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1.1 The Challenge and RaTionale 
foR The le,non_ eT PRojeCT

Aboriginal people are currently underrepresented in Canadian 
post-secondary education. The 2001 Census showed that 
between 1996 and 2001 the proportion of the Registered 
Indian population with some post-secondary education 
increased from 20 to 24 percent, while the relevant proportion 
of the general population increased from 35 to 41 percent.1 
In the 2006 Census, the figures are 35 percent for those with 
Aboriginal ancestry and 51 percent for the general population.

For Aboriginal students going on to post-secondary education, 
the rate of participation, while at present still much lower than 
that of the general population, has increased significantly over 
time. Indian and Northern Affairs Canada (INAC) data show 
that post-secondary enrolment by Registered Indians with 
funding from INAC increased rapidly from about 200 in the 
mid-1960s to approximately 27,500 by 2000 (INAC, 2005). 
The rate of growth appears to have reached a plateau, 
however, and the majority (some 60 percent) of Aboriginal 
post-secondary students are enrolled in certificate or diploma 
programs rather than in degree studies (ibid). Similarly, INAC 
data show that in 2001 only five percent of Registered Indians, 
seven percent of Métis and non-status Indians and two 
percent of Inuit held university degrees (ibid). The relevant 
proportion within the non-Aboriginal population was about 
18 percent. Comparative figures in the 2006 Census show  
nine percent of Aboriginal people holding a university diploma 
or degree, compared to 23 percent of non-Aboriginal people.

As a result, Aboriginal people are underrepresented in 
professional occupations. For instance, although they represent 
about 3.9 percent of the Canadian population, only 1.2 percent 
of teachers are of Aboriginal ancestry nationally, while in BC, 
with a five percent Aboriginal population, again only 1.2 
percent of teachers are Aboriginal (Minister’s National Working 
Group on Education, 2002). 

Given that many older Aboriginal students are now re-entering 
education after other life experiences, that there is a growing 
need for trained staff as Aboriginal communities move toward 
self-government and that over half the Canadian Aboriginal 
population is less than 25 years old, the challenge becomes 
very clear: what structures, perceptions, attitudes and values 
need to be in place in post-secondary institutions in order  
for them not only to attract Aboriginal students but to retain 
and graduate these students in degree programs? 

The Millennium Research Program of the Canada Millennium 
Scholarship Foundation (“the Foundation”) was set up to 
research barriers to post-secondary education. The Foundation 
intended to use “rigorous analysis and empirical evidence”  
to examine the impact of policies and programs designed  
to alleviate such barriers. The University of Victoria set out  
to undertake such an examination, submitting a proposal to 
the Foundation for programs starting in 2005 and extending  
to 2009.

1.2 insTiTuTional ConTexT:  
The univeRsiTy of viCToRia

Planning for the LE,NON_ ET Project came at a time when the 
University of Victoria had already demonstrated a significant 
commitment to increasing the Aboriginal presence on campus 
and improving relations with surrounding Aboriginal commun-
ities and organizations. One of the key objectives in its 
Strategic Plan, which was approved in 2002, was to increase 
Aboriginal enrolment and success and to acknowledge and 
consult local Aboriginal communities. Specifically, the 
proposed actions associated with this objective were:

 ❚ with the advice of the President’s Advisory Council  
on Indigenous Education, to enhance the recruitment, 
retention and graduation of Aboriginal students in  
all faculties;

 ❚ to secure funding for and construct a First Peoples House 
and to enhance support services for Aboriginal students; 
and

 ❚ to support the development of curricula and methodolo-
gies supportive of the needs of the Aboriginal community.

The commitment was evident in many ways, from the 
symbolic gestures of the Chancellor’s Chair and convocation 
furniture designed by First Nations artists and President 
Turpin’s meeting with local First Nations leaders shortly after 
his appointment to the appointments of increased numbers  
of Aboriginal faculty and staff and the provision of Aboriginal-
focused programs and courses. Examples of the commitment 
include:

 ❚ a significant number of Aboriginal faculty on campus  
(15, or 2.1 percent of all faculty at the time of the 
proposal to the Foundation in 2005);

 ❚ a significant number of Aboriginal staff providing services 
to Aboriginal students and raising the profile of Aboriginal 
education;

 ❚ an increasing number of educational programs which 
have Aboriginal content or that are designed specifically 
for Aboriginal students;

 ❚ consistent success with proposals for funding from the 
Aboriginal Special Projects Fund from the BC Ministry  
of Advanced Education;

 ❚ an active Native Students Union;

 ❚ a President’s Advisory Council on Indigenous Education; 
and

 ❚ a design, site and commitment to construct a First 
Peoples House on campus.

7

1 This gap is due in part to differing graduation rates from secondary education. In BC, for instance, the secondary school completion rate from 2001 to 2006 held 
steady at about 82 percent for non-Aboriginal students, while it rose from 42 percent to 47 percent for the cohort of Aboriginal students (BC Ministry of 
Education, 2005).
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There has also been a significant and steady increase in 
Aboriginal student enrolment in recent years. Full-time, 
part-time, on-campus and distance learning enrolment rose 
from less than a hundred self-identified students in 1999-
2000 to 534 in 2005 (University of Victoria Institutional 
Planning and Analysis). That number includes both self-identi-
fied Aboriginal students and those identified as part of the 
data-gathering activities undertaken for this project. The 
actual number is undoubtedly higher. With rising enrolment 
and increased commitment to serving Aboriginal students and 
communities, the university was well placed to test further 
proactive initiatives.2 

1.3 The le,non_ eT PRojeCT’s vision, iTs 
goals and The oRigins of iTs name

The LE,NON_ ET Project’s overall aim is to develop strategies 
that promote Aboriginal student retention and success and to 
research the effectiveness of these strategies. The goals, 
outlined in the project proposal to the Foundation (2005), 
were in keeping with the vision articulated in the University of 
Victoria’s strategic plan that outlined a commitment to 
“enhance the recruitment, retention and graduation of 
Aboriginal students in all faculties” and to “enhance support 
services for Aboriginal students” (University of Victoria, 2002). 

The stated goals of the LE,NON_ ET Project were to:

 ❚ change the reality of the experience of Aboriginal 
students attending post-secondary institutions to a more 
visibly positive one; and 

 ❚ enhance accessibility to the university through an 
effective and readily available program of support 
services that will enhance student success.

The elements identified as contributing to success included:

 ❚ involvement of Aboriginal communities in the education 
of Aboriginal students;

 ❚ a safe, positive learning environment created for 
Aboriginal learners;

 ❚ strong bonds created between faculty members and 
Aboriginal students;

 ❚ services focused on the unique situations of Aboriginal 
students;

 ❚ faculty members, counsellors and support staff who are 
well motivated and suitably trained in supporting 
Aboriginal student success;

 ❚ financial support to supplement limited funds available 
from band councils; and

 ❚ strong and consistent support from the institutional 
administration, programs and personnel.

At its initiation, the project was honoured with the name 
“LE,NON_ ET,” one of several suggested by John Elliott of the 
Tsartlip First Nation—one of the four communities that 
constitute the W_S’NE_ (wchtsenetch) people near Victoria. 
LE,NON_ ET (written in an orthography developed by the late 
Dave Elliott Sr., John’s father, and pronounced “le-non-git”) 
means “success after enduring many hardships” in SENCOTEN 
(sen-chaw-then), the language of the local Straits Salish 
people. It is a name that speaks to the experiences of many 
Aboriginal students.

Artist and master carver Charles Elliott of the Tsartlip First 
Nation contributed the LE,NON_ ET Project logo, created using 
a classic spindle whorl design depicting a human surrounded 
by a pair of wolves, which speaks to the capacity of students 
to use the best of both worlds, in this case the traditions of 
their home communities and the traditions of Euro-Western 
academia. 

8

2 Additional findings regarding this increase in the Aboriginal student body at the University of Victoria are provided in Section 4.4.1.
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1.5  oveRview of le,non_ eT PRogRam ComPonenTs

The following five areas were identified in the project proposal 
as crucial to enhancing the success of Aboriginal students and 
thus to achieving the goals of the project:

 ❚ providing financial aid to qualifying students;

 ❚ providing an opportunity to engage in research with  
the university’s faculty or staff;

 ❚ placement with an Aboriginal community in a co-op 
arrangement;

 ❚ mentoring students; and

 ❚ raising awareness among staff and faculty and  
coordinating/improving support services.

An Advisory group, consisting of Aboriginal faculty, staff, 
students and community representatives, provided guidance 
to the project team during the development and early 
implementation of activities in these areas. Eventually  
the following suite of programs was developed:

 ❚ Bursary Program: direct financial aid, renewable until the 
end of the project, for first-year or newly transferred 
students;

 ❚ Research Apprenticeship Program: working with university 
staff or faculty on research projects of mutual interest;

 ❚ Community Internship Program: matching students with 
Aboriginal communities or organizations to assist with 
projects of common interest;

 ❚ Peer Mentoring Program: more experienced Aboriginal 
students serving as mentors for new Aboriginal students; 
and

 ❚ Staff and Faculty Aboriginal Cultural Training Program: 
basic information about local and national Aboriginal 
cultures, histories and communities and orientation 
regarding issues faced by Aboriginal students in post-
secondary education, with the aim of eventually reaching 
all staff and faculty on campus.

The following program was not originally identified in the final 
proposal (2005) as a separate program component, although it 
was mentioned as a component of the internship and 
apprenticeship initiatives. Hence, the proposal did not 
articulate assumptions and outcomes relevant to this 
particular program along with those for the others (see 
Sections 2.2 and 2.3):

 ❚ Preparation Seminar: training in academic and cultural 
skills to prepare students for placements in the Research 
Apprenticeship and Community Internship Programs.

1.4 ConCePTualizing “suCCess” 
foR aboRiginal sTudenTs

As described in the 2005 proposal, the project activity 
components were developed through extensive research  
and broad-based consultations that included: service providers 
and administrators at other universities; University of Victoria 
faculty, staff and students; and First Nations communities  
and Aboriginal organizations.

Since the goals of the LE,NON_ ET Project focused on promot-
ing Aboriginal students’ success, it quickly became apparent 
during this proposal development phase that conceptualizing 
“success” for Aboriginal students was essential. For example, 
during the proposal development and project planning process, 
several stakeholders pointed out that, for Aboriginal students, 
“success” includes the experiences gained during their 
post-secondary studies and their subsequent journey in life.  
It does not focus solely on a student’s retention and graduation. 
For some communities or families, to have a student attend  
a post-secondary institution is in itself a measure of success, 
even if the student does not graduate or complete a degree.  
If such students are able to contribute to the well-being of 
their people and their post-secondary education has helped 
them to do so, that is success. Conversely, if students complete 
university degrees but are unable to, or choose not to, work 
within or contribute to their own or another Aboriginal 
community, that may be viewed as a failure rather than  
a success. If Aboriginal students are able to study within 
institutions that respect their culture, that strengthen their 
grasp of cultural ways or that help them to connect with their 
culture for the first time, that is also viewed as a success.  
Thus, according to stakeholders interviewed during proposal 
and program development, success includes the transformations 
that students undergo while they are pursuing their post-
secondary education. 

Similarly, during the proposal development process it became 
clear that, in developing a project that aimed to foster 
Aboriginal students’ success at university, first and foremost  
it would be important to affirm the student as a person, using 
a holistic approach. Moreover, it would be vital to create  
and test services and programs that would acknowledge  
and reinforce Aboriginal identity, foster Aboriginal community 
and value Aboriginal practices and ways of knowing. Along 
with these strategies, the project might need to support some 
students financially, and some curriculum development might 
prove helpful, in order to introduce faculty, staff and students 
to Aboriginal matters. 

Moreover, informants in the project development process 
emphasized that, in conducting the research examining  
the impact of the program, it would not be enough to tally 
increases in grade point average (GPA), rates of return  
and graduation among LE,NON_ ET program participants, as 
compared to a pre-LE,NON_ ET cohort or some other control 
group. It would be equally important to explore Aboriginal 
students’ concepts of success and to document the effects  
of the programs on the students’ sense of self-worth,  
cultural identity and belonging within the Aboriginal  
and academic worlds. 
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1.7 sTRuCTuRe of This RePoRT

This Interim Evaluation Report presents findings related to 
both the formative evaluation and the preliminary summative 
evaluation. The findings cover the period from August 2005 to 
December 2007 for student data, while the discussion of all 
other matters extends from the beginnings of this initiative in 
early 2004 up to September 2008. The report is divided into 
the following sections:

 ❚ Section 1 presents an introduction and background  
to the project;

 ❚ Section 2 provides an overview of the relevant literature, 
along with a discussion of the project assumptions and  
an evaluation framework;

 ❚ Section 3 provides the evaluation questions and  
the methodology;

 ❚ Section 4 presents the interim formative evaluation 
findings; 

 ❚ Section 5 presents the interim summative evaluation 
findings based on quantitative methodology;

 ❚ Section 6 presents the interim summative evaluation 
findings based on the qualitative interviews conducted 
with LE,NON_ ET students;

 ❚ Section 7 contains the discussion of findings and offers 
lessons learned; and 

 ❚ Section 8 offers some general interim conclusions. 

1.6 le,non_ eT PRojeCT evaluaTion 

From the outset, a key component of the LE,NON_ ET Project 
funding was that the effectiveness of the project would be 
evaluated through a university-led research team. The 
Foundation committed to funding project research that tested 
accessible, responsive and culturally sensitive approaches  
to post-secondary education for Aboriginal students. The 
Foundation anticipated that the research projects would 
contribute to the identification of strategies that would  
be effective in improving participation and retention rates  
of Aboriginal students, in order to inform evidence-based 
post-secondary education policy and practices.

A LE,NON_ ET evaluation plan was developed, comprised  
of both formative (also known as process) and summative 
(also known as outcome) evaluations. The formative evaluation 
examines and documents the development and actual 
implementation of the project and whether the expected 
outputs were produced; the summative evaluation examines 
the degree to which the project’s intended outcomes have 
been achieved. 

Components of the LE,NON_ ET Project evaluation include:

 ❚ a research plan included in the proposal;

 ❚ an ethics submission to the University of Victoria Human 
Research Ethics Board (HREB), with several amendments 
through the development of the project;

 ❚ an evaluation framework or “logic model” that outlines 
the relationship of the project activities, outputs and 
outcomes;

 ❚ an Interim Evaluation Report (i.e., the present document) 
that includes findings from both the formative and 
summative evaluations and also reports the program’s 
strengths, challenges and lessons learned; and

 ❚ a Final Report, to be submitted in early 2010.
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LE,NON_ ET Project: Assumptions 
and Evaluation Framework
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2.1 Relevant liteRatuRe: identity, Community   
and SuCCeSS foR aboRiginal StudentS

Youth need a strong foundation in their traditions  
and proficiency in the skills valued by contemporary 
society. Those who master these skills and contribute 
to their communities and nations deserve to be 
celebrated as the modern equivalents of the great 
hunters and leaders of the past (Royal Commission 
on Aboriginal Peoples, 1996).

When Aboriginal students arrive on a campus, “they may  
be coming from any number of situations and be located 
anywhere along the scale of acculturation” (Bobiwash, 1999). 
This means that some students will be intimately familiar with 
all aspects of their identity (ceremonies, language, etc.), while 
others may have self-identified as Aboriginal only recently  
or not at all. In order to support Aboriginal students fully,  
a post-secondary institution should provide an environment  
in which they can maintain or strengthen their Aboriginal 
identity regardless of their pre-existing level of cultural 
knowledge. If an institution can provide this respectful space, 
rather than merely focusing on “[intensifying] efforts at 
socializing them into the institutional milieu” (Kirkness & 
Barnhardt, 1991), it will facilitate Aboriginal students having 
power in their relationship with the institution. 

This identity is not a static label or construct. In addition  
to including Aboriginal ancestry, it is comprised, inter alia, of 
history, language, education, family traditions, connection to 
the land, a relationship with ancestors and a relationship with 
the Creator. Indeed, Aboriginal identities are as individual  
and diverse as the people who hold them. Aboriginal identities 
are fluid, adaptive and have been affected by Euro-Western 
cultures; they bear the marks of struggle and marginalization. 
The nature of Aboriginal identities varies across different 
Aboriginal groups; not only are there variations among First 
Nations, Métis and Inuit peoples, there are also different 
considerations for members of these groups who live in urban 
environments and those who have been separated from their 
culture for generations. 

The development of Aboriginal-specific offices, programs, 
curricula and services is part of the process of creating an 
academic space that is respectful of Aboriginal culture and 
facilitates Aboriginal students’ development and maintenance 
of their cultural knowledge and skills. Kirkness & Barnhardt 
(1991) describe a university environment that supports 
Aboriginal identity: 

The university must be able to present itself in ways 
that have instrumental value to First Nations students; 
that is, the programs and services that are offered 
must connect with the students’ own aspirations  
and cultural predispositions sufficiently to achieve  
a comfort level that will make the experience  
worth enduring.

Thus, in keeping with the Royal Commission’s message quoted 
above, some authors (Bobiwash, 1999; Kirkness & Barnhardt, 
1991) have defined success for Aboriginal post-secondary 
students as participating in a post-secondary environment 
which strengthens their cultural integrity rather than weak-
ening it. In this view, a post-secondary institution which offers 
a relevant, respectful, reciprocal and empowering learning 
environment is one in which Aboriginal students are most 
likely to achieve success. As described above, that is also the 
LE,NON_ ET vision (see Section 1.3). Success is a function of the 
institution’s treatment of the student at least as much as it is 
the result of the student’s efforts.

2.2  PRojeCt aSSumPtionS

A logic model and evaluation framework were defined for the 
LE,NON_ ET Project, as a means to articulate the underlying 
assumptions giving rise to program activity components  
and to describe the links between activities and anticipated 
outcomes.

The logic model and evaluation framework for the LE,NON_ ET 
Project were derived from several sources:

 ❚ interviews with the LE,NON_ ET staff team and Executive 
about the philosophical and theoretical framework and 
the underlying assumptions of the project, along with the 
desired outcomes; 

 ❚ reviews of key documents provided by the project team, 
such as the original proposal, the final version of the 
proposal and the March 2008 draft of the Interim 
Evaluation Report; and

 ❚ several team meetings to gather team members’ 
feedback on draft evaluation frameworks and documents 
on underlying assumptions.

An initial step in creating a logic model is to uncover the 
underlying assumptions that provide a basis for the program 
and anticipated outcomes. For the LE,NON_ ET Project, the 
assumptions described in the following sections were 
fundamental in determining how to construct it.

13

N



LE,NON_ ET: Interim Evaluation Report

2.2.1 overarching assumptions Regarding Project goals 

 ❚ There is a “knowledge gap” regarding what supports  
are needed to create an educational experience that is 
relevant to the strengths and needs of Aboriginal peoples. 
This knowledge gap is resulting in, or contributing to, 
relatively low retention rates and success among 
Aboriginal students.

 ❚ For Aboriginal university students, having a strong sense 
of Aboriginal identity and cultural/community connected-
ness is positively related to university retention and good 
performance/success. 

 ❚ Effective change (i.e., leading to improved success) must 
involve engaging Aboriginal communities more directly in 
the education of Aboriginal students. Interventions, such 
as the LE,NON_ ET Project and its program components, 
aiming to strengthen Aboriginal students’ sense of 
Aboriginal identity and students’ sense of connection 
with their culture and traditions will contribute to 
student retention and their “success.”

 ❚ Aboriginal definitions of “success” in relation to university 
experience may not be the same as non-Aboriginal 
concepts of “success.” Eurocentric views of “success,” 
including GPA and standing as a full-time student, may 
not have the same significance for Aboriginal students 
and their communities. It is thus very important that  
the LE,NON_ ET Project explore the meaning of “success” 
in relation to Aboriginal students’ university experience 
from the perspective of the students and Aboriginal 
community members.

2.2.2 overarching assumptions Regarding the Project 
implementation Process

 ❚ It is very important for the LE,NON_ ET Project to be 
guided by Aboriginal people and Aboriginal communities. 
Thus, it is vital that Aboriginal people have leadership 
positions within the project team and that there are 
ongoing means to consult with and gain feedback from 
Aboriginal community members throughout all phases  
of project implementation. 

2.2.3 assumptions Regarding the bursary Program

 ❚ Lack of funding is a barrier to Aboriginal students’ staying 
at university and completing their program of study and 
to being “successful” in their university pursuits.

 ❚ Current levels of available funding for Aboriginal students 
are insufficient. 

 ❚ Any program of support services can only be effective  
if there is a foundation of adequate financial support  
to Aboriginal students.

 ❚ Financial support, in the form of a bursary program,  
is a core component of support services/programming  
for Aboriginal students and will contribute to student 
retention and “success” at the university.

2.2.4  assumptions Regarding  
the Peer mentoring Program

 ❚ Feeling a sense of connection to the broader Aboriginal 
community is related to students staying at university 
(retention) and other positive outcomes, including their 
“performance” and “success” (e.g., “student motivation, 
academic performance and well-being”). 

 ❚ The transition to campus life is difficult for many 
students. Without intervention of some sort, Aboriginal 
students may have difficulties finding/making a community 
at the university and may feel isolated and disconnected 
from their culture and community.

 ❚ Peer mentoring (i.e., relationship-building and support 
from an Aboriginal student “peer”) is an effective way of 
creating community. Thus, Aboriginal students will benefit 
from connections with other Aboriginal students, in order 
to access a culturally specific orientation to campus life.

 ❚ It is important to match peer mentors and mentored 
students on certain characteristics in order to promote 
relationships and a sense of community.

 ❚ Financial remuneration to peer mentors is important, 
contributing both to their retention as mentors and, 
ultimately, to their experience of success. 

14
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3 This proposal component resulted in a program called Staff and Faculty Aboriginal Cultural Training (SFACT), which will be the title used throughout this report.

