inter-connectedly

brought to the mentor program. In this paper we share our voices both independently and

collectively to support our interpretations after the first year of the mentor program.

3a The paper in this chapter is presented as it was published in Carpenter, A., Rothney, 4., Mousseau, J.,
Halas, J., & Forsyth, J. (2008). Seeds of encouragement: Initiating an Aboriginat yoútfr mentorship
program. Canadian Journql of Native Education, 3I(2), 5l-69. Therefore, there may be some repãtition of
terms from earlier chapters.
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As was mentioned in previous chapters the mentor program has moved into its'

fifth year of inter-school relationship building and the celebration of the strengths in our

Aboriginal youth community. Four years ago, we began to write Seeds of

Encouragement as a means to share what were our very recent experiences and reflect on

what we had leamed from that first year as co-participants, co-researchers and co-

mentors. It was in our reflections and discussions regarding our new experiences with the

mentor program that we recognized the connection between the Aboriginal youth

mentorship program and the Circle of Courage3s model (Brendtro et aL,2002). The

Circle of Courage model provided and continues to provide us a means to recognize,

orgartize and articulate the mentor program.

The notion of a co-authored paper as a chapter in this thesis highlights the

foundations of the mentor program being based on multiple perspectives, as well as being

the collection and celebration of everyone's involvement.

Abstract

In this article, the authors, a multi-age, cross-cultural team of Aboriginal and non-

Aboriginal co-researchers, present the preliminary findings of a youth mentoring program

designed to involve Aboriginal high school youth in designing and delivering an after

school physical activity/nutrition/education program for children at an elementary school

in Winnipeg, Manitoba. The mentoring program that is discussed was organized as a

qualitative, community-based, participatory action research study. Through weekly after-

school mentoring sessions, a group of 12 high school Aboriginal youth developed and

delivered a program of low organized games, snacks and educational activities for

3s The Circle of Courage has been extensively discussed by Brendtro, Brokenleg and Van Bockern. For

further information see the Reclaiming Youth website at:http:llreclaiming.com/.
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approximately 25 elementary students. The study design incorporated holistic models of

youth engagement informed by Brendtro, Brokenleg and van Bockern's (1998) Círcle of

Courage and other Aboriginal education practices.

Introduction

This article describes the genesis of an Aboriginal36 youth mentorship program.

The mentoring program invited Aboriginal high school youth at alarge, multicultural

suburban school to work collaboratively with a team of university researchers to develop

and deliver an after school physical activity/nutrition/education program for children at a

neighbouring elementary school. As a team of Aboriginal and non-Aboriginal co-

researchers involving a graduate student, undergraduate student, high school community

member and two professors, we wanted to ensrue that the qualitative, community-based

research project recognized the necessity for Aboriginal peoples to define themselves

(Battiste & Youngblood Henderson, 2000), ensuring that Aboriginal perspectives and

epistemologies were validated (Bishop, 1998). The mentoring program incorporated our

research team's shared understandings of youth engagement, Participatory Action

Research, and Aboriginal community-based research; each of these research approaches

directed us to develop respectful relationships with the Aboriginal youth that we (the

authors) worked in collaboration with to design the program. Throughout the research

project we have worked to ensure that the research was connected to and serves the

community (Deloria, I99I: Weber-Pilliwax, 2001). It was imperative that the research

was conducted within and alongside the urban Aboriginal youth community.

36 Aboriginal refers to First Nations, Inuit and Métis Peoples as referenced in the Canadian Constitution,
1982 n sections 25 and 35 respectively. rWithin the discussion, when referencing other people's work, we
use the identi$ring terms provided in the original source (e.g., Indigenous, Native American).
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Youth Engagement

Numerous organizations in both Canada and the United States have employed

different forms of engagement in an effort to better service the dreams and needs of

youth. This has led to a range of ideas about what "youth engagement" is and how it

should look in areal setting. The Laidlaw Foundation (2001), anorganization dedicated

to improving outcomes related to the well being of children and youth, define youth

engagement as a process of meaningful, voluntary participation of youth 12 - 24 years in

the decision making and govemance of organizations and programs. Effective youth

engagement programs are seen to produce results such as "an impact or contribution

toward change; an increase in youth's understanding of what impacts them; shared power

between youth and adults; youth opinions, perspectives are valued; and, youth building

their vocabulary of experiences" (Laidlaw Foundation, p. l).

Aboniginal, Community-Based, Participatory Action Research

The mentoring program was part of a larger Participatory Action Research (PAR)

study (see Forsyth, Heine & Halas, 2007) that investigated how Aboriginal and non-

Aboriginal peoples can work together to create healthier and more supportive

environments for urban Aboriginal youth in sport and recreation. ln Brant Castellano's,

2004 article Ethics of Aboriginal Researcå she discusses how PARTICIPANT ACTION

RESEARCH "has received a positive reception in Aboriginal communities and has

gained acceptance in some quarters of the research community" þ. 106). Similarly

Cochran, Marshall, Garcia-Downing, Kendall, Cook, McCubbin, & Gover (2008) suggest

PARTICIPANT ACTION RESEARCH as a research approach that can be used within

Aboriginal communities where researchers are looking to respect Indigenous ways of
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knowing. The PARTICIPANT ACTION RESEARCH approach offered us a framework

to become directly involved as co-researchers/program developers with our Aboriginal

youth participants to investigate a 'problem of practice' (Sumara & Carson, 1997), which

was an identified need for more physical activity opportunities within their school

community.

In terms of specific research activities, our data collection involved audiotaped

recordings of our mentor team planning and programming meetings, including a weekly

de-briefing session with the high school mentors and our university team. Other research

activities included individual interviews with high-school participants and school staff, as

well as documentation of program planning ideas. In addition, the university mentor

team kept field journals where they recorded their own experiences in the program; it is

these experiences that we draw upon for this article.

In a description of Kaupapa Maori research or Maori-centred research, Tuhiwai

Smith (1999) shares with us the guideline "Titiro, whakarongo...korero (Look,

listen. . . speak)" (p. 120) as one of the codes of conduct for researchers to follow. In our

efforts to initiate the mentor program alongside the youth, we sought to follow the

principle of non-interference by adopting a'look, listen, speak' approach. Brant

Castellano (2004) speaks of Clare Brant's conception of non-interference, and writes:

"while non-interfering behaviour may be perceived as passive and irresponsible, Brant

points out that it is consistent with teaching based on non-intrusive modelling rather than

direct instruction that attempts to shape the behaviour of the learner" (p. 100). For us, as

we chose to look, listen...then speak, in our interactions with the youth participants, we
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hoped that all of our strengths and ideas would emerge, and that our youth would engage

in the project in ways that they defined.

Aboriginal youth have already demonstrated their willingness to work to improve

their social environment. They have formed their own national assemblies to meet,

discuss, and strategize on key issues that affect their everyday lives. They are also

connecting to one another through memberships with national political organizations

such as the National Association of Friendship Centers, Métis Council of Canada, Native

Women's Association of Canada, Inuit Tapirisat Kanatami, and the Assembly of First

Nations in order to address issues that are important to them. They have utilized the

power of the media to engage other Aboriginal youth on critical issues like land claims,

substance abuse, violence, education, sovereignty, and self-determination. They have

created the Aboriginal Youth Network website, SAY Magazine, and the award winning

youth-driven television pro gram Seven Generations.

Clearly, Aboriginal youth have shown a deep interest and commitment to talking

about the future of Aboriginal peoples in Canada. Aboriginal youth in our communities

have confirmed our inherent belief that youth hold the capacity and want opportunities to

be engaged and serve ouÍ comnìunities (Brendtro, Brokenleg, & Van Bockern,2002). It

is this commitment to a better future that we tried to energize through the mentor

program.

In accordance with initiatives recommended by the Working Group for the

National Aboriginal Youth Strategy (1999), whereby young people are encouraged to

participate in sports, recreation and active living "at the community level to help

Aboriginal youth develop leadership and other skills" (p.26), we worked in collaboration
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with an urban school district, its teachers, administrators, staff and students. Within the

urban school district where the mentorship program was initiated, the Aboriginal student

population is approximately 10 percent of the total district's student population. This

number is reflective of Winnipeg's self-identified Aboriginal population as according to

Statistics Canada,2006 Census data (Statistics Canada,2007). The number of Aboriginal

staff within the school district, though undocumented, is estimated to represent less than

six percent of the educational staff.37 Notably, one of the goals of the Aboriginal youth

mentorship program is to encourage Aboriginal high school students to consider teaching

as a possible career.

Foundational to our work, we adhered to a principle recommendation for working

with and responding to youth, that is, we recognizedthe "strength, abilities, talent and

energy of young people" (Health Canada,1999) who were part of the mentor program.

To focus on strengths, not on perceived weaknesses, opens up opportunities for youth to

make positive changes in their lives (Canadian Council on Social Development, 2001)

and to break down negative perceptions between adults and youth (Laidlaw Foundation,

200 1). As Saleebey (1997) states with regard to the concept of "strengths" within a social

work context, there are many untapped and unsolicited resources in any setting. We

believe this is particularly true for Aboriginal youth in schools.

Furthermore, in building our relationships, we acknowledged how cultural

differences can shape how youth engage with community. As Dominiguez, Fielding, and

37 A recent survey by the Aboriginal Education Directorate (Government of Manitoba, 2006) reports that
6.lo/o of the Manitoba teaching population self-identifies as Aboriginal. The participating school division
appears to have fewer Aboriginal teachers than the provincial estimate, and has developed a community
post-secondary teacher education program with the intent of increasing the number of Aboriginal educators
it employs.
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Perrault (2001) found in a Winnipeg study on youth engagement, for young Aboriginal

men and women, youth engagement means working with respected members of their

communities who can help build their self-esteem, encourage them to become more

culturally active, and show them how to become more involved in their local settings. In

our case, we recognizedthe cultural capital of numerous urban Aboriginal youth leaders

that made up our university research team and community allies. To further strengthen

our research team we looked to the students and leaders within the high school settings.

As a commitment to hiring community members within the research project, we

immediately identified Joe38 lthird author of this paper) as a respected member of his

youth community. Joe demonstrated cultural awareness, leadership, dedication, and

excellent inter-personal skills, all of which are consistent with a cultural approach to

youth engagement (Dominiguez et a1.,2001). As the project unfolded, we continually

looked to Joe for guidance as a key member of our research.imentor team. In this action,

we disrupted the custonàry, hierarchical power relations by immediately creating þaid)

space for a youth leader within the research project.

Research as Situated Response

In an article that describes "research methods as situated response", Hermes

(1998) writes retrospectively about her experiences as a researcher in a First Nations

community. Hermes calls for the use of methods that are particular and context

dependent, rooted in relationships of reciprocity and respect.

38 A decision was made by the authors of this article to use our given names rather than pseudonl.rns.
given names help to share parts of who we are and how we are related to the mentorship program.
Pseudonyms are used for all of our youth participants.

Our
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I define a "community-based" research project as one that revolves around the

perceived needs of the community rather than one that is dictated by

academic protocols or traditions. I understand the idea of community-based

research as a way of devoting time, attention, thought, and sometimes actions

to areas that are defined as problematic to the community itself. (Mary

Hermes, 1998,p.164)

Similarly, within two overlapping research studies at the same school site, the need for

opportunities to be more physically active emerged as a concern for many youth.

Specifically, the idea for a mentoring program evolved out of an earlier research

study that investigated the experience of physical education for Aboriginal youth

(Champagne & Halas, 2003; van Ingen, & Halas, 2004).In focus groups and individual

interviews with Aboriginal youth, a number of issues arose related to the young peoples'

access to physical activity opportunities within urban school contexts. Although public

high schools provide multiple extracurricular sport opportunities for youth, many

Aboriginal youth were not participating in these programs. Importantly, a number of

youth believed they were not given a fair chance to try out for their school's teams

(Champagne & Halas, 2003). These students wanted to be more involved, and in

response, Joannie (fourth author) used the resources of an initial PARTICIPANT

ACTION RESEARCH project to initiate an after school physical activitylleadership

program at alarge, suburban high school. Initially, the successes were small; with limited

access to physical activity space only a few youth showed up for the twice-weekly

program.
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It was in discussing the roadblocks to activity space that the idea of designing

games for children surfaced. Amy (a graduate student and first author of this paper) was

teaching at an elementary school nearby, and invited the Aboriginal youth, by this time a

semi-regular group of mostly boys in grades 10 and 11, to help her organize lunch hour

games for her grade 2 students. Amy booked the elementary gym allowing our leadership

group to meet one day after school. Joannie taught the youth low organized games that

they could then teach to Amy's grade 2 students. Thus began the genesis of an idea of a

mentor program that would be built in community with youth, addressing issues of

importance to youth.

Schools are important sites for interacting with young people (Health Canada,

1999). Thus, when the current larger research project was conceptualized, we

intentionally worked to continue the relationships developed in the previous research

study. With an enhanced focus on cultural approaches to Aboriginal youth sport and

recreation (Forsyth, Heine, & Halas, 2007), we once againpartnered with the high school

from the previous study to further explore the possibility of developing a mentoring

program that incorporated physical activity, leadership training, Aboriginal youth

engagement, and perceived community needs.

Rather than prescribing a set of pre-determined research methods (that are

conceived without community input), Hermes (1998) describes a process "that cannot be

replicated but that is situated within the particular relationships among myself and the

community members" (p. 165). Similarly, our community-based research design focused

on the development of respectful relationships (with the youth and school officials) and

applied a flexible data collection protocol, where documents used in the training of
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mentors (e.g., university mentor joumals, activity binders, planning notes) were compiled

and conversations held in planning and de-brieflrng sessions were recorded for later

analysis. A*y, who had "multiple roles" (Hermes, 1998) as a teacher/researcher in the

project, provided a vision of the program delivery model, which included a necessary pre-

program training period before the high school mentors would begin activity programs

for the children in grades three to five. We booked gym space at the elementary school

for two days after school each week, and once the elementary children joined the

program, we used one day for planning and training with the high school mentors, and a

second day for program delivery.

While Aboriginal high school students were targeted as mentors, a collaborative

decision was made to include students from all cultural backgrounds as activity

participants at the elementary school. The focus on Aboriginal high school youth was

consistent with our research goals of incorporating cultural approaches to urban

Aboriginal physical activity, and we felt there would be multiple benefits in working

cross-culturally with younger students. Given our concern that many Aboriginal youth

were not experiencing affirmations within their high schools and/or communities (e.g.,

see van Ingen & Halas, 2006), we valued the opportunity to feature these young people as

positive role models for the younger, multicultural cohort of students.

Further solidifying the cross-cultural nature of our project, our university mentor

team included Amy, who is Métis; Alex, a non-Aboriginal university student who was

completing an Education degree and had plans to teach physical education (second

author); and Joe, an Ojibwa student who was completing his grade 12 requirements at an

inner city high school. Working with university researchers who were both Aboriginal
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and non-Aboriginal (including Janice, a fifth author, and Joannie), Amy, Alex and Joe

\A/ere responsible for facilitating the process of youth engagement during the weekly

mentor meetings. Beyond working to involve the youth in meaningful ways that would

bring out their strengths and perspectives regarding how the program should unfold,

Amy, Alex and Joe also inserted a variety of Aboriginal educational practices that Amy

regularly incorporates as a Métis educator. These included Sharing Circles (Hart, 1996)

where all participants had an opportunity to voice their opinions; balancing physical,

social, emotional and intellectual activities that demonstrate a more holistic approach to

educational programming (Calliou, 1995); the physical set up of the room (e.g., arranging

tables and chairs in a circle to encourage collective dialogue); and including traditional

Aboriginal games and activities.

In the end, a group of 10 to 12 Aboriginal high school students3e from diverse

cultural backgrounds met regularly with our university research/mentor team to develop

and design the weekly program of gym games, nutritional snacks,40 and educational

activities for up to 25 children. As children, youth and adults, we were a cross-cultural,

multi-age cohort of co-researchers, each mentoring the other in multiple ways as we

collaboratively explored the development of our own mentorship model. For the

remainder of this article, we draw upon the theoretical model of the Circle of Courage

(Brendtro, Brokenleg &.vanBockem, 1998) to inform our analysis of how the values of

belonging, mastery, independence and generosity shaped the students' engagement in the

'n Of the 1200 plus students at the high school, approximately l0% were Aboriginal.
oo As an ethic of our research team's accountability to the local Aboriginal community, all of our food was
purchased from an inner city Aboriginal-owned co-operative, thus ensuring that this aspect ofthe research
budget was used to support the employment of Aboriginal peoples in the area.
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mentorship program, thus providing an orientation toward youth engagement that was

informed by Aboriginal perspectives.

Seeds of Encouragement: Initiating the Mentor Program

The Circle of Courage is informed by Native American knowledge and

epistemologies that incorporate traditional Native American teachings on interdependent

reiationships. According to Brendtro, Brokenleg and van Bockern (1998), traditional

Native American worldviews carried the wisdom that every child is a sacred gift and that

it is our collective responsibility to nurture and develop that gift. The Circle of Courage

begins in the east, where the sun rises and moves in a clockwise direction, with each

direction providing a teaching related to healthy child development. Described as seeds of

encouragement, the Circle of Courage model addresses four constructs related to

developing a sense of belonging, mastery, independence and generosity. While other

Aboriginal worldviews were used to inform the program development, it is the Circle of

Courage model that enabled us to frame and understand the following question: "How

can we support and empower children and youth who are often pushed out of schooling

institutions to recognize the leadership qualities that they each carcy?" Believing in the

intelligence and talents of Aboriginal youth, we worked with the young people in our

study to encourage them to be physically active in their communities, to utilize their

strengths to foster community development and to empower each individual to recognize

the strengths that he or she has to share.

In the next section, four members of the research team share their stories related

to each of the four Circle of Courage teachings. Written as first person narratives, the
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university mentor team discuss their own roles within the research, and how they

interpreted their experiences within the first few weeks of the mentor program.

The Spirit of Belonging:

The universal longing for human bonds is nurtured by relationships of

trust so the child can say, "I am loved." (Brokenleg & Van Bockern, 2003,p.23)

Amyts story:

As an educator who has the opportunity to work alongside young children every

day, I have often reflected on how much easier it is for everyone to live and learn

together when each individual knows that they are loved, cherished, celebrated and that

everyone belongs. Just as it is imperative that young children feel that sense of belonging,

people of all ages need to know that they belong. And so, we began the mentor program

with the knowledge that everyone, including our university mentors, needed to develop a

sense of belonging within our school space and amongst one another before we would be

able to meaningfully engage with each other.

As an initial step, our mentor group claimed a meeting place to call our own at the

elementary school. On our first mentoring day, we met the high school students and

university mentor team in the elementary school office, then quickly moved to the

waiting multi-purpose room (MPR), which was a simple space with tables, chairs, a

fridge and enough room to just hang out. It was here that the high school mentors and our

university team awkwardly met those first few weeks, where we shared shy

conversations. 'Week 
by week, as we taped up photos on the walls, stored supplies in the

cupboards, left games on side tables, took over the fridge with our food, and filled the
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MPR with our laughter, the room transformed into "our" space. In contrast to examples of

Aboriginal students struggling to claim an affirming space in their larger, cross-cultural

schools (van Ingen & Halas, 2006), the elementary school became a transforming space,

where Aboriginal youth were viewed as collaborative partners, working alongside school

staff university mentors and elementary school students.

Over a short period of time, they became respected members of the elementary

school community, and having this identifiable, welcoming space proved to be a crucial

first step for programming. From the first week to the second, our claimed space assured

the new comers of their place within our school community. The differences in our

group's sense of belonging from that first week to the next were palpable. So much so,

that a few teaching colleagues commented on the changed body language of the mentors

from their initial visit to the school, when they walked in hesitantly, to their purposeful

arrival each subsequent week.

A second enabling factor in the program was "food." V/ith nutritious snacks built

into our program delivery budget, we immediately learned how food provided not only an

attraction, but also a social function. We all looked forward (as all kids do) to an after-

school snack, often making requests for the next day's healtþ treat. We would gather

around the table and informally catch up on life, share stories and laugh as we slowly

built genuine reciprocal relationships of respect. The food also served as an importarfi,yet

unintentional, invitation for school staff who would often come to the MPR to grab a bite

and visit with the high school students. These adult-student interactions \¡/ere relaxed and

respectful, and helped break down the schism that often exists between teachers/students,

adults/youth (a goal of youth engagement). Furthermore, the formation of positive cross-
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cultural relations between the Aboriginal youth and the mostly non-Aboriginal teaching

staff was significant, given the racial tensions that often lead to negative perceptions

being held by both groups toward the other (Bamhardt,2005).

Eventually the confidence we shared in the meeting space spread throughout the

rest of the school. The gym \pas ours everyday from 3:45 p.M. till 6:00 p.M. The

equipment room was left wide open for us with a clear, trusting expectation that we

would take care of the equipment and clean up after ourselves, which we always did. The

computer lab became our space to create and save resumés. At one point or another, the

library, staff room and common areas all belonged to us. The students strolled through

the hallways with respect for themselves, others and the school facility. This sense of

belonging provided the foundation for all our efforts to purposefully engage the youth,

and extends our own understanding of the process of Aboriginal youth engagement in

cross-cultural environments. Given the marginalizedpositions of Aboriginal youth within

the larger, non-Aboriginal Canadian society (Burstein, 2005), strategies to recognize and

celebrate Aboriginal youth within the physical and social spaces of the school program

rather than striving towards conformity are imperative to empowerment and success

(Cajete, 1994).

The Spírit of Møstery

The child's inbom thirst for learning is nurtured; leaming to cope with

the world the child can say, "l can succeed." (Brokenleg ef a1.,2003, p. 23)
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Alex's story:

Initially, the high school students did not recognize the impact that they could

have on others and within their community. Over time, they came to feel that their

program was necessary for the elementary school, just as they, as people, were needed in

the lives of the younger students. Based on the successes that they experienced, the high

school students involved in the mentorship program demonstrated an increase in self-

confidence and sense ofpride.

As mentioned by Amy, it took some time for all of us to feel as though we

belonged. Just as I had uncertainties about my role among the university mentors, the

high school mentors seemed unsure of what they were expected to do and how they fit in

to the group. The high school mentors didn't all know each other prior to our program

and many of them appeared to be very shy in the beginning. This led to a reluctance to

share ideas and opinions about planning. It was also a chore, at times, to get everyone to

participate in some of the low organized games that may not have been very "age-

appropriate" or "cool" for high school students.