2.2.7 assumptions Regarding the Research 
apprenticeship Program

 ❚ It is important to develop Aboriginal researchers who can 
lead research related to Aboriginal people and communities.

 ❚ Aboriginal students will benefit from enhanced opportun-
ities to participate as researchers in university research 
projects of interest to them. Students’ involvement in 
these supervised research opportunities will promote 
their staying at university and their experience of success.

 ❚ Remuneration of research apprentices, in the form of 
funding, course credit, or both, is important, contributing 
to their retention as apprentices and, ultimately, to their 
experience of success. 

2.2.8 assumptions Regarding the faculty and Staff 
development initiative3

 ❚ There is a widespread lack of accurate knowledge about 
Aboriginal peoples in post-secondary institutions, 
including the University of Victoria. 

 ❚ Aboriginal students have experienced instances of 
systemic and direct racism from faculty, staff and other 
students. This is perceived, for the most part, as uninten-
tional and arising out of ignorance. However, it can be 
detrimental to the students’ educational experience. 

 ❚ Having faculty and staff expand their level of awareness 
of Aboriginal peoples’ cultural, historical and contempor-
ary realities through participation in a cultural awareness 
and educational program will improve Aboriginal 
students’ experience at university and will help to 
enhance Aboriginal student retention and success.

2.3 le,non_ et evaluation fRamewoRk

The following tables outline an evaluation framework, 
developed by the Nota Bene Consulting Group in discussion 
with LE,NON_ ET staff. It is informed by the assumptions 
outlined above and links project activities, outputs and 
outcomes. The framework identifies anticipated outcomes for 
the five program components that were part of the 2005 final 
proposal to the Foundation, as well as the Preparation Seminar, 
which was developed after 2005.

 

2.2.5 assumptions Regarding the Preparation Seminar

 ❚ Aboriginal students rarely have opportunities to gain 
skills and knowledge which are specifically aimed at 
meeting their learning objectives as Aboriginal people.  

 ❚ In preparation for their work as researchers, students 
need to acquire a knowledge and skill base that can be 
applied in the Research Apprenticeship program. 

 ❚ In preparation for their placements in the Community 
Internship program, students need a knowledge and skill 
base for working in Aboriginal communities and with 
Aboriginal organizations.

 ❚ An on-campus seminar course is an effective means  
of addressing students’ knowledge needs in relation  
to cultural issues and protocols and research practice.

2.2.6 assumptions Regarding the Community  
internship Program

 ❚ Upon entering university, students sometimes risk losing 
their sense of connection to their community. Thus, 
support for students aiming to help them stay connected 
to their community will contribute to their success.

 ❚ It is important that Aboriginal students have opportun-
ities to become community interns early in their 
university career and that these opportunities are  
not limited to senior-year students or contingent  
on students’ GPA.

 ❚ Aboriginal communities experience a sense that research 
conducted by the university generally does not address 
needs identified by them. 

 ❚ Communities are seeking opportunities to engage 
students in projects that address community-identified 
issues and needs.

 ❚ Remuneration of community interns, in the form of 
funding, course credit, or both, is important, contributing 
to their retention as interns and, ultimately, to their 
experience of success. 
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2.3.1 overall Project (Project administration, institutional development and Partnerships)

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Project 
administration

Community 
Consultation 
and guidance

# of Aboriginal 
project staff

# of Advisory 
group members

# of Advisory 
group meetings/
consultations

# of faculty  
and staff who 
take part in 
LE,NON_ ET 
professional 
development 
(PD) activities

Total # of 
students 
participating  
in LE,NON_ ET 
Project and 
in each program 
component

Aboriginal people are hired for 
leadership positions within project 
team

Advisory group is created and 
meets on an ongoing basis

Project team and Aboriginal 
community advisors work together 
to support the project 
implementation

Project partners agree about the 
fundamental assumptions and 
operations of the project 

Project team and partners have 
opportunities to explore definition 
and meaning of Aboriginal identity

Project participants—including 
students and community 
advisors—have opportunities to 
define “success” from Aboriginal 
perspective
   
The university is able to more 
accurately identify the size of  
its Aboriginal student population

Aboriginal staff members are
involved in leading the LE,NON_ ET 
Project

Advisory group meets on an 
ongoing basis to inform the 
project’s implementation and 
research processes

LE,NON_ ET participants are satisfied 
with their experiences with the 
program

There is shared understanding of 
the complex issues associated with 
Aboriginal identity 

There is shared understanding  
of the multiple definitions of 
“success” among Aboriginal and non-
Aboriginal partners (e.g., university 
administrators, funders)

Increase in number of students 
over time who participate in 
LE,NON_ ET program components

Aboriginal communities are and 
feel respected and are treated  
as equal partners and  (co-)leaders 
of the LE,NON_ ET Project

LE,NON_ ET and the university 
strengthen relationships with local 
Aboriginal communities

A safe, welcoming, positive learning 
environment exists for Aboriginal 
learners at the university 

Knowledge and lessons learned 
regarding LE,NON_ ET Project are 
shared and inform future  
programming, services, operations 
and policy development

University leadership and funding 
bodies use Aboriginal lens in 
defining Aboriginal identity and 
“success” when developing 
programming and policies

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Program 
Components

Total # of 
students 
participating in 
each LE,NON_ ET 
program 
component

# of incoming 
students who 
self-identify as 
being Aboriginal

# of faculty and 
staff who take 
part in 
LE,NON_ ET PD 
activities

Aboriginal students’ financial 
difficulties are eased

Aboriginal students gain cultural 
knowledge regarding cultural 
resources and supports on and  
off campus

Aboriginal students learn about 
research-related issues and learn
and practice research skills 

Faculty and staff have increased 
awareness regarding Aboriginal 
culture and perspectives

Lack of finances is not viewed by 
students as a barrier to staying at 
the university

Aboriginal students feel that they 
are being treated with respect by 
faculty and staff

Aboriginal students’ sense of 
Aboriginal identity is strengthened

Aboriginal students’ sense of 
connection with their Aboriginal 
communities and their culture and 
traditions is strengthened

Aboriginal students learn skills that 
are of importance to cultural 
communities

Aboriginal students improve their 
research and communication/
presentation skills 

Faculty, staff and services work 
collaboratively to support 
Aboriginal student retention and 
success

Improved retention of Aboriginal 
students  

Aboriginal students experience 
“success” 

A safe, welcoming, positive learning 
environment exists for Aboriginal 
learners  

LE,NON_ ET and the university 
strengthen relationships with local 
Aboriginal communities

University leadership and funding 
bodies use Aboriginal lens in 
defining “success” when developing 
programming and policies
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2.3.2 bursary Program

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

bursary Program Total # of students 
who apply for  
a bursary (also, 
breakdown by 
incoming and 
returning students)

Total # of students 
granted a bursary 

Avg. amount of 
bursary funding 
received

Total # of students 
who apply for 
emergency funding

Total # of students  
granted emergency 
funding

Avg. amount  
of emergency 
funding received

LE,NON_ ET bursary coordinator 
hired and trained, as needed

Eligibility criteria for obtaining  
a bursary are established, based 
on agreed-upon criteria

Funding levels of bursaries are 
established, based on agreed-
upon criteria

The university financial aid 
offices and Aboriginal commun-
ities and funding bodies are 
informed of the availability  
of LE,NON_ ET bursaries 
 
Students are informed about the 
Bursary Program 

Process of obtaining a bursary  
is accessible to students

Students are satisfied with the 
process of accessing a bursary

Students are satisfied with  
the amount of financial support 
they receive

Funding bodies and Aboriginal 
Student Affairs offices recognize 
the need to revise policies 
regarding funding levels for 
Aboriginal students

Bursaries for Aboriginal students 
in need are available  
(i.e., bursaries are sustained)

Funding levels for Aboriginal 
students are enhanced 

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

bursary Program Total # of students 
who apply for  
a bursary (also, 
breakdown by 
incoming and 
returning students)

Total # of students 
granted a bursary 

Avg. amount of 
bursary funding 
received

Total # of students 
who apply for 
emergency funding

Total # of students  
granted emergency 
funding

Avg. amount  
of emergency 
funding received

Students’ financial difficulties  
are eased 

Students have a sense of stability 
in terms of housing and 
day-to-day expenses

Students who prefer not to be 
employed while attending the 
university are able to make this 
choice without personal hardship

Students have additional time  
to focus on their academic 
studies

Lack of finances is not viewed  
by students as a barrier to 
staying at school

Students have a sense of stability 
in terms of housing and 
day-to-day expenses

Students who prefer not to be 
employed while attending the 
university are able to make this 
choice without personal hardship

Students have additional time to 
focus on their academic studies

Improved retention of Aboriginal 
students  

Aboriginal students experience 
“success” 
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2.3.3 Peer mentoring Program

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Peer mentorship # of students who 
apply to have a 
mentor

# of mentor/
mentored 
student pairs

# of mentor/
mentored
student meetings 
or contacts

# of peer mentors 
hired

# of peer mentors 
trained

# of peer mentor 
supervisors in place

Peer mentor 
training
curricula and 
support 
protocols

incoming Students 
Mentored students are engaged 
with their peer mentor

Mentors and mentored students 
meet on an ongoing basis
Mentored students are informed 
about resources and supports at 
the university

Mentored students are informed 
about strategies for discussing 
Aboriginal issues with others  
in the university community

Peer mentors
Training curricula and support 
protocols for peer mentors are 
produced

Criteria for peer mentors  
are established 
Peer mentors are recruited
Peer mentors are hired
Peer mentors are trained
Characteristics for matching 
mentors/mentees are 
determined 

Peer mentors have opportunities 
to relate their experiences to 
other mentors and their 
supervisor

incoming Students 
Process of getting a peer mentor
is accessible for students

Mentored students and mentors 
have positive, supportive, 
ongoing relationship

Students are satisfied with the 
help or support they receive from 
mentors (i.e., their expectations 
have been met)
 
Peer mentors
Process of applying to become a 
mentor is accessible to students

There is ongoing hiring and 
training of mentors, as needed 

There is ongoing supervision/
support for mentors  
(e.g., a network of mentors)

Mentors are satisfied with their 
mentoring experience (i.e., their 
expectations have been met)

A safe, positive learning 
environment is created  
for Aboriginal learners 

Knowledge and experiences 
regarding peer mentoring  
are shared

Peer mentoring activities  
are self-sustaining

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Peer mentorship # of students who 
apply to have a 
mentor

# of mentor/
mentored
student pairs

# of mentor/
mentored
student meetings 
or contacts

# of peer mentors 
hired

# of peer mentors 
trained

# of peer mentor 
supervisors in place

Peer mentor 
training
curricula and 
support 
protocols

incoming Students
Mentored students experience  
a smooth (e.g., less stressful) 
transition process into university

Mentored students feel 
supported in navigating the 
university environment,  in 
connecting with the university’s 
Aboriginal community and 
resources, and with cultural 
resources off campus 

Mentored students feel 
supported in dealing with  
issues of racism

Peer mentors
Peer mentors experience positive 
sense of cultural identity and 
self-esteem as mentors

Peer mentors improve their 
knowledge about cultural 
resources and supports on and 
off campus 

Peer mentors improve their 
knowledge of coping skills and 
strategies

Peer mentors gain experience 
working with other Aboriginal 
people

Peer mentors earn wages  
for their work

incoming Students
Mentored students experience 
positive sense of identity and 
self-esteem 

Mentored students experience  
a sense of connectedness with 
other Aboriginal students and 
with their culture

Mentored students are 
knowledgeable about university 
resources and about cultural 
resources off campus 

Mentored students improve  
their coping skills 

Peer mentors
Peer mentors experience positive 
sense of identity and self-esteem 
as mentors

Peer mentors experience a sense 
of community and connected-
ness with other Aboriginal 
students and with their culture

Peer mentors strengthen their 
feelings of connection with their 
own communities 
and others

Peer mentors improve their 
coping skills

Incoming Aboriginal students 
experience the university as a 
welcoming and supportive 
environment

Aboriginal students experience 
strong sense of connection and 
community among themselves

Aboriginal students  strengthen 
their sense of identity and their 
connections with Aboriginal 
communities
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2.3.4 Preparation Seminar

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Preparation 
Seminar

# of co-instructors, 
Aboriginal and 
non-Aboriginal

Creation of a 
course designation 
for the   
Preparation 
Seminar and 
inclusion in UVic 
calendar

# of students who 
apply to the 
Preparation 
Seminar 

# of UVic faculty 
and staff engaged 
in creation of 
course 

# of community 
members engaged 
in creation of 
course

# of departments/
programs and 
services engaged  
in creation and 
promotion of 
course

Curriculum is designed to meet 
the needs of Aboriginal students

Assignments are designed to 
prepare students for CI and RA 
placements 

Preparation seminar is promoted 
among Aboriginal student 
population

System is established for 
determining eligibility and 
registration for course

Aboriginal students are better 
informed about the Research 
Apprenticeship and Community 
Internship programs

Co-instructors strengthen 
connections with Aboriginal 
community through inviting 
guest speakers to participate  
in course

Aboriginal students have access 
to a class which meets their 
specific learning needs

Aboriginal students engage in 
research and other course 
activities which are relevant both 
personally and academically

Aboriginal students learn skills 
that are of importance to 
Aboriginal communities

Aboriginal students learn skills 
that are of importance to 
conducting academic research

Seminar participants begin 
planning for Research 
Apprenticeship and Community 
Internship placements

Aboriginal students experience 
“success” 

A safe, positive learning 
environment is created  
for Aboriginal learners 

Relationships between the 
university and surrounding 
Aboriginal communities and 
organizations are strengthened

Relationships between  faculty/
researchers and Aboriginal 
students are strengthened and 
mutually beneficial 

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Preparation 
Seminar

# of co-instructors, 
Aboriginal and 
non-Aboriginal

Inclusion in UVic 
calendar on 
ongoing basis

# of students who 
participate in the 
Preparation 
Seminar

# of UVic faculty 
and staff who take 
part in research 
panels

# of community 
members who take 
part in community 
panels

# of departments/
programs and 
services that make 
presentations

Aboriginal students engage in a 
learning environment with other 
Aboriginal students 

Aboriginal students are better 
informed about the Research 
Apprenticeship and Community 
Internship programs

Aboriginal students develop a 
relationship with the Research 
Apprenticeship and Community 
Internship coordinators

Aboriginal students learn about 
research related issues

Aboriginal students learn about 
and practice research skills

Aboriginal students gain cultural 
knowledge

Community and research 
presenters meet Aboriginal 
student participants

Seminar participants develop 
sense of community 

Seminar participants begin 
planning for Research 
Apprenticeship and Community 
Internship placements

Aboriginal students’ sense of 
identity is strengthened

Aboriginal students’ sense of 
connection with Aboriginal 
communities is strengthened

Aboriginal students’ sense of 
connection with cultural and 
traditional practices is 
strengthened

Aboriginal students learn skills 
that are of importance to 
Aboriginal communities

Aboriginal students improve their 
research and communication/ 
presentation skills

Aboriginal students experience 
“success” 

A safe, positive learning 
environment is created for 
Aboriginal learners 

Relationships among Aboriginal 
students are strengthened

There is an increase in the 
number of Aboriginal students 
who are prepared for doing 
research and community work
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2.3.5 Community internship Program

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Community 
internships

# of students who 
apply to be interns

# of students 
selected to be 
interns

# of students 
participating 
in on-campus 
seminar (internship 
prerequisite)

# of community 
organizations 
interested in 
hosting an intern

# of community 
intern placements

# of community 
intern advisors

# of hours spent 
by interns in 
community 
organizations

Creation of 
internship/
apprenticeship
database

Eligibility and selection criteria 
and application process for the 
Community Internship Program 
are established

Community interns are engaged 
with their community 
organizations 

Community organizations are 
informed about the program and 
are interested in hosting an 
intern

Community advisors are 
identified 

Characteristics and process for 
matching interns and community 
organizations are established

There is shared understanding of 
expectations and responsibilities  
of both interns and community 
advisors, as well as shared 
understanding across depart-
ments regarding the program

Process of applying for an 
internship is accessible for 
students

Positive relationships develop 
between students and Aboriginal 
community organizations

Community interns receive 
ongoing supervision from 
community organizations and 
from the internship coordinator 
 
Community interns are satisfied 
with their intern experience  
(i.e., their expectations have  
been met)

Community advisors have 
ongoing opportunities to recount 
their experiences

Community organizations have 
ongoing interest in sponsoring  
an intern

Community organizations are 
satisfied with the intern 
experience (i.e., their expecta-
tions have been met)

Knowledge and experiences 
regarding community internships 
are shared

Community internship activities 
are self-sustaining

Relationships between the 
university and surrounding 
Aboriginal communities and 
organizations are strengthened

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Community 
internships

# of students who 
apply to be interns

# of students 
selected to be 
interns

# of students 
participating 
in on-campus 
seminar 
(internship 
prerequisite)

# of community 
organizations 
interested in 
hosting an intern

# of community 
intern placements

# of community 
intern advisors

# of hours spent 
by interns in 
community 
organizations

Creation of 
internship/
apprenticeship
database

Community interns gain cultural 
knowledge and improve their 
knowledge of issues of 
importance to Aboriginal 
communities 

Community interns learn  
employment-related skills  
(e.g., preparing a resume, job 
interview skills)

Community interns learn skills 
that are important to cultural 
communities

Community interns earn wages 
and course credit for their 
internship work

Aboriginal communities and 
organizations obtain assistance in 
addressing community-identified 
needs

Aboriginal communities and 
organizations are strengthened 
by sharing cultural knowledge 
with interns

Community interns improve their 
cultural knowledge 

Community interns learn skills 
that are of importance to cultural 
communities
 
Community interns gain 
confidence in articulating and 
transferring their skills in
a community context

Community interns experience 
positive sense of identity and 
self-esteem 

Aboriginal communities and 
organizations have a “talent pool” 
of students with academic skills 
to draw on for assistance

Aboriginal communities and
organizations are strengthened 
by sharing cultural knowledge 
with interns

Indigenous knowledge and 
western knowledge are combined 
in ways that benefit both 
students and Aboriginal 
communities and organizations

Relationships between the 
university and surrounding 
Aboriginal communities and 
organizations are strengthened

Aboriginal students  strengthen 
their sense of identity and their 
connections with Aboriginal 
communities
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2.3.6 Research apprenticeship Program

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Research 
apprenticeships

# of students who 
apply to be an 
apprentice

# of students 
selected to 
be an apprentice

# of students 
participating 
in on-campus 
seminar 
(apprenticeship
prerequisite)

# of researchers
interested in 
sponsoring
an apprentice

# of apprenticeship 
placements

# of hours spent 
by apprentices in 
research projects

Creation of 
internship/
apprenticeship
database

Eligibility and selection criteria 
and application process for the 
Research Apprenticeship Program 
are established

Research advisors are identified

Characteristics and processes  
for matching apprentices and 
research advisors are established

There is shared understanding of 
expectations and responsibilities 
of both apprentices and research 
advisors

Students are engaged in research 
and have opportunities to try out 
different research methodologies 
and areas of study

Process of applying for an
apprenticeship is accessible  
to students

Positive relationships develop 
between 
students and faculty/researchers

Apprentices are satisfied with
their apprentice experience  
(i.e., their expectations have  
been met) 

Research apprentices have 
opportunities to present/share 
their research work

Research advisors have 
ongoing interest in sponsoring  
an intern

Research advisors are satisfied
with the apprenticeship 
experience (i.e., their expecta-
tions have been met)

Knowledge and experiences 
regarding research apprentice-
ships are shared

Research apprenticeship activities 
are self-sustaining

Relationships between  faculty/
researchers and Aboriginal 
students are strengthened and 
mutually beneficial

There is an increase in the 
number of trained Aboriginal 
researchers at the university  
(i.e., increased “critical mass”  
of Aboriginal researchers)

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

Research 
apprenticeships

# of students who 
apply to be an 
apprentice

# of students 
selected to 
be an apprentice

# of students 
participating 
in on-campus 
seminar 
(apprenticeship
prerequisite)

# of researchers
interested in 
sponsoring
an apprentice

# of apprenticeship 
placements

# of hours spent 
by apprentices in 
research projects 

Creation of 
internship/
apprenticeship
database

Apprentices learn about research-
related issues, including ethical 
issues in research (from a cultural 
perspective) 

Apprentices learn and practice 
research skills (e.g., data 
collection and analysis methods) 

Apprentices learn and practice 
research-related writing  
and presentation skills  
(e.g., knowledge transfer) 

Apprentices earn wages and 
course credit for their 
apprenticeships

Research advisors obtain 
assistance in undertaking 
research activities

Research advisors gain knowledge 
about Aboriginal culture and 
research-related issues from  
a cultural perspective

Apprentices improve their 
knowledge of  research issues 
and their research and 
communication skills 

Apprentices experience positive 
sense of identity and self- 
esteem/confidence

Apprentices increase their sense 
of comfort with research

Apprentices develop positive 
relationships and a sense of 
connection with the university’s 
research community, including 
other student researchers

Research advisors obtain 
assistance in undertaking 
research activities

Research advisors gain knowledge 
about Aboriginal culture and 
research-related issues from  
a cultural perspective

Aboriginal students strengthen 
their sense of identity and their 
connections with  faculty/
researchers

Aboriginal students  strengthen 
their sense of connections with 
other student researchers

Aboriginal students have stronger 
sense of themselves as being 
researchers and academics
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2.3.7 Staff and faculty aboriginal Cultural training (SfaCt)

formative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

SfaCt # of faculty and 
staff who
apply to participate 
in culturally 
focused 
professional 
development 
activities

# of faculty and 
staff who
take part in PD 
activities

# of seminars/
workshops 
(PD activities) 
delivered
to faculty/staff

PD curriculum  
for faculty/staff 

Curriculum for faculty/staff on 
Aboriginal peoples’ history and 
culture, as well as on cultural 
sensitivity, is developed

Information regarding the 
availability of faculty/staff 
development activities is 
communicated to all 
departments

LE,NON_ ET staff are engaged  
to deliver staff development 
activities

Traditional knowledge-keepers 
interested in informing staff 
development activities are 
identified

Barriers to service and service 
coordination for Aboriginal 
students are identified

Cultural sensitivity curriculum  
is updated on an ongoing basis

LE,NON_ ET team shares 
information with the university’s 
human resources department 
regarding cultural sensitivity in 
order to inform faculty/staff 
competency development 
activities 

Faculty, staff and services work 
collaboratively to support 
Aboriginal student retention  
and success

Faculty and staff are supported  
in creating a positive learning 
environment for Aboriginal 
students

A safe, welcoming, positive 
learning environment exists  
for Aboriginal learners at the 
university 

Aboriginal students can 
“seamlessly” access an array of 
new and existing support services 

Summative evaluation logic model

outPutS outComeS

activities outputs early outcomes intermediate outcomes long-term outcomes

SfaCt # of faculty and 
staff who apply  
to participate in 
culturally focused 
professional 
development 
activities

# of faculty and 
staff who take part 
in PD activities

# of seminars/
workshops 
(PD activities) 
delivered to 
faculty/staff

PD curriculum  
for faculty/staff 

Faculty and staff have increased 
awareness regarding Aboriginal 
peoples’ history, culture and 
perspectives

Faculty/staff who supervise 
research apprentices have 
improved confidence in relation 
to their knowledge of Aboriginal 
historical and contemporary 
realities

Faculty/staff who participate  
in development activities receive 
recognition for their efforts 

Faculty and staff have increased 
awareness regarding Aboriginal 
peoples’ history, culture and 
perspectives

Faculty, staff and services work 
collaboratively to support 
Aboriginal student retention  
and success

Faculty/staff competency models 
are redefined to include cultural 
knowledge and sensitivity

A safe, welcoming, positive 
learning environment exists  
for Aboriginal learners  

Aboriginal students, as well  
as faculty and staff, experience 
support from an integrated array 
of services and resources,  
as needed 
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LE,NON_ ET: Interim Evaluation Report

The LE,NON_ ET Project was funded, first and foremost,  
as a research project. Hence, prospective participants needed 
to be made aware that data regarding their participation 
would be collected and reported within the context of a 
research process. 

The LE,NON_ ET programs were evaluated with the help of the 
evaluation framework, described in Sections 1.6 and 2.3, which 
identified anticipated formative and summative outcomes. 
Both the formative evaluation and the summative evaluation 
used quantitative and qualitative research data.

3.1 Formative evaluation research Questions

The core evaluation questions associated with formative 
evaluations in general are:

 ❚ What are the basic program elements and processes?

 ❚ How have the program’s processes been perceived  
by staff, clients and others?

 ❚ What are the strengths and weaknesses of day-to-day 
operation?

 ❚ How could these processes be improved? 

Key research questions for the interim LE,NON_ ET formative 
evaluation include:

 ❚ What was the history of the project? 

 ❚ Have any of the project’s goals changed as its programs 
were being implemented?

 ❚ What were the project’s inputs (e.g., staffing, administra-
tive structure, accountability mechanisms)?

 ❚ Who were the participants, and how did they become 
involved in the programs?

 ❚ What activities have been carried out and how?

 ❚ What are the key milestones of each of the activities  
of the project?

 ❚ What have been some of the challenges and barriers  
to implementing the programs? 

 ❚ How have these challenges and barriers been addressed 
to date?

3.2 Formative evaluation methods: data 
collection Processes and instruments

The formative evaluation involved qualitative semi-structured 
interviews with key informants as well as students in the 
program components. The interview process with students  
is discussed in detail in Section 3.5. They were asked questions 
focusing on the outcomes associated with the programs as 
well as their level of satisfaction. 

Key informant interviews were conducted in the spring of 
2008 with three subgroups of informants: project staff, senior 
university administration involved in LE,NON_ ET and the 
Canada Millennium Scholarship Foundation. All project staff—
past and present—were invited to take part in face-to-face 
interviews. With one exception, everyone who was asked to 
participate agreed to do so. One potential informant declined, 
citing reservations about the project. 

The interviews ranged from 60 to 120 minutes in length; all 
but one were conducted face-to-face at the university. One 
interview was done by telephone. The interviews were based 
on a semi-structured interview guide and focused on all facets 
of project implementation including the programs’ activities 
and milestones, strengths and successes, challenges, and 
lessons learned. The interviews were not taped; rather, each 
interview was conducted by two researchers so that one could 
focus on the interview itself while the other could take notes. 
Points of clarification were sought during the interview. 
Afterwards, both researchers reviewed the notes for accuracy 
and content. In total, eight people were interviewed, including 
six project staff (two co-principal investigators among them), 
one university administrator and one representative of the 
Foundation.

Lastly, document review was undertaken as part of data 
collection. Relevant documents included the project proposal, 
financial statements and an earlier draft of the Interim 
Evaluation Report.
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3.3 summative evaluation research Questions

The primary research question for the summative evaluation is: 

 ❚ What difference did the project make for program 
participants, in particular in relation to their retention 
and academic performance at the university? 

Additional summative evaluation questions, which are being 
addressed through the qualitative study with student 
participants, have included:

 ❚ What does “success” mean to you as an Aboriginal 
student?

 ❚ Did participation in a LE,NON_ ET program contribute  
to your sense of self as an Aboriginal person?

 ❚ Did participation in a LE,NON_ ET program help to make 
you feel you were a part of the on-campus Aboriginal 
community?

 ❚ Did participation in a LE,NON_ ET program help to make 
you feel you were a part of the general university 
community? 

 ❚ Did participation in a LE,NON_ ET program contribute  
to your decision to return to school next year?

Further summative evaluation questions pertaining to the 
experiences of faculty participants, community participants 
and others are in development and will be explored in the  
Final Report.

3.4 summative evaluation: Quantitative study

The overall goal of the quantitative analysis is to use student 
records to create a set of “retention curves” that chart the 
number of students in each year who return to continue their 
studies, graduate, transfer to other institutions or withdraw. 
These retention curves will be created both for students 
participating in one or more programs of the LE,NON_ ET 
Project and for two comparison groups.

3.4.1 Quantitative study of student retention/survival: 
research design 

A quasi-experimental design, involving comparison groups,  
is employed for the quantitative outcome evaluation, in order 
to assess the impact of the LE,NON_ ET Project on students’ 
retention and academic performance. The comparison groups 
are the cohort of Aboriginal students presently registered who 
are not participating in LE,NON_ ET programs and the cohort  
of Aboriginal students who attended the University of Victoria 
in the five years prior to LE,NON_ ET (September 2000 to 
August 2005). Data for students whose academic career 
continues across the September 2005 study onset boundary 
will be given special statistical treatment.

Retention curves for the period of the study will be further 
stratified by LE,NON_ ET programs. As described in more detail 
in Appendix C, these curves will be evaluated using a method 
called proportional hazard survival regression. 

3.4.2 Quantitative study: Participants  
and informed consent

As part of the formal consent process, the general intake form 
for LE,NON_ ET programs requests demographic data such  
as name, student number and details regarding Aboriginal 
ancestry. Students are informed that personal information will 
be used by LE,NON_ ET staff and the Foundation for program 
administration and disbursement of funding. They are also 
informed that when they seek to participate in specific 
LE,NON_ ET programs, they will be asked to consent to provide 
further information for research and evaluation purposes. 

In addition, in keeping with the requirements of the university’s 
Human Research Ethics Board (HREB),4 whenever students 
are asked to provide research or quality assurance data for a 
LE,NON_ ET program, they are informed of the purpose of the 
questions and of what will happen to their personal informa-
tion and the data they provide. Students are told that their 
decision to participate in research or evaluation for a particu-
lar program will not affect their eligibility in other programs 
and that any person in a potential power-over relationship will 
not have access to personal data and will not be able to attach 
their identity to their data until that relationship ends, e.g., 
after final grades are submitted. Students are also informed  
of the secure storage of data at the LE,NON_ ET office and of 
the timing of destruction of their data.

See Section 5 for statistical information on the LE,NON_ ET 
participant cohort as well as comparison cohorts.
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The original application to the HREB for approval to conduct 
the research included the stipulation that the design and 
methodology would evolve over the course of the project in 
consultation with the stakeholders. The original proposal had 
included a draft set of “core” questions which were to be asked 
across all LE,NON_ ET programs but did not include program-
specific questions. In consultation with project staff members, 
the core questions were reformulated and program-specific 
questions were added. In the fall of 2007, an amendment  
to the original application was submitted to the HREB that 
included new consent forms and new interview and question-
naire instruments.

To augment the questionnaire instruments that were originally 
proposed (and later amended), a mixed-method interview 
technique was also employed. To gather the richest data 
possible, interviews were selected as the primary method  
of data collection using the open-ended questions mixed with 
a Likert scale and fill-in-the-blank questionnaire. Approaching 
the students in this way was judged appropriate, since  
a face-to-face experience (even when it includes filling out  
a questionnaire) is more respectful within an Aboriginal 
worldview. For students who were unable to schedule an 
in-person interview, an online version of the questionnaire  
was created and made available via the Internet.

Potential respondents were drawn from the 139 individual 
students who had participated in one or more LE,NON_ ET 
programs to date. In some cases, participants were interviewed 
for more than one program. For example, a participant who 
received a bursary might also have completed the Preparation 
Seminar and could volunteer to be interviewed for both 
programs.

As is the case with other aspects of data collection in this 
project, the co-principal investigators and the program 
coordinators could reasonably be perceived to be in positions 
of authority over student participants. For that reason, the 
qualitative data were collected by research assistants and  
the resulting files were anonymized before being shared with 
anyone who might have a power-over relationship with any 
participant.

3.5 summative evaluation: Qualitative study

A qualitative methodology is being used to examine the 
experience and effectiveness of programs from students’ 
perspectives and to address questions of community and 
identity. That is, although quantitative methods are being used 
to generate data about participants’ retention rates at the 
university, the students’ experiences conveyed through their 
own words can perhaps best describe whether and how the 
LE,NON_ ET Project made a difference to them in their journeys. 
Even if the project proves successful by the yardstick of 
increased retention, quantitative research by itself cannot 
assign as a cause the LE,NON_ ET strategies of reinforcing 
students’ sense of Aboriginal identity or sense of relationship 
to the Aboriginal or university community. Presumably any 
form of increased, non-specific attention paid to students  
may have a potential positive effect on overall retention and 
graduation rates among participants, without ever touching  
on issues of Aboriginal identity.

Moreover, success for Aboriginal students is rarely defined  
by students themselves. If the effects of LE,NON_ ET programs 
on participants are going to be adequately understood, the 
project also needs to ask students how they define and 
experience “success.” This is one of the primary qualitative 
research questions.

3.5.1 Qualitative study of student outcomes and 
experiences: Participants, informed consent, data 
collection Processes and tools

A first round of qualitative data was gathered from students 
participating in the programs for the present Interim Evaluation 
Report primarily through the use of interviews and question-
naires in the fall of 2007. As of December 2007, 139 students 
had participated in one or more LE,NON_ ET programs.  
The following table lists the number of participants in each 
program who were interviewed or who completed the online 
questionnaire.

    

table 3.5.1: data source and sampling rate by Program

Program
data source

n interview online total sampling rate

Bursary 87 10 8 18 20.7%

mentor 17 4 2 6 35.3%

mentored 35 5 1 6 17.1%

Preparation seminar 44 7 1 8 18.2%

community internships 24 5 1 6 25.0%

research apprenticeships 17 2 1 3 17.6%

Program Participations 224 33 14 47 21.0%

individual Participants 139 21 11 32 22.1%
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To further protect participants, students who expressed 
interest in being interviewed were asked if they wished to 
meet at the LE,NON_ ET offices or elsewhere, since the program 
coordinators and the co-principal investigators were likely to 
be in the office area and would be able to identify them as 
interviewees. Participants did not seem concerned about this 
potential lack of anonymity, however, and the majority of 
interviews took place in the LE,NON_ ET offices.

Faculty participants, community participants and Advisory 
members will be involved in the summative evaluation for  
the Final Report but have not been involved in the qualitative 
study to date. 

3.5.2 Qualitative study of student outcomes and 
experiences: data analysis

As mentioned, a round of interviews and questionnaires was 
conducted in November/December 2007. Initially, the research 
assistants and one of the principal co-investigators met in 
January/February 2008 to analyze the data. It became clear, 
however, that the themes that emerged, while informative, 
were not sufficiently related to the goals and objectives of  
the project. Subsequently, the data were reanalyzed with an 
increased focus on the degree to which the formative and 
summative outcomes of the project were met. In order to 
conduct a thematic analysis of the qualitative data, each 
transcript was read by at least two members of the research 
team. Themes were identified by each team member and then 
discussed in a group format involving four members of the 
research team; members of the team provided feedback to one 
another on each person’s thematic analyses. Based on these 
discussions, the thematic analyses were refined until there was 
agreement among all members of the team in terms of the 
findings. Having multiple researchers undertake the thematic 
analysis of each transcript and for each research question 
resulted in triangulation that strengthened the rigour of the 
qualitative study.

The findings of this analysis are set out in Section 6.

3.6  limitations of the interim evaluation

Gathering qualitative data from student participants about 
their experiences in LE,NON_ ET programs has proven to be 
challenging. Students are typically preoccupied or no longer 
available locally when they have completed a program. This 
made it difficult to recruit a representative sample of students 
within some programs to participate in research interviews 
and questionnaires. One attempt to overcome this problem 
(i.e., the use of online questionnaires) proved to be a partial 
solution. 

In addition, it will be instructive to have qualitative data from 
current Aboriginal students who elect not to take part in 
LE,NON_ ET programs and from LE,NON_ ET participants who 
choose to leave any of the programs. Such data were not 
gathered for the Interim Evaluation Report but will be 
collected as part of data gathering for the Final Report. As well, 
the next round of qualitative data-gathering will use instru-
ments amended on the basis of the interim research experi-
ence, as well as reflecting more precisely the outcomes 
identified in the evaluation framework. 

Challenges have also appeared in the quantitative analysis 
process, largely as a result of the differing ways in which 
student information is recorded and stored by the university. 
The campus-wide student information system (ISIS) is in the 
process of being replaced by a new system (Banner). There are 
limits on the amount of information that could be extracted 
from the ISIS system by project researchers. For example,  
the areas of the system that can be accessed by LE,NON_ ET 
researchers do not include student birth dates, and those who 
enter the university under special access rules for Aboriginal 
applicants are not routinely counted as Aboriginal alongside 
those who self-identify at registration. As a result, the project 
had to rely on the Office of Institutional Analysis for certain 
aspects of the data extraction. These difficulties have raised 
the issue of how Aboriginal students can be tracked once the 
project ends.

Clearly, 2.5 years (five terms) is too short a period to provide 
conclusive tracking data on retention. Also, once students were 
identified as Aboriginal and retention data were assembled, it 
became apparent that students can extend their studies over 
many terms without graduating and can interrupt their studies 
for lengthy periods of time before returning to school. Unlike 
some post-secondary institutions, the University of Victoria 
does not require students to maintain their registration  
or to re-register if they have been out of school for a defined 
number of terms. And when students leave the university, they 
are not obligated to report their decision to the university. 
When a student record indicates “withdrawn,” it can mean 
either that the student voluntarily informed the university  
of their decision (which is rare) or that they were forced to 
withdraw from their program of studies for unsatisfactory 
academic performance. For statistical purposes, in Section 
5.3.8 below students were considered “withdrawn” if they had 
not graduated and had not registered for courses in the final 
term of the observation period.

Despite such limitations, some very useful data have already 
emerged. These will be discussed below.
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From an institutional perspective, the problem has 
been typically defined in terms of low achievement, 
high attrition, poor retention, weak persistence, etc., 
thus placing the onus for adjustment on the student. 
From the perspective of the Indian student, however, 
the problem is often cast in more human terms, with 
an emphasis on the need for a higher educational 
system that respects 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 
(Kirkness & Barnhardt, 1991).

4.1 Project History 

The LE,NON_ ET Project began as the result of a series of 
discussions between representatives of the University of 
Victoria and the Canada Millennium Scholarship Foundation 
about the possibility of conducting a pilot study on ways  
to increase post-secondary education access and retention  
for Aboriginal students. 

The first discussions about a possible pilot study, involving the 
University of Victoria president and the Foundation’s executive 
director, were followed by discussions between the university’s 
vice-president academic and provost and the Foundation’s 
executive director and staff. The initiative and drive to 
acknowledge and serve Aboriginal students, and thereby their 
communities, came from the most senior members of the 
university administration. Support from the Foundation and 
the university for the creation of an initial funding proposal 
was provided in May 2004.

As part of the initial proposal development process, in the 
spring of 2004 a proposal steering committee was formed.  
The steering committee consisted of the associate vice-
president, academic and student affairs, the then Aboriginal 
liaison officer and the principal investigator (an associate 
professor in the Department of Psychology), who together 
drafted a document titled “Specifications for Contract for a 
Development Grant from the Canada Millennium Scholarship 
Foundation” in April 2004. This contract outlined the specific 
areas that were to become the first proposal submitted at  
the end of August 2004. The principal investigator hired two 
researchers (who later became the research apprenticeship 
and community internship coordinators) to gather information 
for the proposal during July and August 2004 in three main 
areas: existing on-campus services (current Aboriginal 
programs/courses, demographics, etc.); programs and services 
offered at other post-secondary institutions, as well as those 
found in literature sources, on enhancing Aboriginal post-
secondary success; and consultation with stakeholders in 
Aboriginal post-secondary education (including primarily 
Aboriginal students, staff, faculty at the University of Victoria 
and other BC institutions, and Aboriginal community members) 
through interviews that were analyzed. Due to the short time 
frame, three additional research assistants were hired to aid 
with the transcription and literature-gathering processes.  
This resulted in 53 recommendations in five key areas for 
improving access and retention of Aboriginal students. The 

findings from the interviews and the recommendations were 
then presented for additional comments at a discussion group 
gathering on August 20, 2004.

From the recommendations arising from the interviews, and  
in particular the critique offered at the group gathering, three 
main areas were identified as requiring further exploration  
and action. These points were: expanding the proposal 
development timeline to allow for proper consultation; 
ensuring that there would be more input and direction 
provided by Aboriginal leadership within the proposal and 
project research; and expansion of measures of success to 
include a definition that captures the meaning of success  
from Aboriginal students’ perspectives and that reflects and 
respects Aboriginal peoples’ worldviews.

The initial funding proposal was submitted in August 2004. 
Following its acceptance, the team requested (and was awarded) 
additional funding to carry out a second round of consulta-
tions and to further develop the research and program plans; 
the development phase was co-funded by the Foundation  
and the university. The goal of this development phase of the 
project was to engage key Aboriginal representatives to review 
and prioritize the recommendations, to provide Aboriginal 
leadership in the development of the project’s vision, to design 
pilot services and programs for the project and to arrange the 
associated infrastructure needed to support project activities 
and evaluation efforts. 

During this development phase, the research steering 
committee was expanded to include two new members.  
A co-principal investigator (previously the Indigenous student 
advisor in the Faculty of Human and Social Development) and 
a project coordinator, previously assistant to the Aboriginal 
liaison officer, joined the committee in January 2005. Two 
research assistants were hired to work with the main researcher, 
who remained from the first phase. Six working groups were 
created by the steering committee with each group respon-
sible for furthering the consultation and development of one 
of the proposed programs (bursary, mentoring, community 
internships, research apprenticeships) or one of the initiatives 
(staff and faculty professional development and service 
integration, community consultation). Members for each 
group were identified based on their experience/interest  
in the specified area and served as representatives from their 
different on-campus departments and Aboriginal communities. 
The researcher attended all six groups to provide continuity 
from the previous proposal stage and consistency between 
and across groups as the information was compiled and 
prepared for the proposal. Each member helped to bring 
information back and forth between their departments/
communities and their working group that guided the 
development of each of the programs/initiatives. At the 
conclusion of the final proposal development stage, each 
group’s input was synthesized and expanded on by the 
research assistants with the aid and guidance of the researcher, 
under the supervision of the first co-principal investigator.

The final proposal was submitted to the Foundation in June 
2005, funding was awarded in summer 2005 and the project 
commenced at the end of August 2005.
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4.2 Project Goals and cHanGes  
uPon Project imPlementation

As presented in Section 1.3, the goals of the LE,NON_ ET Project 
were to: 

a.  change the reality of the experience of Aboriginal students 
attending post-secondary institutions to a more visibly 
positive one; and 

b.  enhance accessibility to the university through an effective 
and readily available program of support services that will 
enhance student success.

The elements identified as contributing to success included:

 ❚ involvement of Aboriginal communities in the education 
of Aboriginal students;

 ❚ a safe, positive learning environment created for 
Aboriginal learners at the University of Victoria;

 ❚ strong bonds created between faculty members  
and Aboriginal students;

 ❚ services focused on the unique situations of Aboriginal 
students;

 ❚ faculty members, counsellors and support staff who  
are well motivated and suitably trained in supporting 
Aboriginal student success;

 ❚ financial support to supplement limited funds available 
from band councils; and

 ❚ strong and consistent support from the institutional 
administration, programs and personnel.

When asked if the project’s goals had changed over the course 
of implementing the activities, key informants for this interim 
formative evaluation reported that there was greater emphasis 
on understanding what “success” meant for Aboriginal 
students and their communities, which shifted to some extent 
how the project’s goals were viewed. As outlined in Section 
1.4, success was initially conceptualized as a high GPA, high 
retention rates and large numbers of students completing 
degrees. Through the consultations for the development  
of the final LE,NON_ ET proposal, it became apparent that  
for the Aboriginal community the meaning of success was  
a much more complex and dynamic concept that was bound 
up in students’ identity, connection to their communities  
and cultures and their sense of comfort within the university 
environment. As one key informant stated: 

We came to realize that the main goal was to create  
a welcoming environment that would, as a result, 
promote more students to finish [their studies].  
The goals shifted to focus on student comfort, 
engagement and feeling respected. 