Nevertheless, as the high school mentors' sense of belonging seemed to increase,

so did their willingness to contribute and participate actively in the program planning. In

retrospect, this gradual improvement was quite obvious. However, at the time I must

admit that I was worried about how the program would tum out once the elementary

students started coming. I was afraid that the hesitancy to participate on the part of the

high school mentors would lead to difficulties when they would step forward to lead the

activity program. My perception changed dramatically one Thursday a few weeks into the

training sessions. On that particular Thursday, we were pleased to see that most of the
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high school mentors were in attendance. The day before only three had shown up. Not

knowing exactly what to do with so few, we decided to have them plan out a day of

programming. The next day, the three that had attended would act as the high school

mentors and the rest of the group would play the role of the younger students. We thought

it would be a good simulation that might highlight areas in which we needed to improve

before we were ready for the "real" youngets.ol While I consciously demonstrated full

confidence in the three mentors, I was secretly afraid that the others might not listen to

them or wouldn't want to participate in the planned activities. After all, I had experienced

difflrculties in that respect myself and had yet to "master" the art of communicating with

these older students.

After one of the three leaders for the day had prepared and shared the snack with

the rest of the group, we headed to the gym where Brodiea2 was set to lead the low

organized games. This would be the first time that ahigh school mentor peer taught a

gym game to the group. Just as he was starting to explain the game, Joannie appeared at

the entrance to the gym. As I walked over to greet her, I watched Brodie step forward to

start his lesson. Wearing a hooded sweatshirt that draped over his body from head to low

hanging, baggy jeans, he shouted out instructions to the group. Despite the fact they

weren't giving him their full attention, when he said, "Go", the game was underway.

Everyone played and the game ran smoothly.

Joannie's face lit up with astonishment as I met her at the g¡'m door. This was her

first visit to Nearby Elementary School to meet the mentors, and she greeted me saying,

al 'Youngers' is a term for youngsters that Amy shared from her multi-age classroom setting, which
parallels the term 'olders'.
o'This and subsequent names and/or identi$ing characteristics for all youth mentors are pseudonyms.
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"'W'ow, this is great!" Given past efforts to organize after school programs at the high

school, she explained how thrilled she was with the turnout. I remember her telling me

that she didn't mean to interrupt and that I could go back to the group. Looking on, we

both realized that everything was completely under control without me.

Before Joannie had walked in, I was looking at Brodie's delivery in a fairly

critical way. As I watched him, I was looking for issues to bring up later that we could all

leam from in our de-briefing session. My high expectations for the high school mentors

had made me fairly hard to please. But, at that moment, as I saw the mentors through

Joannie's eyes, I was taken aback. Brodie, who happened to be the youngest of the

mentors, was leading his peers and doing as good of a job of keeping their attention and

getting them to participate as I ever had. I realized how far we had come as a group and

particularly how the high school mentors were becoming masters of their own program.

There were no doubt many incremental successes happening each day, as the mentors

began to express their opinions, take on responsibility for new tasks, and just show up

willing to see how things would unfold. As they worked to develop new skills in

communicating and teaching, I realized how each student did want to learn, despite how

shy and reluctant they appeared to me. Mastery takes time and happens in ways that

aren't always evident, particularly for Aboriginal youth whose choice to observe first can

be interpreted (especially by non-Aboriginal teachers) as an unwillingness to leam. In

this regard, I've learned to see mastery differently.

The Spírít of Independence

The child's free will is nurtured by increased responsibility so that the

child can say, "I have power to make decisions." (Brokenleg et a1.,2003, p.23)
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Joe's story:

When we first began the mentor program, I would go to the high school to meet

the students at 3:30 P.M., often running into one another in the hallways. At first, I would

have to chase them down and ask them, "Hey there, where are you going to?" and the

student would say, "ummm, no where ... I'm just going to get my jacket, I'll be right

there." From the hallway, I would head towards the school offtce, where I would wait for

them and hope that they would come back. I went to the high school to meet the students

for a couple of weeks. After a few weeks my role changed from chasing the students

down to welcoming them at the elementary school, since they started to walk to the

school on their own, often arriving early to prepare for the day'

I still remember that first day that Alex and I went to meet the high school

students. Alex and I walked with the students from the high school over to the

elementary school, which is about three city blocks away. Shortly after leaving the high

school, the students asked if they could smoke. In response, Alex and I just looked at

each other and said, "We don't see anything" and I just suggested that they butt out their

smokes before we got to the school, which they did.

After awhile, when the high school students were coming on their own they

mentioned to me that they were butting out their smokes way before they got close to the

elementary school because they were concerned that the students would see them

smoking. I thought it was pretty cool for the mentors to make that decision to "butt out"

on their own, without us telling them what to do. The mentors demonstrated their own

independence among themselves. Had we told them to butt out, I wonder if we would

have had the same response, particularly as we were just getting to know them? I know
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that many people working with youth and sharing research related to youth promote the

need for youth to make their own decisions. However, I wonder if a young person's

independence would be fully respected in all cases, such as smoking, which is seen as a

real health hazard.

How I responded to the youth was based on my own experiences as an Aboriginal

person and youth. My responses to many of the interactions with the mentor group was

what came natural and how I would like people to respectfully interact with me. From

what other people on the research team, the mentors and observers shared, it was these

respectful interactions that showed the high school mentors that we believe they are

strong individuals that are more than capable of making decisions that are right for them.

In the Circle of Courage model, youth choices are fully respected, and I think that's

imp ortant, particularly for Abori ginal youth.

The Spirit of GenerositY

The child's character is nurtured by concern for others so that the child

can say, "I have a purpose for my life." (Brokenleg et a1., 2003, p' 23)

Joanníe's story:

Two years prior to the start of this mentor program, I had tried to organize an after

school physical activity leadership program for Aboriginal youth at the high school. As

mentioned earlier, it was challenging to get students to participate because we couldn't

access any physical activity space in the school. We played broomball (a common winter

sport in Canada and the northern USA), collected information on Aboriginal youth

leadership programs from the web, and planned a trip to the University. Like Joe, I
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waited each day wondering which students would show up. When a group of four to five

young men started to come out more regularly, I sometimes wondered how successful

we'd be. Like Alex, I found the students to be very quiet and hesitant in putting forward

their ideas. Then, one day, Amy dropped by the program. As the group of four Aboriginal

young men, Amy, and I chatted over banana bread and juice, we wondered aloud whether

the young men would be interested in helping mn a lunch hour of low organizedgames

for Amy's grade 2 students. The frigid temperatures of a Manitoba winter were causing a

number of indoor lunch hours, and Amy's younger elementary students looked forward to

opportunities to play and exert energy. In making the connection between the elementary

students' desires to be active and the coinciding lurch hour of the young men that were

regularly involved, we appealed to the youths'sense of leadership and altruism.

Over the next few weeks, these young men walked over to Amy's school at

lunchtime and played simple low-organized games with her class. With Amy's help, they

laughed as they led activities for the children, who looked up to them with the enthusiasm

I used to feel when, as a little sister, my big brother would play with me. I remember

Amy's joy when telling me how one of her grade 2 students had seen one of the high

school students walk by her house and yelled out, "there's my teacher." Amy recounted

the feelings of pride that the high school students shared with her about their relationships

with the children in her class. Amy shared stories of how the high school students would

show up to talk to her when they were having trouble in school or at home, how she kept

in touch with them through their siblings or cousins who attended her school, and how

they would often pop into the classroom to spend time with their new younger friends.

What began as a minimalist intervention appeared to produce powerful results, all from
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playing a few games with younger children. For me, I learned how purposeful an appeal

to one's sense of service can be, even when the generosity of time and energy is limited to

a few lunch hours playing games. In this case, small seeds of encouragement blossomed

into the current project, where the young peoples' spirit of generosity produces multiple

outcomes, with multiple benefits for the mentors, the elementary school children, our

research team and the two school communities.

Mentors Teaching Mentors: Who is the Real Mentor ÍIere?

(Know le d ge s S hør ed/G aine d)

In their evaluation model for youth engagement programs, the Laidlaw

Foundation (2001) describes "leaming circles" where success stories are shared and

challenges of engaging youth are discussed. Borrowing on this model, the authors

conclude this article by presenting key leaming outcomes that we each experienced from

our respective roles within the research program.

Amy

The question of "who is the real mentor here?" is compelling. From a hierarchical

perspective that shapes many educational settings, one would typically think that Joannie

should be mentoring me, I should be mentoring Alex, Alex mentoring Joe and so on. Yet,

in my own role as a mentor, I believe I have learned far more then I could have ever

shared, and the learning came from all directions. Each week, I would walk away with

new teachings and insights that continue to inform my relationships today. One of the

greatest gifts was how much wisdom the youth shared. They were continually the leaders
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for all of us. This was true throughout the study but it was most obvious when the

elementary school children joined the program.

On that hrst day of program implementation,40 people squished into the MPR,

and the nervousness that we all felt was overwhelming. Somehow, Abigail led the way

for us. She charismatically went up to both of her assigned younger partners and said,

"Hi, I'm Abigail. What are your names?" Her conflrdence and self-assurance in what we

were doing allowed us all to breathe a little easier. Another mentor for all of us was Chris

who was constantly optimistic about how 'cool' his younger buddies were. Whenever our

group was feeling discouraged by the actions of some of the elementary school children,

Chris was always there to re-assure us how great the group was and remind us how much

fun we were having. One day, the mentors went far beyond even our very high

expectations, thanks, in part, to a series of miscommunications. Contrary to what actually

happened, Joe, Alex and I each thought the other would be available one Thursday to

start the day's activity and have the food prepared on time.

With barely a notice that we weren't there, the high school students stepped

forward and got everything ready, preparing the juice and food in anticipation of the 25

younger students who would excitedly pile in after the school bell rang. It wasn't until I

walked into the room about ten minutes into everything thatlrealized just how much we

needed each of them, and how they were constantly the mentors for all of us.

Throughout the program we worked to recognize and celebrate the strengths and

gifts that each individual brought to our interconnected circle (Couture, 1991). We

respected each individual to share their strengths and gifts with the larger group. We

collaboratively worked towards non-interference, choosing to teach by example, in
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respectful ways (Ross,1992,1996). As Joe and Alex demonstrated in their initial

interactions with the youth and their questions surrounding smoking, as Joannie and

Janice had demonstrated in their trust of our abilities as co-researchers, and as we have all

attempted to demonstrate in our interactions as co-researchers (inclusive of our multi-age,

multi-institutional research team of youth mentors, early years students, university staff,

university students and allies) it is up to each of us to share our gifts and respect one

another enough to recognize that they will share theirs. It was with this sense of respect

for individuals and recognition of the strength within the larger group that our first year

of mentor programming flourished.

Alex

As an education student, I am looking forward to becoming an elementary

physical education teacher. I've always enjoyed teaching others, particularly young

people, and look forward to the challenges of being a teacher. I, like many other

teachers, am entering the teaching profession because I want to make a positive impact on

the lives of the students I work with. One of the valuable lessons I've learned throughout

the course of this mentoring program is that teachers need to realize the importance of the

relationships they build with their students. This became clear to me as I took the high

school mentors on a tour of the University of Manitoba shortly after the conclusion of the

mentoring program.

On the bus ride to the University, I overheard the conversation of a few girls

behind me. "I would never want to be a teacher." one of them said. I intemrpted and

asked her why she felt that way. 'oBecause of kids like us. We hate teachers. I don't want

to get hated on."
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When I asked them if they hated all of their teachers, they said "yes" until one of

them mentioned Mrs. Smith. The others agreed and talked about how nice that teacher

was. They told stories about how she would treat them with respect and even give them

bannock on occasion. Those comments stuck with me for a long time and I still think

about them often. If my assumptions about teachers wanting to help young people are

accurate, then how could these students feel as though only one among dozens of their

teachers is a true ally?

I found it interestingthat when the high school mentors spoke of teachers, they

didn't include Amy, who they all knew was a teacher, or myself or Joe for that matter.

Perhaps, they didn't think of us as teachers because we didn't fit the traditional model of

'teacher' that they were used to. I believe that there were strong positive relationships

between all of the university mentors and the high school mentors. I also know that the

high school mentors exceeded all expectations in our program. Therefore, I have learned

that when I start teaching, following provincial curriculum, marking tests and even

sharing information, these activities will all never be as important as being a good mentor

for my students.

Joe

Throughout this article we have discussed youth participation and engagement. It

was through my involvement as a youth participant that I became connected to this

research project. I started off some years ago as a research participant at an inner city

high school that I was attending. I regularly played in the after school "drop in" physical

activity program and took part in a focus group interview about my experiences in

physical education. When I left that school for ayear,I was offered a research position as
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a supervisor in the after school program at my former high school. I had moved from

being a regular participant in that program to becoming a leader in terms of organizing

the overall program. Then this past year, I was offered a new position with this mentor

$oup that was connected to a suburban high school and an elementary school. At the

time, I had returned to my former high school to complete my grade 12 studies. As I

worked towards graduating, I worked with the mentor program and participated in the

after school program, which was still offered as part of the larger research project.

At first, I was not too sure about the mentor job and what I was supposed to do

with the mentorship program. I felt shy but I did want to be involved, so I started by

observing and helping out where I could. When I met Amy, Alex and the high school

mentors I observed each of them to see how they became involved in the program, each

in their own unique way. One thing I learned about myself is how, when people say, "it's

hard to build relationships with students" I don't find it hard at all. As the program went

on, I discovered more about the mentorship job and I found it really awesome. I was

surprised by how the students relied upon me, and would look to me for support in

different and unexpected ways. Because of my work in this program, I was recently

offered a job as an educational assistant/youth worker at the suburban high school, and I

hope to become a teacher one day. In terms of lessons learned, I realize that it's

important to trust your instincts (observe before acting), that way you can learn from

everyone and grow from your experiences.

Joanníe ønd Janíce

The lesson we've learned relates to the process of conducting community-based

research, particularly when the community we speak of is a diverse group of Aboriginal
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youth within an urban, multicultural school setting. As academics with multiple teaching,

research and professional responsibilities, we often wonder if we would ever have

adequate time to truly engage in "community" in meaningful ways. What we have

leamed by listening to the stories shared by Joe, Alex and Amy, which in tum, are stories

lived by the high school mentors and elementary school participants, is that we can learn

from others' lived experiences. As qualitative researchers, we should know this because

good research methods will produce the anticipated results. Yet, we still inherently

wonder how, if we weren't "there" for each day of the mentor program, we can know it.

As we reflectively write this article, we are learning how, as educators and researchers,

we have gained tremendous insights regarding ways we can support youth to actively

engage in physical activity programs. We've learned that giving up control, delegating

full responsibility for a project to others, and stepping deep into the background, can

produce important and often unexpected results. In undertaking this mentor project, we

have leamed multiple lessons, not the least of which is the value of working in

community, with community, to build community, even as we stand on the periphery of

that community.

Concluding Remarks

Strengths theorists do not believe that the world is the best possible world.

V/e believe that building on strengths and positives is the best way to make

the world, individually and collectively, a better place to live" (Baikie, 2003,

p.7s).

In a discussion that compares the Circle of Courage model to research on

resilience, positive youth development and self-esteem, Brokenleg and van Bockern
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(2003) present strong evidence of how the Circle of Courage values apply across time

and cultures. They call for schools to honour the voices of youth by involving them in

meaningful ways: "By enlisting youth in improving their schools, we create a climate of

mutual respect. This requires valuing the strengths and potentials of all students, even

those with broken Circles of Courage" (p. 25). Our research affirms the power of the

Circle of Courage model, as we have learned the important roles that belonging, mastery,

independence and generosity played in our efforts to meaningfully engage the youth

participants. We believe these values extend our understanding of mainstream youth

engagement processes. Once belongingness is developed, efforts to master skills can take

place within a context that respects the full independence of all youth participants and

builds upon their willingness to give of themselves.

As a first, exploratory attempt to design and deliver an Aboriginal youth

mentorship program that encouraged young people to "play together" in supportive ways,

we believe we've achieved benefits for our youth participants and their school

communities. We have also leamed how traditional Aboriginal values such as non-

interference and observation were key components of effective youth mentoring and can

inform mainstream models of youth engagement. For us, these traditional values were

instructive.

As youth exit the program, they have developed new skills, friendships and

educational relationships with adults in a neighbouring school that has, in many respects,

become their own school. While we have more work to do in supporting Aboriginal

youth as they seek ways to be engaged in more holistic educational experiences at their

high school, we feel we are making progress. Crucially, the youth, as mentors for us as
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educators, have provided many lessons on how to engage young children. We look

forward to repeating the program based on the wisdom gleaned from the youth in this

round of the mentoring program, showing how Aboriginal youth are providing the way

for a healthy future for all children.
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2.

Authors'Notes:

1 This study was part of a larger research project that investigated "A Cultural
Approach to Urban Aboriginal Youth Sport and Physical Activity" and was funded
by the Social Sciences and Humanities Research Council of Canada Aboriginal
Research: Research Grants program.

This paper was constructed based on the experiences of our mentor research team
following our first year of programming. since the writing of this paper the
mentorship program was expanded to include two high school mentor groups, four
early years schools and four interconnected/overlapping mentor research teams that
supported the programs. In the suÍrmer of 2008, a "summer Rec and Read" program
was initiated in the same school division (as reported in this article), and Aboriginal
high school and university mentors have been hired to run a summer camp based on
the Aboriginal youth mentor model. As a means to sustain the mentor program, the
Faculty of Kinesiology and Recreation Studies at the University of Manitoba now
offers a three credit hour "Diverse Populations Mentorship" experiential learning
course for undergraduate students who are interested in working with Aboriginal high
school students in the mentor programs. Finally, five members of our university
undergraduate student research team (two Aboriginal, two non-Aboriginal allies and
one racialized minority) have been hired as teachers within the school divisions where
mentorship programs have been offered.
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CI{APTER F'IVE: MENTOR MANUAL

As we move into the southern quadrant of the Indigenous Perspective of

Transformation, we are listening. We are listening to both the logistics of how the

mentor program is developed and delivered, as well as the guiding principles for working

together to co-create a program that is respectful and relevant to everyone involved.

Similar to chapter four, the commentffy for chapter five is provided by a compilation of

voices. In chapter four, five co-authors documented the genesis of the mentor program

and the initial discoveries. Here, in chapter five a number of contributors share the "how

to" of the mentor program. In the initial pages of this chapter I provide the commentary

of how we came to write a "how to" manual. I will also discuss why I have intentionally

kept the "how to" manual in its complete form as a chapter in my thesis dissertation.

I found myself as a young caterpillar, familiar and somewhat comfortable in my

roles in the mentor program, as a graduate student and as a school educator. Without a

second thought I found myself transitioning into the southern quadrant, where I fully

immersed myself in each of these exciting roles. Similar to a caterpillar that plumps itself

up on the goodness that nature has to offer, I was eating up and enjoying every new

experience that I was offered. I now step back to reflectively examine that transition.

Journal Reflection: As Jessica, a high school mentor and I walk down the early

years hall way chatting, she slows down and soys, "This is a really good program", I

agree with her and my wheels of wonder are spinning. I am now once again looking and

lìstening to what makes this a "really good program." Jessica provides a unÌque

perspective because she is not only a high school mentor in the program, she is also a big

sister who hqs returned to the mentor programþr a second year. Last year, Jessica's
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younger brother and sister were both involved as early years participants/mentors. This

year, os a new mentor group discussed the possibility of having some of the younger

mentors returnfor a second year, Jessica strongly advocated to ensure her younger

brother and sister were once again in the program. At this time, Jessica and I didn't

discuss what it was that makes thís a " good program". But her comment did make me

listen more, observe and interact as much as I could with everyone in the program, in an

attempt to understandwhat was making the mentor programwork.

For me the early years of the mentor program were a whirlwind of excitement.

Everything was new and I felt a constant enthusiasm in anticipating where the whirlwind

may take me next. As was mentioned in chapter four, the mentor program was initially

piloted in one urban school community. In the first year, a team of university and high

school mentors worked alongside two separate groups of early years students. The

following year, the program continued in the initial pilot community and expanded to a

second research site. At that location, a second team of high school and university

mentors worked together to establish a mentor program in their community. By the end

of the second year of the Aboriginal youth mentor program, two high school sites were

committed to programming, the university research team expanded as needed for these

new demands, and four early years schools acted as partners in our endeavours.

As the mentor program and in tum our mentor team moved into the second and

third years of the programming we began to recognize similarities in what was working at

the various mentor sites. We also recognized pieces that became unique to the different

groups and communities. For many of us, the mentor programs offered places and spaces

to belong, to recognize our interdependence, to further develop our leadership skills, and
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to generously share of ourselves in ways that strengthened our interconnected

communities. Over the course of the three years our research team participated in

numerous discussion groups, conducted interviews with various co-participants and co-

researchers, and some people on the research team kept field joumals. Through our

experiences in the mentor program, our ever-expanding team of mentors felt that we had

found ways to offer interconnected recreational and educational programs that were

culturally relevant. Beyond experiencing our own sense of accomplishment at each

program site, we needed a means to communicate our shared successes and some of our

discoveries with a larger audience, including potential funders. Sustainability is a big

issue in all youth programming, and our goal was to develop a sustainable model of

Aboriginal youth physical activity and recreation.

In order to highlight and share the strengths of Aboriginal youth and the successes

of the mentor programs, our mentor team presented our research findings to various

audiences. Collectively, we have taken part in recreation, education, and/or research

symposiums. In preparing for these presentations, our large mentor team actively

reflected on what wotks, what we wished to share, what we believed was important for

people to know, and what discoveries we have made and are continuing to make through

our involvement in the program. I personally have seen the opportunity to present as a

three-fold experience for our mentor team. The first is getting the word out about a great

program. The second is having our team actively reflect on the importance of the work

that we are doing, particularly as we seek funding for future programming and expansion.

And the third is the opportunity for the university and high school mentors to further
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develop our leadership and community skills while building connections with teachers,

researchers and other professionals.

The presentations have most often been facilitated through a team approach,

which highlights the notion of communal strength and reciprocity upon which the

program is based. Most often, the presentations involved the re-creation of a sample day

in the program; this is followed by a discussion of the discoveries we have made along

the way and why we have intentionally chosen to develop and deliver the mentor

programs in the manner that we have. Through these presentations, a number of

community workers, school educators, and./or recreation professionals have asked for

guidance in how they too can establish a mentor program in their own communities.

These requests spurred the development of the Aboriginal youth mentor 'how to' manual.

It is this manual, derived from our research results, that will provide the

discussion for this chapter. In the manual, one will discover the guiding principles for the

mentor program, the logistics of space, recruitment and who to involve. Additionally,

one will find a detailed budget of potential expenses for the program, alarge list of

suggested games and activities, as well as suggestions as to how to ensure the mentor

program remains informed by and relevant to the youth community in which it is being

established. What we have worked to share in the 'how to' manual is that each program

is unique, and our suggestions are meant to be flexibly interpreted. It is our hope that

people and groups see the mentor program as a developmental process of making it their

own.

Most of the requests from community, recreation and education professionals

asked us: how do we run this program? However, as we collectively wrote the 'how to'
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manual something seemed to be missing and that was the 'why'. The questions and

answers related to the 'why do we do what we do', are crucial foundations for the mentor

program. Although we knew in our spirits why we did what we did, as this was informed

by our beliefs, our community practices and our knowledge of the importance of

respectful, reciprocal relationships, this was dif{icult to articulate in written form.

In answering the "why", we turned to Kirkness and Barnhardt's Four R s. In

Kirkness and Barnhardt's (199i) discussion of First Nations students and higher

education, they indentif,red some strong disconnects between First Nations students and

educational institutions, disconnects that have contributed to a historical under-

representation of Aboriginal people at post-secondary institutions. The recognized

disconnects that Kirkness and Barnhardt address at post-secondary institutions are present

in most Western dominant school settings, from early-years to post-secondary contexts.

In their discussion, Kirkness and Barnhardt illustrated how educational institutions place

the onus on Aboriginal students for the disconnects and lack of adjustment. The student

is viewed "in terms of low achievement, high attrition, poor retention, weak persistence,

etc" (p. i) by the educational institutions. In contrast, Aboriginal students and

communities view the problem in more human terms, with an emphasis on the need for

an "educational system that respecls them for who they are, that is relevant to their view

of the world, that offers reciprocity in their relationships with others, and that helps them

exercise responsibility over their own lives" (pg. 1). Kirkness and Bamhardt's discussion

of the Four R's - respect, relevance, reciprocity, responsibility offer suggestions for

educational institutions to examine when thinking about relations with First Nations/

Aboriginal students.
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In my role as a coÍrmunity-based researcher, and having had the opporlunity to be a

part of the Aboriginal youth mentor programs, I believe the Four R s can be adopted to

articulate the guiding principles for how we interact, build relationships and recognize the

responsibility/accountability we have to one another and our communities. In the 'how

to' manual the Four R t are used as guiding principles in how we interact and co-create a

program that is relevant to everyone involved.

The use of the mentor 'how to' manual as a part of this thesis is very deliberate.

The intentions that I have for including the manual here are: 1) the manual is a co-written

piece of work that demonstrates our shared understandings and interpretations of the

mentor program. University and high school mentors have been involved in informing

what will go in the manual, the writing of the manual, and the continual dialogue

surrounding the decisions of how things are communicated in the manual. The

cooperation as to what goes in the manual and how it comes together epitomizes the very

essence of the mentor program. By including this, I am once again attempting to

demonstrate that this work is by the commrurity for the community; 2) from the very

beginning, as was stated in the promises to myself in chapter two, it has been imperative

that whatever work I was involved in offered something to the community. I believe that

including a 'how to' manual in the body of this thesis demonstrates how this project has

remained within the community and will help to further other community development

projects.

When working with the "how to" manual I have attempted to look at it from the

eyes of an educator and/or community recreation worker. I asked myself: What types of

documents do I find easily accessible to both read and implement? What types of
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documents do I see other people using? And how could those other documents inform

the construction of the 'how to' manual? I know that the 'how to' manual does not look

like the academically constructed chapter of a thesis our dominant institutions are

familiar with. However, I firmly beiieve that the inclusion of the "how to" manual

demonstrates the ability for research to serve both the academic commrurity and our

education and recreation communities where the Aboriginal youth mentor program will

most likely be implemented.
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Coming T'ogether: Finding the Strength $Uithin

Linking Theory &, Practice

The mdel preæntd, in this manunl. hns been ætætructed
bo,æd, on thÊ onnbsís of øæ shtdry døÍa (,rúerviøt;s,
obænntians, di,ru,ssían, drcummr Øtalysis) [rom a
communiÍy bo,æd, rew ch prcj ect íruoluing hþh æhæl
studenfs oi, hrc urbut Winnipg hþh æhmls, md, younger
chíÌd,rm from rrcþhbouring wly yws æhæls.

About [Js

he Rec and Read'k mentor program evolved out of a community-based
research collaboration involving the Seven Oaks School Division, the
\ù(iinnipeg school Division, and the University of Manitoba's Faculty of

Kinesiology and Recreation Management. The initial project was supported by
research funding from the Social Sciences and Humanities Research Council of
Canada as well as support from ACADRE (Aboriginal Capacity and
Developmental Research Environments).

This "How To" Guide Shares:
â The principles that guide the development of youth mentor programs;
Ð How these youth mentor programs are developed;
O How they are implemented, and;
3 How your community can develop it's own Aboriginal Youth

Mentorship Program.

@ffi@ffiffiffiffiffi
'? Rec &. Read was the initial name for the mentor program at our first school site.
when a second school joined in to set up their own mentor program, they chose a
new name, called oNE 6oAL: operation North End- Great opportunitíes for
Aborigínal Leadership. Both names are great and we recommend you use whatever
name best fits your group - let the youth decide ...
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The REC & READ Program

he "Rec &. Read" Aboriginal mentor program builds on the strengths,
talents, and energy of Aboriginal youth. Offered as an after school program,
Rec and Read provides a supportive, wholistic approach to children and

youth physical activity, nutrition and education programming. While designed by
and with Aboriginal youth, this program has applications for all young people
living in diverse communities.

ln writing this manual, we respectfully acknowledge the significant
contributions of all of our youth mentors who co-developed the mentor
programs. Their input, ideas and imagination are the inspiration for our collective
work. Miigwetch!
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Tonsi, Aniin, Boozhoo, Welcome.

P/eøse join us on o guided tour of our mentor

þrogram. This monuol represents our colleaive
experiences ond evolving understandings obout
developing ond running on urbon Aboriginol ofter-
school mentor program.

ln this monuol we hope to shore the key comÞonents
of the mentor program. This includes the guiding
principles of the progrom ond how these principles

ore employed in creoting successful, sustoinable
community based physicol octivity Þrogroms.

It ls not meont os 'the only woy" to run o mentor
progrom; rother it is 'the way" thot worked for us

and may be of use for you.

We coll the monuol o 'how to' guide becouse it
provides on overview of our educotionol philosophy

ond praAices thot other groups may wont to adopt or
odapt We hope our story encouroges similar
relotionship building in your community; kindles open
diologue obout educotionol þhilosophies ond proctices;

ond helps enhance future work ond reseorch in this
oreo!

\
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OVERVIESU OF THE MANUAL

KFY COMPONENTS
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A Ct RCU tåR, Wt{OLtSTtC ÐUORLDVI ETU

The mentor program is guided by Aboriginal cultural teachings and worldviews.
These worldviews call attention to a circular wholistic understanding of the world
and all of creation. Throughout this manual you will find circles. The circles
demonstrate that all things are interrelated, interconnected and co dependently
work to create balance. For example, the program relies upon a collective
approach to mentoring, whereby everyone involved mentors each other. Adults
and youth learn from children as much as children learn from adults and youth.

One of the teachings that has guided the program from the start is the need for
healthy, well-balanced individuals and communities. This includes the social,
physical, intellectual and spiritual quadrants that contribute to the whole.

The circles also show the need for all people involved to support and rely on one
another.
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GUIDING PRINCIPLES

his is a program that'belongs' to the youth who choose to become
mentors. ln this 'how to' manual we provide a basic framework for how a
school, community or youth group might implement their own mentor

program. The model is meant only as a guide, please be flexible to use what
works while incorporating your own ideas, suggestions and recommendations
from within your group.

As soon as you tap into the ideas and initiative of your own youth participants,
your program is on its way ...

Young people ôre not just the leaders oF tomorroul - they hôVe great
untôpped poæntiôl For respons¡ble leadership todôy ßrendtro, BroKenleg
ùvôn locKern, 2oo2,, p. 118).

The lnterconnected Four Rs
(Kirkness &, Barnhardt, 1991)
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ln 1991, Verna Kirkness and Ray Barnhardt published the article First Nations and
Higher Education: The Four Rs - Respect, Re/evance, Reciprocity, Responsibility.
We have based our circle methodology on the guiding principles they outlined in
their article. The Four Rs guide our community research and work.

I¡/hat First Nations people ôre seeK¡ng is not ô lesser educotion... not
even ôn equôl education, þut rôther a þetter education -an
education thôt respec-cs them for ujho they are, thôt ¡s relevôm to
their vieu oF rhe uorld, thôr offers reciproc¡ty in their relôr¡onships
uJith others, ônd thôt helps them exerc¡se respons¡bility over their
ouJn l¡ves (KirKness ù Barnhardt, 199L, p. 1.3).

Summary of Frinciples

tl espect: Respect is about trusting one another to bring our best forward.
f{ We both invite and expect each individual to share their strengths, abilities
I ìand every part of themselves with the group. Respect is not about

conformity or assimilation it is about recognition that there are multiple ways of
knowing and coming to understand the world.

elevance: Relevance asks us to look at "How will this activity impact the
people involved?" "How will it impact the community that is involved?"
and "Why is the program important?" The success of the mentorship

program has come from the involvement of Aboriginal youth, who have shared
why this work is both important and relevant for themselves and the communities
that they live within.

eciprocity (Relationships): When individuals and/or groups come together
with an understanding of mutual respect, where they see their involvement
as relevant to themselves and their communities, it is then that authentic

relationships are formed. Relationships are about getting to know one another,
about listening and about sharing. Relationships take time. Everyone who has

been involved in the mentorship program has left with a number of new
friendships/relationships with people of all ages. ln the mentorship program we
have all felt that reciprocity and the giving of oneself pays back in unimaginable
ways.

¡tl esponsibility: Within the mentor program we are working together to
l{ understand and break down systematic barriers that many Aboriginal
I \outh confront on a daily basis. Participants often feel both empowered

and responsible to share their intercultural strengths with family, friends, school,
and community groups.
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RESPECT
A respect for each individual and all that they bring

Respect in Action

All participants are welcomed with respect; respect for the people they are
and the strengths and abilities they posses. Within the mentor program
participants are encouraged to share their strengths with the larger group.

Together the youth and university mentors claim a sense of space/belonging
in the school and community. ln this space, a sense of belonging is

discovered.

The "Rec &. Read" mentor program encourages health and wellness through
physical activity, healthy nutrition, educational games, and relationship
building across age groups.

As an affírmation of Aboriginal youth identity, the mentor program relies
upon Aboriginal youth to mentor younger children in a regular program of
activities that the youth design and deliver with the support of adult
mentors. To date the mentor program(s) have been set within school
facilities.
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À4aking the lnitial Connections
and Greating Space

There are a number of bridges that need to
be created prior to the kick off of any
mentor program. Here is a brief overview
of the initial stages for set up:

1. School(s) and/or communities need to
demonstrate an interest in being
involved in a mentor program. The first
stage is to have schools, community
centres and/or organizations
demonstrate an interest in being
involved in mentorship programming.
The first resource that is needed for
mentor programming is access to a group
of youth that could be involved in the
mentor program. Therefore, a high
school or youth community group
should be identifÍed. There is also a
need for younger children. Similarly,
these participants can come from a

school or community group. The third
party that is involved can be from a

university,a3 other education programs or
community members. An individual
who can organize, liaise, and bring
together individual allies from the three
schools and/or organizations would be
an asset, particularly when the program
is initially starting up.

"Ft's tøaøgLa grØwÊffig s.Ãp

Ab,øri@ãraø8:'l
*youfh" m,entol, 2 0 0 8.

Aborìgínal youth regularly
share their desire to live a
full life however safe
physical activíty spaces are
often limíted.

Access to saJe spaces are
límìted due to:

l. The priority placed on
c omp etitív e ; s c hoò I : sþ e:y ¡t ;

(e.g., practices and games),
2. Barríers to sport
membershíp (e. g., entrance

fe es, equìpment, geographic
,dista;nce, etc),';.and,,| " .l

3. Paor' communicatÌaim',,,.,,,'
regarding available local &
community recreatíon

In the Aboriginal youth
mentor program we attempt
to address the desires of
Aborigínal youth to lead ø
he alt hy,, b alane e d I tþ s tyle :'

2. After interested parties have been identified, the logistics of determining
program facilities, discussing the days of the week that the facilities and
potential program staff are available, and the time of year that would work
best for the program need to be figured out. lt is important to identify
available community and/or school space. We have found that school spaces

o' The University of Manitoba's Faculty of Kinesiology and Recreation Management introduce d, a Diverse
Populations Mentorship three credit hour course, which is a guided practicum for university students who
wish to work in the Aboriginal mentorship programs. Students who complete the course may be offered
opportunities as paid university mentors, in the program.
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that offer both a gathering place and a large physical activity space work the
best. A space is needed to gather that offers access to a large enough area for
all mentors and younger buddies to interact, enjoy a light snack and participate
in educational games and activities. To date school libraries, multi-purpose
rooms, and classrooms have been used as gathering spaces.

Once these spaces have been identified, it is important to check their availability
to ensure that other programs or events will not conflict with the days and
times that your mentor group is considering.

3. Aboriginal youth need to be informed about the program and recruited as

high school mentors. At the high school level it is great to have a number of
school employees that know of the program and will encourage students to
become involved. lf partner schools have been identified, start up dates have
been secured and the days of the week have been agreed on, this is great
information to get into the hands of school staff. While this program welcomes
all youth as participants, it focuses on recruiting Aboriginal youth, recognizing
their place as strong role models in our communities. By sharing the program
information with all school and/or organizational staff they can help in the
recruitment process. ln the past, we have used a kick off lunch as a means to
share information with interested high schools students, have gone in to speak
in classes that focus on Aboriginal studies and have worked to have a well
informed go-to person at the high school site. ln future years of your mentor
program, one of the greatest assets in the recruitment phase is word of mouth
from returning and/or previous mentors.

4. Building those initial relationships and creating a sense of belonging. Many of
the high school participants will initially come to the mentor program because
someone has told them that it is a good idea. However, they are looking for
more information then 'you will like it'. lt is important to offer the high school
mentors information about the program at the initial meetings. lt is useful to
verbally discuss the potentials for the mentor program, offer them a hand out
that tells them about the program (see Appendix A) and jump right into
programming. We have found that it is beneficial for the training phase of the
program to model the same structure that will be used when the younger
students become involved. This is further expanded on in Programming Phase

of this manual). Most importantly these initial times together with the high
school and community mentors offer a time to build relationships where
individuals recognize the collective responsibility they have to ensuring that this
program will be successful.

\X/e have found that not all high school mentors that initially come out will
remain with the mentor program. We celebrate the presence of the people that
are with us on any given day, while recognizing that for others this may not be
their time or the activity for them. That's okay.
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RELEVANCE
Creating a stress-free zone for Aboriginal youth to be active while
contributing to the health &, wellness of children.

Each mentorship program is unique, as it is based on a particular community's
strengths and desires. ln this mentor'how to' manual we have worked to provide
you with some foundational structures for programming. Through trial, error,
plenty of reflection and discussion we offer you the structures and foundations
that we feel are relevant to the success of the mentor programs.

. Ensuring that the project is relevant to both the community and community
members involved is essential. The key is to build on the strengths of the
Aboriginal youth that are involved.

" From 3:30 to 6:00 pm, most early years (elementary) schools have activity
spaces available. lt is in these school spaces where we have claimed a safe
physical activity space. Our mentor programs work in partnership with
nearby early years schools, accessing these activity spaces twice a week.
Greater detail of how these times are coordinated and spent can be found
below in "A Typical Schedule of Actívities".

Within the active spaces, the goal of play is self-expression and connection
with others. The ideas and opinions of all program participants inform the
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decisions as to what activities the group will be

Ê &eærøaed Êø tue sw@r@ Z:l:::;i Î;;;,i'tes' 
see the sectíon on
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@&pes" LÊke V@eÅ €@Ê8"t &l,se " As the high school youth mentors begin

bËg wærds wÊt&a t&aæssa working alongside and programming for their
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Typical Schedule of Activities

The mentor program connects the notion of "recreation" with "education"; these
are seen as inter-connected and representative of a wholistic approach to child
and youth development. Our time together in the mentor program follows a
similar schedule from day to day and from week to week. Each day we have a
light healthy snack, engage in physical activities, and then move into educational
Sames and activities. As the program wraps up we set aside time to actively
reflect on how the day went. There is often time before and after the program
where people are visiting/hanging out and engaging in independent and/or small
group activities.

A Sample Weekly Schedule

Here you will find an example of a typical weekly schedule. The program is run
twice a week. One day is set aside for the youth and adult mentors to plan for
the upcoming day of programming.

Mondays 3:30 - 5:30 p.m: , Planningseslion,for hlgh schoo!.studqnts

Wednesdays 3:30 - 5:30 p.m. Games &. activities with younger students
(site 1)

Thursdaysr' 3:30 -,5:30 p-;D: ,Games,d. activities with younger students
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'k The number of possible sites for programming depends upon the number of
youth and adult mentors available to support each program. While it can work
well to offer multiple sites, we recommend starting with one early years school
location before expanding to a second location. The youth mentors will know
and communicate whether they feel ready to provide programming at more than
one site.

A Typical Flanning Day

Youth Mentors Only

On planning days, the youth mentors meet to prepare for the programming with
children. A typical planning day looks like this, but can vary:

3¡,30 - 3:40 p.m.
..

3:4O - 4:15 p.m.

4:15 '5;00 p.m.

5:00 - 5:30 p.m.

Youth arr.ive &. fôo.d preÞ:(eyf!¡ne trelpÐ .: , ,l

Sharing food, catching up &, planning (get to know
each other, start mentor-related activities)
6ym tirne (ptaying'qames,rplanning acliVit¡el)-

' : '..'
De-brief and play some more

Often the day of mentoring is planned out where people sign up for particular
parts of the program (see Appendix B for a blank planning form and Appendix C
for one that has been filled in). The day is often planned as the mentor group
enjoys a light snack. When the planning is done the mentor group will move into
the gym to try out the activities. For this run-through, the leaders that have been
identified for each of the activities on the following day take the lead, having the
other mentors participate as if they were the younger students.

For the first weeks of the program, the youth and adult mentors meet twice a
week to plan and prepare for the overall mentor program. One of the activities
we do as a group, is the Strengths lnventory activity where we indentify the
strengths and abilities of everyone in the group. We have also used this time to
discuss what it means to be a positive role model with the Good Mentor/Bad
Mentor activity. ln addition we have planned out the 6 to 8 weeks of
programming (Appendix D) and practiced small talk for when our younger
buddies initially arrive.

The length of this training period depends upon the dynamics of your particular
group, and how long it takes everyone to get to know each other. With clear
expectations in mind, the youth mentors will know when they feel ready to begin
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programming with the younger children. ln the past, the pre-program training
period has lasted between six and eight weeks; however, our youth mentors
strongly feel that programming can start after three weeks.

A Typical Activity Day

With Early Years Students

3:15-3:30 p.m. High school and university mentofs, a_rriùe,'ând,prepafe rthe snack
for everyone. Food preparation is the first task for all mentors*

3:3U3:45rp.m.

3:45- 4:15 p.m.

4t15- 4:50 p.m.

'..]:

4:50-5:00 p.m.

5:00-5;30 p:ffi.

Everyone gathers, foi ã',healtþy,snaçk. The snàck,:i s provided,as .,

Everyone plays low organized, active games in the gym.
Taught by the youth mentors, supported by university
mentors, these include tag games, sports, obstacle courses,
Aboriginal games, etc.
Everyone gathers in a Multi-Purpose Room for educationat
opportunities (e.g., board games, time to read together, art
opportunities etc.)
Clean up and prepare for home time.

De-brief and wrap-up discussion with high school mentors and
adult mentor team.

'! The high school students are often dismissed 20 minutes early from their last
class on the activity days.

Ê ressseswber sæøsae 8<&ds sffi3{Êv79" "& d@st't wæstt tø p&øy t&swt g&wve @y ø

døsa't ftrmøw &tww tæ pilæy t&swt g@&vne", Ê wøøs&d t&pew try tø eþß@g{e Et møre
Êwterestãtß g beã& e@s&etr " " "



Programming Phase

Summary of lnitial Planning Phase with Youth Mentors Only

Build relationships over discussion and healthy food
C Develop a protocol for the start-up of each day (e.g., who prepares the

food; make list of snacks for the next day)
Ð Cet to know each other
Ð Develop an attendance list (use a journal for students to sign in)

Begin gym activities
3 Mixer and trust games
3 Cooperative games
C Low organized games (LOC)
C Aboriginal games

Begin leadership development activities
3 Strengths inventory
e 6ood Mentor/Bad Mentor activity
C Practice teaching to peers in the gym (in 2's, youth mentors lead the

activity for the day while the others pretend to be children)
e Photo cards: take photos of each youth mentor, with their name on a card,

and post these prominently in the school space that you are using
Ð Claim space within the early years school: post photos, weekly plans,

posters, etc

lntroduce 'sharing circles' for planning and de-briefing
3 Provide opportuníties for youth to share their personal perspectives, ideas

and experiences with regard to how the program is going. De-briefing
conversations following each activity day with the children, which are
often facilitated through a sharing circle, are a key component of our
proSram.

Summary of a Day of Programm¡ng with Younger Children
Develop a specific plan for each week. Assign responsibility for:

3 Food prep
Ð Meeting and greeting the children
e Checking to see who is there and who is absent
Ð Leading the gym and classroom activities
3 Seeing the children off
C De-briefing
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RECIPROCITY . REI.ATIONSHIPS
The mentor program applies a reciprocal approach to communal
mentoring. Reciprocity is the giving of oneself, of being generous and
receiving the generosity of others.

Communal Ârtentoring

Traditional Western ideas about mentoring are often expressed as hierarchical,
with an older person providing friendship, guidance and support to a younger
person. While we recognize the benefits of this type of mentoring, and include
aspects of this agelexperience relationship in our program, we view mentoring as

a circular group process, whereby multi-age mentors work with, teach and learn
from each other. The leadership within the group is constantly shifting, as different
groups and individuals take responsibility for specific activities.

Collective ulisdom is arrived ôt þy ô process of 'putring our minds
togerher' (Brôndt castel lan o, 2ooo, p. 26).
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tù(/ho Participates?

Based on our experiences and the relationships we developed with the early years
schools, we recommend the following as a general guideline:

outh/ High School mentors: Our original research project was designed with
a focus on involving urban Aboriginal youth in the development of a

cultural approach to sport and recreation. And so, we recruited Aboriginal
high school students who were interested in working with children and providing
leadership within a physical activity context. \X/hile we targeted Aboriginal youth
participants, non-Aboriginal youth were also welcome in the program.

A number of students joined because they were curious and thought the mentor
program might be fun. Some joined because they like working with children.
Others were interested in getting a leadership and/or physical education credit
toward their grade 12 graduation.

ln terms of numbers of youth mentors, "twelve" is a good number. We have had
between five and seventeen attending on a regular basis. The key is to work
towards developing a strong core of regular mentors who attend each week.

farV years mentors: The early years teachers identify children they believe

|I -""ta "t*t benefit'from participating in the program. Some children are
Eidentified because they are new to a community, others because they are shy

and could benefit from the social support they receive from a youth mentor.
Some are in dire need of after school "play" opportunities, and others might
benefit from the one on one attention during the academic activities. Generally,
we have left it up to the school teachers to recommend a few early years children
from each of the identified grades (a form for teachers can be found in Appendix
E). Up until now, students from grades two to five have participated in the
proSram.