Greater emphasis on a broad interpretation and understanding 
of success from the students’ perspective has had implications 
for both the project’s implementation and the research. First, 
the Aboriginal students’ definition of success needed to be 
integrated into the project so that student needs could be 
addressed. As one key informant suggested, this was compli-
cated to some extent because the LE,NON_ ET Project, in its 
early days, had not really talked to students to explore with 
them what success meant for them. Thus, it was difficult  
to be sure that the project, as planned, would contribute to an 
accessible, respectful and culturally supportive environment. 
Second, the research component of the project has had to 
shift focus to some extent and expand the qualitative aspects 
so that students could be given an opportunity to articulate 
the meaning of success for themselves. The different meanings 
of success continue to co-exist within the project and reflect 
an ongoing tension between the traditional university culture 
and the values of Aboriginal cultures that the LE,NON_ ET 
students bring with them. 

The 2005 proposal to the Foundation spoke of “integrating 
new and existing student services to create a seamless 
experience for students seeking support,” promising that “ 
[i]n order to encourage the seamless delivery of services  
that impact Aboriginal students, project staff will work with 
administrative units to coordinate services and to define 
competency models that include cultural knowledge, sensitivity 
and communication skills for all working groups on campus.” 
Over the course of the project, LE,NON_ ET staff have formed 
effective working relationships with allied units and depart-
ments to facilitate the “seamless” experience of LE,NON_ ET 
participants. The SFACT program was originally envisioned as 
providing training for all university staff and faculty to develop 
cultural competence in working with Aboriginal students. 
However, this goal was deemed to be too ambitious for the 
timeframe of this project, and the goals have been revised  
to include piloting an online component for faculty and one 
face-to-face workshop for other university staff and faculty. 
Lessons learned from the implementation of this and all 
LE,NON_ ET programs will be considered for application within 
and across existing university services.

4.3 inPuts 

This section reports on the project’s inputs, including funding, 
project administration and organizational structures, staffing 
and office space.

4.3.1 Funding

As described in the LE,NON_ ET final proposal (2005), funding 
for the project came from three sources: the Canada 
Millennium Scholarship Foundation; the University of Victoria, 
through in-kind and some direct funding; and community 
contributions, primarily through in-kind support for students. 
Funding for the four-year term of the project, as outlined  
in the same proposal, is summarized in the table below. 
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Responsibility for providing project oversight, including liaison 
with other senior levels of the university’s administration, was 
assigned to the associate vice-president academic and student 
affairs by the vice-president academic and provost. Having  
the associate vice-president academic and student affairs  
on the Executive facilitated communication with the Office  
of the Vice-President Academic and Provost, the Office of the 
President and other senior university leaders. Other members 
of the Executive provided linkages to other university 
programs for Aboriginal students and to the project itself. 

The Executive met approximately every two weeks during  
the first two years of the project to address policy matters 
arising as programs were implemented. For the most part,  
the implementation of the programs—i.e., Bursary, Peer 
Mentoring, Preparation Seminar, Community Internship, 
Research Apprenticeship and SFACT—were managed by the 
respective coordinators and required minimal involvement 
from the Executive. A typical instance of Executive involve-
ment was addressing the balance between the scope of the 
programs and the requirements of the project as a research 
study. For example, in order to have a significant sample size  
of students whose progress could be tracked over the greatest 
span of time, ideally the programs should recruit as many 
first-year students as possible. However, Aboriginal students in 
more senior years also applied. In this situation, it was the role 
of the Executive to make determinations regarding eligibility 
that would maximize student participation in a way that 
served both program and research goals. 

The Executive was also instrumental in establishing the course 
designations for the Preparation Seminar and the Research 
Apprenticeship and Community Internship Programs. The 
Executive took responsibility for navigating the lengthy 

Funding for the project is seen as sufficient. With the prior 
permission of the Canada Millennium Scholarship Foundation, 
some modest reallocations across program areas have allowed 
for necessary adjustments as the project evolved.

4.3.2 Project administration 

This section will discuss the organizational and decision-making 
structure which evolved from the proposal development stage 
of LE,NON_ ET. Figures 4.3.1 and 4.3.2 outline the organizational 
structure of the project at its outset in 2005 and as of 
December 2007.

4.3.2.1 executive and management Group

The project as a whole was assisted and supervised by the 
pilot projects manager for the Canada Millennium Scholarship 
Foundation. He assisted in drafting the contract agreement 
between the two partners, and since the project’s beginning, 
he has worked with the LE,NON_ ET Project staff to provide an 
external perspective on the development of program practices 
and procedures, as well as making sure that they are in line 
with the requirements mandated in the legislation that 
created the Foundation. 

The LE,NON_ ET Project Executive was created from the 
steering group established during the proposal stage of 
LE,NON_ ET and included as members the associate vice-
president academic and student affairs, the Aboriginal liaison 
officer and the two co-principal investigators, with the project 
coordinator as ex-officio member. The Executive oversaw the 
project development during the implementation stage and 
over the first two years of the project. Staffing and organiza-
tional structures were established by the Executive, including 
refinements of job descriptions and the designation of project 
and program responsibilities. 

table 4.3.1: total Funding for le,non_ et

items
canada millennium 

scholarship 
Foundation

university of Victoria community 
contribution total

Personnel $1,647,019 (in-kind) $120,000 $1,767,019

General administration $167,120 $167,120

renovations $70,000 $30,000 $100,000

Proposal development (in-kind) $24,700 $24,700

researcher & ra for years 5 & 6 $60,000 $60,000

accounting & overhead costs (in-kind) $168,000 $168,000

Furniture $24,500 $24,500

equipment $41,260 $41,260

community internship Program $38,800 (in-kind) $259,875 $298,675

research apprenticeship Program $15,400 (in-kind) $68,400 $83,400

mentoring Program $6,000 $6,000

Bursaries $800,000 $800,000

internship student stipend $400,000 $400,000

apprenticeship student stipend $400,000 $400,000

mentor stipend $241,192 $241,192

total $3,785,531  $368,860 $259,875 $4,414,266
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administrative processes necessary to create these new 
courses, which staff would not have had the authority or time 
to do (see Section 4.6.2). 

By the summer of 2007, however, with the programs well 
established and the research work underway, the Executive 
was disbanded and replaced by a more informal management 
team. The change came about in part because the Executive 
had become drawn into day-to-day management of the 
project related to the evolving division of roles and respon-
sibilities, particularly in the project coordinator and co-princi-
pal investigator positions. As well, differing perspectives on a 
number of project activities (such as the distinction between 
project evaluation and research, the meaning and depth of 
consultation with the Aboriginal community and faculty 
participation in cultural awareness training) divided LE,NON_ ET 
staff, who took their views to the Executive for resolution. 

The current management team consists of the associate 
vice-president academic and student affairs and the LE,NON_ ET 
project manager. The project manager receives more direct 
input from staff, not only in relation to day-to-day decisions 
regarding the project but also policy-level issues that may 
arise, and brings items forward to the associate vice-president, 
who remains very involved, both in a consultative manner  
and as the direct supervisor of the project manager and the 
co-principal investigators. As a result of the team’s efforts  
and input, a number of issues causing staff tensions relating  
to the assignment of responsibilities have been resolved. 

Figure 4.3.1: initial le,non_ et Project organizational model Figure 4.3.2: current le,non_ et Project organizational chart

4.3.2.2 advisory Group

The role of the LE,NON_ ET Project Advisory group, as outlined 
in the Terms of Reference, was: 

 ❚ to provide advice and guidance on a range of issues 
regarding Aboriginal peoples as they relate to the 
LE,NON_ ET Project;

 ❚ to assist in establishing and maintaining strong and 
effective working relationships between the LE,NON_ ET 
Project and Aboriginal communities; and

 ❚ to provide input and feedback on specific areas  
of program development and delivery. 

Project Advisory members included representatives from 
various local First Nation communities, representatives from 
local urban Aboriginal organizations, local Aboriginal educators 
and Aboriginal faculty and students from the university. For 
the first year of the project, the Advisory met every two to 
three months, with project staff and researchers in attendance. 
However, after Year Two, Advisory meetings became less 
frequent, averaging two to three meetings each year. Most 
Advisory members became involved through pre-existing 
connections with the university or through involvement in  
the proposal stage of the project (see Appendix A for a list  
of members). 
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Over time, the initial management structure proved somewhat 
unwieldy, with some areas of responsibility overlapping, while 
others remained unclear. Various staff changes occurred: in 
January 2006, the initial project coordinator returned to her 
previous position in the Aboriginal Liaison Office and the 
project’s administrative assistant became the project coordin-
ator. A new project administrative assistant was hired in the 
summer of 2006, but in early 2007 that position was merged 
with the internship and apprenticeship administrative 
assistant position. As a result of this merger of administrative 
positions, both administrative staff left the project. In October 
2007, the community internship coordinator also resigned. The 
administrative assistant and internship coordinator positions 
were filled through a formal HR job posting and hiring process, 
and both new staff have remained with the project to date. 

At the end of Year Two and the beginning of Year Three of the 
project (2007-08), refinements were made to all job descrip-
tions. The most significant adjustment was the division of 
research work between the two co-principal investigators, with 
one taking the lead for quantitative research and the other  
for qualitative research work. The role of project coordinator 
was changed to project manager, with increased responsibility 
for general project management and staff supervision. This 
shift freed the co-principal investigator, who was originally 
responsible for management, to focus on research as well as 
the Preparation Seminar and ongoing community consultation. 
By the fall of 2007, a revised management structure was  
in place that more clearly defined position relationships  
and recognized everyone’s expertise (see Figure 4.3.2 above). 

As mentioned in Section 4.3.2.1, in the first three years of  
the project, considerable tension arose among the staff, which 
contributed to the staff turnover mentioned above. A number 
of issues were identified as the basis for the tension, including: 

 ❚ lack of clarity regarding project management and 
individual job responsibilities;

 ❚ differing beliefs and values regarding research ethics and 
the nature and degree of consultation with Aboriginal 
communities;

 ❚ confusion among the staff about the nature of the 
research and its relation to performance management 
and different understandings of the relation between 
evaluation and research;

 ❚ filling positions without using a competitive recruitment 
and selection process; and 

 ❚ adequacy of supervision, mentoring and staff training, 
especially when there was an evident mismatch between 
the skills of a job incumbent and the expectations of the 
position.

At the same time, the programs for students were imple-
mented as they were designed and, based on students’ 
testimonies, they were well-received (see Section 6). Moreover, 
the project quickly developed a positive reputation on campus 
as a supportive resource for Aboriginal students. 

As the project unfolded, members of the Advisory expressed 
that at times they felt as though they were expected to 
represent the organization they worked for or their home 
community. They also expressed some hesitation regarding 
this perhaps implicit role, which was not indicated in the 
Advisory’s Terms of Reference. To address the desire to have 
more formal community representation and increase the 
project’s connection to local communities, it was agreed that 
the Advisory would explore a reorganization in Year Three of 
the project (2007-08). It was decided that band councils and 
organizations would be asked to name in writing a representa-
tive who would be able to convey formal feedback and 
updates about the project on behalf of their community/
organization. 

However, at about the same time, a similar restructuring of 
the higher-level President’s Advisory Council on Indigenous 
Education was also underway. Therefore, the reorganization of 
the LE,NON_ ET Advisory has not yet happened. It is most likely 
that the original Terms of Reference governing participation 
will continue for the remainder of the life of the project, so  
as not to duplicate memberships and overburden the capacity 
of Aboriginal communities and organizations (see Section 7.1: 
Community Consultation for more details).

4.3.3 staffing

This section addresses formative evaluation concerns such  
as hiring of staff, staff changes and staffing issues and 
relationships.

A number of the faculty, staff and researchers who partici-
pated in the development phase of research remained as 
LE,NON_ ET entered its implementation phase. In fact, the 
majority of the core LE,NON_ ET staff were selected without 
going through a competitive hiring process, including the 
co-principal investigators and the initial project coordinator. 
One of the co-principal investigators was given release and 
reassignment time from his department. The second co-princi-
pal investigator and the project coordinator were seconded 
from other positions they held within the university. The 
project administrative assistant was selected by the project 
coordinator in part because they had worked together 
previously and knew of each others’ skills and capabilities.  
As well, the two researchers who had been involved as 
researchers in the proposal development phase successfully 
applied for the positions of community internship coordinator 
and research apprenticeship coordinator. The assistant to  
the program coordinators was the only staff member hired 
through the university’s competitive hiring process.

Based on feedback during the proposal development and 
community consultation phases, and in accordance with the 
university’s equity program, a commitment was made by the 
Executive to ensuring that the project had leadership from 
personnel of Aboriginal ancestry. Posting for new hires 
indicated that Aboriginal ancestry was preferred. According to 
key informant interviews, project staff were hired or seconded 
on the basis of their skills and knowledge of the project, as 
well as their Aboriginal background, their knowledge of 
Aboriginal cultures, practices and traditions and their ability to 
function as a bridge between Aboriginal communities and 
students and the university administration and faculty. 
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5  All students who attend elementary or secondary schools in BC are assigned a unique student identifier, the Provincial Education Number (PEN).

recognized by the federal government’s Indian and Northern 
Affairs Canada (INAC) department. Terms such as “status” 
(meaning holder of a status card, i.e., Registered), “non-status” 
and “treaty” further complicate the meaning of “First Nations.” 
The definition of Métis peoples is similarly complicated. 
According to the Métis National Council (MNC), not all people 
who have identified as Métis are recognized as such by the 
Council. Following the establishment of the MNC definition, 
many groups and families continue to feel excluded.

For the purposes of the project, it was important to establish  
a working definition of Aboriginal ancestry in order to ensure 
that the project was recruiting eligible students and that 
targeted funds and services would be appropriately allocated. 
For recruitment purposes, membership in one of the Aboriginal 
groups was determined initially by matching the university’s 
student records with BC Ministry of Education records to 
identify students who had either self-identified during 
registration at the university or had self-identified as 
Aboriginal in BC elementary or secondary school records.  
In many cases, eligible students were identified through both 
sources. At the same time, it was clear that such a procedure 
would still fail to identify students who might not self-identify 
or might not appear in the Ministry of Education records.  
For example, Aboriginal students from outside BC would not 
have a BC Provincial Education Number (PEN), with possible 
self-identification as Aboriginal,5 and might not choose to 
self-identify. 

It was decided that for the purpose of determining eligibility 
for LE,NON_ ET programs, the term Aboriginal would include 
status (Registered) and non-status First Nations, Métis and 
Inuit students. Eligibility guidelines referred to Aboriginal 
ancestry rather than the more problematic concept of identity.

On a practical level, the challenge for the project became to 
establish workable criteria by which project staff could accept 
a student’s claim to Aboriginal ancestry. The Bursary Program 
became the initial focal point for this determination. During  
an Advisory meeting in September 2005, there was much 
discussion about the need to ensure that bursary funds were 
in fact being accessed by Aboriginal students. It was decided 
that determination of “ancestry” could include a First Nations 
or Métis status card, demonstration of the student’s participa-
tion in and connection to a specific Aboriginal community or a 
description of the student’s family history that might or might 
not be supported by documentation. In at least one instance, a 
student provided copies of adoption papers that indicated the 
Aboriginal ancestry of the student’s birth parents. Eventually, 
more formal guidelines for establishing eligibility were drawn 
up (see Appendix B), based on similar policies in other units 
and institutions. In early 2006, an Aboriginal ancestry 
subcommittee was established consisting of two Advisory 
members and one co-principal investigator. The role of this 
committee would be to review and determine eligibility in the 
event that a student’s claim to Aboriginal ancestry was in doubt. 

4.3.4 office space

When the project commenced, space was in extremely short 
supply. There were no suitable existing spaces available for a 
new project of this scope and size. For the short term, a space 
was secured in a small hut, a remnant of post-WWII enrolment 
on the campus, for the then project coordinator, program 
coordinators and support staff. For the longer term, an 
agreement was reached with the Faculty of Human and Social 
Development by which LE,NON_ ET would renovate the Centre 
for Aboriginal Education and an adjoining classroom, creating 
an attractive and adequate space for offices and a meeting 
area. These renovations were completed in October 2005. 

Having all LE,NON_ ET staff, other than the co-principal 
investigator who is also an associate professor of psychology, 
housed together in one office allowed for a holistic approach 
to program delivery and created an ideal opportunity for 
students to hear about all programs and connect personally 
with all staff. In addition, the LE,NON_ ET space enabled 
students to meet for study groups, to have lunch and to 
socialize with other LE,NON_ ET participants. 

4.4 student ParticiPants

This section addresses formative evaluation concerns such as 
the number and nature of project participants and the issue  
of who qualifies as Aboriginal. 

The section begins with a discussion of the definition of 
“Aboriginal student” and the process of identifying those 
students at the university. This discussion relates to one of the 
project’s early formative outcomes: The University of Victoria is 
able to more accurately identify the size of its Aboriginal student 
population. Section 5 gives further details of the size of the 
LE,NON_ ET participant cohort, as well as the historical and 
non-participant comparison cohorts.

4.4.1 the definition of “aboriginal”

Under the Canadian Constitution, there are three recognized 
Aboriginal peoples in Canada: First Nations (Registered 
Indians), Métis and Inuit peoples. This constitutional definition 
does not capture the true diversity of people who identify 
themselves as Aboriginal or Indigenous. Over the course  
of the development of the proposal, it became evident that 
the determination and the complexities of Aboriginal/First 
Nations/Indigenous identity are difficult and contested 
matters, both at the University of Victoria and in Canadian 
society more generally. First Nations, Inuit and Métis groups 
have distinct histories, cultures and experiences with coloniza-
tion. Within each of these groups, there are individuals who 
have lost their connection to their people, whether by 
adoption, forced relocation or because their ancestors hid their 
identities for various reasons. Though the term “First Nations” 
has become common among Registered Indians, some 
Aboriginal groups feel the term excludes those who are not 
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Data for the full 2000-05 historical cohort appear in Figure 4.4.2 
and Table 4.4.1. Three clear trends are apparent in these data:

 ❚ The number of Aboriginal students on campus is steadily 
rising, although it is not possible to specify an exact 
figure, because not all Aboriginal students self-identify 
and not all have a BC-PEN. 

 ❚ Restricting attention to the 2000-05 period, the percent-
age of students who choose to self-identify at entry to 
the university is also rising—from 13 percent of the total 
in 2000 to 77 percent in 2005. 

 ❚ The likelihood of appearing as “Aboriginal” in both data 
sources is increasing (from four percent to 27 percent), 
suggesting that students are becoming more likely to 
claim Aboriginal ancestry in both secondary and post-
secondary environments (Table 4.4.1).

Figure 4.4.2: number of students identified as aboriginal  
by data source (2000-05)

 

In determining the size of the University of Victoria’s 
Aboriginal student population, the BC data-sharing agreement 
allowed the project to better estimate the actual size of the 
Aboriginal student population. The agreement between the 
Ministry of Education and BC’s universities allows administra-
tive data on secondary and post-secondary performance to be 
shared across institutions. For example, for the 2005 academic 
year, a total of 534 students were identified as Aboriginal  
by one of two methods. Of these, 409 self-identified when 
registering at the university. Independently of this self-identifi-
cation at registration, a total of 271 students had PEN numbers 
within the BC Ministry of Education’s files that indicated that 
they had been identified as “Aboriginal” at some point in the 
BC school system. A total of 146 students appeared in both 
files. The overlap between these different forms of identifica-
tion is depicted in Figure 4.4.1 below.

Figure 4.4.1: student Population and sample size for 2005

table 4.4.1: number of students identified as aboriginal (by year and data source)

data source

session self-id Bc-Pen Both total % self-id % Both

2000 17 118 5 130 13.08% 3.85%

2001 111 187 26 272 40.81% 9.56%

2002 162 193 52 303 53.47% 17.16%

2003 251 220 73 398 63.07% 18.34%

2004 343 232 104 471 72.82% 22.08%

2005 409 271 146 534 76.59% 27.34%

total student Population (n=16,961)

total aboriginal student Population 
(n=unknown)

self-id
n=409

Bc-Pen
n=271

Both
n=146

total aboriginal student Population 
(n=unknown)

self-id only
n=499

Bc-Pen only
n=345

Both
n=153
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was also included in the annually published and widely 
distributed University of Victoria Aboriginal Students’ Handbook, 
and presentations were made to the broadly representative 
President’s Advisory Council and the President’s Advisory 
Council on Indigenous Education. 

Other specific recruitment efforts included direct mail-outs  
to Aboriginal education advisors or counsellors in band offices 
and to various feeder schools, a direct mail-out to all self-
identified students who received an offer of admission to the 
university, distribution of posters and brochures on campus, 
participation in various panels and presentations to Aboriginal 
high school and adult learners, and participation or representa-
tion at education and career fairs across BC. According  
to an evaluation survey done in one of the Year Two seminar 
offerings, students indicated that word of mouth from 
students who had previously participated was a major 
recruitment tool.

4.4.3 student intake Process

Students wishing to participate in any LE,NON_ ET program first 
needed to complete a general intake form which included a 
section in which they were asked to declare their ancestry.  
The intake form was reviewed by the student and one of the 
program coordinators or seminar instructors. Once the student’s 
claim to Aboriginal ancestry was accepted, the intake form  
was filed for future reference. This process not only addressed 
the question of eligibility but also ensured that, when students 
applied to enter any subsequent LE,NON_ ET program, they 
were not required to reconfirm their ancestry.