Because we want all program participants to enjoy their time in the mentor
program we encourage teachers to recommend early years students with diverse
strengths, abilities and needs. We feel that a diverse group of early years students,
as found in most classrooms, helps to ensure success for everyone involved.
Therefore we ask the early years school to avoid only recommending students
that have identified behaviour challenges.

After the teachers have suggested students' names, a coordinating teacher at the
early years school compiles a list of all of the student's names, grades, etc. There
are often more early years students suggested for the program then there are
spaces. For this reason a small team from the early years school (early years
mentor support staff, administration, and/or other interested individuals) need to
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take the initial list and determine the group of early years students that they feel
would find a sense of belonging and support in the mentor program. After this
list has been compiled, notes are sent home (Appendix F) with each of the
potential early years program participants. ln addition, to the notes that go home
we have found it useful to contact the early years families by phone or when they
are at the school. Thís helps to create a relationship between the family and the
mentor program, opening the door for future communication.

t' lt is useful to put all of the forms and notes for the mentor program on one
colour of paper. lf you indicate to families, participants and school staff that all
forms that come on that particular colour of paper are associated with the mentor
program they will know what they are looking for. We have used this same
colour of paper to send out reminder notes that the program is starting (Appendix
6) or if there is any change of plans, special events etc.

Dependent on how many youth mentors are interested in the program, a 1:2
(mentor/student) ratio works well. Our mentor programs usually operate with
about 12 youth mentors; therefore we typically invite 25 children to join the
program. lf you are just starting your own program, don't worry if your number
of regular youth mentors is small. \X/e started small and we are always excited
with the youth that choose to be involved. lf you begin with only 4-6 mentors,
consider inviting B-12 children and gradually add younger children as your
program becomes more stable and your youth mentors, more confident.

*Ê 
tø&ê<æd{ """ # æctwæ&&y flæ&&øed Êw frønt øf t&'se

w&Eøfte grceÃp Êødmy ""."" {@ffie øf øwr qøøãeter

Èxøc&ßt@trs" sffiíd wåÊ&s @ veryr hãg swailfie)

& &eærsßed Êaæw tø eøpe wÊt&B kãds" LÊ&<e t&ze

kËds øsad t&deÈr pro,bëeryøs ffiypd the wøy têney

Ê&sÊsak ømd ewerytÊnÊmg" Nøt whsøÊ & t&tøwg&et
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How Àrlany Adult Allies are needed for a Successful Program?

Dependent on the context of where you offer the program (e.g., community
Sroup versus a school), you will want to be creative in your efforts to recruit adult
supports for the program. Our mentor programs have been organized through
two high schools, and have involved educators from neighbouring early years
schools.

Here is an example of what we view as a " bett cate" scenario based upon the
supports we have had in place for our programs:

igh school: Enlist support from one staff member who has responsibility
for the mentor program as part of their assigned work responsibilities.
These responsibilities include: recruiting youth mentors from the school's
student body; communicating with youth mentors during the school

week regarding upcoming activities; on-site support during the planning and
activity days; attending to any necessary school protocols to support
Programming (e.g., preparing consent letters, communicating with parents, filling
out permits for gym use; ordering buses; completing accident report forms, etc);
promoting the program with staff at the high school; and acting as an advisor for
the youth mentors (e.g., connecting them with potential job opportunities, writing
letters of reference for job applications, etc). lt is also important to keep track of
each student's participation in the program in order to ensure that all forms
required to receive course credit are completed and submitted on time.

arly years school: Enlist support from one staff member who provides on-
site educational and organizational support for the program. These
responsibilities include: getting to know the youth mentors during planning

sessions; providing input during the planning sessions so as to best prepare the
youth for the early years children; communicating with school staff and parents
about the program; identifying early years students to participate; providing some
initial management supporf when the children first begin the program, such that
the activities all start on a positive note; and ensuring that safe transportation is in
place for the children as they leave the program each week.
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niversity mentors: Support from two university students with some
experience working in
physical activity

environments and with children
and/or youth is an asset. These
students act as allies and mentors
for the high school students, as they
all share their knowledge and skills

8 &esrmed &aøw tø wørk wÊt&B øt&ser

about working with children. These students should have up-to-date First Aid and
CPR, and where possible, have a car available if needed.

ommunity mernbers: Where possible, it works very well to enlist the part
time, 'paid' support of a community member, and particularly a youth
who may have recently graduated and/or has been a youth mentor in the

program. By providing this paid position, youth mentors see that their
pafticipation in the program can lead to tangible outcomes, such as a part-time
job and educational opportunities in the future. ln the past, we have paid a

community member for 6 hours of work/week at approximately 510-12/hour.

Other adults: Where possible, support from volunteers, or education/university
officials can add to the overall strength of the program. For example, a

kindergarten teacher often dropped by the mentor program to just chat with the
youth; having this informal support really helped students build a sense of
belonging with adults ín the school.

wøo're""" we&&, pe@p&e øf æ&& ffiges"

Did you know? Participation as a youth
mentor might lead to a high school
course credit by way of leadership
and/or "out of class" physical activity
hours towards a physical education
credit. Check with your school to see if
this is possible.
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RESPONSIEILITY
Responsibility is for the individual, for our interconnected communities, for
the empowerment of all.

þ'we øaewer døme øraffiÊaårng &Ê&<e tÊsæt beføre" Ê &i,ke tø wø&ø,øwteer.

One of the greatest outcomes of the mentor program is watching as the
university and high school mentors develop a greater sense of confidence in
the people that they are and the strong roles they play within their
communíties. Throughout the mentor program one can watch as everyone
in the group, in their own unique way recognizes their place as a strong role
model and works to share their thoughts, voice and ideas in intercultural
spaces.

The relatíonships formed within the group support everyone in reciprocal
ways. As each person gives, they also receive. Here the mentors celebrate
abilities, gain confidence and recognize that they are identified as role
models in their communities.
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As leadership skills are developed and shared the group works
collaboratively. This includes working cross-culturally and tapping into the
often-untapped abilities of youth, working together in community
programming. By observing others, reflecting on our own roles and bringing
our best to the interconnected circle, we all share.

Youth mentors demonstrate a sense of empowerment and an ability to say "l
can do this". There is a range in how the mentors demonstrate their skills
from leading groups to role-modeling within the group, to quietly working
one-on-one with the children. Throughout the mentorship program,
university and youth mentors claim responsibility for others and themselves.
The people involved in the mentorship programs have demonstrated an
increase in their involvement in activities that they already participated in, a
willingness to try new things and have taken greater control of their own
well-being. For some, this has included increasing their daily physical
activity, volunteering within their local communities and/or making
employment connections.

Now rhôr you Knoul houl to
stôrt up your oujn fîentor
progrôrn, some of'the
possiþ¡[¡ties ônd ulho needs to
be ¡nvclved ycu need æ
deterrnine houl you ulill
ôCquine f'unding.



Budget

he following budget applies to a weekly program with activities offered two
times per week. Figures are based on 12 high school mentors &.2-4 adult
allies (meeting one day to plan); these budget costs for food are then

adjusted with the addition of 15-25 early years children for a second daylweek
during the program phase.

Prices vary from place to place and increase over time, so ... check out your local
store for costs. We buy all of our food from Neechi Foods Co-op, an Aboriginal
owned worker cooperative on Dufferin Avenue in Winnipeg. The people at
Neechi Foods Co-op are great supporters of our programs, and they have been
providing healthy food and product choices since their store began.

Food

A typical menu for one day with costs from Neechi Foods Co-opg
(HS mentors only=16 people):

For the same menu offered with 25 early years students, double the amount for a

rotal of $eo.oo

5 x loaves of banana bread @ $4.00 each 20.00
6 x l1 boxes of juice &/or skim milk @2.00 t2.oo
lxbasof 5+.oo
lxbasof $+.oo

TOTAL 00

Apples, I

Bánanas
Oranges
6iàpes,
Berries
Melon

Cheele¡..;',;;;,,',,

P,, cr!ri!-s:,,,

.*'Bañnockr..
:'.';: . :":.. r' .t : ::4.:

pIZZA,:,-.,..". 
: : :', 

:.

1Véggig&.
f¡:u.i rãr -'r

Cucumbêrs,,,'.. Bán¡ôik
(sliced) Banana
Carr:ots (cu lJ,',': brB¿d' .:',.

Cherry ,,.,, r ,,':Cóokíei.
tomatoês,.'',,:,CraCVeÍs'
Cefery: ',., Glalota;,,,

bars

,:,,:ltX/,.ater:(with
,':., a.'sliée':' of:,. .: :,,

.,,..l g'm ó n. o.,Í...,,¡'

,, ain$e);',,,;'.1

:¡, ffiilft .1,'..:,i,,,, . 
r'::.

t,,,:SOiry.,,, 
llK..,,,,,t,,,

' 
:,: ) gi ç¿i:,.' ;, ;',, ;,',;; : ;';: ;

'tTypical foods and special occasion foods (marked with an 'k)
r' For younger children, you need smaller portions because they will eat less.
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Education C,ames

Typically, SZOO can pay for the purchase of enough games to get you going.

Gym Equipment

A bare minimum of equipment and facility space needs are: an open gym, a large
bag of gator (soft) balls, 4-B pylons, a parachute, and gymnastics mats.
'kln the past the early years schools have offered access to their gym equipment,
provided that it was well taken care of and properly put away.

Salaries

Hire 2 adult mentors to coordinate program at 6 hours per week (4 hours of
programming with HS mentors, and 2 hours of planning &,/or De-briefinÐ. At
$lO/hour, this is a cost of $120 per week, plus benefíts (add 8olo).

Special Activlty Costs

Bus transportation for EYS might be necessary
Arranging an Aboriginal Games and Activities workshop for the high school
mentors (Aboriginal Elder/Aboriginal cultural games facilitator)
Field trips (bus fare, etc)
Certification of HS mentors for First Aid and CPR
Certification of HS mentors for Coaching Level 1

'r'kSome schools require a Criminal Record Check

Estimated Total

Estimate of Costs: $SIOO for a 30 week program

52soo/2 adulr
mentors

$8O/week of the
program (2
days)

Board games,
poster paper,
etc

To be
determined
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SAMPLE GYNd ACTIVITES

Gym Activitles r#e ['{ave Played

n the first day of your program, begin by asking the high school mentors
which games they played as children. They will come up with a list of
ideas that you can immediately start playing, such as What time is it Mr.

Wolf, Frozen tag, and other playground games and activities. Start with their
games and then just keep adding to the list as you introduce new games each
week.

'? Make up your own variations for each of these games; change the names (using
both genders, as in Mr. and Mrs. Wolf; Simon and Simone Says, etc), change the
rules, but keep it simple and fun.

Yøøs p&øy wÊt&s Ê&ae &<ãds &øæ

Ê&ae gywa" fl fæe& ew@re

pÊeysËew&&y øaÊÊve Eßow

s&øaae Ê&aÊs prærytr@s?ß

størÊed"

"'We gøt røed.ed{"'

{æ svÊewtør speøkÊwg øbøøet ø

døy w&dem tþse y@enffig @rses

jwse werers"t &i,stewãøag """)"
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Tag Games

or safety, ensure that all students are listening to the instructions for each
game. Clearly specify the boundaries (stay away from the walls and any
other obstacles). Provide all students with a signal that you use to get their

attention.

Frozen Tag

Line Tag

Colour iag

Ð7hen caught, "freezet' with,arms,out; you're unfrozen,úheR,,',.','.
someone runs under lour ârms to free yo-u. ,' -, ,1, i ,'

Everyone must run along a line;'tággers carry a coloured pinny; if
tagged, pass the pinny on; no tagging the tagger

Divide group into four teams each with a different colour pinny;
call out a colour to be it; if tagged, sit down; you are freed and
back in the game when a team mate picks you up by the hand

Like chain tag, when caught, join hands as the taggers become a
bigger and bigger chain until everyone is linked up...

\X/hen caught, raise arms above head to make your body like a
banana; to be freed, a teammate unpeels the banana bypulling
one arm down; when both arms are "peeled"; you're free

ln a row, partners sit on the floor with their legs straight in front of
them and with their feet touching together on a given line. The
next pair sits next to them about a meter away with their feet
meeting at the same line. Once all pairs are lined up side by side it
should look like a ladder. Give each pair a number. The leader
calls a number. When a pair's number is called, they quickly stand
up and race through the "ladder" to the end, then behind the
ladder on either side and then back through the ladder stepp¡ng
between the legs of the other students, until finally returning to
their original spots. Repeat &. call all numbers.

Give red pinnies to 3 or 4 students who wilt be POISON. They try
to tag the others. When tagged, students get sick and have to sit
down, Givè 2 or 3rMED|CINE.:PlLLS,{ho,ckéy:puckg'16,,e'i;þs¡,,.,'.,,,,,.,,',.

Blob Tag

Banana Tag

l¡dder
Races

Poison Tag

students. Their job is to look for: séqtéd iick p --le ând hand them
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Aboriginal Games and Activities

Ring.on a String 
llace a ring,on a pigce o-{,r:onq,aboutrS,fêet:long..Put a small

: ring or a circular roþe. ,Hq¡1e6.* people.hold the ¡ope in a
circle. Çne qlaVer go-es in th9 centre qnd tries to follow the :,,

ring as the- ôther.s try to,pass !t,around in an attempt to trick
the player in the centre. After a given time, the game stops,', '

a.nd.the. player in. the centre gets to choose 3 hanãs that helshe
thinks the ring might be in.

Dog Soldier

Gentle Always
\,x/ins

lnuit Wrestling

Foxtail Games

The dog soldier stands in a hoop with a flag for a tail in his/her
back pocket. He/she has a coo stick (we use a soft ball or a pop
bottle contraption with lots of padding). Others circle the dog
soldier and try to take the flag without getting hit by the coo
stick. lf a player gets hit they have to do something before
continuing to play (e.g. Wait 3 seconds, go touch a wall, do 3
jumping jacks etc.) lf someone gets the flag without getting
hit, they become the dog soldier.
Two students hold opposite ends of a rope with their feet
together in a squat poiition. The object ii to get your
opponent to let go of the rope or tose his/her balance.

Two students hold on to the same stick with one hand. They
stand side by side with their feet pointing in opposite
directions. The object is to get your opponent to let go of the
stick or move his/or feet by getting him/her off balance.

Target shooting; Throw and catch for points (catching it close
to the head is 1 point, in the middle is 2 points, and althe tip
of the tail is 3 points - no point for catching the head);
Ultimate foxtail - like:thá F¡¡r6ss,gâme but-using foxtails. - " , :
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Ball

F

Manipulation C,ames

or all 'dodge ball' type games use rules that promote safe play. Have
students aim below the waist. Encourage older, stronger students to throw
with their non-dominant/weaker arm. Set up clear boundaries and watch

closely for any students who might not feel comfortable in a game. Where
possible, use pins instead of bodies as targets.

Dr. Dodge
Ball

Pin Ball

Asteroids

Prison
Dodgeball

One arm
circle ,

,lhockEV-

Two teams on each half of the gym, each with.,a,,p,oê!or tô fave,,. ,.
anyone who is hit by'1¡s balt¡.,begin by throwi¡g the ball.àt a,ptayer
on the opposite team; if hit, sit-dgr,-v¡'andithe.poctor will,conre,and
rescue you (by pulling you on a mat,,,hofdi¡t,¡aogr..hand; orlCom!ng-l

Place a set of plastic bowling pins on the center line of the gym,
length-wise; have team one stand on both sides of the gym, facing
the center line - their job is to knock down as many pins in 2
minutes as possible: team two stand on either side of the pin, an
arms-length away, and uses their feet to protect the pins from being
knocked down. After two minutes, count the remaining pins and
then switch sides to try and beat each team's score.
Two teams, one with gator balls, one without; arrange mats at each
corner of the gym, such that team one can run from mat to mat in a
circle; team two tries to hit a person on team one as they run from
mat to mat; if hit:below,the Waist;,¡thê,run -er,'ré¡ùrns,tÒ,,thér.lãst,mat

and tries to run again; count how many full circles each team
member can run.
Divide the group into two teams and have each team go to
opposite sides of the centre line. Designate a "prison" on each side
using lines on the floor or mats. When you get hit, you must go to
the prison on the other side. lf you catch a pass from a team-mate
while in the prison, you can return to your team. (Alternate version:
when one prisoner catches a ball, all the prisoners are free).

Have 6 players form a circle. They stand with their feet very wide,
touching the side of the shoe of the person next to them making a

circle. A dodge ball is thrown into the middle by one player who is

outside the circle. The players now have to attempt to score on
each other by knocking the dodge ball through another player's
legs. Players 6¿¡ ¡ þle6þ.shots.ú9!,ng.qne arm only, and kqóck.thè,,bal!'
through other player's legs with this same arm. Once you have been
scored on you retrieve the balh the player standing outside the
cir.cle takes your ptace an{,vou,'thr,ów the ball into the'middle.ránd:,.
wait until another player gets scored on.
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Additional C'ames and A,ctivities

Obstacle Course

Scavenger Hunt

Set up based upon the ideas of the H5 mentors and the
available equipment. Be sure that the course is

developmentally appropriate for children and safe.

Make a list of items to collect and send students outside for an
adventurous hunt for each item.

Parachute Games Red light (stop shakihg)',Yèllow,Llght (shake,slowfyJ Ç¡ssrì, ,

Light-(shake fast); Cat and Mouse: One student (mouse)

crawls under the páiachutè,While, ànôtheq,,,(caÐ. irãwls on top

holding thê par:ach¡,r-te. æthei¡yaité,with. theii,,fgeJ',e-xtended

parachute and a life guard (player) walks around the outside
: of the circle. The lifqguardli ¡oU is to save the plqyers;wþenl

[: ;i: i, i# ll [ïiff: lîiï ji#,lï:r:::'[ïl? 
; Jåï"i

by the shark. lf pulled under, the player becomes another
shark.
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Educational 6ames & Activities

laying a variety of board games allows for groups of 3-4 older and younger
students to build relationships while having fun and learning. Some games
encourage the development of math skills (adding and subtracting), patterns

and logical thinking, problem solving skills, basic literacy (the vocabulary used for
various body parts), memory, elements of chance and probability, as well as

interpersonal skills.
Here is a list of games we found work well with children and youth. While we
highlight the obvious connections to learning, the games provide more than one
element of learning...

' Snakes'and
'Ladders,

Connect Four......
Batt!eship

,Dice,'
Pìayìng,Cards
:.

Other activities:

Craniúm,-
multipf e ,' ,.

!ntelligencei

T,w!stgr{ma!h,
lÊieftÈért,'':, 

" ;,t,; ;,,

di rêctiéns,.,,'r:':'':'

bâlâiìtê) ..: :,.',',',.,,

I,eingþ',,,,;',;. ;,'',,'',:'
€heckéis'" '' ' ..

Pic.tioh.àry¿.{a':t)

B,ingo.Nãm¿,.'.,..
6¿rnþ '-;':' ':1: 

;;:'''::,:,

,(!nt*È ó¡at:.
SVlllSJ :' ;::',.; :.. ;;,;', :',,,',,

Reading books
Scavenger Hunts
Arts and Crafts
Literacy activities (e.g., Mad Libs, cross words, word search)
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CONCLUSION

ln this "How To" Manual we have attempted to offer:

The principles that have guided the development of youth mentor
pro8rams;
How the youth mentor programs are developed;
How they are implemented, and;
How your community can develop their own Youth Mentorship
Program

Now we encourage your communify to make it your own!
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,4. Brief'InFormat¡ve $ummary oF Mentor Progrôm
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E. Init¡ôl communication Form çor $choot $tafF

F. Information and consent Forms f'or the Families of
Younger Participants

G. .4 Reminder Note for Families
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Appendix A
Rec &. R.ead Schedule

3:30-Snack Time

d. arrive at school between 3:00 and 3:L5

.t prepare a snack for the younger students

.þ cut up food and place it on plates

{. banana bread, bannock, crackers, fruit, juice

4:00-Gym

.:. take the students into the gym

.3' sit the students down and explain games

d. participate in physical activities with students

.:" mission impossible, swamp ball, olly olly octopus,

."". Obstacles, bean bag game, tag games

4:30-Mulitpurpose Room

* bring the students back into the room

.å. set up and play organized games or do crafts

* board games, drawing, crafts

4:50-Home time

€. get students ready to get on the bus

5:00-Debreif

d" discuss how the day went (good things/things to improve on)
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Appendix B

Þaiåy Fåanning Sheet
Dote:

Event ïimes Plans

Snock

Gym Activities

Educotionol
Activities

Get P,eady &

Lood Bus

160
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Appendix C

Dañly Planntng Sheet - Filled ln

Dote: Ápril 6,2006

Notes: For some progroms we hod bussing ond for some we wolked the early
years students home.

t6l

Event Times Plons

Snock

3:35-3:50

Alex will help to organize thís piece. He will
be at the early yeaîs school ot 3:00 to moke

sure everything ís ready. Everyone signs in
ond hos photo token. Mentors wotching for
buddies.
* Sign fn: * Pictures:
Snock will be sliced opples, juice ond

goldfish crqckers * Helpers:
Hove pictures Taken, get snock ond visit with
buddies.

Gym Activities

3:50 - 4:20

Joe will lead the games we ployed the doy

before including Bononq Tog, Humon Knot
ond Dr. Dodgeboll. He moy qsk for
volunteers.

EducoTionol

AcTivities 4:20-4:40

Amy will exploin this octivity ond will hove

lhe supplies ready. Getting to Know you

Bingo. Mentors ond buddies will move
qround the room to try to fíll up sheets
first. Enthusiosm ond joking will help moke

your buddí es f eel comfortoble.

Get Ready &

Lood Bus
4:40-4:45

Thís will have to be fost. Tf everyone can
tqke the leod with to get their two buddies
on the bus thot would be great. Amy will be
on the bus wíth o líst of nomes to ensure
eveîyone is present.



Appendix D
Flomnimg for doys with our younger buddies

F8onnír¡g oheod for upcomíng weeks

Dote Teom
(mentors thqt qre ín charge of
porticulor octivities thot doy)

Activities
(this includes snock, gym

octivities, multipurpose room

octivities. cleon uo etc.)

162



Appendix E

Attention 6rsde 3, 4 & 5 Teochers:

The (university or organizotion nome), (high school name) ond our school ore
involved in o community mentorship progrom. The university stoff members
hove olreody storted. Some mentors from (high school nome) havebeen
recruited qnd qre keen to begin. Now oll we need qre students f rom (early
yeaîs school).