4.4.4 number and characteristics of student 
Participants

Between August 2005 and December 2007, a total of  
139 individual students participated in one or more of the 
LE,NON_ ET programs. Total participants by program appear  
in Figure 4.4.4.

Figure 4.4.4: number Participants by Program

 

Figure 4.4.3: number of students identified as aboriginal  
by year

4.4.2 le,non_ et student Participant eligibility criteria 
and recruitment Processes

To fulfill the needs of the research design, the project had  
to identify and recruit a substantial number of Aboriginal 
undergraduate students from the much larger student 
population. Once identified as “Aboriginal” (as discussed 
above), the students had to meet other eligibility requirements 
before they could participate in LE,NON_ ET programming.

First, the funding agreement stipulated that participating 
students had to be:

 ❚ registered in an undergraduate degree program at the 
University of Victoria;

 ❚ a Canadian citizen or permanent resident; and

 ❚ in good academic standing.

In addition, the fact that the programs were offered within a 
research project created the need for further eligibility criteria. 
In the Bursary Program, for instance, eligibility was limited  
to students in their first year of study who would be able to 
reapply each year thereafter and be tracked across the full four 
years of their undergraduate studies. Priority for admission  
to the Preparation Seminar and Community Internship and 
Research Apprenticeship Programs was given to students in 
their first to third years of study, and mentoring was initially 
limited to first-year students. Details on program-specific 
criteria are given in Section 4.6.

Recruitment and awareness-raising activities were critical  
in Year One and Year Two of the project, since LE,NON_ ET 
programs were new initiatives at the University of Victoria.  
A variety of means of communication were used, including the 
creation of a website (www.uvic.ca/lenonet), liaison activities 
with Aboriginal faculty and staff, liaison activities with the 
Native Students Union and liaison activities with secondary 
and post-secondary Aboriginal education professionals on 
Vancouver Island and throughout the province. Information 
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4.5 Faculty and staFF adVisors 

Recruitment activities for faculty advisors began in December 
2005, after being delayed because of the cancellation of the 
first Preparation Seminar scheduled for September 2005  
due to lack of enrolment and preparation time. The research 
apprenticeship coordinator set a goal of having 50 active 
faculty members on file, so that students would have a variety 
of choices and inspirations for their potential research 
apprenticeships. 

A faculty mail-out pool was compiled from the university’s 
research database and from other University of Victoria 
research websites. The initial pool had well over 1,000 
potential contacts; however, 250 were chosen from this pool 
by a combination of proportional selection from faculties  
that had the highest percentage of Aboriginal students and  
by research topic area (if it seemed from the coordinator’s 
perspective that the area would be of interest to a wide  
range of students in that faculty). This pool also included  
all identified Aboriginal faculty and all those who initially 
identified themselves as being interested in becoming  
a faculty advisor during the proposal phase.  

This pool of faculty members was sent the Research 
Apprenticeship Program information package by the coordinator 
(however, later it was discovered that only 120 members 
received packages due to a clerical error). These packages 
included a contact card, an introductory letter, an information 
booklet, a brochure and, during later recruitment activities,  
a newsletter. A week after the packages were mailed out, the 
program assistant followed up with a summary of the program 
by phone or email. If contact was not made after this, one 
more attempt was made and then it was assumed that the 
faculty member was not interested. Many of the faculty 
members initially interested were no longer involved in 
research activities, as they were performing more administra-
tive duties (deans, chairs, etc.). Some had retired or left for 
other reasons. 

After this initial mail-out, 38 faculty members submitted 
applications to receive students. Following the establishment 
of this initial group, future mail-outs were targeted to faculty 
members whose research areas matched students’ interests, 
following the same procedure as detailed above. This process 
was followed until October 2007. At that time, the coordinator 
decided that because many of the faculty advisors in the pool 
had not had an opportunity to host a student, future recruit-
ment activities would become targeted on a student-by-student 
basis rather than through using a mass mail-out. This process 
continues to be used at the present time.

Although the majority of participants (77 students; 55 
percent) have taken part in only one program to date, the 
design of the LE,NON_ ET Project allows for (and actively 
encourages) participation in multiple programs. As shown  
in Figure 4.4.5, students have begun to avail themselves  
of additional participation opportunities. 

Figure 4.4.5: number of Participants  
in multiple le,none_ t Programs

Section 4.6 includes tables showing the number of participants 
in each of the LE,NON_ ET programs.

The average age of student participants was 29.9 years old 
(males were slightly older than females), and the majority  
of participants were female (69.8 percent).

The vast majority of participants lived in BC prior to attending 
the university, with the remainder coming from across Canada 
and a few from the United States. 103 participants lived in BC, 
11 in Alberta, eight in Saskatchewan, six in Ontario, four in 
Manitoba, two in the Northwest Territories, one in the Yukon, 
one in Newfoundland and three in the United States.

While most participants (55.4 percent) had First Nations 
status, 32.4 percent were Métis, 11.5 percent were non-status 
First Nations and less than one percent (one student) was 
Inuit.

The majority of participants attended another post-secondary 
institution prior to entering the University of Victoria: 
54 percent had attended college, 20 percent had attended 
another university and 26 percent entered as high school 
graduates.
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6 This and other unattributed quotes in the following sections are taken from interviews with project participants.

4.6.1 Bursary Program

There’s been times where I didn’t have enough money to 
do anything, like any sort of extra-curricular activities, 
and that was really tough. It wasn’t a good time.6 

4.6.1.1 Bursary Program: overview and objectives

One of the initial motivations for the LE,NON_ ET Project 
centred on the problem of funding for the post-secondary 
education of Aboriginal students. During the consultations 
leading to the initial Proposal to the Canada Millennium 
Scholarship Foundation, both the Aboriginal Liaison Office  
and the Aboriginal advisors across campus said that in their 
experience students frequently run short of funds before the 
end of each month, an impression confirmed in the literature 
on major barriers to student continuation and completion 
(Council of Ministers of Education, 2002). The monthly living 
allowance provided to First Nations and Inuit students by  
their home communities in a number of instances has been 
increased marginally, if at all, from the amounts suggested by 
Indian and Northern Affairs Canada in the early 1990s when 
INAC transferred responsibility for funding students to those 
communities, and in the experience of many students it is 
insufficient for their requirements. In addition, Métis students 
do not have access to the same level of funding as many First 
Nations students with band sponsorship. The objective of the 
Bursary Program was to identify eligible students who were 
struggling financially and to help them with a bursary. A total 
of $200,000 per year was allocated from the LE,NON_ ET 
budget for this purpose.

4.6.1.2 recipients and Funding Provided

In addition, the Emergency Relief Program (see “Implementation 
and Program Changes” below for a discussion of the emer-
gency relief strategy) provided financial support, beginning  
in Year Two of the project. From August 2006 to July 2007, six 
students applied for and received funding. During the period 
from August 2007 to December 2007, 15 students applied  
for and received emergency relief. Two of these students had 
received funding the previous year as well. 

In Year One of the project (2005-06), 32 students applied for  
a bursary, of which 26 received bursaries for a total of $78,720. 
Four students did not meet the minimum financial need and 
one did not meet the ancestry eligibility criteria.

Up to December 2007, 47 faculty members and four graduate 
students had applied to take on a research apprentice. Of the 
47 faculty members who applied, 16 completed the required 
Staff and Faculty Aboriginal Cultural Training (SFACT) Program 
and went on to supervise 23 students. Six of these apprentice-
ships were in progress at the data collection cut-off point in 
December 2007.

For a variety of reasons, some faculty and staff who had initially 
signed up to take on students were not able to, or withdrew, 
prior to December 2007. These reasons included: faculty 
members’ research projects were cancelled or postponed; 
faculty left on parental leave or moved to another university;  
or faculty lacked time to provide supervision. One faculty 
member elected not to participate in the SFACT. Faculty 
interested in providing research apprenticeship positions came 
from a diverse range of departments at the university. 

4.6 imPlementation oF ProGrams

This section addresses formative evaluation questions such as:

 ❚ What activities were initiated and implemented in 
relation to the project?

 ❚ Were these activities consistent with those described  
in the proposal?

The section describes in some detail how each of the proposed 
programs was implemented; the discussion is framed in part 
by the early formative outcomes from the LE,NON_ ET 
evaluation framework (see Section 2.3). 

Although the LE,NON_ ET Project is a research project, it was 
clear from the beginning that program implementation would 
be the priority for project staff during the initial stages. At the 
same time, the requirements of the research needed to be 
kept in mind. In some instances this was quite straightforward 
(e.g., in the need for consent forms for the release of informa-
tion), but in others it proved restrictive or problematic. 

As the following summaries make clear, adjustments were 
necessary as the programs were implemented. This fine-tuning 
will continue, but by and large the original program designs 
proved viable. 

table 4.6.1: Bursary Program

Bursary applicants Bursary recipients new recipients returning recipients 

aug 2005- july 2006 32 26 26 0

aug 2006 – july 2007 67 56 25 31

aug 2007 - dec 2007 76 68 30 38
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Once SAFA has assessed the applicant’s unmet need, LE,NON_ ET 
sends the student’s name, SIN, address and recommended 
bursary value information to the Foundation for their approval 
and statistical tracking. Originally, this information was only 
password protected, but the Foundation moved from pass-
word-protected files to encrypted files out of concerns over 
privacy and confidentiality. It adapted its existing policies for 
bursary programs for LE,NON_ ET. Information is now sent 
electronically using encryption software provided by the 
Foundation and related file transfer protocols. Each encrypted 
file is also password protected. A minimum number of 
individuals are involved in the bursary approval process from 
start to finish, which helps to protect student privacy and 
personal information. Final approval of all bursary applications 
remains with the Foundation’s Board of Directors. Funds are 
disbursed by depositing the bursary award into the student’s 
tuition account at the university. When students have outstand-
ing fees or tuition, these are deducted from the bursary and any 
remaining balance is provided directly to the student. 

The project manager created a Policies and Procedures Manual 
and organized the relationship between LE,NON_ ET, SAFA and 
the Foundation. Most appeals have been resolved by the 
project manager and SAFA, but appeals can be referred to the 
Foundation manager of pilot projects, if necessary. Those cases 
referred to the Foundation typically have to do with recom-
mendations to change or make an exception to a Bursary 
Program policy.

An ongoing effort was made during Year One of the project  
to publicize the Bursary Program widely. As described in 
Section 4.4.2, self-identified students, new to the university  
in September 2005, received phone calls and emails letting  
them know about the Peer Mentoring and Bursary Programs. 
Bursary-specific program posters were put up across campus, 
and information about the LE,NON_ ET Bursary Program was 
shared with eligible students who connected with the Student 
Awards Office. 

Throughout Year One, word about the Bursary Program was 
passed from student to student, so that word of mouth 
became a valuable recruitment tool for the other LE,NON_ ET 
programs. Because many students first connected with the 
project to apply for a bursary, in the process they were 
introduced to the Peer Mentoring Program, the instructors  
for the Preparation Seminar, and the research apprenticeship 
and community internship coordinators. As mentioned in 4.3.4, 
this holistic approach to service was facilitated by housing all 
the LE,NON_ ET programs and staff in one office. 

During Year Two (2006-07), 67 students applied for a bursary, 
and a total of $235,841 was awarded to 56 students. Of those, 
20 were returning students from Year One, and 31 were new 
to the University of Victoria as of September 2006. Ten 
students did not meet the minimum financial need, and one 
student who would have been approved for a bursary opted  
to withdraw from school for a term. In addition, seven 
students received emergency relief funds totalling $5,000.

As of November 2007, for Year Three of the project, 76 students 
applied for a bursary, of which 68 students received bursary 
awards totalling $259,591 and eight students did not meet  
the minimum financial requirements. Twelve students received 
emergency relief funds totalling $8,300. Of the 68 students 
who received bursaries, 30 were new to the University of 
Victoria and 38 were returning students. 

4.6.1.3 early Formative outcomes

 ❚ Bursary Program coordinator is hired and trained,  
as needed.

 ❚ Eligibility criteria for obtaining a bursary are established, 
based on agreed-upon criteria.

 ❚ Funding levels are established, based on agreed-upon 
criteria.

 ❚ Financial aid offices and Aboriginal communities  
and funding bodies are informed of the availability  
of LE,NON_ ET bursaries.

 ❚ Students are informed about the Bursary Program.

Bursary Program coordination is one of the duties of the 
LE,NON_ ET project manager. The project manager distributes 
and receives applications and has also become the first point 
of contact for those few students wishing to appeal bursary 
decisions.

Initially, the LE,NON_ ET Project planned to provide yearly 
bursaries of up to $2,000 to Aboriginal students who demon-
strated financial need, renewable until the 2008-09 academic 
year, based on continued need. Financial need was assessed by 
guidelines used by the Office of Student Awards and Financial 
Aid (SAFA).

Bursary-related allowable costs are assessed using the BC 
Student Assistance Program’s weekly moderate standard of 
living allowances. These costs include tuition and mandatory 
fees, books and supplies, accommodation, food, transportation, 
personal expenses and childcare costs, where applicable. In 
addition, the assessment is based on the recipient’s actual 
registered units of study in the term(s) for which the student 
has applied for the bursary. Unmet need is calculated by 
deducting student, parental or spousal contributions and  
other forms of funding, income and government aid from  
the allowable costs. 
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In some cases students seemed confused by the question, i.e., 
they thought they were being asked whether other funding 
sources affected their receipt of a LE,NON_ ET bursary. The 
wording of this question will need to be more focused in the 
next round of interviews and future questionnaires. However, 
in general a LE,NON_ ET bursary does not seem to have had any 
negative impacts on primary funding sources. 

...I’m only on student loans. I don’t have access to 
band and tribal council stuff... so I’m having to go 
through a long and complicated process to find out all 
of that stuff.…So I’ve been totally on student loans, 
and I’ve received no problems with having a bursary. 

The six sources of funding most accessed by LE,NON_ ET 
Bursary Program participants, not including LE,NON_ ET 
bursaries, are:

 ❚ band sponsorship (33 percent);

 ❚ work (39 percent);

 ❚ bursaries (need based) (39 percent);

 ❚ scholarships (merit based) (29 percent);

 ❚ student loans (39 percent); and

 ❚ savings (28 percent).

These percentages are not mutually exclusive; a respondent 
could be receiving, for example, both sponsorship and a 
student loan. It seems however, that many participants rely on 
their own means to fund their education, and the Bursary 
Program assists them. 

4.6.1.5 implementation issues and Program changes

The Bursary Program is the most frequently accessed program 
within LE,NON_ ET. The need for financial support is significant, 
and the application process provides students with funds in a 
very short amount of time.

It became obvious early on that the proposed maximum of 
$2,000 was inadequate in a significant number of cases. The 
manager proposed a plan for an increase in the original 
maximum amount of bursaries, which was accepted by the 
LE,NON_ ET Executive and the Foundation. As a result, yearly 
bursaries were increased from a maximum of $2,000 to 
$5,000. Students had to demonstrate a minimum unmet need 
of $1,000 to be eligible for the minimum award value of 
$1,000. 

The original criteria also included the stringent requirement 
that applicants must be newly registered at the University of 
Victoria, a condition set in place to provide clear case studies 
for research into the effects of the program on student 
success. As a result, no student who had ever taken a non-
credit or credit course at the university prior to entry into a 
degree program could apply for a bursary. In one instance, a 
student in the first year of an undergraduate degree who had 
previously taken two certificate courses was deemed ineligible 

4.6.1.4 intermediate Formative outcomes 

 ❚ Process of obtaining a bursary is accessible to students.

 ❚ Students are satisfied with the process of accessing a 
bursary.

In the interviews with bursary recipients, participants 
expressed a strong sense of appreciation not only for the 
bursary itself but also for the accessibility of the Bursary 
Program, the manager’s guidance through the bursary 
application process, the welcoming atmosphere of the 
LE,NON_ ET office and the staff’s respectful treatment during 
the application process. Students reported that staff members 
helped them feel that they were being treated as a whole 
person and that the bursary application process addressed 
their life context, not just their financial situation. They did  
not feel like “a number on a page.” 

I had thought before I came to apply that [applying] 
was going to be this big, long process. [For a] lot of 
bursaries you [have] to…write papers…and you [need 
to have all your grades], and…there’d be huge, 
massive budget sheets…I just thought it was going to 
be so extensive, and what actually happened is [that] 
I…stepped into the [LE,NON_ ET] office, and I was just 
inquiring [about these bursaries]…[and the bursary 
coordinator] was there, and [said] come into my 
office.…Within…ten minutes…[the coordinator] had 
explained everything and I was just blown away by 
how easy it was, just blown away. I think had it been a 
lot more complicated, I would have been scared off.

At the same time, possibly the greatest disappointment with 
the program has come from those students who did not 
qualify because they did not apply for a bursary in their first 
year of study. The requirement to apply in the first year of 
study supported the research needs of the project and ensured 
that sufficient funds will remain in the bursary budget to 
support students through to the end of the project, but it also 
demonstrated the challenge of offering programs of support  
in the context of a time-limited research project. 

In speaking about how the bursary funding intersected with 
other sources of funding, students were asked: “If you received 
sponsorship funding (band/tribal council, other scholarships/
bursaries) or student loans this year, have you encountered 
any problems associated with receiving a bursary?”

It was a primary goal of the Foundation and the LE,NON_ ET 
Project that students who received funds as a result of their 
participation in LE,NON_ ET programs should not have their 
access to tribal sponsorship, other Aboriginal education funds or 
student loans compromised by the receipt of a LE,NON_ ET 
bursary. The project seems to have achieved this objective; most 
students stated that their access to other funding sources was 
not affected by the receipt of a LE,NON_ ET bursary. 
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7 Five such courses are considered to be a normal full-time course load for one term of approximately 13 weeks; 60 credits are necessary for an undergraduate 
degree.

of credit for successfully completing a course.7 To accomplish 
this, three new courses needed to be created. Because this 
proved an unexpectedly arduous process, a brief history of the 
development of these courses is given in Appendix D: Course 
Creation and the Provision of Academic Credit for LE,NON_ ET 
Participants.

LE,NON_ ET eventually succeeded in obtaining Senate approval 
for the following suite of courses (presented as they now 
appear in the calendar):

is 220:  Preparation seminar for indigenous research 
apprenticeships and community internships 
Units: 1.5, Hours: 40 
Weekly seminar to provide students with knowledge 
and skills for working in First Nations communities, 
Aboriginal organizations or within campus-based 
academic research teams through a Research 
Apprenticeship (320) or Community Internship (321). 
Includes a basic overview of historical and contempor-
ary issues facing First Nations, Métis and Inuit peoples 
and an introduction to Western and Indigenous 
research methodologies and presentations by 
representatives from First Nations communities, 
Aboriginal organizations and campus-based researchers. 
Note:  Registration is limited to students in the 

LE,NON_ ET program. Enrolment limited to 
25 students.

 Prerequisites: Permission of instructor.

is 320:   indigenous research apprenticeship 
Units: 1.5 
Students will gain practical experience within a 
university research setting. In consultation with the 
Apprenticeship Coordinator, the student will identify 
an area of research interest and will undertake 200 
hours of research under the supervision of a faculty 
member from any department. Students will prepare 
and submit a final project report. 
Note:  Registration is limited to students in the 

LE,NON_ ET program.
 Prerequisites: 220 and permission of instructor.
 Grading: INP; letter grade.

is 321:   indigenous community internship 
Units: 1.5 
Students will gain practical experience within  
an Indigenous community or organization setting.  
In consultation with the Internship Coordinator,  
the student will identify an area of interest and will 
undertake 200 hours of research under the supervision 
of a community advisor from an Indigenous community 
or organization. Students will prepare and submit  
a final project report. 
Note:  Registration is limited to students in the 

LE,NON_ ET program.
 Prerequisites: 220 and permission of instructor.
 Grading: INP; letter grade.

for the bursary. This case prompted a review of the policy.  
It seemed clear that such minimal previous involvement with 
the university was not likely to affect the research aims of  
the LE,NON_ ET Project, and hence this requirement was relaxed 
to make such students eligible.

Another challenge was the turn-around time between 
application and disbursement of funds, which was taking up  
to two months or more. After negotiation with the university 
and the Foundation, it was agreed that SAFA and LE,NON_ ET 
could provide funds prior to a student receiving final approval 
from the Foundation’s Board of Directors, as long as the 
student had not exceeded the maximum allowable funding 
outlined in the Foundation’s legislation. This would be 
confirmed by pre-screening students with a Foundation staff 
member, who compares the student’s identifying information 
with the Foundation’s internal records, to ensure they are 
eligible to receive further funding. If a student is granted funds 
in error, the university has agreed to cover any associated 
costs incurred as a result of this arrangement. To date there 
have been no instances of a student receiving funds in error. 

Another change to the original criteria involved the provision 
of emergency funding to Aboriginal students. To accommodate 
students who found themselves in emergency situations that 
may impact their ability to stay in school, including personal, 
family and other types of crises, a one-time emergency fund 
of up to $750 per academic year was created. These funds 
were intended to dampen the effect of such emergencies on 
the student’s ability to return to, or continue, their studies. 
Students who qualify for such emergency funding are required 
to apply for a regular LE,NON_ ET bursary first, if they have not 
already done so, in order to address the student’s financial 
needs more comprehensively. If they have already received  
a bursary or do not otherwise qualify for one, they may apply 
for emergency relief funds. Students meet with the project 
manager, who determines whether or not to put their 
application forward to the Foundation for final approval.  
If the request is approved, a cheque is typically available  
to the student within two to four business days. Students  
are asked to provide receipts, whenever possible, to support 
their claim for emergency financial aid.

4.6.2 Preparation seminar

4.6.2.1 overview and objectives

The seminar was designed primarily to prepare students  
for participation in the Community Internship and Research 
Apprenticeship Programs. 

4.6.2.2  course creation and the Provision  
of academic credit for Participants

The LE,NON_ ET Project intended to offer three opportunities 
for participants to gain academic credit: the Preparation 
Seminar, the Research Apprenticeship Program and the 
Community Internship Program. Students receive 1.5 units  
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4.6.2.4 student recruitment and Participation

Funding for the project was approved in June 2005. During 
that summer, it became apparent that there would not be 
enough time to create the curriculum materials and to recruit 
and register a sufficient number of students for the onset of 
the semester in September 2005. As a result, the first edition 
of the LE,NON_ ET Preparation Seminar was offered in January 
2006 with an initial cohort of 23 students. 

Students were recruited via mail-outs, phone lists, referrals 
from other Aboriginal student services providers, word of 
mouth and advertising placed throughout the campus. 
Students already enrolled in the Bursary or Mentoring 
Programs were also informed of the seminar.

Priority was given to students enrolled in years one to three of 
their degree program in order to ensure that they would have 
time to complete a subsequent research apprenticeship or 
community internship prior to graduating, although they were 
not obligated to enroll in either after completing the seminar. 
Fourth-year students wishing to enter the seminar had to 
demonstrate to the satisfaction of the instructor that they 
would have enough time to complete an apprenticeship or 
internship prior to graduating. It also proved essential to 
establish early on that students must be registered in a degree 
program at the University of Victoria. Inquiries were received 
from many students who wished to utilize the Preparation 
Seminar as a way to improve their eligibility for graduate 
school, to enhance their certificate program or as a final class 
to help them to finish requirements of a degree started years 
before. While these students’ educational goals were valid, 
such participation was not compatible with the project’s 
research goals which linked the seminar directly to the 
Community internship and Preparation Seminar programs.

Over the course of the project, it proved difficult to predict  
the number of students that would register in the preparation 
seminar from term to term, which is not uncommon for new 
university courses. At the end of the first course, 22 students 
successfully completed the course. This was considered a very 
satisfactory result. By contrast, recruitment efforts for the fall 
2006 Preparation Seminar were largely unsuccessful. Only six 
students registered for the seminar. One student withdrew, 
and five completed the seminar within the term. Four of these 
met the minimum requirements to continue on to a community 
internship or research apprenticeship, and did so. 

The team had not anticipated the amount of effort or the 
length of time it would take to create these courses. As has 
been the case with many aspects of this project, the experi-
ence has been that changing the way a university conducts 
business is seldom easy, even when all of the key players 
within the institution are supportive.

4.6.2.3 staff Preparation and responsibilities

When the seminar was first offered, one of the two co-principal 
investigators was the only member of the team who had  
an official teaching appointment, as associate professor. This 
appointment allows him to act as the “instructor of record” 
and to teach classes and submit grades. The seminar began 
with the co-principal investigators designated as the co-
instructors, and the community internship and research 
apprenticeship coordinators as course assistants. When  
the other members of the teaching team received sessional 
lecturer appointments allowing them to act as official 
instructors, the associate professor stepped aside to focus  
on the quantitative research. 

Because course instructors were in a position of authority over 
their students, and because students in the LE,NON_ ET seminar 
were also participants in the research project, certain safe-
guards had to be set in place to protect student participants 
from any potential power-over relationships. It was anticipated 
that students might feel compelled to provide positive 
teaching evaluations if they believed that the course instructors 
or program coordinators would have access to the data they 
might provide or use it to award or deny internships or 
apprenticeships. For these reasons, and in keeping with the 
terms of the Human Research Ethics Approval (see Section 6), 
the roles of the instructors and program coordinators were 
separated from all quality assurance- and research-related 
data-gathering activities. The processes for obtaining informed 
consent and data collection were carried out by research 
assistants. The co-principal investigators and program 
coordinators were not able to access raw data or to discern 
whether individual student participants had agreed or declined 
to provide data. All data collected through the seminar was 
fully anonymized by the research assistants before inclusion 
within the overall project data files.

 

table 4.6.2: Preparation seminar

registered Withdrew completed Qualified* 

aug 2005- july 2006 23 0 22 22

aug 2006 – july 2007 25 2 20 19

aug 2007 - dec 2007 0 0 0 0

*  After the first offering of the seminar, a policy was instituted that in order to qualify for a community internship or research apprenticeship, the students needed  
to complete the Preparation Seminar with 80 percent attendance and a B average or higher (see Section 4.6.2).
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8 Jane Middleton-Moz (1999) defines “lateral violence” as “the shaming, humiliating, damaging, belittling and sometimes violent behaviour directed toward a 
member of a group by other members of the same group....[The term] lateral violence is most often applied to the behaviours of oppressed groups.”

implemented in the spring seminar, when the research 
apprenticeship coordinator began instructing the research 
section, reflected the practical skill-based nature of assisting  
in research and included the addition of the following:

 ❚ small group ethical reviews of mock research projects 
where groups applied readings they had done on ethical 
considerations when working in Aboriginal communities; 

 ❚ a group mini-research project, including developing and 
conducting a pilot study, gathering and analyzing data 
and presenting to the class; and 

 ❚ a community-based research workshop where researchers 
and previous apprenticeship students shared their 
experiences conducting community-based research in 
Aboriginal organizations and Indigenous communities. 

Course readings were updated and expanded, and educational 
videos and presentations by respected Aboriginal knowledge 
keepers were added. This updated curriculum and format has 
become the standard for future seminar offerings.

4.6.2.6 Participants’ experiences 

By all reports, the first seminar was well received by the 
majority of the students. For most participants, it was their 
first time in a class made up entirely of Aboriginal students.  
A common sentiment expressed in interviews with students 
was that students were sad when the class was going to end.

Welcoming of people and burning of sage…was really 
quite neat, and I liked the circle format and the giving 
of gifts and of really being appreciative of people’s 
time. I thought that that was something that’s maybe 
lacking in other areas. It definitely contributed.…The 
reading that we did, I thought that that was really 
insightful, and being able to acknowledge the land 
that we’re working on. That was really cool. I’ve never 
had any teacher sort of say those sorts of things 
before, and it was almost every class, especially if we 
had people coming in from the community.

...instead of always focusing on the negatives that 
people tend to focus on about being Aboriginal, it’s 
allowed me to see the richness and the strength that 
comes from being Aboriginal.

One of the main reasons that [the class] contributed 
[to my success as an Aboriginal student] is just the 
people that I met in the seminar. The other students 
and faculty [in] LE,NON_ ET have shown me that I don’t 
have to conform to one kind of knowledge in an 
academic setting that really tries to shape students 
into...sort of [a] material machine, business machine. 
And understanding that there are people there that 
will support you when you’re being dissident.

At the conclusion of the fall 2006 seminar, a focus group was 
held on the last day of class. The focus group was conducted 
by LE,NON_ ET research assistants with six student participants. 

Nineteen students registered for the January 2007 seminar, 
with one student withdrawing and two students granted 
deferrals of final assignments to be completed the following 
semester. In the end, 15 students completed the course.

4.6.2.5 the curriculum

The seminar was designed as a highly interactive class that 
would encourage students to participate in class discussions. 
The curriculum for the spring semester in 2006 included: 

 ❚ an introduction to local Coast Salish and Straits Salish 
peoples, history and protocols; 

 ❚ introductions to the histories of First Nations, Métis  
and Inuit Peoples; 

 ❚ strategies and resources for resisting racism; 

 ❚ Aboriginal stories and colonialism; 

 ❚ an introduction and overview of the community intern-
ship and research apprenticeship programs; and 

 ❚ an introduction to Euro-Western and Aboriginal research 
methodologies and ethics.

The course included guest speakers from local communities 
and organizations, a circle format for the class as suggested  
by the students themselves and the use of films to stimulate 
discussion. The community internship coordinator and the 
research apprenticeship coordinator piloted a Lateral Violence 
Workshop,8 to prepare students for the possibility of working 
in organizations or communities whose colonization experi-
ences have resulted in unhealthy behaviour patterns. A 
community panel was included to introduce students to  
First Nations communities or Aboriginal organizations with 
whom they might pursue a community internship. Similarly,  
a research panel offered an opportunity for students to meet 
potential apprenticeship faculty advisors.

The curriculum for the seminar was revised over the course  
of the 2006-07 academic year based on recommendations 
from the apprenticeship and internship coordinators. These 
recommendations were made to resolve the discrepancy 
between what was being taught in the seminar and what skills 
the coordinators felt would adequately prepare the students 
for their placements, based on recommendations from 
advisors and their own observations. Although some of the 
material and structure carried through from the previous 
seminar, the addition of several focused workshops helped to 
provide a base of experiential learning and skill development 
in addition to the previous lecture-style, information-based 
curriculum. Workshops included: experiences and responses to 
racism, lateral violence, resume and cover letter development 
and job interviewing, and using library resources. In addition, 
changes to the research section were proposed in the syllabus 
for the fall semester. However, these were not put into 
practice until the next seminar offering in the spring of 2007 
due to low student enrolment. There were a total of six 
students registered in the fall seminar, so small group work 
seemed impractical to the instructor. The changes that were 



LE,NON_ ET: Interim Evaluation Report 46

programs designed for Aboriginal students at other universi-
ties, such as the Student Success Services at the First Nations 
University of Canada. 

Incoming students are matched with trained mentors who  
are students in a senior year and with a similar background. 
The main objective is for the trained peer helper to be a key 
resource in assisting new students to gain access to the 
university’s Aboriginal community and services. At the same 
time, a related objective is for mentors to gain experience 
working in a supportive role with Aboriginal students.  
All mentors are Aboriginal.

4.6.3.2 Peer mentor recruitment and Participants

Administration of the program is one of the responsibilities  
of the project manager. In summer 2005, as a result of the 
manager’s work in informing students about upcoming 
opportunities to apply to be peer mentors, 18 applicants were 
interviewed for ten peer mentor positions, and 13 out of 18 
applicants were invited to participate in the mentor training. 
One student withdrew before the training began and another 
at the conclusion of training. Of the remaining 11 students, 
ten were hired. In December 2005, one mentor who was not 
yet assigned a student resigned in order to take another job, 
and another mentor left school for personal reasons in March 
2006. The remaining mentors all reported enjoying the 
experience and indicated that their mentor duties did not 
adversely impact their ability to manage their own course 
loads. While most mentor matches concluded in April 2006, 
one mentor continued throughout the summer in order to 
mentor students who started classes in May 2006. For the 
next academic year (2006-07), all mentors remained active 
during the year. 

4.6.3.3 mentored students recruitment and Participants

Students applying to have a mentor need to be newly 
registered Aboriginal students at the university and must 
commit to connect with their mentor weekly and to com-
municate concerns that might arise to the coordinator.

When the LE,NON_ ET Project commenced in July 2005, the plan 
was to locate and contact all new Aboriginal students coming  
to the university and let them know about the LE,NON_ ET Peer 
Mentoring Program. A revised list of self-identified students 
was requested in the first week of September 2005, which 
consisted of 83 students new to the University of Victoria. This 
list included phone numbers and email and mailing addresses, 
and each student was called to tell them about the LE,NON_ ET 
Project and in particular the Mentoring and Bursary Programs, 
both of which students could access right away. In addition, 

The results of the focus group were as follows:

 ❚ students felt the organization of the class needed  
to be stronger;

 ❚ students found the core sections of the course helpful; 
and

 ❚ students would like the grading criteria and distribution 
of marks to be clarified.

In summary, students were satisfied with the content of the 
course, but the structure of the class and distribution of marks 
across the various assignments needed to be clarified.

4.6.2.7 implementation issues and Program changes

As suggested by the implementation issues described at some 
length in Appendix D, the co-instructors and coordinators also 
felt that the pilot offering of the Preparation Seminar suggested 
that expansion of the curriculum was needed. At the same 
time, some adjustments needed to be made to the distribution 
of marks for assignments. The coordinators recommended that 
a minimum attendance record of 80 percent and a minimum 
final grade of B would be necessary for participation in either  
a research apprenticeship or community internship. This 
attendance policy was deemed necessary to ensure that 
students would attend enough of the classes to gain the full 
benefit of course materials, guest speakers and lectures. The 
B grade would be indicative of students’ academic and 
organizational abilities to successfully complete an apprentice-
ship or internship. These changes were made to the fall 2006 
edition of the seminar. 

An unanticipated outcome of the program was that the 
classroom environment and curriculum created a sense  
of community and safety for those enrolled.

4.6.3 Peer mentoring Program

4.6.3.1 overview and objectives

Peer mentoring programs matching trained mentors with 
incoming students have been used by many institutions  
to reduce the stresses associated with entering university.  
In keeping with the traditional teachings of the Straits Salish 
territory and the project’s logo, “using the best of both 
worlds,” the program was modelled on existing peer support 
initiatives at the University of Victoria (e.g., Engineering 
Mentoring Program, University of Victoria Peer Helping 
Program), as well as local cultural expertise, and on similar 

table 4.6.3: Peer mentoring Program

Peer mentors mentored students new Peer mentors returning Peer 
mentors 

aug 2005- july 2006 10 13 10 0

aug 2006 – july 2007 10 18 5 5

aug 2007 - dec 2007 8 10 3 5
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themselves as “Aboriginal” on their registration forms.  
This “self-identification” makes it possible to generate a list  
of self-identified Aboriginal students. 

A list of these students was obtained by the project manager 
as a place to start recruiting peer mentors. From the self-iden-
tified list, the manager was able to view student academic 
records to ensure that the students were passing courses,  
they were not on academic probation and that they generally 
appeared to be doing well in university. The manager also 
focused on those students who had some involvement in 
Aboriginal student initiatives such as the Native Students 
Union and other volunteer roles on campus and asked for 
recommendations from staff in Aboriginal service offices 
across the campus. These varied forms of information-gathering 
resulted in a list of 30 potential mentors. Each student on the 
list was called to tell them about the LE,NON_ ET Project and 
the opportunity to become a mentor. 

 ❚ Characteristics for matching mentors/mentored students 
are determined.

 ❚ Mentored students are engaged with their peer mentor.

According to the qualitative interviews conducted with peer 
mentors and mentored students, an ideal peer mentor is 
“present,” consistent and caring, but not necessarily matched 
with mentored students in terms of field of study or demo-
graphic variables. Indeed, a lesson of the Peer Mentoring 
Program was that different fields, different ages, different 
cultural location and different Aboriginal appearances were  
not barriers to successful peer mentoring relationships. It is 
the mentors themselves who are the foundation of a successful 
mentoring relationship, not their demographic or academic 
characteristics or even the program’s policies and procedures. 

It was a friendship that evolved over six months, and...
we talked about things on campus, supports, 
counselling, computer labs, where’s this, where’s that. 
I understand that was part of the program, [that] you 
have a buddy, but it became more than that for me. 
We connected on a personal level as well, and I wasn’t 
expecting that. So I think that was just how we clicked, 
between us. 

4.6.3.5 Participants’ experiences

Overall, participants noted that the Peer Mentoring Program 
met or exceeded their expectations, although a number of 
students indicated that they did not have expectations for 
specific outcomes or benefits for themselves upon participating 
in the Peer Mentoring Program. When participants were asked 
about their expectations prior to participating in the Peer 
Mentoring Program, most described the duties and services 
they expected to perform rather than the expected outcomes 
for themselves. 

I did not have any defined expectations. I approached 
[the program] with an open attitude and a 
determination to learn from the experience as it 
unfolded.

distribution lists were created to send out regular group emails 
announcing LE,NON_ ET programs and events and inviting 
students to participate. 

In order to connect with students who had not self-identified 
at registration, posters advertising the Mentoring and Bursary 
Programs were posted across campus, particularly in areas 
where Aboriginal students were likely to congregate, such as 
the Native Students Union space, the Aboriginal Liaison Office, 
Indigenous Counselling Office, etc. Project staff also partici-
pated in various welcoming and new student orientation 
activities: setting up information booths on campus, talking  
to students and distributing program brochures. They also 
attended the annual welcoming feast presented by the Native 
Students Union and there announced the start of the 
LE,NON_ ET Project to Aboriginal students, staff, faculty and 
community guests in attendance. 

Some students who had already completed their first year  
of study felt they could continue to benefit from the support 
of a mentor, and so, midway through Year One, the program 
was expanded to allow returning undergraduate Aboriginal 
students to access a mentor.

4.6.3.4 early Formative outcomes 

 ❚ Criteria for peer mentors are established.

 ❚ Peer mentors are recruited, hired and trained. 

The LE,NON_ ET Project funding was received in late July 2005, 
allowing only one month (August 2005) to create the Peer 
Mentoring Program, recruit mentors and get the word out  
to new students about peer mentoring before the start of the 
fall semester. 

The project manager is responsible for coordinating the Peer 
Mentoring Program, interviewing and hiring student mentors, 
organizing and overseeing their training and supervising them 
as they mentor students. The manager interviews all new 
mentors individually, matches them with one or more 
students and oversees the mentor-student relationships, 
facilitating solutions to difficulties and, where necessary, 
terminating mentor-student relationships that turn out not  
to be suitable.

During the late summer and fall of 2005, the then project 
administrative assistant (currently the project manager) 
developed the Mentor Program Policies and Procedures 
Manual. The main qualifications drawn up for becoming a 
mentor were Aboriginal ancestry, experience as a University  
of Victoria student, a healthy lifestyle and a commitment to 
open and regular communication. In addition, it was important 
to make sure that prospective student mentors were them-
selves doing well academically and that they had demonstrat-
ed qualities that would make them a suitable mentor  
(e.g., involvement in Aboriginal student initiatives).

Because most students are off campus in the summer, the 
project manager had to find more creative ways to identify  
a group of senior Aboriginal students to work as peer mentors. 
When students are admitted, they have the option to identify 



LE,NON_ ET: Interim Evaluation Report 48

Furthermore, students were satisfied overall with the support 
they received from their mentor, and many of the students 
intend to keep in touch or have become friends.

Others mentioned that they had expected to be matched with 
someone closer to them in interests, academic direction and 
background, but at the same time reported that the match 
was beneficial.

4.6.3.7 implementation issues and Program changes

Two mentor matches were changed in Year One: one because 
the students’ schedules did not work out, and another because 
the mentor and student did not find much in common. When 
paired with a new mentor, both matches worked out. During 
interviews, one student reported disappointment with the 
mentor who was described as supportive at the start of the 
year but who ceased contacting the student by January.

During interviews, mentors made thoughtful suggestions  
for improvements in the program that spoke well of their 
commitment to its success. They asked for more cultural 
training, including familiarization with Coast Salish culture  
and communities, and some spoke of wanting to schedule 
more cultural events for their students. Some also wondered if 
training could start before the beginning of the academic year. 

From the perspective of the program coordinator, the biggest 
challenge for the Peer Mentoring Program in Year One was  
a lack of preparation time. Another challenge was a lack  
of duties for mentors. When they applied to be a mentor, 
students were told that they could possibly be matched with 
up to five students, but that did not happen. As the mentor 
role is a paid position, with mentors receiving approximately 
$200 per week, it would have been disheartening to cut back 
on mentor hours and the related financial support, and the 
mentors themselves wanted to find other ways to be involved. 
As a result, mentors began to assist the LE,NON_ ET Project  
in other ways—for example, by participating in various panels 
and presentations to potential Aboriginal students. 

For Year Two of the program, some minor revisions were made 
to the mentor training. Some of the training segments which 
mentors reported to be less relevant were removed. For 
example, Mentors now were not limited to serving only 
first-year students or those new to the university. Some 
students who had been mentored the previous year wished  
to be matched with a mentor again. This was a possibility that 
the project team had not anticipated but that made perfect 
sense to all concerned. The duties of mentors were also 
expanded to include attendance at career fairs and other 
opportunities to liaise with communities. In addition, a 
schedule of “mentor office hours” was implemented to 
increase opportunities for student contact. Each mentor 
committed to be present in the LE,NON_ ET office at specific 
times each week, so that they would be available to students 
who might drop in wishing to speak to someone. Some 
mentors found that they routinely had students drop in, while 
others rarely had students, likely due to the particular times 
and days the mentors were present in the office. 

I think the only expectation that I had was that I would 
be developing a mentor relationship with the student 
or students that I was assigned to.

Participants found, however, that they were very satisfied with 
their participation in the program, including their training, the 
opportunity to contribute to community, the honoraria they 
received and their interactions with the program coordinator. 

A strong theme in the qualitative data was that peer mentors 
valued the opportunity to “give back” and to contribute  
to incoming students’ positive experiences at university.  
One participant commented:

I appreciate the fact that I get to give back a little bit 
to first-year students. I know it was really intimidating 
for me [in my first year at the University of Victoria], I 
came right out of high school. [I] took one semester 
off and then came to UVic, and [when you first come 
to university like that] you don’t really know many 
people, so it’s just nice to know that you have 
someone you can go talk to. So I like knowing that  
I’m able to provide that for a student.

As well, respondents were particularly appreciative of the 
counselling components of the training. Several participants 
also valued the support they received from the program 
coordinator. 

I think the orientation and the training that we did at 
the beginning of the year is good, and being that now 
I’m a [second]-year mentor, I feel like we’ve covered a 
lot of it. And I think that they have a lot of really good 
support, especially with [the University of Victoria 
Indigenous counsellor], and [the program manager]  
is a huge support for any questions that you have.

Participants felt strongly that the Peer Mentoring Program 
should continue after the mandate of the LE,NON_ ET Project 
has been completed in 2009. 

[The Peer Mentoring Program] should be a permanent 
fixture at UVic. 

I definitely think it should go on past the [deadline].…
The university should pick it up.

4.6.3.6 Participants’ experiences of the 
Peer mentoring Program: What mentored 
students liked about the Program

Most of the mentored students were very satisfied with their 
experiences in the Peer Mentoring Program.

[I hope] that it stays in place and keeps going.