We sre targe'fíng students in grodes 3 to 5 who would 6enefi't f rom some

exlra time with q mentor from within our community. This will be on after
school progrc¡m. We are hoping to run o session for (number of weeks) weeks
lhot will begin in the first few weeks of (Month).

The best port of This is oll you hqve to do is suggest onywhere from zero f o
four students in your closs. We wíll contqct fomilies thot will potentíolly be
involved both by phone ond through written explonotíons of the progrqm.

Theprogrom wíll run on (doy of theweek) from 3:30 to 4:45. Snocks,
physicol cctivíty, leorning games ond trqnsportotíon will oll be provided.

Teacher's Nome:

Students; (please provide f irst qnd lqst nomes)

ff you hove ony questions or comments pleose lel me know, this will help us

to ensure thot we qre runningthe best progrom we con.

Thonks f or your help,
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Appendix F

ffiæ6 & ßead

To: Pqrticipants ond Fomilíes

From: (Your name) ond Th¿ Rec & Reod Teom

The (nome(s) of other schools involved) ond our school ore ínvolved in a community
mentorship progrom. This is an after school mentorship progrom thot we would like
to invite (child's nome) to be o port of.

The progrom will stort on (stort dote) qnd run for a totol of (#) weeks. The
progrom will run every (doy of the week) from 3:30 to 5:0O ot (nome of focílity).
The mentorship progrom wíll see one to two eorly years students partnered up with
on older friend/ mentor from (high school). fn addition to the hígh school students,
there will be o teqm of four stoff members from the (nome of university or
or ganizat i on í nvo I ved ).

The purpose of the program Ís to bring community together while developing
individuols. The progrom will follow q símilor formot every (doy of the week).

3:30 - 3:50: Everyone gothers in the Multi-Purpose Room for a healthy snock.
The snqck wíll be provided.

3:50 - 4225t Everyone will ploy low organized, octive gomes in the 9ym. These
moy includetag games, sports, relays etc.

4225 - 4:55: Everyone will gother for educotionol opportuníties. This time moy
include boord games, time to read together , ar| opportunities etc.

4:55 - 5:0O: A school bus wíll orrive ot (locotion) to take oll of the students'
home. Tronsportotion ís provided.

As o teocher at (plug in school nome) f encouroge eoch of you to contoct me íf you
hove ony questions, (plug in school number). Thonk you for your support. rf you
would like your child to be o port of the Rec & Reod progrom pleose f ill out ond
return the ottoched f orm by (Date).
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Permission Form

* To be filled out and returned

I give my child permission to attend activities at (name of school or community
facility) with the Rec & Read Community Program.

(Child's Name) (Parents/ Guardians Signature)

Within this program pictures may be taken of my child to be used for promotion of
and final repoft of program.

(Child's Name)

lnformatior¡ About Ghi¡d

Child's Name

Address

Phone Number

ParenUGuardian

Emergency Contact:

Name

Ph. Number

Medical Concerns and/ or Allergies

(Parents/ Guard ians Signature)

Birth date

Doctor's Name

Doctor's Ph. #
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Appendix C'

Rennínden:
The Rec & Reod progrqm will stort on (Doy of the week) this week. your
child will be stoying qfter school qnd will be bussed home. The bus will leqve
the school at 4:45.

Reminder:
The Rec & Reqd progrqm will storf on (Doy of the week) this week. your
chíld wíll be stoyíng after school ond will be bussed home. The bus will leave
the school at 4:45.

Renínder:
The Rec & Reqd progrc¡m will stqrt on (Day of the week) this week. your
child will be stoying after school ond will be bussed home. The bus will leove
the school a'f 4:45.

Reminder:
The Rec & Reqd progrqm wíll stort on (Doy of the week) this week. your
child will be stoying after school qnd will be bussed home. The bus will leove
the school at 4:45.

'?Thís paper has multiple notes on the same page. They jurt need to be cut up
into individual notes to go home with each early years program participant.
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CTIAPTER STX: I-EARNING, CONVERSING AND WORKING TO

UNDERSTAND

I now find myself in the westem quadrant of the Indigenous Perspective of

Transformation. Here, I have slowly spun my cocoon and taken the opportunity to

reflectively examine what I have leamed over the course of my graduate research.

Through stories, reflections and ponderings this chapter is an attempt to share the

immensity of what I have discovered from my experiences with the Rec & Read mentor

programs.

The discussion that will unfold on the following pages will further build on what I

have leamed in relation to the Circle of Courage quadrants of Belonging, Mastery,

Independence and Generosity and the 4 R's of Respect, Relevance, Reciprocity and

Responsibility. Here I will further reflect on some of the key elements that have emerged

throughout my involvement with the mentor program and how they can be understood

within the following framework:

Belonging
& Respect
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I am hopeful that what I share here will connect, reinforce or remind other researchers,

recreation professionals, community workers and educato¡s of how a cultural approach to

urban Aboriginal physical activity and recreation can meaningfully engage young people

as fully contributing members in our dynamic communities.

The Interplay of Respect and Belonging

Respect is not about conformity or assimilation it is about recognizing that there

are multiple \ilays of knowing. It is with this understanding of respect that the mentor

program welcomes people saying, ..you belong here.,,

Respecting Our Shared Voíces

As with most cornmunity-based research projects it was important that fieldwork

data was collected as a means to interpret and understand the successes, challenges and

aspects that could be improved upon in the mentor program. As a research team we

approached the research process as bricoleurs (Denzin & Lincoln, 2000). Denzin and

Lincoln's description of a bricoleur is a researcher who, "produces a bricolage, that is, a

pieced-together, close-knit set of practices that provide solutions to problems in a

concrete situation" (p. 4). Working as bricoleurs, we utilized various research methods,

tools and techniques. As the study unfolded, we remained flexible in our approach to

Belonging
& Respect
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data collection, which paid off. The anticipated research activities included university

team members keeping joumals to document their observations and thoughts in relation

to the study, as well as to have the thoughts and feelings of the youth participants

documented in their own individual joumals.

Entering the mentor program and research process I prepared myself in ways that

were shaped by my teaching experience and looked forward to the unfolding of the

research project. Little did I know how quickly my plans would change.

I remember that week of mentoring so clearly. In anticipation of the program

stort, I had spent hours buying the supplies and putting together fancy bínders for each of

the high school mentors to use as a journal. I purchased new three ring binders filled

wíth paper to write on. I even wrote a letter to everyone to íntroduce what the binders

might be usedfor. There was a packnge that included some of our favourite gym

activities with room to add on. There was an empty table to list our fovourite snacks,

plønning sheets, everything we need to get started. I was excited that day to hand out

everyone's foncy new journal and anticipated the many wonderful things that the mentors

wouldfill themwith.

All went reasonably well as we went over the letter and the games but there

certainly wasn't the sense ofioy and anticipation in the air that I had hopedfor. As we

got closer to writing down oLr own thoughts and ideas the air seemed to thicken with

hesitation. Hunkered down with our fancy pens and journals, quiet descended on the

room. I wasn't sLre what to say or think until finally, Steven broke the awlo,uard silence

with, "what do you want us to write? "

"Yeah, " chimed in Melissa, "what should we write down? "
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" Whatever you want, " I responded. " How is the mentor program going so far?

What do you like about it? What is going well? Just write down your thoughts and

feelings about the mentor program. " I had already said this but maybe they just needed

me to restate it.

"So what do you want me to put down Amy? " Steven asked once more, directly.

" Well what do you think of the mentor program? " I asked.

"I like it." Steven stated.

"Good, that's a start. Write that down." I replied.

"Okny, I will write down that 'I like it.' Is that okay? " asked Steven.

A little perplexed, I watched as some of the pages remained blankwhile afew

other students wrote down, "I like it".

"Now whet do you want us to put down? " asked Melissa.

Before I could evenformulate a response, another chimed, "I don't like this."

It was clear within those few moments that this research activity was not meant

þr us. Perhaps it could workþr another mentor group, butfor our group that year,

keeping research journals was not the activity of choice. I looked out at the group and

thought, "whctt next? "

In the cupboard with our numerous supplies wos a tape recorder, tapes and

batteries; all supplies that were on handþr when needed. "okay," I said. "vfhat do

you think of putting the boolcs away for now and just having a conversation? "

This suggestion seemed to produce a bit of relief We moved the journals aside

and placed the recorder in the centre of our group. After some uncertainty around the

new tape recorder and afew "hello, ltello" tests by the group, the conversøtion started.
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The dialogue that day flowed beautifully. Everyone shared what was goíng well

with the mentor program, what they liked, andwe all discussedwhat we thought we

could work on to improve for next week. From that dayþrward thís type of debriefing

circle became o part of our regular routine, a routine that has allowed us to work

together, to grow together and to collectively inþrm 'our' mentor programming. Even

though the data collection component of the mentor program has long been complete,

and the tape recorders have been put away, the debriefing conversatíons continue

because we learnedfrom the youth partícipants that this was a meaningful way to

generate discussion. Because we respected them and their ideas and let go of our own

prescriptive data collection ideas, we were able to identifu a cultural component that

would become an integral part of the mentor progroms.

Our debriefing circles are a place for everyone to share their thoughts, feelings,

opinions and questÌons. They are also a place for us to connect, ffirm our sense of

belonging and see that each of the program's successes rely on our multiple perspectives

and abilities. Not everyone spealæ each day, but everyone definitely lcnows that the

opportunity is there...

The inclusion of the debriefing circles is one of many examples of how youth

guided their engagement in the development and organization of the mentor programs.

As the story above demonstrates, the resistance demonstrated by the youth was respected.

In response to this resistance we learned to look for other means to communicate. The

means that informed and continue to inform our mentor programs are the use of circle

discussions. It is within these circles that university mentors and high school mentors

share power, whete everyone's opinions and perspectives are valued and inform our
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understanding of our shared mentor experiences. Over years and with different groups of

mentors, the debriefing circles are always welcomed as space for discussion. The

reminder that Creator gave us two ears and one mouth, therefore we should listen twice

as much as we talk, is also helpful.

The teaching of respect has offered guidance throughout the mentor programs.

This is one of the teachings that I have intentionally worked to place in all of my

relationships and roles. I think it is important to respect children, youth, families, and

colleagues with the same sense of respect that we would want others to show us. That is,

listen to them, get to know who they are and appreciate individuals for who they are

without measuring them against who they are not. Share with them pieces of who you

are. Let them know where you come from, tell them about your family and what you

enjoy doing. In this \ /ay, respect creates the sense of belonging in the group.

Far too often I feel that I hear teachers imply that they should be 'respected'

because of the role they occupy. This respect is often demanded without being

reciprocated. And from my observations these forms of student-teacher relationships can

be volatile. I have noticed reluctance in many educators and recreation professionals to

allow themselves to fully share decision making, planning and delivery with the young

people around them. Burned into the thoughts of many individuals is that of the teacher

or instructor who stands in front of the group delivering a plan for everyone to follow.

V/hat I have found is that not only are people more committed when the planning and

delivery efforts are collaborative, it is also a lot more fun.

I believe that a few of the fears and misconceptions that people have to let go of

before they will be able to move forward in a collaborative marmer is the misconception
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that shared voice and decision making means no structure. I believe that if anything there

needs to be more routine and structure in a group in order for the unthinkable to happen.

For instance in the mentor program, there is the structure of welcoming and settling, time

for a snack, physical activity time, followed by time for small group, often educationally

based activities. These are the structures that flow from one week to the next. Where the

unexpected happens is in what activities we do at each particular segment. When the

responsibility for the program or adventure is shared the structure often remains, but what

is released is the rigidity that often determines what will happen at each particular

moment. Going back to Merton's (1957) theory of self-fulf,rlling prophecy I can't help

but wonder if...

"Perhøps What You See is |l/hat You Get"

From the very inception of the mentor programs I knew in my heart that the youth

would be fantastic. I also knew that beliefs were not shared by everybody, which was

reinforced when a group of educators and researchers sat together to initially discuss the

potential of an Aboriginal youth mentorship program.

At the meeting Joannie and I shared a basic frameworkfor an after-school

mentor program at Early Years Community School. It was proposed that the "Rec &

Read" mentorship program would include a self-selected group of Aboriginal youthfrom

the high school working alongside a multi-cultural group of childrenfrom the early years

school.

For the most part everyone around the table seemed on board and willing to offer

their support where needed. However, still to this day something lingers with me from
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that initial meeting. It was when we indentified our goal to involve Aboriginal youth os

role models and mentors.for the younger students. Immediately in response, one teacher

guffawed as a second expressed concern. The two teachers who the school had identified

as supporters suggested that we rethink our target group of high school mentors because,

as one said, "most of those kids aren't role models. If anything, they need role models

themselves!"

For me, those words provided a blow that sucked the energy out of my spirit. It

hurt. The message wasn't directed at me, but I sure felt it. It was clear to me at that

moment those two individuals and I were viewing the world ønd Aboriginal youth

through very dffirent lenses. I recall having to emotionally dust myself offfrom the

blow, as I realized the importance of the work we were doing. I wondered to myself, " If

this is how the people who are identified as allies were viewing the youth, then what

reception were they getting from other teachers? " I lcnow of many colleagues who are

less interested in supporting programs for Aboriginal youth, and this encounter reminded

me of the challenges Aboriginal youthface on a daily basis.

At that instant, I knew that the mentor program had to continue and more than

anything it had to highlight the strengths that so many Aboriginal youth have to share.

Respecting Aboriginøl Youth and All That They Høve to Offer

Throughout the five years that the Rec & Read mentor programs have developed,

transformed and continued to grow the youth who have been involved in the mentor

programs have never ceased to amaze me. 'When I think about the hard work, dedication

and enthusiasm that they have brought to the mentor program as leaders and role models
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in our numerous school-based communities, I feel a sense of wonder, asrtazement and

pride. Within Laara Fitznor's (2002) doctoral thesis she shared the stories of many

educators and offered them the opportunity to voice what they saw as important in our

schools and communities. One of the voices thatLaarabrought forward and someone

who supported her work was Bruce Elijah. In his comments, Bruce Elijah shares that

children are hungry for role models, they are hungry to demonstrate their sense of

responsibility to their communities and they want to be leaders. I think thatif Laaraor

Bruce had the chance to see the Rec & Read youth mentors in our schools and

communities as young, active role-models they would agree that our mentors are both the

children and role models that they were envisioning.

The high school mentors who have committed themselves by generously

serving their communities through their time, energy and strengths, have made

each of the mentor programs uniquely successful. When Aboriginal youth are

respected and find a sense of belonging, they can shine. In response to my

wondering above where I ponder, "Perhaps what you see is what you get", I add

"yes, what you see is what you get," as the following reflection illustrates:

I look back to that first year of the mentor program and I cannot help but laugh to

myself. The program was up and runningfabulously. Week after week the high school

mentors were present and involved in the program. They were happy to support our

multi-school group and ensure that the younger students had everything that they needed.

The high school youth mentors were all that we had envisioned and hoped they would be.

I remember Joe, Alex and myself sitting around one day after the early and senior

years participants had left. LTe were chatting about how the high school must høve
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wanted to make a good impression, since the students that they had encouraged to come

out to the mentor program were top notch. To the three of us there was no way that these

were the students who were "in need of' role models, as had been initially suggested.

These high school participants were not only role models þr the younger participants but

they continually acted as role models for us, the university participants.

Two weeks following the conversation between Joe, Alex and I, our mentor group

was sitting around chatting in the multi-purpose room. As anyone who has been involved

in the mentor program knows, "hanging out" together is something that we do o lot.

That particular Thursday Aaron had not shown upfor the mentor program.

So, wondering where he was, Joe osked whether anyone had seen or connected with him

ot school that day. In response the other high school students looked at us with

puzzlement on their faces. One asked, "Are you jokíng? " A second added, " Don't yol't

lçnow? "

To our surprise, the students told us that Aaron had been expelledfrom school

over a month ago. Somehow, all three of us had no løtowledge of that, as Aaron hadn't

missed attending the mentor program until today.

"What? " Alex, Joe and I couldn't believe what we were hearing. How Aaron

could have been coming to the mentor program each week, showing up on time, being

fully involved, while none of us had picked up on his expulsionfrom school, had the three

of us in a state of disbelief.

Somehow, Aaronfelt connectedwith the mentor program but not with school. He

continued to come out to the group twice a week to participate and share his strengths.

As co-mentors we loved how Aaron could.find ways to both play hard yet have us
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laughing. In the mentor program Aaron's lightness mixed with dedication encouraged

everyone to get involved. After that day, Aaron remained a consistent participant in our

mentor group þr the rest of the year, far beyond his expulsion from school. And we have

continued this policy of welcoming those who have been 'kicked' out of school.

As I thínk back, I have a smile on myface which can be easily explained. Aaron

and all of the high school mentors have been the responsible young people that I expected

to meet. They are all kind and caring; they have demonstrated leadership qualities; and

they have shown their desire to be involved in their community. The question here is,

"ore young people in need of role models, or are they waiting to be viewed and

approached in a positive way, as all youth should be? "

This sense of commitment and wanting to be with the large mentor group has also

stretched to the early years mentors. I have had a number of teachers at the early years

schools tell me how some students' attendance went up on the days that they would be

involved in the mentor program. Even though it makes for a longer school day, there is

some draw to the mentor program that has the students ensure that they are at school on

those particular days.

So what is it that made Aaron and others like him want to be present and involved

in the mentor program? From our research we have found that the sense of community

that is created contributes to the participants returning from week to week. Other factors

include the voice that everyone has in decision making. In addition, the participants

appreciate how their presence is celebrated by their fellow mentors rather than someone

dwelling on their absence.as Everyone shares laughter and excitement as they plan for,

a5 In the mentor program we have had children and youth who have come out to the program a few times
and chose not to return. In these cases we feel that this isn't the time for those individuals. The key is to
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play and discuss the ñrn activities. Importantly, everyone likes to know that they are

needed and appreciated; this is reinforced by everyone contributing to the pianning of

activities, preparation of snacks, cleaning up and participating. Another drawing point is

the social atmosphere that is created. Whether it is conversations over a healthy snack,

loud outbursts of screams and laughter in the gym or the quiet discussions that are shared

over a good book or intense board game, there always seems to be a hum that fìlls up the

social spaces of the mentor programs. These are some of the pieces that the youth have

said keep them coming back. I don't think that I can say it is one particular thing; it is all

of these pieces and more, that keep mentors such as Aaron and myself coming back from

one year to the next.

The Interplay of Relevance & Mastery

It is by acknowledging and respecting the various perspectives that we all brought

and continue to bring to the mentor program that I recognize it as culturally relevant.

That is, it is relevant to the people who participate, the cultures we exist within, and the

various connections that we all have which continue to guide the mentor program. With

celebrate the presence of the people that are present and always welcome new comers or people that choose
to reconnect.
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this approach we have worked to build on the cultural capital that everyone brings to our

shared experiences and interactions. As discussed in chapter four, it is with a sense of

belonging in the program, where their views are respected, the mentors can apply their

strengths and master the skills they bring and gain from their involvement. And within

our various interconnected circles we build programs that are relevant to us all.

"Are Ple Ready?"

Somehow, it seems no matter what mentor group it is, what school or

neighbourhood it is in, the same question arises, "is our group ready for the early years

participants?" I think if the initial training period were twenty weeks this same question

would be asked because until the early years mentors begin and the program has all of its

components in place the magic of it remains under the surface.

The high school and university mentors do not seem to fully demonstrate all of

their strengths and capabilities until the early years mentors are around. All of the

conversations, tole modeling and planning that occur in the training stage of the mentor

program seem to come together. For the most part, the cell phones and cigarettes get put

away. The swearing subsides. Questionable clothing including inappropriate symbols

and low cut shirts get left at home or covered up by a sweater. On cue, the role models

come out in full force, ready to try out their skills where needed. For some, this is simply

chatter one on one with a younger mentor. For others, it's leading the gym activities.

The skills that the mentors feel they are ready to use are discussed on training days and

most often welcomed when the whole group is together. Having observed this

transformation numerous times, I now know to relax and trust in the group to bring their

best. Along with the lesson to trust in others, I have also learned to trust that things will
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work out as they should. Even when they don't, as demonstrated in the upcoming story

of pizzaday, I see the apparent failures as "opportunities to leam" (Brendtro et. al.,

1993).

Allowing Our Various Perspectives to Co-Creøte Relevant Programming

One of the key questions that is continuously posed and discussed over the course

of any of our mentor programs is, "what should we. . . " or "What do you want to do?" It

is the conversations that stem from these questions that initially form a sense of

communal control surrounding the program and eventually have everyone sharing their

thoughts in relation to the direction of programming. However, if the questions are posed

it is important to listen to the requests and ideas of the group and that you are not just

asking to ask and then proceeding to fill in your own ideas. I have observed student

groups move from being open to ideas, to later appearing unreceptive when they have

been asked for their opinions but their ideas are never followed through on. Listening

and following through demonstrates respect for the opinions of everyone in the group.

In the mentor program one of the first decisions that is made by the group is

regarding the snack that will be provided the following day. This may sound easy

enough, and it is. However, that simple question and follow through demonstrates that

the decisions we make are real and tangible and they are made together. From there

bigger decisions are made, including what activities we want to do, who is going to take

on what responsibilities and so on. In little time, a program is up and running and

decisions are made by the group.
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In the early stages of one mentor pro$am we used a mix of decision making

strategies, including a group discussion followed by a vote to ensure everyone had an

opportunity to voice their opinions.

It was a Thursday and we just finished loading our younger mentor buddies onto

the bus to head home. Exhaustedly, we made our way back to the multi-purpose roomfor

our weekly debriefing. A look of defeat was shared by everyone. For the first time, the

bounce had been takenfrom our steps. Without a word, a simple glance to one another

from our respective seats in the circle begged the question, "what just happened? "

l4/e were in our fifth week of the Rec & Read Mentorship Program and somehow

that day things justflopped. Up until that point everythingwas flowing smoothly. Now,

here we were sitting around the table, bffied by what had unfolded in the last hour and a

half, We turned on the recorder and allowed the conversation to begin.

"So, hov,is everyonefeeling after today?" I asked.

Blair jumped right to the point, "Bad! They were brats today!" Much to the relief

of everyone his opening remarlcs moved to the heart of what we all needed to express.

"Yeah, while we were in here trying to put the pizzas in the oven those girls kept

stealingfood. We tried to send them into the gym and they just laughed at us. Even when

we told them to stop, they continued and they were so rude," Samantha said still visibly

upset øs she stated this.

I replied, "I lcnow the group that you are talking about because Ifound them in

the hall and when I asked why they weren't in the gtm, they were rude to me as well. I

ended up having to talk very sternly with them. " From my own point of defeat, I shared

that I, "felt like such a monster. "
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"Yeeh and in the gym, half of the kids weren't partÌcipating. Some of them were

even hanging on Blair's hoodie trying to choke him. " Vanessa vented.