I’ve already decided that once I sort of get to know the 
place at UVic, I’m going to be a peer mentor because 
I’d love to give back....I still remember [my mentor] 
being there and all that.
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4.6.4.3 course and credit arrangement

A student who successfully completes a community internship 
of 200 hours receives 1.5 units of credit and a stipend of 
$3,500. The stipend is paid out in two instalments: the first at 
the completion of 100 hours and the second upon completion 
of the remaining hours and all assignments. The coordinator 
meets with the student and the internship advisor to conduct 
a midpoint and a final evaluation. The course is identified as  
IS 321 (see Section 4.6.2).

4.6.4.4 student recruitment and Participation

Students are recruited through general advertising (see 
Section 4.4.2) and through the LE,NON_ ET Preparation Seminar, 
which offers both background information and the LE,NON_ ET 
Research Apprenticeship/Community Internship Handbook as 
part of its curriculum. During the seminar, students also have 
opportunities to meet past community interns and represent-
atives from Aboriginal communities and organizations. After 
the first Preparation Seminar, it was decided that a student’s 
participation in a community internship would be contingent 
upon completion of the seminar with a minimum grade of B 
and a minimum attendance of 80 percent (see Section 4.6.2). 
Other prerequisites include the availability of a suitable 
community advisor with a project or program which meets  
the student’s and the community or organization’s needs. 

During Year One of the program, internships were arranged 
with the following organizations:

 ❚ En’owkin Centre, Penticton: Traditional Ecological 
Knowledge Program; 

 ❚ Gwa’Sala-’Nakwaxda’xw Band School, Port Hardy: 
Language Curriculum; 

 ❚ Saanich Adult Education Centre, Saanich; 

 ❚ First Peoples Cultural Foundation, Victoria; 

 ❚ Parks Canada, Gulf Islands National Park; 

 ❚ Esquimalt First Nation, Esquimalt: Employment Youth 
Program and the Power2Be Adventure Therapy;

 ❚ Saanich Indian School Board;

 ❚ Métis Community Services; and

 ❚ Surrounded by Cedar Child and Family Services, Victoria.

A number of group activities were also initiated in Year Two, 
which were open to all Aboriginal students at the university, 
not just those involved in a one-on-one match with a student 
mentor. These group activities were well attended, and 
included movie nights and craft nights. In Year Three, these 
became an established part of the program, with monthly 
movie nights and other events on and off campus. 

4.6.4 community internship Program

4.6.4.1 overview and objectives

The Community Internship Program was designed with two 
overlapping objectives: to maintain or develop bridges for 
Aboriginal students between the university and Aboriginal 
communities and organizations, and in the process to serve 
those communities and organizations in the way that the 
university in general exists to serve its community, while  
as much as possible combining Aboriginal and Euro-Western 
modes of knowing in ways that benefit both the students  
and the communities.

4.6.4.2 staff and community advisor 
Preparation and responsibilities

The community internship coordinator, together with the 
research apprenticeship coordinator, spent the summer and 
fall of 2005 developing a Research Apprenticeship/Community 
Internship Handbook. The coordinator also drew up a 
Community Advisors Manual and began to arrange connections 
with Aboriginal communities and organizations.

Initially, the coordinator created a list of 23 First Nations 
communities and Aboriginal organizations interested in having 
a community intern: four local First Nations, three First 
Nations in the north of Vancouver Island, 17 local urban 
Aboriginal organizations/programs and two non-Aboriginal 
organizations offering Aboriginal programming. 

The coordinator facilitates the internship matching process by 
connecting with students and helping them to clearly identify 
their community interests and their own aspirations. Based  
on these conversations, the coordinator arranges the student’s 
placement with a community or organization. Subsequently, 
the coordinator helps to maintain that connection, oversees 
midpoint and final evaluations and recommends a grade for 
the intern.

table 4.6.4: community internship Program

Qualified & 
interested in 

internship

registered for 
internship

Withdrew from 
internship

completed  
internship 

aug 2005- july 2006 16 8 0 6

aug 2006 – july 2007 19 15 0 11

aug 2007 - dec 2007 0 1 0 5
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Some responses also pointed to the need to monitor the 
internship or provide more information or parameters to the 
community advisors. Sometimes, for instance, interns felt they 
were not busy enough or ended up doing more menial tasks 
than expected. These same respondents, however, characterized 
their placement as contributing to their success as students. 

As for course demands and credit, the 200-hour time commit-
ment proved a challenge for a few students, since the schedules 
of First Nations communities and urban Aboriginal organiza-
tions do not normally coincide with the academic schedule  
of the university. However, this challenge was managed on  
an individual basis by extending the deadline for those few 
students who needed extra time to complete the 200-hour 
internship. This required special permission from the Records 
Office. These situations were negotiated successfully on a 
case-by-case basis and the development of a more systematic 
approach will be part of the ongoing development of the 
Community Internship Program in Year Three. 

There was also some concern about the possible disadvantages 
of receiving course credit for an internship. This arose when 
students did not need the credit in order to graduate but were 
nonetheless required to pay tuition for the course if they 
wished to complete an internship. As a result, some students 
were tempted to conclude that declining an internship might 
be the wiser financial decision. This dilemma was typically 
resolved when students realized that the stipend of $3,500 
would more than cover the cost of the course tuition. Some 
students completed a community internship, even though 
they did not require the credit for graduation, simply for the 
benefit of the experience. In addition, some students expressed 
interest in completing two community internships. Currently, 
they only have the option of completing one.

4.6.5 research apprenticeship Program

4.6.5.1 overview and objectives

Like the Community Internship Program, this program also  
has several related objectives. First, it was designed to provide 
opportunities for Aboriginal students to participate in 
hands-on academic research with faculty advisors in an area  
of common interest and in the process to make them familiar 
with academic research and the academic research community. 
As a related outcome, the students would hopefully feel 
increasingly at home in the university, and the effort would 
provide a real research benefit to both the student and the 
faculty advisor.

In Year Two, community interns were placed with: 

 ❚ Native Courtworker Association, Victoria;

 ❚ First Nations Education Services, Victoria;

 ❚ Native Counselling Association, Victoria;

 ❚ Camosun College, Victoria;

 ❚ Victoria Native Friendship Centre: Aboriginal Health Team;

 ❚ Hiiye’yu Lelum Society, Youth Programs;

 ❚ Aboriginal Mentorship Program, Vancouver Island Health 
Authority, Victoria;

 ❚ Kw’umut Lelum Child and Family Services: Community 
Development, Chemainus;

 ❚ Aboriginal Student Mini-University Camp, University  
of Victoria;

 ❚ Antidote: Multi-Racial Girls and Women’s Network, 
Victoria;

 ❚ LAU,WELNEW Tribal School;

 ❚ Gulf Islands National Park Reserve;

 ❚ Office of Indigenous Affairs, University of Victoria;

 ❚ Kwagiulth Urban Society; and

 ❚ Namekosipiiw Anishinaapek.

In the fall of Year Three, a community intern was placed with:

 ❚ Victoria Youth Custody Centre, Victoria.

As of December 2007, 22 students had successfully completed 
a community internship.

4.6.4.5 implementation issues and Program changes

Feedback from community internship students and advisors 
was very positive overall. One area of concern was time 
management. If one party involved in the placement struggled 
with time management, the coordinator could help to 
maintain the internship, but if both had a problem, facilitation 
became very challenging. Fortunately, this concern affected 
only a small minority of the community internships. 

table 4.6.5: research apprenticeship Program

Qualified & 
interested in 

internship

registered for 
internship

Withdrew from 
internship

completed  
internship 

year one (aug 2005- july 2006) 18 3 0 0

year two (aug 2006 – july 2007) 20 14 0 15

year three (aug 2007 - dec 2007) 0 7 0 1
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 ❚ epidemiological studies of disease in Aboriginal popula-
tions (Aboriginal Health Research Group);

 ❚ photo archiving for the Inkameep Day School 
(Department of Anthropology);

 ❚ website for Salish language revitalization (SENCOTEN 
and Hul’q’umi’num’) (Department of Linguistics);

 ❚ multimedia web-based dictionary of the Bakwumk’ala 
language (Department of Linguistics); 

 ❚ research in health barriers and diabetes in Aboriginal 
communities across Canada for the Institute for 
Aboriginal Peoples Health (IAPH) (Faculty of Human  
and Social Development);

 ❚ research in alcohol addiction at the Centre for Addictions 
Research British Columbia (Department of Psychology); 

 ❚ researching the Tzinquaw Opera, last staged in the 1950s, 
which incorporated both the Hul’q’umi’num’ and English 
languages and starred members of the Cowichan Nation, 
for the University of Victoria Theatre Department 
(Department of Theatre);

 ❚ researching Buddhist ethics with an advisor in Asian and 
Pacific Studies and the Centre for Religious Studies 
(Centre for the Study of Religion and Society);

 ❚ automatic speech recognition on embedded systems in 
computer science and electrical engineering (Department 
of Computer Engineering);

 ❚ archival work for a Cowichan family museum collection 
(Department of Anthropology);

 ❚ Project for Peace and Girls Camp (School of Child and 
Youth Care);

 ❚ a study of community-based research ethics and research 
guidelines (POLIS Project);

 ❚ curating a Coast Salish contemporary art exhibit 
(Department of Anthropology); and

 ❚ The Victoria Military Oral History Project (Department  
of History).

4.6.5.5 Participants’ experiences

The great majority of research apprenticeships were positive 
experiences for both the faculty advisor and the research 
apprentice. As one faculty member stated:

My LE,NON_ ET experience as a faculty advisor was one 
of the most meaningful experiences I had at UVic. I 
have heard others say the same.

Some students went on to do additional research with their 
faculty advisor, and some have been encouraged by their 
faculty advisor to consider graduate studies.

4.6.5.2 advisor and student Preparation 
and responsibilities

The research apprenticeship coordinator and the community 
internship coordinator spent the summer and fall of 2005 
developing a Research Apprenticeship/Community Internship 
Student Handbook and matching Advisor Handbook for the 
program and establishing relationships with faculty. By spring 
2006, the research apprenticeship coordinator listed 37 faculty 
members prepared to accept research apprentices. In January 
2006, the coordinator began to assist with the LE,NON_ ET 
Preparation Seminar and became involved with the develop-
ment of the Staff and Faculty Aboriginal Culture Training 
Program (SFACT). Apprenticeships began in May 2006, after 
the first cohort of students completed the LE,NON_ ET 
Preparation Seminar (see Section 4.6.2), following a slight 
delay while advisors completed the first SFACT modules.

The coordinator helps students to clearly identify their 
interests and connects each student with a potential faculty 
advisor. During the placement, the coordinator maintains  
a connection with both the student and the faculty advisor.

4.6.5.3 course and credit arrangement

A student who has successfully completed a research 
apprenticeship of 200 hours receives 1.5 units of credit and a 
stipend of $3,500. The stipend is paid out in two instalments: 
the first at the completion of 100 hours and the second upon 
completion of the remaining hours and all assignments. The 
coordinator meets with the student and the faculty advisor  
to conduct midpoint and final evaluations. The course is 
identified as IS 320 (see Section 4.6.2).

4.6.5.4 student recruitment and Participation

General information about all LE,NON_ ET programs is dis-
seminated throughout the university and on the project’s 
website. In addition, students receive background information 
and the Research Apprenticeship/Community Internship 
Handbook as part of their course materials for the Preparation 
Seminar. During the seminar, students also have opportunities 
to meet past research apprentices and potential faculty 
advisors. The primary criterion for participating in a research 
apprenticeship is successful completion of the LE,NON_ ET 
Preparation Seminar with a minimum grade of B and  
a minimum attendance of 80 percent (see Section 4.6.2).  
Finally, an appropriate faculty advisor has to be available  
for the proposed research, and a research project appropriate 
for the student’s skills and strengths has to be designed that  
is of benefit for both the student and the faculty advisor.

As of December 2007, the following research projects had 
been arranged: 

 ❚ limb regeneration research on starfish  
(Island Medical Program);

 ❚ Aboriginal language revitalization  
(Department of Linguistics);
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By providing information to faculty and staff on Aboriginal 
peoples’ diverse cultural, historical, and contemporary realities, 
SFACT aims to change the university experience for Aboriginal 
students by working toward raising the level of knowledge 
across the university environment, although for now its use is 
limited to faculty advisors for the Research Apprenticeship 
Program.

4.6.6.2 staff Preparation and responsibilities

In the fall of 2005, the development of SFACT was assigned to 
the university’s Aboriginal Liaison Office (ABLO), but it proved 
difficult for ABLO to complete the task in addition to the 
Office’s regular duties. It also became apparent that, since 
SFACT was going to be an essential part of LE,NON_ ET, 
particularly the Research Apprenticeship Program, it was 
inefficient to create SFACT outside of the LE,NON_ ET team. In 
January 2006, the development and implementation of SFACT 
returned to LE,NON_ ET. The research apprenticeship coordin-
ator, with one of the co-principal investigators and the project 
manager, formed a committee to oversee the development of 
SFACT. In the spring of 2007, the community internship 
coordinator joined the SFACT committee and the apprentice-
ship coordinator replaced the co-principal investigator when 
he stepped down from the position of chair of the committee 
in order to focus on research responsibilities.

4.6.6.3 the sFact modules

The development of SFACT was delayed as responsibilities 
shifted between the ABLO and LE,NON_ ET offices, and priority 
was focused first and foremost on the development of SFACT 
Module 1 in an online format. This was necessary so that 
faculty interested in serving as advisors for students in the 
Research Apprenticeship Program could have access to the 
training to fulfill the requirement that they complete the 
module prior to taking on a student. This shift in priorities 
drove the committee’s first decision to recruit consultants to 
develop an online training module that would be appropriate 
for preparing faculty advisors. This was a necessary step 
because there was no such training program already in 
existence at the University of Victoria or across Canada that 
was appropriate and available for the project to use. Two 
contractors were hired to produce the SFACT Module 1. One 
had extensive experience developing other training programs, 
and the other conducts similar workshops and is a recognized 
holder of Aboriginal knowledge. 

4.6.5.6 implementation issues and Program changes

Some students found that the 200-hour commitment was  
not enough time to complete the research apprenticeship  
and went on to do more work with their faculty advisor  
on a volunteer basis. In some cases, it was necessary to seek 
extensions for grade assignments. Because the schedule of 
research projects does not always coincide with the academic 
schedule of the university, it became clear that flexibility was 
needed in setting completion dates for apprenticeships.  
These factors resulted in some of the student placements 
being carried over to a second term. As with the community 
internship arrangements, so far these dates have been 
negotiated successfully on a case-by-case basis. 

In interviews, respondents suggested that students should 
already have a good foundation in research skills, e.g., through 
Preparation Seminar assignments (a suggestion since addressed 
by additions to the curriculum), that it is important to make  
a good match in terms of interest and approach with a faculty 
advisor and that the coordinator and advisor ensure that a 
research project be manageable.

4.6.6 staff and Faculty aboriginal cultural training 
(sFact) Program 

4.6.6.1 overview and objectives

The most compelling problem that First Nations 
students face when they go to the university is  
the lack of respect, not just as individuals, but more 
fundamentally as a people (Kirkness & Barnhardt, 
2001).

Originally identified in the project proposal as the “Facilitating 
Aboriginal Student Success Guidance Program,” SFACT’s main 
objective is to increase faculty and staff awareness of 
Aboriginal historical and contemporary realities in order  
to create a more respectful and culturally safe environment  
for students. 

As for general awareness, interviews conducted during the 
development of the project concerning student experiences 
revealed the presence of systemic and direct racism that 
Aboriginal students encounter from faculty, staff and other 
students, although most respondents felt that this arises from 
a general lack of knowledge rather than an intentional act. This 
finding replicated the results of a 2003 University of Victoria 
study on Aboriginal Student Recruitment and Retention, which 
recommended professional development, including mandatory 
training, awareness programs and activities, consistent with 
the teachings and protocols of the Aboriginal territory. An 
earlier report on racism, submitted to the previous university 
president in 1998, recommended including a course on 
cross-cultural communication and understanding to students, 
faculty and staff (Martin & Warburton, 1998). 
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Participants in the needs assessment, including staff and 
faculty, Aboriginal students and First Nations community 
members involved in education, participated in focus groups  
or individual interviews or completed an anonymous question-
naire in the spring of 2008.

It is anticipated that the results of the needs assessment will 
be compiled in a report by December 2008. Based on these 
results, recommendations will be made for the expansion  
or restructuring of SFACT. LE,NON_ ET’s timeline, budget and 
staffing resources will limit expansion of the actual content 
and modes of delivery of SFACT, but there has been significant 
support from various departments, including human resources, 
and a good possibility exists that the SFACT work will continue 
as a cooperative effort between the LE,NON_ ET Project and 
other departments and administrative units. In addition, there 
have been preliminary discussions that suggest that the 
university’s human resources department may be interested  
in incorporating aspects of the SFACT training into the 
university’s formal training programs for staff.

4.6.6.4 staff and Faculty Participation

As of December 2007, 28 faculty members, four graduate 
students and four research staff have been provided codes to 
complete SFACT. Fifteen faculty members and three graduate 
students have completed the SFACT online training as part  
of their participation in the Research Apprenticeship Program.

4.6.6.5 observations on implementation

All students, faculty and staff at UVic should be 
encouraged to work through the module….All of us, 
Aboriginal and non-Aboriginal, have much to learn 
because our schooling has not provided this 
information to us (SFACT participant).

The LE,NON_ ET proposal had envisioned a face-to-face 
workshop model of SFACT delivery, and feedback from some 
participants confirmed this as a preferred mode. In addition, 
there were some technical difficulties typical of any new 
program delivered online. The original units of SFACT under-
went minor revisions, largely to clarify wording and errors  
of logic missed in the first version. 

The feedback received to date has been positive. Some 
participants expressed concerns over the amount of time 
required to complete the units online, which ranged from  
ten to 17 hours. The SFACT evaluation component included 
probing questions on sensitive matters contained in the course 
content, so faculty participants needed to be assured that 
their responses would be kept confidential and that no 
university department outside of LE,NON_ ET will have access 
to this material.

The first module of SFACT was released to faculty advisors  
in late May 2006 in an online version. It contained five units:

 ❚ Introduction to Aboriginal Worldviews and Value Systems; 

 ❚ First Peoples and Colonization;

 ❚ Introduction to the Local First Nations: People, Places  
and Local Knowledge;

 ❚ Exploring Concepts of Racism; and

 ❚ Decolonizing Research.

The module also includes a pre- and post-training question-
naire, in which faculty who complete the SFACT online training 
can provide feedback. In Year Two, faculty feedback was 
compiled into a report and updates to SFACT were done based 
both on faculty feedback and the identified need to include 
additional units on Métis, Inuit and urban Aboriginal people.  
It was concluded that these units would best be written by 
members of the relevant communities under the direction  
of the SFACT committee. Two Métis consultants were retained 
to produce the unit on Métis peoples and a graduate student 
in the School of Social Work wrote the unit on Inuit peoples. 
The community internship coordinator volunteered to write 
the unit on Aboriginal people living in urban areas. All three 
units were completed in the fall of 2006, and, with the help  
of two staff members from Distance Education Services in the 
Division of Continuing Studies, the online training module was 
updated and made available for faculty supervisors again.

To date, SFACT has only been available to those working 
closely with research apprentices. These have at times included 
faculty, staff and graduate students. Advisors and their 
graduate students/research staff are assigned a unique 
identifier and password that provides them access to the 
online module. Using the identifier allows the faculty member 
to complete the training and to provide feedback anonym-
ously. Each online module includes original written materials, 
recommended articles, audio and video clips and reflective 
questions. The only person who can view faculty answers  
to the reflective questions is the research apprenticeship 
coordinator, who reviews faculty responses before arranging  
a student-faculty research apprenticeship. 

Faculty members’ responses to the pre- and post-questionnaires 
were accessible only to research assistants, who further 
anonymized and summarized responses into a report, which, 
as previously mentioned, was used to evaluate and revise the 
online training. 

Expansion of SFACT to provide training to any staff and faculty 
who wish to participate is still a goal of this initiative. In order 
to determine the content and modes of delivery of training  
for all staff and faculty, a needs assessment was initiated in 
May 2007. The needs assessment proposal, given its research 
nature, was submitted to the Human Research Ethics Board  
by the chair of the SFACT committee. After a few clarifications, 
approval was granted in September 2007, at which time 
materials were prepared by the SFACT needs assessment 
research assistant. Data collection began in April 2008. 



LE,NON_ ET: Interim Evaluation Report 54

Among the participants who completed the post-training 
questionnaire, the response to the overall module itself was 
generally very positive. Specifically, five people mentioned that 
the training would be relevant to people regardless of their 
faculty/department/school. However one participant felt the 
opposite—that it would only be relevant to people in certain 
areas. Most participants offered at least one piece of feedback 
in terms of a topic or resource that could be added to the 
training or about a section of the training that could be altered 
in some way to make it more accessible or broadly relevant.  
All participants felt that the training was informative and that 
it prepared them well for their roles as faculty advisors, and 
those who had expectations of the training felt that it 
exceeded them. Furthermore, all of the participating faculty 
indicated that the training would be useful beyond their role  
in LE,NON_ ET; specifically, they indicated that the training 
would assist them both in their general duties and in their 
interpersonal interactions outside of the university. Nine 
respondents stated that they would recommend the training 
to other faculty members, and seven of those who provided 
comments felt that the training deals with topics with which 
all faculty should be familiar.