"So what do we do? " Alex asked the group.

For the first time since the start of the program, we had experiencedfailure. But it

was a group failure. We were further bonded by our defeat and looking at how we could

work to get back what we felt had been stripped away. Withinfive minutes the ventÌng

was over and the resilience of our team started the searchþr solutions.

I shared with the group that our younger buddies may be testing our boundaries.

From classroom and recreation work, I had experienced this many times beþre when

children and youth have been presented with new freedoms ond respect. During the

conversation I thought about Brendtro, Brokenleg and Van Bockern's (2002) workwhere

they identified three stages of trust building that children and youth go through when

forming new relationships. The stages include: l. Casing: when they are checking the

person out, often called the honeymoon period. 2. Limit Testing: where they may push the

limits to see what the response will be. 3. Predictability: the stage in which both parties

form trust and they lcnow what to expect of one another. In sharing my own experiences

with the group, I wondered out loud whether we were at the Limit Testing stage at this

particular time in the mentor program.

Tyrone pointed out that we were short mentors that day and perhaps that

impacted the situation. I4/e also noted that some of the mentors weren't as involved as Ìn

weel<s past; a few were sitting on the mats in the gtm rather than being actively involved.

"When the kids are looking to us as role models they are going to do what we do

and if we are lying around, they are going to follow, " Joe pointed out.
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"I don't understand, thÌs was supposed to be afun day. We had plønned on

making pizzas and pudding. As the food was cookingwe would play games in the gtm

and then come back to this room to eat. 'tfhy dÌdn't it work out better? " Miranda asked.

It's true we were lookingforward to this week. We couldn't wait to cookwith the

kids.

"Maybe we should have fed themfirst," Jimmy said quíetly.

"What was thøt Jimmy? " I asked.

Jimmy elaborated on his original point, "Maybe we should have fed themfirst.

You lcnow we usually start with a snack. Maybe the kids were hungry. We could have

had a light snack to start. " With these words, a light seemed to come on for all of us.

In our reflective problem solving on that day, over an hour passed as we discussed

what we could have done differently as well as what actions we could take if these

situations presented themselves again. As Eber Hampton (1995) stated, "reflective

thinking" (p. 13) offers participants as well as the initiator of the conversation the

opportunity to build thoughts together. In our group the reflective discussion flowed as

\ile conversed about internal versus external rewards, the same conversations that are

often heard in school staffrooms and in university classrooms. The voices of the youth

illustrated how the dangling of the carrot (i.e., the pizza)just doesn't work nor is it

enjoyable for anyone involved. The discussions also led to possibilities for new activities

and ideas for a final celebration.

As the discussion wound down, we held an independent, confidential vote, and a

unanimous decisionwas made to change the duration of the mentor programfrom the

original six weeks to eight weelçs. Eøger to try out their new ideas and reconnect with
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their younger mentors the group asked me to seek permissionfrom the school and the

younger participant's families to continue the Rec & Read Mentor Program for two

additional weel<s. Wltat began as our worst day ended with a real commitment to build on

what we had started.

As the mentors left the building that day Joe, Alex and I were left feeling newly

invigorated. We realized the gift was ours to have the opportunity to work alongside this

wonderful group of young people. One of the initial drawing points for the involvement

of the high school students in the mentor program was a volunteer course credit towards

their high school graduation. At this point in the after-school program the unanimous

decision by the students to continue demonstrated "altruistic generosity" (Brendtro et al.,

2002), since we were all aware that the mandated course credit hours were already filled

for most of the high school mentors. This type of commitment has been demonstrated

time and again.

Our Time to Say Thanks

As was mentioned earlier, if you ask, you should follow through.

Near the conclusion of our first year of the Rec and Reød mentor program Joe,

Alex and I asked the youth mentors what they wanted to do for the final wrap up. Having

spent a number of months together and lcnowing that they had worked well beyond their

volunteer credit, they wanted it to be big. As a group they decided that they wanted an

overnight camping adventure, with just the high school ønd university mentors. It would

be a packed event.
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Our overnight camping expedition included synchronized swimming in afreezing

cold lake on a drízzly night. We enjoyed numerous camp fires, marshmallows, hotdogs

and every imaginable camp food. The trip also included a game of Sniper in the dark,

loads of mosquito repellent, lots of laughs and very little sleep. Needless to say we asked,

we followed through, and it wos o wonderful way to celebrate our yeor.

The trnterplay of Reciprocal Relationships & Independence

Power in Westem culture was based on dominance, but in tribal traditions it

meant respecting the right for independence...From earliest childhood, children

were encouraged to make decisions, solve problems, and show personal

responsibility. Adults modelled, nurtured, taught values, and gave feedback,

but children were given abundant opportunities to make choices without

co ercion (Recl aiming Youth Intemation aI, 2009) .

From the mentor program I have learned that when individuals and/or groups

come together with an understanding of mutual respect, where they see their involvement

as relevant to themselves and their communities it is then that authentic reciprocal

relationships are formed. Reciprocity is met when relationships respect people's

independence and we value our connections to each other.
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RedeJining'Mentor' - Understønding Reciprocal Reløtionships

Something that we quickly learned in the mentor program was that our

understanding of a mentor was quite different from the traditional, 'Westem definition of

a mentor. According to the Encafta World English Dictionary (1999) a "Mentor" is an

"Experienced adviser and supporter, somebody, usually older and more experienced, who

provides advice and support to, and, watches over and fosters the progress of, a younger,

less experienced person" (p. 1131). As a group, we saw and continue to see mentoring as

a reciprocal, relational activity. It is not a hierarchical activity where the older, wiser

participants impart knowledge and guide; rather it is an opportunity to walk, share, and

learn together. This was highlighted in the Seeds of Encouragement paper where the five

co-authors, myself included, reflect on the notion of Mentors Teaching Mentors and ask,

"'Who is the Real Mentor Here?" In that paper, through personal stories, we share our

interpretations of mentoring by highlighting moments related to the mentor program;

moments which demonstrate that we all have and continue to reciprocally mentor one

another.

These mentoring relationships flow between high school and university mentors,

between high school and early years mentors, and between university and early years

mentors, and so on. I truly view the mentor program as a large group of people coming

together in a very inter-connected circle, where teachings are provided across age groups,

as the on-going story of Donavon will show.

One particular early years mentor that has guided us all is Donavan, the young

Aboriginal boy who I hadfirst met a number of years ago at the Monday night drop-in.

Donavon was in the mentor programfrom grades three to five. Notably, from the age of
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eight Donavan wes counting how many years it would be till he is one of the high school

mentors, a role that he keenly anticipates.

Donavan was always an active participant in every component of Rec & Read,

sometimes a little too active for his older buddies but he was also a strong observer. In

the school hallways and/or school playground, Donavqn would make a point of catching

up wíth me outside of the Rec & Read program to share some thoughts he had in relation

to how the mentor program was going or to ask a question related to upcomíng activities.

Donavan's third year with Rec & Read was also his final year as on early years

student. The next school year he would be moving onto middle years. In anticipation of

this move Donavan became increasingly aware and personally concerned about his

literacy abilities. During conversations on the playground, he and I would discuss some

ways that he could work on his reading and writing skills. After some dialogue Donavan

and I decided that we would work to increase the amount of one-on-one or small group

reading time offered in the mentor program that year. It seemed to be a good idea, and I

was left hoping that Donavanwould get some extra support with his reading andwriting,

as would everyone else in the mentor program.

Afew days after our discussion about the increase in reading in the mentor

program, Donavan sought me out to talk about something that was on his mind.

"You lcnow, I've been thinking," Donavan opened.

"V[rhat are you thinking Donavan? " I asked.

After what seemed like a long pouse onlyfilledwith the shffiing of Donavan's

feet, he added, "I don't know how all the high school students wouldfeel about reading

and writing with us. " Donavon continued to share that he lcnew one of the older buddies
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Ìs not a very confident reader and writer. Donovan was wonied that if there was too

much pressure on some of the high school students to be literacy leaders that they may

feel uncomþrtable.

For me, his words were a revelation. In Donavan, we had an example of how one

of our youngest mentors was concernedwith how other people in the mentor program

would feel and/or perceive themselves in terms of their reading and writing skills as a

role model within the group. Here was Donavan, the boy who I lcnew can bug hß big

buddíes, who gets angry and cries when his feelings get hurt, who can run and

demonstrate the gfts of an athlete...watching out for others. And here it was my job, my

responsibility to listen to one of my many mentors. He had obviously thought about this

ond played out the many situations in his mind and heart. If I believe that we are

interconnected and can learnfrom one another than it was/is my responsibility to both

listen and to act.

That year, we did incorporate more reading but it was on a volunteer basis where

people who were most comfortable leading small groups would take on that

responsibility as other mentors pitched in where they felt most needed and/or successful.

Another significant element to the development of reciprocal relations, I believe,

is the importance of laughing together. For a lot of us this laughter begins in the active

gym spaces. Some low organized games such as banana or toilet tag seem to get our feet

moving, our heafts pumping and our bellies shaking with laughter.

It takes time to build the relationships of trust and reciprocity to truly allow

ourselves to walk together. I have watched relationships develop over the preparation of

food, playing games in the gym, doing dishes and cleaning up together, as well as over
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board games, the reading of a book, drawing together, shooting hoops and the list can go

on. The secret is to find a way that you are comfortable in forming relationships with

others; ways that allow you to be yourself, that allow you to relax and offer moments

where you can be completely engaged in a conversation. This may and probably will

look different from person to person but the important piece is to ensure time is made to

build those relationships between the various people that you will work alongside of and

hopefully reciprocally mentor with.

The Interplay of Generosity & Responsibility

From the moment the early years mentors begin the mentor program it is easy to

see the generosity within the mentor group. It is when an individual's generous spirit

acknowledges a sense of commitment and accountability, that they have realized their

responsibility.

The New Mentor Equøtion: You + Me: ll/e

In addition to watching out for one another, the high school and early years

mentors watch out, mentor and role model for the university and community mentors as

well. ln one particular situation a number of the mentors came together to support and
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journey alongside one another as a number of us went through a particularly diffrcult

time.

I still remember the first day that I met JessÌe. He was in the second grade and

his family had recently moved into an area where I spent my Monday nights working at a

drop-in. Jessie's family had moved to a housing complex nearby. Like others in the

neighbourhood, Jessie's family was Aboriginal and in lí/innipeg to access better health

care. (Jnlike other families who lived in the area, it was Jessie who needed the health

core, not his older parents or grandparents. He was a little guy with big health Ìssues,

and that's how Ifirst came to lcnow him.

Jessie's family was great. They løtew the transitÌon was going to be dfficult and

they wanted him to fit in. Would he make friends? Would he like it here? They made sure

he made it to the Monday night drop-ins, as that became the place to be for all kids in the

neighbourhood.

As I recall, that first eveningfor Jessie must have been overwhelming. First, he

was in this unfamiliar place filled with new faces. It seemed like he had a few friends but,

being new, he was also beíng checked out by the other kids. One wos Ken, a young man I

lcnew well from all the times I had to step in to stop him harassing someone else. He

targeted the vulnerable ones, and that night, it would be Jessie's turn.

While I don't remember exactly what Ken said or did to Jessie, I do remember

asking Ken to leave for the evening andwatching Jessie curl his head in his arms as the

tears fell from his eyes. They were big tears for such a little guy, and I feored he'd never

recover.
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For the next hour or so, Jessie remained curled up in the corner until it was time

to head home for the night. He just watched the others and I wondered if he'd ever return.

So muchfor creating safe spaces...

The þllowing Monday, I hoped but didn't expect Jessie to return. As the night

began and the youthfiled in, he wosn't among them. A little later, from my seat at the

craft table, I looked up as o little guy in a dark green jacket caught my eye. It was Jessie,

and as I saw him walk in and take his jacket off, he was laughing and joking with a few

new friends, I felt a sigh of relief In fact, I felt joyful. What a brave little guy, I thought.

He hød picked himself up and got back in the game.

From then on, that is how it went. Jessie became a regular at the drop-in. lleek

after week, activity after activity, Jessie was there, providing he felt alright and his

medical treatment schedule didn't conflict. Over the nextfew years, and a number of

drop-in programs, I watched Jessie laugh, tease, and joke while enjoying the company of

friends.

One particular summer evening I was visitingfamily who lived in the same

housing complex as Jessie. I was outside with a group of kids from the neighbourhood

when Jessie raced his bike up to me. He skidded his back tire to a screeching halt in

front of the group and asked in his own friendly way: " Hey Amy...remember me? "

He made me laugh, and with that opening, I couldn't help but chuckle, "of course,

I remember you Jessie. It's been less than a year since I last saw you and you haven't

changed that much."

As he cycled his bike away I thought to myself that how even in the føding light of

the evening sþ Jessie's personality bløzed bright.
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Seven years after that first drop-in where we first me¡ Jessie joined the mentor

program. He was in high school now, and when he strolled in wÌth his group offriends, I

laughed again thinking I could barely tell them apart. With hoods over their heads, bangs

covering their eyes, and prankster jokes, it wos hard to tell who was who. He fit right in

and no one would know he was a young man with a seríous illness. From week to week in

the start of that year's mentor progrem, Jessie was in the thick of things; laughing,

joking, playing in the gym. When the mentors decided to organize a Secret Santa to

celebrate the upcoming December holidays, Jessie was there, gft in hand, enjoying

everyone's company.

Tragically, Jessie's time in the mentor program would be way too short. As would

hÌs time on earth.

Despite years of resilience ønd his ability to overcome so many illnesses and

close calls over the course ofhis childhood, Jessie's struggle to survive came to anend.

Sumounded byfomily andfriends, Jessie's last weeks in the hospital were filled

with the love of those whose lives he had deeply affected, including a number of the

mentors who went to the hospital to see him.

For m4 to see the outpouring of support þr Jessie and his familyfrom these

young people was beautiful.

After Jessie passed on we postponed what was to be our first scheduled activity

day with the early years students. There was no script þr how to support each other in

our grief, but somehow, our circle enþlded, allowing each of us away to honour Jessie.

Grieving himself, it was Joe who recognized the need to start the healing process.

Turning to his own traditional teachings, he sought the support of cultural advisors, and
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with permission from Jessie's school admin team, Joe orchestrated a healing circle for

Jessie's many friends, the mentors, as well as hÌs school supports and teachers.

The sweet burning smell of sacred medicines, the soothing sound of the drum and

a circle of support offired a safe space for tears to flow and stories to be told. Following

the circle, the healing continued as we filled our spirits with one another's company and

our bellíes with delicious bannock pizza (a mentor programfavourite), fruit and drinl<s.

On that day, Aboriginal culture infused the high school space.

On the days leading up to the funeral service I was immersed in dialogue with the

mentors. From emails to text messoges to phone calls, we organized ourselves for the

frosty winter's day of Jessie's memorial. At the chapel, Kevin brought flowers, Allison

and Mandy developed a colløge of photo memories, and warm words of condolence were

offered to Jessie's fomily. As a group of mentors, youth, university students, allies ... we

gathered to honour our young, courageous friend. When one family member spoke about

how Jessie, in his perseverance over the many years of suffering and illness, was "his

teacher", I lcnew exactly what he meant.

In my multiple roles that week of chauffiur, friend, mourner, observer and

learner, the mentors were my teacher. From them, I watched and I learnedwhat it looks

like to be genuinely kind and supportive. This was especially true þr Donavon.

Donavon was one of the kids from the neighbourhood who lcnew Jessie best. In

fact, Donavon was probøbly there that first day that Jessie came to the drop-in For

yeers, I hadwatched them together at the Monday drop-ins or tearing up the

neighbourhood on their bikes, laughing, hanging with the other kids outside or spending

endless hours attached to their video games.
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Just as Donavon had watched out þr one of his high school friends some time

ago, on this day, it was my time to be caredþr. As we gathered round the gravesite for

The final burial rituals, I was purposefully standing back, lost in my own thoughts,

thinking of Jessie. Out of the crowd, Donavon walked over to me, end with his hand,

gently guided me to the front. Bending to the ground, he picked up some earth, looked at

me, and with a quiet gesture of support he said, "here, I got this þr you. " Aclcnowledging

the earth now in both of our hands, he added: "You just sprinkle it like this."

I did as he said, and together we sprinkled the earth and said our farewells to

Jessie.

This is the culture of the Aboriginal youth I have come to ossociate with the

Aboriginal .youth mentor program: a generosity of spirit that demonstrates responsibility

to one another. h is this generosity that informs the cultural approach to Aboriginal

youth recreation and physical activity.

Making Connections and Feelìng a Sense of Responsibíl¡ty

From my perspective, as each of the mentors developed stronger connections to

the mentor program, they have also become more confident and secure in the people that

they are. It seems that they gain greater strength, awareness and sense of pride in who

they are as Aboriginal peoples or persons who could be considered strong Aboriginal

allies. The high school mentors in particular recognize their positioning as role models

and leaders within their communities. For some of the high school mentors, this sense of

belonging and pride offers them the strength to call attention to the injustices around

them. Others are more apt to join school groups, including school teams and school

initiated activities. Many of the high school mentors have pushed our research team
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mentors to think deeper about our roles as inter-cultural educators, allies, recreation

professionals, and/or community members. At least I know they have done this for me.

As I have worked at spinning my own cocoon and often found myself lost in the

solitude of my reflections, one thing that has emerged is that the Indigenous Perspective

of Transformation is not a one size fits all model. The cocoon I enwrapped myself in,

where I allowed myself to reflect on what I had learned was one that fit me just right...for

now.
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CT{APTER SEVEN: PXECING IT ALL TOGETHER

Introduction

The purpose of my thesis has been to reflectively examine a cultural approach to

Aboriginal youth recreation programming. Over the past five and ahalf years I have

been involved in a community-based research project. V/ithin this research project, I

worked as part of a research team, guided by our Aboriginal youth community, to design,

develop and deliver the Rec & Read Aboriginal youth mentorship program. It is my

experiences related to the mentor program that informed my thesis discussion.

In my thesis my intentions were to reflect on my experiences as related to the

mentor program in an intentional and deliberate manner. This self-reflective approach

was guided by three key research questions: (1) How have Aboriginal epistemologies and

Aboriginal youth guided the development of an Aboriginal youth mentorship program?

(2) What have I, as a Métis woman, public school educator, graduate student, and

researcher, leamed from the community-based research process that will inform both my

own teaching and being in the world? and (3) How can this research support educators

and recreation professionals who are committed to working alongside Aboriginal youth in

their schools and communities?

For me to share that my time in graduate studies has been easy and that everything

followed a prescribed manner that I could read about in a text on research would be an

illusionary tale at best. In fact, for much of the research process I had to trust the people

around me and all of creation that the joumey I was on would bring me to a good place.

As a graduate student, I was never able to look at the thesis as a proposal ...

followed by research ... followed by an analysis of that research. No, first I had to be

t96



fully immersed in the experience. I needed to recognize the connections and learn from

the many relationships I formed. Then I could write this thesis. Perhaps I can offer a

metaphor that may help you walk with me and better understand this journey.

While preparing for my thesis proposal presentation I read Shawn Wilson's

(2008) book, Research Is ceremony: Indigenous Research Methods. Many of the

discussions that emerged from the pages of Wilson's book resonated with me. However,

one particular areathat I connected with was Wilson's discussion of the challenges of

presenting Indigenous research and circular work in a linear fashion. Wilson went on to

state that in presenting our work, we can use a metaphor to both arnlyze and present

complex ideas that are not easily conveyed. This had me wondering. What is something

that I am familiar with and could use as a means to discuss both my experiences and

intentions as connected to the mentor program and the thesis process?

Then one night a thought came to me. I saw writing this thesis and my

experiences as a community-based researcher as collecting the pieces and putting

together a jigsaw puzzleaí. I will discuss and connect with the jigsaw puzzlemetaphor

for this concluding chapter of my thesis and graduate studies experience.

Gathering the Pieces

For as long as I can remember I have loved to work on jigsaw puzzles. Many of

my wann inside, cold outside childhood memories involve puzzle making. I would

snuggle up beside my grandpa as he stayed in his pyjamas for days working on the

toughest puzzle I had ever seen. Evenings would pass in a mix of long talks and

'u Other places where the metaphor of a jigsaw puzzlehas been used to interpret life experiences include
Elijah (1998) as discussed in Fitmor's (2002) Doctoral Thesis; Little Bear (2000); and Wagamese (1994).
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comfortable silence with my mom at the dining room table as she and I would work on a

puzzle together. Yes, puzzles are something that make sense to me but by far the hardest

puzzle I have had to do thus far is the research puzzle.

When I entered graduate studies I had a rough idea of what I hoped for from my

education but the only concrete pieces that I held close were a few promises that I had

made to myself in regards to my multiple roles as a school educator, community member,

role model, family member, Métis woman, graduate student and soon to be researcher

and mentor. Initially I didn't see how or where these promises would connect however I

kept them with me.

As anyone who regularly does puzzles would know there is nothing more

frustrating than coming near the end of completing apuzzle andrcalizing that you are one

or two pieces short. Having experienced this more than a few times, I learned to keep

those lingering pieces in a safe place. That is what I did with these promises initially; I

kept them in a safe place. I used the pieces I needed at different times to guide my

actions and interactions. At the same time, I kept them together, to be used when I found

the puzzle that they were meant to be apart of. Now as I write this concluding chapter I

can see how these promises were intricately built into the mentor puzzle. Throughout the

remainder of this chapter I will illustrate how these promises were maintained.

Fortunately for me, it didn't take long to find a potential fit for my key puzzle

pieces. V/orking alongside Joannie Halas, she welcomed me into a participant action
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research project that she was developing. The initial research project allowed me to

connect with two groups of urban Aboriginal youth and their school communities. These

initial relationships, along with the guidance of the youth involved, progressed into a

second research study that I was invited to be a part of.

The second study that was initiated by Janice Forsyth, Joannie Halas and Michael

Heine (2003), a Cultural Approach to Urban Aboriginal Youth Sport and Physicol

Actívity was to include mentoring, collaboration, and research that was informed by the

voices, dreams and desires of the urban youth community. It was here that Promise One

found a home. That is, the community norms and practices were viewed from a strengths

based approach. Informed by the voices and actions of Aboriginal youth, the Aboriginal

youth mentor program was developed and delivered.

To me, the Rec & Read mentor program seemed to meet all of the promises that I

had made to myself regarding my multiple roles. I felt I had found a place for my few

puzzle pieces. In terms of the overall puzzle, what the mentor program initially offered

was the border to my p:uzzle. This border provided specific parameters and a place to

fuither interlink the connections for this puzzle.

When I found my fit it was a great feeling. I jumped in with both feet and ran

with every new experience. However, I quickly realizedthat this puzzle was not going to

come together all at once. I had a huge border yet I knew I had too few pieces. So
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instead of attempting to make something that just wasn't there yet, I had to collect more

pieces for the puzzle. It was the forming of many relationships with university, high

school and early years mentors as co-researchers, co-mentors, and co-participants that

brought great masses of pieces to the puzzle. Some of these pieces came from data

collected throughout the three-year research process. Other pieces came from on-going

reading, listening, and reflection that I did as a graduate student. And many came from

the ongoing relationships that continue to be informed by the people involved in the

program and the realities that they bring to the yearly Rec & Read mentor programs.

Over the course of five years I gathered many puzzle pieces and while it seemed

as though I had enough to complete the puzzle, there remained a problem. The pieces

were all face down. I could recognize their complexity in form and see that they were

meant to be linked together. However, I could not see the larger picture.
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I)iscovering Where I Fit

Fortunately, a few key events transpired. At some point during the research

process, I found confidence in myself and celebrated the complexity of the multiple roles

I co-exist within. I took comforl in these complexities and rather than continually begging

for space or apologizing for not always following the projected norm of graduate studies,

research and teaching, I 'claimed space' and recognized the power within my

positionality.

This confidence allowed me to stop searching for a paradigm to connect to and

instead claimed that I understand, and am guided by an Indigenous Paradigm. An

Indigenous Wholistic Paradigm that is circular, informed and connected by all of

creation, which is fluid in that it is dynamic and ever-changing, and that seeks balance

within both the individual and between all of creation.

It is within this paradigm that I situate myself. This paradigm and all of my experiences

inform the worldview that I bring to all my roles, relationships and experiences.

It seemed that once I was able to claim my positionality, the paradigm in which I

situate myself and the perspective from which I see all of creation, that the blank puzzle
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pieces, suddenly revealed their colour, depth, and details. I was able to see each piece as

well as how they may potentially connect.

Discovering a Means to Sort the Fieces

After seeing the diversity of the pieces I needed a means to sort and understand

the many themes, colours, patterns and descriptions that were held in the interconnected

pieces. Just as the pieces seemed to gain colour at the right time other parts of the

research joumey fell into place. When looking for a lens, a framework from which to

understand the mentor program, two ideas came together. In a discussion of how we may

understand research data and describe the research experience my friend and colleague

Sherri Denysuik (personal communication, 2008) shared with me the Four Aboriginal

Pedagogies of Learning that had been shared with her by Myra Laramee.

As Sherri shared the Four Pedagogies I recognized the similarities to the Butterfly

Teaching I had heard many years ago from Jules and Margaret Lavallee (personal

communication, 2001). Sheni and I discussed the connection and interconnections

between the two teachings and how they could inform an Indigenous Perspective of

Transformation.
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An Indigenous Perspective of Transformation is circular and is in balance when

all of its parts are present. Connecting with this circular framework was a fantastic

feeling. By having a framework in place that is both circular and interconnected I was

rcady to analyze my experiences in the Aboriginal youth Rec & Read mentor program.

Having this lens allowed me to sort the pieces of the research project, yet still validate

and celebrate their independence and interconnections. After connecting with the

Indigenous Perspective of Transformation I was able to see how this thesis could come

together. I clearly envisioned how my transformations could inform chapters four through

seven.

To Look, [,isten, Learn and ...

In chapter four, I entered the eastem quadrant ofthe circle as a new caterpillar

that discovered what the mentor program looks like. Here I found a secure place for

Promises Two and Three: there were high expectations of everyone involved (and

we/they more than stepped up to those expectations); and a sense of belonging vvas

created from the inception of the mentor program. In this chapter we discussed the

relevance of the Circle of Courage (Brendtro et. al., 2002) and the teachings of

belonging, mastery, independence and generosity and how they can inform Aboriginal

urban sport and physical activity programming.

As I moved into the southem quadrant of the Indigenous Perspective of

Transformation, where I asked you the reader to join me, we were listening. We were

listening to both the logistics of how the mentor program is developed and delivered, as

well as the guiding principles for working together to co-create a program that is
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respectful and relevant to everyone involved. Chapter five is the Rec & Read 'How To'

Mentor Manual, a manual that has been collaboratively written by numerous authors,

editors and contributors who have all in some capacity been connected to the mentor

program.

The use of the mentor manual as a part of my thesis was very deliberate. The

manual is a co-written piece of work that demonstrates our shared understandings and

interpretations of the mentor program. The cooperation as to what went in the manual and

how it came together epitomizes the very essence of the mentor program and

demonstrates the inclusion of promises four and six. Promise Four states that: respecting

multiple views and perspectives is imperative and, I believe the mentor manual illustrates

this promise. Promise Six is: to ensure that any research that I am involved in is

respectful to the community and people(s) involved, this includes the assurance that my

voice is just one voice in the collective whole. What better way to respect this promise

than with a mentor manual that is informed by many authors, editors and contributors?

Importantly, the premise of the manual is not a'one size fits all' "how to" run a mentor

program but is "how to" create places and spaces where youth can interpret, create,

develop, and deliver programs that are relevant to themselves.

My second reason for including the mentor manual reflects Promise Seven that I

made to myself: it is imperative that the work is relevant to the people and community

involved. I believe that including a "how to" manual in the body of this thesis

demonstrates how this project has remained within the community, for the community

and will help to support other community development projects. I firmly believe that the

inclusion of the "how to" manual demonstrates the ability for research to serve both the
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academic community, as well as our education and recreation communities where the

Aboriginal youth mentor program will most likely be implemented.

The westem quadrant offered me time to reflect on what I have leamed from my

involvement in the mentor program. In chapter six I spun my cocoon and situated myself

in a place where I could retell and reflect on the stories I hold closest; with each

reflection, I asked, "what have I learned from these experiences?" My hopes were to

demonstrate how the stories that I gathered from the mentor program and continue to

learn from carry the lessons and guidance of respect, relevance, reciprocity and

responsibility (Kirkness & Barnhañt,I99l; V/eber-Pilliwax ,200T; and Wilson ,2001).

More so than in any other chapter I saw how Promise Five was addressed. In Promise

Five I stated: that there needs to be time to build meaningful, reciprocal relationships. In

writing and re-writing these stories, Irealizedthe significance of the reciprocal

relationships I have been a part of for many years, relationships that have intermingled

with the mentor program but many of which began before any of our involvement as

mentors. These early relationships and many that were created along the way will

continue to inform the person I am as I remain apart of the mentor programs, an

educator, community member and ... friend.

I now find myself in the northern quadrant. It is here that I hope to emerge as a

beautiful butterfly. A butterfly, who will live in a good way, sharing what I have leamed

from my involvement in the mentor program. Here, in the conclusion of this thesis

discussion I will share how the completed ptzzle looks now that it has come together. In

addition, I will share how I hope to live within my multiple roles as a butterfly that has

learned from what I have seen, heard and reflected on.
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... Live

Throughout this thesis process I have repeatedly found myself looking to a variety

of wholistic circular Indigenous teachings to guide and understand my experiences. I

believe that these teachings can inform other educators and recreation professionals who

work alongside Aboriginal youth in their schools and communities. Essentially, as I had

promised myself in Promise Eight, Aboriginal epistemologies have guided the

development of the mentor program, the research process and the path that I have

journeyed on throughout graduate studies. The more I have looked at, listened to, learned

from, and worked to live by these teachings, the more I have been able to see how they

are connected and reinforce the message that each teach. The circle teachingsaT that have

guided and informed my thesis process are: the Four Aboriginal Pedagogies of Learning,

the Butterfly Teaching , the Circle of Courage, and the 4 R's of Respect, Relevance,

Re cipr o city and Re spons ib ility.

a7 lrecognize and am guided by many other circle teachings, including those of the Medicine Wheel.
However, these are the circle teachings that have been the primary focus of this thesis discussion.
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Now that the framework of the mentor puzzle is complete, an image of culturally

relevant educatior/recreation programming emerges.

The mentor program offers a respectful space where everyone belongs.

Interestingly, the mentor program's analogy to apuzzle highlights the complex difference

between welcoming the whole person rather than focusing only on the strengths of each

individual. In the mentor program, I have witnessed and experienced firsthand that at

times as individuals we can feel bent, worn down or a little rough around the edges yet

we are still welcomed into the mentor group. As individual pieces þeople) we feel a

sense of empowerment when we recognize our fit and allow ourselves to become

connected. I am compelled to re-visit promise number one, which focused on a strengths

perspective. I would now restate that this is more than a strengths based approach rather,

it is a whole person approach that highlights our individual strengths.

New Caterpillar
Look

Belonging
Respect

Listen
Mastery

Relevance
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As this puzzle has come together the intercorurections between the pieces have

been informed by what the participants/mentors have viewed as relevant. Each mentor

program is a creation of everyone involved, which reinforces a collaborative worldview

whereby knowledge is not an individual entity but is created by and belongs to all. The

mentor programs have shown me spaces where conversations are open and respectful,

places where people work together in a collaborative manner towards an agreed upon

purpose. The mentor programs have demonstrated collaboration, where researchers and

community members worked together throughout every step of the research process.

A key piece to the mentor program is purpose. It is more than creating a sense of

beionging and ensuring everyone feels good. It must be relevant. The Rec & Read

Aboriginal youth mentor program is about having a sense of purpose, a sense of

responsibility. Ensuring a safe place of belonging is but one of the components of the

mentor program, as are the mastery of skills, the forming of reciprocal relationships and

the generosity of self, to name a few.

One thing about puzzles is there is not a certain place to start or fînish. ln fact, a

puzzle can begin with any piece and just continue to build from there. In this manner,

every piece is equally as important to the whole. The mentor program has offered a space

where we are all connected. However, it is within this same space that our diversity,
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complexity and uniqueness have been celebrated as contributing to the whole. I believe

that it is our collective responsibility to nurture and celebrate the diversity among us. It is

up to us to work together, to learn from, respect and rely on one another's independence

while nurturing our interdependence. Independence and reciprocity go hand in hand.

As I reach the conclusion of my thesis, I now realize that the ptzzle that has been

assembled has expanded beyond the original border that I foresaw. I now see the mentor

program without the usual smooth border outiine that often enwraps apuzzle, but instead

having edges that are ready to build on to. These pieces offer connections for new pieces

and enable further expansion.

Now that the intricacies of the puzzle have been explained, the question that

remains is, "what image can be found on this puzzle?" The image that I see is of many

butterflies. The numerous butterflies represent and celebrate that this research involved

the transformation of many individuals from the inception up until now, and I know that

the transformation process will continue.

In addition, I see the individual butterflies as being able to move. From my own

experiences with the circle teachings that were shared in this thesis, we do not move in a

linear manner from one quadrant to the next. Rather, we move among the quadrants. We

209



may find ourselves primarily positioned in one quadrant but still listening, borrowing and

leaming from the other quadrants which work to inform our whole experiences.

As an individual butterfly that is part of the collective whole I recognize that I

have numerous responsibilities to live up to. One is to complete this thesis as a means to

document the huge potential and talent within our Aboriginal youth communities. I have

had the opportunity to work alongside Aboriginal youth in the mentor programs and other

settings, where I have recognized that they have enormous strengths and gifts that they

are eager to share.

In the opening chapter to this thesis I introduced Star and a few of the other

wonderful people that I met at the Monday night drop-ins. I also shared the question I

had as I wondered about the disconnect that happened between Star and so many other

Aboriginal children and youth who are remaining on the margins of educational

institutions. While these are big questions and much remains to be learned, I feel that my

involvement with the mentor program has allowed me to see possibilities.

Fitznor (1998) has stated, "our youth need to be re-integrated into the Aboriginal

circle of life with pride and honour while living without the pain of racism, rejection and

alienation they experience from conflicts in the dominant culture" (p. 33). As educators

andlor recreation professionals we have access to the extensive strengths and abilities in

oì.r young people. It is just a matter of respecting youth, working towards something that

the groups see as relevant, continuously working at building relationships and

collectively stepping up to the responsibilities that we are presented with. I think the Rec

& Read mentor programs have allowed me to see all of these things come together.
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A New Promise to Myself

Throughout my graduate studies there have been times when I have found myself

in some difficult situations, where I had to remind myself of our intercon¡ected whole

and remember my belief that "to hurt another, is to hurt oneself." However, something

that I have learned and will continue to work on is finding ways to better communicate

and work to understand across cultural, religious, economical, gender, class and

generational spectrums. I know from my own experiences there have been times when I

thought that I was communicating clearly, only to later find that my message was

misunderstood. There have also been times where I felt that I understood the message

that someone was trying to convey to later discover that I didn't. I do not think that there

is any one particular party at fault in these situations. Something that I will take from this

graduate studies experience is to give relationships time and energy, to work hard, at

listening to others, while at the same time work at finding ways to respectfully

communicate my thoughts and advocate. This is how I will live in a manner that

recognizes the reciprocity and connections between everything and everyone.

My own positionality as a Métis woman within an urban setting in a province

with a rich yet unheard and/or distorted history of Aboriginal peoples has encouraged me

to honour and welcome Aboriginal youth into safe spaces where they can connect and

belong. In the Rec & Read mentor programs, I have observed and been apartof many

wonderful stories where Aboriginal peoples and non-Aboriginal allies have worked

together, ensuring the success and satisfaction ofeveryone involved. These are the

stories that have informed this thesis and my own growth and transformation. These are

the stories that I will continue to shine light on, because these are the stories that we as

2tt



Aboriginal people need to hear, and these are the stories that I will continue to share long

after this thesis process is complete. Perhaps as these stories are told, our westem

dominant educational institutions and educators working within them may go through

their own transformations.

The new promise that I have made is to continuously position myself as an ally.

V/ithin this position I will advocate for those with marginalized voices to be heard,

recognized and valued within our intercultural spaces. This will take courage on my part

but it is a promise I have to keep.

And so, my transformation continues...
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RECOMMET..{ÐAT'IOI{S F'OR OT}IER EDUCATORS, RECREATION
PROF'ESSIONALS, GRA.ÐUATE STUDENTS AND RESEARCHERS

Upon the completion of my thesis defence, my committee requested that I add a

list of recommendations. The recornmendations that I will share below offer a brief

sunmary of what I have learned through the graduate studies process. I share these

recommendations with other educators, recreation professionals, graduate students and

researchers that are hoping to work alongside communities. Such work may include the

development of programs, learning together, co-researching and/or the co-development of

culturally-relevant educational experiences. The list of recommendations includes:

o Work to ensure that individuals and communities are respected and valued for

all that they can teach and offer. To share this understanding, I like Ladson-

Billings' (1994) analogy to a miner versus a banker. Culturally relevant approaches

see people working as miners who tap into the riches that individuals or groups

bring, versus bankers who see themselves as the depositors of goods.

Ensure respect is offered to everyone involved. This includes that everyone feels a

sense of belonging.

There must be purpose for the people who are involved. Often individuals and

institutions put resources þeople, financial, time and energy) in place to create

environments for 'others' to feel good without reflecting on purpose. These

measures can help to make 'others' feel good yet keep the roles of hierarchy and

giver/receiver in place without a commitment or goal of moving to reciprocity.

'Work with people and cornmunities. Ensure that the work being done involves

everyone. This will require time, commitment, plenty of communication and action.

However, there are necessities for reciprocal relationships, where all people belong
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and strive towards purpose(s) that are relevant to the individuals and./or whole group.

Of note, time, commitment, open communication and the sharing of ourselves is

often in contrast with the constraints of time, roles and resources that are

systemically in place within educational and research institutions. However, it is

necessary to look beyond the constraints for other options.

trt is imperative that the work is culturally relevant to the people and

comrnunify involved. The work should be informed by the interests, strengths,

dreams and desires of the community. It should also be relevant to the cultures that

community members bring to the work and the dynamic cultures they live within.

Work as a coach who is striving to tap into the talents of individual players and

to create a tearn that plays together. In Ladson-Billings' (1994) discussion of

culturally relevant education she builds on Winfield's (1986) conceptualizationof

teachers' behaviours toward academically at-risk students. V/infield discussed

teacher-student relations that include the four roles that teachers may personifli.

These roles may include that of a tutor, general contractor, custodian or referral

agent. Ladson-Billings' vision of behaviours toward students moves beyond the

teacher-student relations that Winfield saw, to include the roles of conductors and

coaches.

In her discussion, Ladson-Billings suggests that "culturally relevant teaching is

the antithesis of the assimilationist teaching..." (p. 23). Personally, it has always

been my goal to function in the role of a coach. As Ladson-Bitlings suggests, a

coach believes that their students are capable of excellence and they are comfortable

in sharing responsibility to achieve team success. In the role of a coach, I see that we
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need to know the players and we need to know how to blend their talents to achieve

the greatest team success. Each of the players needs to improve and it is should be

our goal as coaches, to work from the sidelines pushing every individual to achieve

their various degrees of excellence. In the role of coaches we need to remain

organized and adaptable to the demands, desires, strengths and talents of the whole

team. It also means the recognition that we are just one part and without others,

there would be no team.

t Recognize and name the worldviews and epistemologies where one is positioned.

I discovered strength, security and re-assurance when I named and celebrated my

positionality from an Indigenous worldview. I found further comfort when I looked

to Indigenous epistemologies for guidance in navigating and understanding the

research process and my graduate studies experience. I am not saying that all people

should find themselves in the same positionality and/or look to the same

epistemologies for guidance. However, I am sharing that we should be free to

position ourselves in places where we find security, places that physically,

intellectually, socially and spiritually make sense to us.

" Acknowledge that there will be challenges as one works beyond the margins of

our dominant institutions. In order to continue working alongside community in

culturally relevant ways, surround yourself with good people, remain committed to

the community, observe, listen, discuss and continue to advocate.

2rs



REFER,ENCES

American Psychological Association. (2001). Publication Manual of the American

Psychological Association (5th ed.). Washington, D.C.: American Psychological

Association.

Baikie, S. (2003). The 'Bright Side of the Road:' The strengths perspective in Nain,

Labrador. In Paraschak, V. & Forsyth, J. (Eds.), North American Indigenous

Games Research Symposium: Proceedings (pp. 70-76). Winnipeg, Manitoba:

University of Manitoba.

Bamhardt, R. (2005). Teaching / learning auoss cultures: Strategies for success.

Alaska Native Knowledge Network. Retrieved on January 15,2007 , from

www. anlcn. uaf e du/Curr iculum/Artícl e s /Ra:¿ Barnhar dt/T LAC. html

Battiste, M. (2000a). What is Indigenous knowledge? In Battiste, M. & Youngblood

Henderson, J. (Eds.), Protecting Indigenous Knowledge and Heritage: A Global

Challenge þp. 35-a8). Saskatoon: Purich Press.

Battiste, M. (2000b). Maintaining Aboriginal identity language, and culture in modern

society. In Battiste (Ed.), Reclaiming Indigenous Voice and Vision Qry.192-208).

Vancouver: UBC Press.

Battiste, M. & Youngblood Henderson, J. (2000). Ethical lssues in Research. In M.

Battiste & J. Youngblood Henderson (Eds.), Protecting Indigenous Knowledge and

Heritage: A Global Challenge (pp.132-144). Saskatoon: Purich Press.

Beck, M, &. Malley, J. (1998). A pedagogy of belonging. Reclaiming Children and

Youth: Journal of Emotional and Behavioral Problems, T(3), 133-137 .

216



Bedard, G. (2000). Deconstruction whiteness: Pedagogical implications for anti-racism

education. In A. Calliste & G. Dei (Eds.), Power, Knowledge and Anti-Rscism

EducatÌon: A Critical Reader (pp. a1-56). Halifax, N.S.: Femwood Publishing.

Bishop, A. (1994). Becoming an Ally; Breaking the Cycle of oppression. Halifax:

Fernwood Publishing.

Bishop, R. (1998). Freeing ourselves from neo-colonial domination in research: A Maori

approach to creating knowledge. Qualitative Studies in Education,II (2),I99-2I9.

Bocarro, J. & Witt, P.A. (2003). Relationship-based programming: The key to successful

youth development in recreation settings . Journal of Park and Recreation

Admini s tr at i o n, 2I (3), 7 5 -9 6.

Brabson, Ben as cited by Mills, H., Jerurings, L. Donnelly,4., & Mueller, L. (2001).

Teachers' ways of knowing: The value of curricular conversations. Language Arts,

79 (r),20-28.

Brant Castellano, M. (2000). Updating Aboriginal traditions of knowledge. In G. Dei, B.

Hall & D. Rosenberg (Eds.), Indigenous lcnowledges in global contexts: Multiple

readings of our world (pp.2l-36). canada: university of Toronto press.

Brant Castellano, M. (2004). Ethics of Aboriginal research. Journal of Aboriginal Health,

January, 98-II4.

Brendtro, L. & Brokenleg, M. (1993). Beyond the curriculum of control. Reclaiming

children and youth. Journal of Emotional and BehavÌoral Problems, 1993

(Winter), 5-11.

Brendtro, L., Brokenleg, M. & van Bockern, S. (2002). Reclaiming youth at risk. our

hope for the future (Revised Edition). Bloomington, Indiana: Solution Tree.

217



Brokenleg, M. & Van Bockern, S. (2003). The science of raising courageous kids.

Reclaiming Children and Youth, I2(I),22-27.

Bruchac, J. (1991). The Native stories from keepers of the earth. Calgary, Alberta,

Canada: Fifth House Publishers.

Burstein, M. (2005). Combatting the social exclusion of at-risk groups research report.

PRI Project: New Approaches for Addressing Poverty and Exclusion.

Canada: Policy Research Initiative - Canadian Government.

Cajete, G. (1994). Look to the mountain: An ecology of Indigenous educatíon. Durango,

Colorado: Kivakf Press.

Calliou, S. (i995). Peacekeeping actions at home: A medicine wheel model for a

peacekeeping pedagogy. In M. Battiste & J. Barman (Eds.), Fírst Natíons

education in Canada: The circle unfolds (pp. a7-72). Vancouver, BC: UBC Press.

Canadian Council on Social Development. (2001). Reueation ønd children and youth

living in poverty. Summary Report. Ottawa: Canadian Parks and Recreation

Association.

Canadianlnstitute of Health Research (CIHR). (2007). CIHR Guidelines for Health

Research Involving Aboriginal People. Government of Canada: Ottawa. Retrieved

on August 7 4, 2008, from http ://www.cihr-irsc. gc.cale/29 1 3 4.html

Carpenter, 4., Rothney, A., Mousseau, J., Halas, J., & Forsyth, J. (2008). Seeds of

encouragement: Initiating an Aboriginal youth mentorship program. Canadian

Journal of Native Education, 31(2),51-69.

Carter, M. (2003). Telling tales out of school: "What's the fate of a Black story in a'White

world of White stories?" In G.R. Lopez & L.Parker (Eds.), Interrogating Rocism in

2T8



Qualitative Research Methodoloçy @p.29-48). New York: Peter Long Publishing

Inc.

Champagne,L. &. Halas, J. (2003). "i quit!" Aboriginal students negotiate the "contact

zone" in physical education. In V. Parashak & J. Forsyth, (Eds.), North American

Indigenous Games Research Symposium; Proceedings (pp. 55-64). Winnipeg:

Health, Leisure and Human Performance Research Institute.

Champagne,L. (2006). Physical education teachers as allies to Aboriginal students;

Dimensions of social consciousness. Unpublished master's thesis, University of

Manitoba, Winnipeg, Manitoba, Canada.

Chartrand, R. (2008, November). Métis connections to the new Social Studies

curriculum. At the Council þr Aboriginal Educqtion of Manitoba (CAEM):

Current Issues in Aboriginal Education conference. Symposium conducted at the

37'h Annual Special Area Groups Coordinated Conference, Manitoba Teachers'

Society. Winnipeg, Manitoba, Canada.

Coalition for the Advancement of Aboriginal Studies. (2002). Learníng about walking in

beaury: Placing Aboriginal perspectives in Conodian classrooms. Toronto,

Ontario: Canadian Race Relations Foundation.

Cochran, P., Marshall, C., Garcia-Downing, C., Kendall, E., Cook, D., McCubbin,L. &.

Gover, M. (2008). Indigenous ways of knowing: Implications for participatory

research and community. American Journal of Public Health,98(1), g-13.

Couture, J. (1991): Explorations in Native knowing. In J.'W. Friesen (Ed.), The cultural

maze: Complex questions on Native destiny in western Canada (pp. 53-73).

Calgary, AB: Detselig Enterprises Ltd.

2t9



Crichlow, W.E. & Penner, C. (1997). Deconstruction. In C.A. Grant & G. Ladson-

Biltings (Eds.), Dictionary of multicultural education ffry.83-84). Phoenix,

Arizona: The Oryx Press.

Deloria, V. Jr. (1991). Commentary: Research, redskins, and reality. American Indian

Quarterly, t5(4), 457 -469.

Deloria, V. Jr. (1997). Red Earth, White Lies: Native Americans and the Myth of

Scientific Fact. Golden Colorado: Fulcrum Publishing.

Delpit, L. (2006). Other people's children: Cultural conflict in the cløssroom. Canada:

The New Press.

Denzin,N. & Lincoln, Y. (2000). Introduction: Entering the field of qualitative research.

In Norman K. Denzin and Yvonna S. Lincoln (Eds.), The landscape of qualitative

research: Theories and issues (pp. 1-3a). Thousand Oaks, CA: Sage Publications.

Denysuik, S. (2008). Personal Communication.

Dominiguez,M., Fielding, V., &. Perrault, M., (2001). Findings of the youth

engagement program: Youth views on community partnersfrþs. Winnipeg:

Social Planning Council of Winnipeg.

Duran, E. & Duran, B. (1995). Native American Postcolonial Psychology. Albany: State

University of New York Press.

Dyck, N. (1996). What is the Indian 'Problem': Tutelage and Resistance in Canadian

Indian Administration (3rd Ed.). St. John's, Newfoundland: The Institute of Social

and Economic Research Memorial University of Newfoundland.

220



Elijah, B. (2002). Personal Communication. InLaaraFitznor (2002) Aboriginal

educators' stories: Rekindling Aboriginal worldviews. Unpublished doctoral

dissertation, University of Toronto, Ontario.

Ellis, J. (1998). Introduction: The Teacher as interpretive inquirer. In J. Ellis (Ed.),

Teachingfrom (Jnderstanding: Teacher as Interpretive Inquirer (pp. 5-14). New

York: Garland Publishing.

Ellis, J., Hart, S. & Small-McGinley, J. (1998). "Difficult" students'perspectives on

belonging and inclusion in the classroom. Reclaiming Children and Youth: Journal

of Emotional and Behavioral Problems. 7(3), 142-146.

Encarta. (1999). World English Dictionary. New York, NY: St. Martin's Press.

Ermine, W. (1995). Aboriginal epistemology. In M. Battiste & J. Barman (Eds.), Flrsr

Nations education in Canada: The circle unfolds þp. 102-112). Vancouver, BC:

UBC Press.

Fitznor, L. (1998). The Circle of Life: Affirming Aboriginal Philosophies in Everyday

Living. In Dawne C. McCance (Ed.), Life Ethics in World Religions (pp. 21-40)'

Winnipeg, Manitoba: University of Manitoba.

Fitznor, L. (2002). Aboriginal educators' stories: Rekindling Aboriginal worldviews.

Unpublished doctoral dissertation, University of Toronto, Ontario.

Forsyth, J., Halas, J. & Heine, M. (2003). Cultural approach to urban Aboriginal youth

sport and physical activity. (Unpublished SSHRC: Aboriginal Research Grant

Proposal).

Forsyth, J., Heine, M., & Halas, J. (2007). A Cultural approach to Aboriginal youth sport

and recreation: Observations from Year 1. In Jeny P. White, Susan Wingert, Dan

221



Beavon, & Paul Simon (Eds.), Aboriginal Policy Research. Moving Forward,

Making a Dffirence. Volume IV (pp.93-100). Toronto: Thompson Educational

Publishing,Inc.

Government of Canada, Department of Justice. (1982). The ConstitutÌon Act.

Government of Manitoba. (2006). Aboriginal teachers' Questionnaire report 2006.

Retrieved on June 11th, 2008, from

http ://www. edu. gov.mb.ca/ aedl abori g_teachers.pdf

Gramann, J. & Allison, M. (1999). Ethnicity, race and leisure. In Jackson,E. & Burton,

T. (Eds.), Leisure Studies: Prospects for the Twenty-First Century Qry.283-297).

Pennsylvania: Venture Publishing.

Graveline, F. J. (1998). Circle worlcs: Transþrming Eurocentric consciousness. Halifax:

Fernwood Publishing.

Halas, J. (2006). Developing a White race-counsciousness: A foundation for culturally

relevant physical education for Aboriginal youth. In Ellen Singleton & Aniko

Varpalotai (Eds.), Stones in the sneaker: Active theoryfor secondary school

physical and health educators (pp. 155-182). London: The Althouse Press.

Halas, J. (1998). Runners in the gym: Tales of resistance and conversion at an adolescent

treatment center. Canadian Journal of Native Educqtion,22 (2),210-222.

Halas, J. & Watkinson, J. (1999). Everyone gets a chance: A group of "at-risk" students

describe what it is like at their "active living" school. Runner,37(l), 14-21.

Hampton, E. (1995). Towards a redefinition of Indian education. In M. Battiste & J.

Barman (Eds.), First Nations educqtion in Canada: The circle unfolds @p.5-aQ.

Vancouver, British Columbia: UBC Press.

222



Hart, M. A. (1996). Sharing circles: Utilizing traditional practise methods for teaching,

helping and supporting. In Sylvia O'Meara and Douglas A. West (Eds.), From our

eyes: Learningfrom Indigenous peoples (ç:p.59-72). Toronto, ON: Garamond

Press.

Hart, M. A. (2002). Seeking Mino-Pimatisiwin: An Aboriginal approach to helping.

Halifax: Femwood Publishing.

Health Canada. (1999). Hearing the voices of youth: A review of research and

consultation documenls. Ottawa: Author.

Hemingway, J. & Green Wood Parr, M. (2000). Leisure research and leisure practice:

three perspectives on constructing the research-practice relation. Leisure Sciences,

22,139-t62.

Hermes, M. (i998). Research methods as a situated response: towards a First Nations'

methodology. Qualitative Studies Ìn Education, t I (I),155-168.

Hingangaroa Smith, G. (2000). Protecting and respecting Indigenous knowledge. In

Battiste, (Ed.), Reclaiming Indigenous Voice and Vision (çry.209-224). Vancouver:

UBC Press.

Holmes, L. (2000). Heart knowledge, blood memory, and the voice of the land:

Implications of research among Hawaiian Elders. In G.J. Sefa, B.L. Hall and D.G.

Rosenberg (Eds.), Indigenous lcnowledges in global contexts: Muttiple readings of

our world (pp. 37-53). Toronto: University of Toronto Press.

Hookimaw-Witt, J. (1998). Any changes since residential school? Canadian Journøl of

Native Education, 22(2), I 59-17 0.

hooks, b. (2003). Teaching community: A pedagogt of hope. New York: Routledge.

223



Howard, T. (2003). Culturally relevant pedagogy: Ingredients for critical teacher

refl ection. The ory into Pr actice, 42(3), 19 5 -202.

Hubbard, T. (2008). Voices heard in the silence, history held in the memory: Ways of

knowing Jeanette Armstrong's 'Threads of old memory'. In R. Hulan & R.

Eigenbrod (Eds.), Aboriginal Oral Traditions: Theory, Practice, Ethics (pp. 139-

153). Halifax & Winnipeg, Canada: Femwood Publishing.

lnformation Centre on Aboriginal Health, (2009). Glossary Terms: Common Terms.

National Aboriginal Health Organization: Ottawa, Canada. Retrieved on July 7,

2009, from hup ://www.icah.calcontent/enlglossary/terms/

Irwin, K. (1992). Towards theories of Maori feminism. In R. DuPlessis, P. Bunkle, K.

Irwin, A. Laurie and S. Middleton (Eds.), Feminist voices: Women's studies texts

for Aotearoa/ New Zealand (pp. 5). Auckland: Oxford University Press.

Kailin, J. (1999). How white teachers perceive the problem of racism in their schools: A

case study in "Liberal" Lakeview. Teachers' College Record,100 (4), 724-750.

Karsten, W.C., & Lolli, E. M. (1998). Implementíng Multiage Education: A Practical

Guide. Norwood, MA: Christopher-Gordon Publishets, Inc.

Kenny, C., Faries, E., Fiske, J. & Voyageur, C. (2004). A holisticframeworkfor

Aboriginal policy research. Ottawa, Ontario: Status of Women Canada.

Kincheloe, J.L. &, Mclaren, P.L. (1994). Rethinking critical theory and qualitative

research. In Norman K. Denzin and Yvonna S. Lincoln (Eds.), Handbook of

Qualitative Research (pp. 138-157). Thousand Oaks, CA: Sage.

224



King, T. (1997). Godzilla vs. Post-Colonial. In A. Heble, D.P. Pennee and J.R. Struthers

(Eds.), New C ontext s oJ' C anadian CriticÌ s m (pp. 241 -248). Peterborough:

Broadview Press.

King, T. (2003). The Truth About Stories: A Native Nanative. Minneapolis: University of

Minnesota.

Kirkness, V. & Barnhardt, R. (1991). First Nations and higher education: The four Rs -

respect, relevance, reciprocity, responsibility [Electronic Version]. Journal of

Amerícan Indian Education, 30(3), 1 -1 5.

Kovach, M. (2005). Emerging from the margins: Indigenous methodologies. In L. Brown

& S. Strega (Eds.), Research as resistance: Critical, indigenous, & anti-oppressive

approaches (pp. 19-36). Toronto: Canada Scholars'Press.

Kuhn, T. (1962). The Structure of Scientffic Revolutions. Chicago, United States:

University of Chicago Press.

Lacourt, J. (1997). Cultural Capital. in C.A. Grant & G. Ladson-Billings (eds.)

Dictionary of multicultural education (pp.55-56). Phoenix, Arizona: The Oryx

Press.

Ladson-Billings, G. (2001). Crossing Over to Canaan: The Journey of New Teachers in

Diverse Classrooms. California, U.S: Jossey-Bass

Ladson-Billings, G. (1995). But that's just good teaching! The case for culturally relevant

pedagogy. Theory into Practice, 34(3), 159-165.

Ladson-Billings, G. (1994). The Dreamkeepers: Successful Teøchers of African American

Children. California, U.S.: HB Printing.

225



Ladson-Billings, G. (1992). Culturally relevant teaching: The key to making multicultural

education work. In C.A. Grant (Ed.), Research and multicultural education (çtp.

106-12I). London: Falmer Press.

Laenui, P. (2000). Hawaiian statehood revisited in Battiste, (Ed.) Reclaiming Indigenous

Voice and Vision. (pp. 50-56). Vancouver: UBC Press.

Laidlaw Foundation. (2001). Youth as decision-makers; Strategies þr youth

engagement in governance and decision-møking in recreation. Laidlaw

Foundation.

Lane, P., Bopp, J., Bopp, M. & Brown, L. (2003). The Sacred Tree: Reflections on Native

American Spirituality. Lethbridge, Alberta, Canada: Four World International

Institute for Human and Community Development.

Laramee, M. (2008). Making sense of Aboriginal education in Canadian public schools:

A case study of four inner city elementary principals and their vision of Aboriginal

education. First Nations Perspectives: The Journal of The Manitoba First Nations

Education Resource Centre. (pp. 57-73). Winnipeg, MB: Manitoba First Nations

Education Resource Centre.

Lavallee, J. &.Lavallee, M. (2001). Sharing Circle, August. Personal Communication.

Lavallée,L., (2007). Physical activity and healing through the Medicine wheel.

Pimatisiwin: Journal of Indigenous and Aborigínal Community Health,50),I27-

153.

Lavallée,L. (2009). Practical application of an Indigenous research framework

226



and two qualitative Indigenous research methods: Sharing circles and Anishnaabe

symbol-based reflection. International Journal of Qualitative Methods, 8(I), 2I-

40.

Leroy, C. & Symes, B. (2001). Teacher's perspectives on the family backgrounds of

children "at risk". McGill Journal of Education,36(l), 45-60.

Little Bear, L. (2000). Jagged Worldviews Colliding. In M.Battiste (Ed.), Reclaiming

Indigenous Voice and Vision (pp.77-86). UBC Press.

Lloyd, D. (2001). Unconditional schools, youth of promise. Reclaiming Children and

Youth,10(3), 150-152.

Mackay, R. & Myles, L. (1995). A major challenge for the education system: Aboriginal

retention and dropout. In M. Battiste & J. Barman (Eds.), First Nations Educatíon

in Canada: The Circle Unþlds (pp.157-178). Vancouver: UBC Press.

McDonald, D. & McAvoy, L. (1997). Native Americans and leisure: state of the research

and future directions. Journal of Leisure Sciences,2g(2),145-166.

Merton, R. (1957). Social Theory and Socíal Structure. New York, N.Y.: The Free Press.

Merriam-Webster's Online. (2003). Dictionary and Thesaurzs. http://www.merriam-

webster.com/

Pidgeon, M. & Hardy Cox, D. (2002). Researching with Aboriginal peoples: Practices

and principles. Canadian Journal of Native Education,26(2), 96-106.

Piquemal, N. (2001). Free and informed consent in research involving Native American

communiti es. Americ an Indian Cultur e and Re s e sr ch Journal, 25 (l), 65 -7 9.

227



Piquemal, N. (2003). Redef,rning ethics in research. In J. Oakes, R. Riewe, K. Wilde, A.

Edmunds & A. Dubois (Eds.), NaTive Voices in Research (pp.199-219). Winnipeg,

Manitoba: Aboriginal Issues Press.

Piquemal, N. & Nickels, B. (2005). Cultural congruence in the education of and research

with Aboriginal students: Ethical implications for classroom researchers. The

Alberta Journal of Education Research, 5I(2), 1 18-134.

Politano, C., &, Davies, A. (1994). Multi-Age and More: Building Connections.

Winnipeg, Canada: Pe guis Publishers.

Popkewitz, T.S., Fuller, L. & Brown, J.E. (1997). Postmodernism. In C.A. Grant & G.

Ladson-Billings (Eds.), Dictionary of multicultural education (pp.219-222).

Phoenix, Arizona; The Oryx Press.

Ralston Saul, J. (2008). A Fair Country: Telling Truths About Canada. Toronto, Ontario,

Canada; Penguin Group.

Reclaiming Youth International. (2009). The Circle of Courage philosophy. Reclaiming

Youth International: Equipping Adults to workwith Today's Youth. Retrieved on

November 2I,2009, from www.reclaiming.com/contenlabout-circle-of-courage

Richardson, L. (1990). Writing Strategies: Reaching Diverse Audiences. Qualitative

Research Methods Series 21. London: Sage Publications

Ristock, J.L. &. Pennell, J. (1996). Community Reseqrch as Empowerment: Feminist

Linl<s, P o s tmo dern Interruptions. T oronto : Oxford University Press.

Rosenthal, R. & Jacobson, L. (1968). Pygmalion in the classroom. New York: Holt,

Rinehart &'Winston.

Ross, R. (1992). Dancing with o ghost : Exploring Indian reality. Markham, ON:

228



Octopus Publication Group.

Ross, R. (1996). Returning to the teachings: Exploring Aboriginal justice.

Saskatchewan, Canada: Pearson Penguin Canada Inc.

Roy, J. (n.d). Acknowledging Racism. Report was prepared for the Canadian Røce

Relations Foundation Retrieved on December 27,2008, from

http ://www. crr.ca./cont entl view / 220 I 37 7 llang,english/

Royal Commission on Aboriginal Peoples (1993). Integrated Research Plan: Ethical

Guidelines for Researcfr. RCAP: Ottawa.

Royal Commission on Aboriginal Peoples, (1996). Report of the Royal Commission on

Aboriginal Peoples, Volume 3, Gathering Strength. Ottawa.

Saleebey, D. (1992). The Strengths Perspective in Social Work Practice.Boston, MA:

Allyn & Bacon.

Scheurich, J. & Young,M. (1997). Coloring epistemologies: Are our research

epistemologies racially biased? Educ ational Re s ear ch, 26(4), 4-I 6.

Schnarch, B. (2004). Ownership, Control, Access and Possession (OCAP) or Self

determination applied to research. Journal of Aboriginal Health 1(1), 80-95.

Shwandt, T.A. (1998). Constructivist, interpretivist approaches to human inquiry. In

Norman K. Denzin & Yvonna S. Lincoln (Eds.) The landscape of qualitstive

research: Theories and issues (pp.22I-259). Thousand Oaks, CA: Sage

Publications.

Silver, J., Mallet, K., Greene, J. & Simard,F. (2002). Aboriginal education in Winnipeg

inner city schools. Manitoba: Canadian Centre for Policy Altematives.

229



Spielman, R. (1992).'They're always laughíng at me': Value conflicts in Native-White

collaborative research. Paper presented at INORD Conference, Laurentian

University, Sudbury, Ontario.

SSHRC Aboriginal Research Grants (2004). Call for Proposals. Ottawa: Author.

Statistics Canada. (2007). Winnipeg, Manitoba (table). 2006 Community Profiles.

2006 Census. Statistics Canada Catalogue no.92-591-XWE. Ottawa.

Released March 13,2007. Retrieved on December 20,2008, from

http ://wwwl 2. statcan.calenglish /censusO6/datalprofi les/

communit)¡/Index. cfm?Lan g:E

Statistics Canada. (2008a). The Daily: Aboriginal Peoples ín Canada in 2006: Inuit,

Métis and First Nations, 2006 Census. Ottawa. Released January 15, 2008.

Retrieved on Decemb er 20, 200 8, from http ://www. statcan. gc. caldaily-

quotidien/O80 1 1 5/dq080 1 1 5a-eng.htm

Statistics Canada. (2008b). Aboriginal Peoples in Canada in 2006: Inuit, Métis and First

Nations, 2006 Census: Half of the Aboriginal population comprised of children and

youth. 2006 Census: Analysis Series. Ottawa. ReleasedJanuary 10,2008.

Retrieved on December 20,2008, from

http:/Âvwwl2.statcan.calenglish/census06/anall¡sis/aboriginal/children.cfmsumara,

D. & Carson,T. (1997). Reconceptualizing action research as a living practice. In

Terrance R. Carson & Dennis Sumara (Eds.), Action research as living practice

(pp. xiii-xxxv). New York: Peter Lang Publishing, Inc.

Suzuki, D. (2002). The sacred balance: Rediscovering our place in nature (2"d ed,.).

Vancouver, British Columbia: Greystone Books.

230



Swisher, K. (1998). V/hy Indian people should be the ones to write about Indian

education. In Mihesuah (Ed.), Native and Academics. Researching and writing

about American Indians (pp. 190-199). United States of America: University of

Nebraska Press.

Taylor, E., Tisdell, E. A. & Hanley, M. S. (2000). The role of positionality in teaching

for critical consciousness: Implications for adult education.2000 AERC

Proceedings. http:/www.edst.educ.ubc.ca/aercl}0O0/tayloreetall-web.htm.

Thomas, R.4., (2005). Honouring the oral traditions of my ancestors through storytelling.

In L. Brown & S. Strega (Eds.), Research as resistance: Critical, indigenous, &

antí -oppr e s sive appr oac he s (pp. 237 -25 4). Toronto : Canada Scholars' Press.

Tuhiwai Smith, L. (1999). Decolonizing Methodologies: Research and Indigenous

Peoples. Dunedin, New Zealand: University of Otago Press.

Tuhiwai Smith, L. (2005). On tricky ground: Researching the Native in the age of

uncertainty. In Norman K. Denzin.&.Yvonna S. Lincoln (Eds.), The Sage

Handbook of Qualitative Research (third Ed.) (pp. 85-107). London: SAGE

Publications.

United Nations. (2004). The Concept of Indigenous Peoples. Workshop on Data

Collection and Disaggregation for Indigenous Peoples. PFII/2004/WS.1/3. United

Nations: Department of Economic and Social Affairs: New York.

University of Manitoba, Aboriginal Student Centre. (2008). Elder's Protocol.

http : //umanitoba. calstudent/asc/tpaclproto co l.html

van Ingen, C. & Halas, J. (2006). Claiming space: Aboriginal students within school

landscapes. Children's Geographies, (4), 3, 379-398.

231



Wagamese, R. (2006). Keeper N' Me. Canada: Anchor Canada.

Weber-Pillwax, C. (2001). "What is Indigenous research?" Canadian Journal of

Native Education, 25(2), | 66-17 4.

Wikipedia. (n.d). Costructivism (Leaming Theory). Retrieved on January 12,2009,from

http ://en.wikipedia.org/wiki/Constructivism (learning-theory)

Wilson, S. (2001). What is an Indigenous research methodology? Canadian Journal of

Native Education, 25(2), 17 5 -17 9.

Wilson, S. (2008). Research is ceremony: Indigenous research methods. Winnipeg,

Manitoba, Canada: Fernwood Publishing

Working Group of the National Aboriginal Youth Strategy. (1999). National

Aboriginal Youth Strategy. Ottawa: Author.

Young-Ing, G. (2008). Conflicts, discourse, negotiations and proposed solutions

regarding transformations of traditional knowledge. In R. Hulan & R. Eigenbrod

(Eds.), Aboriginal Oral Traditions: Theory, Practice, Ethics þp. 61-78). Halifax &

Winnipeg, Canada: Femwood Publishing.

232