Many suggestions and requests were made by six of the 
participants regarding incorporating more content relating  
to local Aboriginal community issues and culture in general 
and in specific areas and including more information regarding 
the specific pressures facing local First Nations students  
or Aboriginal students more generally. The unit that received 
the most strongly worded comments was the racism unit, with 
the participants who commented being split in opinion. Half 
commented that the amount of material within the unit and 
number of reflective exercises was disproportionate to the 
other units and that the content was not necessarily relevant 
to them or helpful. On the other hand, an equal number  
of participants commented that, although they too noticed 
that the unit was lengthy and disproportionate to the rest of 
the module, they felt it reflected the importance of the topic 
and material, which they felt was very well constructed and 
presented. Finally, two of the participants indicated that the 
training should include more positive information about 
Aboriginal peoples’ achievements in higher education and 
research, so that some “success stories” could serve to balance 
out the heavy content in several of the units. One participant 
commented that the training would work better with 
face-to-face delivery rather than as an online module.

4.6.6.6 staff and Faculty advisor 
evaluation of sFact module 1

Completion of SFACT Module 1 online was envisaged as a 
requirement for all faculty members who wished to participate 
in the Research Apprenticeship Program as faculty advisors. 
Twenty-two SFACT participants had completed the pre-training 
questionnaire by the end of December 2007; of these 
participants, 11 also responded to the post-training question-
naire. Of the 11 respondents, nine completed the initial, 
five-unit version of the module, while two completed version 
two of the module with the Métis, Inuit and urban Aboriginal 
units (for a total of eight units). It should be noted that not all 
of the participants who completed the pre-training question-
naire completed the SFACT training module; this may account 
for some of the discrepancy in the size of the two groups.

In the pre-training questionnaire, 12 of the people who 
completed the questionnaire identified themselves as male, 
and ten identified themselves as female. Participants ranged in 
age from younger than 19 to 60 to 64 years old; the majority 
of participants were 40 to 44 (six) or 45 to 59 (five). The 22 
participants identified their ethnic origins in 16 different ways, 
including Canadian/Canadian Caucasian (three total), 
French-Canadian (two), Canadian with Aboriginal Ancestry 
(one), Indigenous (one), Asian (one) and non-First Nations 
(one), in terms of a Western European country (English, British, 
Irish, Ukrainian, Polish, European; ten total) or as a combina-
tion of two of these categories. Twenty-one respondents had 
spent the majority of their lives in Canada; participants could 
choose more than one response, and other responses included 
the United Kingdom (five), the Netherlands, Romania, Tanzania 
and the United States (one each). The majority of the SFACT 
participants (ten) entered the training module with a self-
assessed higher than average knowledge of Aboriginal peoples, 
history and culture. Six reported having average knowledge, 
and six reported having little or no knowledge. Participants 
had many different levels of background in working with 
Aboriginal students. Eight respondents reported little or no 
experience, and eight reported that many or the majority of 
the students they work with are Aboriginal. Six responded that 
they worked with Aboriginal students the “same amount as 
with students from visible minority groups.” Most participants 
expressed that they hoped to gain a better understanding of 
and sensitivity to the specific needs of Aboriginal students and 
researchers or to better their knowledge of Aboriginal peoples 
in general. 



Summative Evaluation: Findings 
from the Quantitative Analyses 

5

55



LE,NON_ ET: Interim Evaluation Report 56



LE,NON_ ET: Interim Evaluation Report

This section summarizes a set of quantitative analyses of 
administrative data on the demographic characteristics and 
retention patterns of three different groups of students: a 
historical cohort (pre-LE,NON_ ET comparison group), LE,NON_ ET 
participants and non-participants (current Aboriginal students 
who elected not to take part in LE,NON_ ET programs). Data for 
these groups will be presented in relation to:

 ❚ gender;

 ❚ age;

 ❚ year of study;

 ❚ faculty of study;

 ❚ expected degree;

 ❚ degree granted;

 ❚ GPA;

 ❚ term-on-term retention;

 ❚ withdrawal rate; and

 ❚ graduation rate.

The section begins with a description of data sources and the 
methods used to identify those students who are “Aboriginal” 
within the overall student population (see also Section 4.4.1).

5.1 Data SourceS

Demographic and administrative data on both current and 
former students (age, gender, program and specialization, 
yearly GPA, term-on-term retention, graduation status, etc.) 
reside within the University of Victoria Student Information 
System (ISIS) as a normal part of the student record.  
When students first register, they can elect to “self-identify”  
as an Aboriginal student (although not all students do so).  
For students who attended elementary or secondary schools 
in BC, a unique student identifier, the Provincial Education 
Number (PEN) is also recorded. Through an agreement 
negotiated with the BC Ministry of Education, these PEN 
numbers were matched with the university’s student records 
to identify students whose records contain the “Ever 
Aboriginal” flag. According to the Ministry of Education, this 
designation (which is reported annually and on a voluntary 
basis) includes First Nations (both status and non-status), on 
reserve and off reserve, Inuit and Métis students whose records 
indicate that they were identified as being Aboriginal at least 
once during their schooling. This data-matching process allows 
identification of a much larger group of Aboriginal students 
within the student records system than would reliance  
on self-identification data at university registration alone.

A data file was compiled by the Office of Institutional Planning 
and Analysis (IPA) of all students who match this “Ever 
Aboriginal” designation, adding those students who self-
identified as Aboriginal during their admission process and 
those who participate in, or qualify for, LE,NON_ ET programs. 
This master list is maintained by the IPA and used for data 
extraction and analysis purposes only. The list cannot be 
accessed by any member of the LE,NON_ ET Project team.  
A master list of all LE,NON_ ET participants is kept in the 
LE,NON_ ET office for administrative purposes, but this list  
is separate from the university’s master list of all “Ever 
Aboriginal” students registered. Lists of LE,NON_ ET program 
participants (identified by student ID) are forwarded to IPA  
by project staff. IPA staff then replace the student ID numbers 
with an anonymized record number and add student demo-
graphic and retention data (as described above). IPA retains 
the master list and forwards the anonymized data back  
to the researchers.

5.2 IDentIfyIng aborIgInal StuDentS

For the five-year period that preceded the onset of the 
LE,NON_ ET Project, the university’s registration records 
identified 652 undergraduate students as having self-identified 
as Aboriginal at first registration. A total of 498 students  
were identified as being “Aboriginal” using the BC Ministry  
of Education definition of “Ever Aboriginal.” When these two 
data sources were cross-referenced, a total of 997 individual 
students were identified as being Aboriginal. This constitutes 
our historical cohort. For the reporting period on student 
participation in this interim report (September 2005 to 
December 2007), a total of 843 students were identified 
through these same procedures. An additional 24 students  
(all LE,NON_ ET participants) met the project criteria for being 
Aboriginal but did not appear in either university or PEN 
records as such.  By extrapolation, this would suggest that  
the actual size of the current Aboriginal student population 
may be some 17 percent higher than even our best estimate.

5.3 comparISon of partIcIpant cohort to 
hIStorIcal anD non-partIcIpant cohortS

As shown in Tables 5.3.1a and 5.3.1b, LE,NON_ ET participants 
were more likely to self-identify at registration than were 
non-participants and students in the historical cohort. As 
noted above, however, this difference in self-identification 
rates appears to be diminishing over time.

The gender distribution is remarkably consistent across the 
groups, with approximately 70 percent of identified students 
being female.
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table 5.3.1a: number of Students Identified as aboriginal (by group and Data Source)

group
Data Source

total
Self-ID only bc-pen only both neither 

historical cohort 499 345 153 0 997

participants 1 8 106 24* 139

non-participants 0 174 554 0 728

* These LE,NON_ ET participants had not self-identified at registration and did not appear in the BC-PEN files but were judged to be “Aboriginal” according to the 
project criteria. 

table 5.3.1b: percentage of Students Identified as aboriginal (by group and Data Source)

group
Data Source

total
Self-ID only bc-pen only both neither 

historical cohort 50.1% 34.6% 15.3% 0.0% 100%

participants 0.7% 5.8% 76.3% 17.3% 100%

non-participants 0.0% 76.1% 23.9% 0.0% 100%

table 5.3.2a: number of Students (by group and gender)

group
gender

total
female male 

historical cohort 695 299 994*

participants 97 42 139

non-participants 516 212 728

* Gender was not recorded for three of the 997 historical cohort students.

table 5.3.2b: percentage of Students (by group and gender)

group
gender

total
female male 

historical cohort 69.9% 30.1% 100%

participants 69.8% 30.2% 100%

non-participants 70.9% 29.1% 100%

table 5.3.2c: average age of Students (by gender and group)

group
gender

total
female male*

historical cohort 27.2 24.5 26.4

participants 28.7 30.3 29.9

non-participants 26.1 30.6 29.3

* No differences between the groups were observed for females, but male students are older in the current student group.
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5.3.5  expected Degree

Although there is some variability across the groups with 
respect to the degree that students expect to receive when 
they enter their studies, this variability does not appear to  
be systematic. That is, the LE,NON_ ET participants do not differ 
significantly from either their non-participating peers or the 
historical cohort.

5.3.6  Degree granted

The actual degree received by students who graduate does not 
differ systematically across the groups (see Table 5.3.6a).

5.3.3  year of Study at first registration

There is a higher proportion of first-year students in the 
LE,NON_ ET participant group due to program selection criteria, 
which are designed to attract first-year students. Selection 
criteria for the seminar and research apprenticeship/community 
internship programs also limit the number of fourth-year 
students who can qualify—resulting in fewer fourth-year 
students in the participant group.

5.3.4  faculty of Study at first registration

There were fewer participating students than expected from 
the Faculty of Human and Social Development. The overrepre-
sentation from the Faculty of Law is due to the large number 
of bursary applicants from that faculty.

table 5.3.3a: year of Study at first registration (number of Students by group)

group
year of Study

total
first Second third fourth fifth unc*

historical cohort 315 174 242 39 7 220 997

participants 51 24 47 10 0 7 139

non-participants 168 123 182 101 7 147 728

* UNC = Unclassified

table 5.3.3b: year of Study at first registration (percentage of Students by group)

group
year of Study

total
first Second third fourth fifth unc*

historical cohort 31.6% 17.5% 24.3% 3.9% 0.7% 22.1% 100%

participants 36.7%* 17.3% 33.8% 7.2% 0.0% 5.0% 100%

non-participants 23.1% 16.9% 25.0% 13.9% 1.0% 20.2% 100%

table 5.3.4: faculty of Study at first registration (percentage of Students by group)

faculty
group

historical cohort participants non-participants

business 0.2% 0.7% 0.4%

education 4.9% 2.2% 7.4%

engineering 3.7% 2.2% 3.2%

fine arts 12.1% 8.6% 10.0%

human & Soc. Devt. 23.1% 18.7% 23.1%

humanities 17.8% 17.3% 19.5%

law 3.6% 12.9% 2.5%

Science 9.7% 9.4% 10.0%

Social Science 24.8% 28.1% 23.9%

total 100.0% 100.0% 100.0%
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table 5.3.5: expected Degree (number and percentage of Students by group)

expected Degree
group

historical cohort participants non-participants

bachelor of arts  234  (23.5%)  45  (32.4%)  182  (25.6%)

bachelor of commerce  2  (0.2%)  1  (0.7%)  3  (0.4%)

bachelor of education  16  (1.6%)  1  (0.7%)  23  (3.2%)

bachelor of engineering  22  (2.2%)  2  (1.4%)  13  (1.8%)

bachelor of fine arts  33  (3.3%)  9  (6.5%)  31  (4.4%)

bachelor of music  6  (0.6%)  1  (0.7%)  6  (0.8%)

bachelor of Science  116  (11.6%)  14  (10.1%)  88  (12.4%)

bachelor of Software eng.  1  (0.1%)  0  (0.0%)  2  (0.3%)

bachelor of Science nursing  31  (3.1%)  4  (2.9%)  39  (5.5%)

bachelor of Social Work  77  (7.7%)  13  (9.4)  59  (8.3%)

certificate  64  (6.4%)  3  (2.2%)  71  (10.0%)

Diploma  55  (5.5%)  0  (0.0%)  0  (0.0%)

bachelor of law  35  (3.5%)  17  (12.2%)  18  (2.5%)

non-Degree  106  (10.6%)  4  (2.9%)  59  (8.3%)

professionnal Specialization certificate  1  (0.1%)  0  (0.0%)  1  (0.1%)

undeclared  184  (18.5%)  25  (18.0%)  115  (16.2%)

total  983* (100%)  139  (100%)  710*  (100%)

* 14 historical cohort students and 18 non-participants had no recorded expected degree.

table 5.3.6a: Degree granted (number and percentage of Students by group)

Degree granted
group

historical cohort participants non-participants

bachelor of arts  93  (40.3%)  12  (32.4%)  78  (34.7%)

bachelor of commerce  7  (3.0%)  0  (0.0%)  2  (0.9%)

bachelor of education  11  (4.8%)  1  (2.7%)  12  (5.3%)

bachelor of engineering  2  (0.9%)  0  (0.0%)  7  (3.1%)

bachelor of fine arts  3  (1.3%)  2  (5.4%)  13  (5.8%)

bachelor of music  1  (0.4%)  1  (2.7%)  1  (0.4%)

bachelor of Science  32  (13.9%)  3  (8.1%)  23  (10.2%)

bachelor of Software eng.  0  (0.0%)  0  (0.0%)  1  (0.4%)

bachelor of Science nursing  4  (1.7%)  3  (8.1%)  18  (8.0%)

bachelor of Social Work  36  (15.6%)  7  (18.9%)  30  (13.3%)

certificate  14  (6.1%)  4  (10.8) %  20  (8.9%)

Diploma  16  (6.9%)  1  (2.7%)  5  (2.2%)

bachelor of law  12  (5.2%)  3  (8.1%)  14  (6.2%)

professionnal Specialization certificate  0  (0.0%)  0  (0.0%)  1  (0.4%)

total  231  (100%)  37  (100%)  225  (100%)
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5.3.7  grade point average

Among the several measures of GPA that could be derived 
from university records “Degree GPA” was judged to be the 
most accurate measure of current student performance by 
staff within the Office of Institutional Analysis. No statistically 
significant differences were found in the Degree GPA measure 
across the groups (see Table 5.3.7). 

A chi-square analysis of the number of degrees granted per 
group revealed significant differences between the groups  
(p < .01). As shown in Table 5.3.6d, fewer degrees than 
expected were granted to students in the historical cohort 
(231 observed, 263.7 expected), and more degrees than 
expected were granted in the non-participant group (225 vs. 
192.5). The result for the historical cohort group (because it 
was obtained over a longer observation period) may suggest 
that degree attainment is improving over time. The result for 
the non-participant group (more degrees than expected) likely 
reflects the fact students in this group are farther along in 
their studies than their LE,NON_ ET peers.

table 5.3.6b: number and percentage of Students granted Degrees (by group)

group Students granted Degrees % of group

historical cohort 997 231 23.2%

participants 139 37 26.6%

non-participants 728 225 30.9%

table 5.3.6c: number of observed and expected Degrees granted (by group)

group
number of Degrees granted

observed expected

historical cohort 231 263.69

participants 37 36.76

non-participants 225 192.54
 

table 5.3.7: grade point average (by group)

gpa measure
group

historical cohort participants non-participants

Secondary average 80.1 81.6 82.1

post-Secondary average 5.6 6.8 6.6

cumulative gpa 6.2 5.2 5.4

Degree gpa 6.2 6.5 6.2

Degree cumulative gpa 6.0 6.3 6.0
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unknown at the close of the observation window. For statis-
tical purposes, students were considered “withdrawn” if they 
had not graduated and were not registered in the final term of 
the observation period. Table 5.3.8b displays these same data 
as a percentage of students within each group.

As shown in Table 5.3.8a, non-participants are somewhat more 
likely to have graduated within this reporting period (although 
this difference is not statistically significant). While no age 
differences were found between participants and non- 
participants, the selection criteria for LE,NON_ ET programs 
were designed to target those who are earlier in their 
academic career (e.g., only first-year students are initially 
eligible for bursaries). In terms of withdrawals, the rates for  
the historical cohort and non-participant groups are roughly 
equivalent, while the withdrawal rate for LE,NON_ ET partici-
pants is less than half that of the other groups and reliably 
lower than that of their non-participating peers (p < .01).  
The number of observed and expected withdrawals in the  
two groups of current students (as determined by chi-square 
analysis) are shown in Table 5.3.8b.

Average term-to-term retention is reliably higher for LE,NON_ ET 
participants than non-participants (p < .05). Although this is at 
least in part due to the differences between the groups in 
terms of their year of study, it does bode well for the potential 
impact of the project on student retention and success.

5.3.8  term-on-term retention and graduation

Although a complete retention and graduation data set for  
the historical cohort is available, only preliminary retention 
and graduation data can be reported for current Aboriginal 
students who elected to participate (or declined to partici-
pate) in LE,NON_ ET programs, because the project is still 
ongoing. For that reason, there are not yet sufficient data  
in hand to conduct any of the planned survival curve analyses 
of retention and graduation rates across the three comparison 
groups. For the purpose of this interim report, however, 
registration records for each of the three comparison groups 
were examined for term-to-term registration and graduation 
patterns.

The standard University of Victoria academic year affords two 
registration opportunities: the winter term, which runs from 
September to April, and the summer term, which runs from 
May to August. The observation window for the historical 
cohort included a total of 12 of these registration opportun-
ities (summer term 2000 to winter term 2005). For the 
LE,NON_ ET participant and non-participant groups, there were 
just five registration opportunities in this reporting period 
(winter term 2005 to winter term 2007). Table 5.3.8a displays 
the number of students within these groups who were known 
to have graduated, continued their studies at the University  
of Victoria or withdrawn or whose registration status was 

table 5.3.8a: registration Status (number and percentage of Students by group)

registration Status

group

historical cohort
(Sept 2005)

participants
(Dec 2007)

non-participants
(Dec 2007)

continuing  476  (47.7%)  87  (62.6%)  349  (47.9%)

graduated  231  (23.2%)  37  (26.6%)  225  (30.9%)

unknown  59  (5.9%)  1  (0.7%)  1  (0.1%)

Withdrawn  231  (23.2%)  14  (10.1%)  153  (21.0%)

total  997  (100%)  139  (100%)  728  (100%)

table 5.3.8b: number of observed and expected “Withdrawals” (by group)

group
number of Withdrawals

observed expected

participants 14 26.64

non-participants 153 140.35

table 5.3.8c: term-to-term retention (mean number of terms by group)

retention measure historical cohort participants non-participants

mean number of terms 2.74 (of 12) 2.47 (of 5) 2.08 (of 5)

range 1-9 1-5 1-5

Standard Deviation 1.90 1.26 1.18
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This presentation of qualitative findings is based on analyses 
of the summative evaluation’s qualitative research questions 
provided in Section 3.3.

6.1 The Meaning of “SucceSS”  
for Le,non_ eT ParTiciPanTS

As discussed in Section 1.4 of this report, based on consulta-
tions with stakeholders during the project’s proposal  
development phase, conceptualizing “success” from Aboriginal 
students’ perspective was viewed as an important research 
question, and generating findings related to this question  
was an important project outcome. Accordingly, an initial 
open-ended question in the interview and questionnaires 
carried out with LE,NON_ ET participants was: “What does 
success mean to you as an Aboriginal student?” Following is  
a thematic analysis of participants’ responses to this question.

Although about 20 percent of the research participants 
defined “success” only in terms of completing their degree,  
the majority conceptualized success in multi-faceted ways. 
Moreover, for the majority of the research participants, success 
was defined as having both academic and cultural components. 
For example, many participants spoke of success being both 
the completion of their studies and contributing to  
their communities, being a role model for younger family  
or community members or representing their community  
or nation well, thereby (re-)establishing or reinforcing their 
connection to their community. In addition, several partici-
pants spoke of the importance of maintaining a balance 
between their academic endeavours and the other areas  
of their life, including their spiritual life. 

At the same time, a number of students defined success in 
terms of academic achievement (i.e., graduating and getting 
good grades; graduating with distinction). As well, for several 
students, success meant completing their degree and then 
finding a job in their chosen area of study. Some of these 
comments still reflected a cultural dimension, in that partici-
pants spoke of their desire to achieve good grades or get a 
good job in order to improve living conditions for their families 
and their communities.

Themes relating to participants’ definitions of success as 
Aboriginal students included combinations of graduating with:

 ❚ giving back; being able to help or give something back  
to family and community;

 ❚ being a role model; modelling success for other youth  
and family members;

 ❚ reflecting well on one’s family and community; feeling  
a sense of connection or belonging to one’s community/
nation;

 ❚ creating relationships with the Aboriginal and university 
communities; 

 ❚ being able to find a balance and stay connected with 
different roles/areas of life; 

 ❚ doing well academically; graduating with honours/
distinction;

 ❚ getting a good job;

 ❚ being satisfied; happy; achieving goals; and

 ❚ moving away from the reservation.

These conceptualizations are congruent with findings from the 
consultation with Aboriginal community members undertaken 
in the planning stages of the LE,NON_ ET Project (as reported  
in the LE,NON_ ET Final Proposal, 2005) and also are in keeping 
with findings reported in the literature (Kirkness & Barnhardt, 
1991). More detailed discussion of these themes follows. 

6.1.1 graduating from Program of Study 

As discussed above, for about a fifth of the research partici-
pants, success was defined in terms of completion of their 
program of study. At the same time, the comments of several 
of these students evinced a sense of pride in their accomplish-
ment of being at university and being able to overcome any 
obstacles they faced in making progress toward their degree.

To be successful is just to get an education.…Every 
time I kind of get through one of those little hurdles, 
it’s an accomplishment to me ‘cause that’s what I am 
trying to go towards. 

Yeah, finishing my degree and being here is a success. 

6.1.2 giving Back; Being able to help or give Something 
Back to family and community 

A very strong theme in participants’ definitions of success  
was the desire to be able to contribute or give something back 
to families and communities, in order to bring knowledge and 
skills to Aboriginal communities and “make a difference” for 
Aboriginal people in ways that were relevant to communities. 
Embedded in these definitions was the idea of “sharing success 
with others” and developing one’s own abilities in order to 
facilitate other people’s capacity-building and community 
development.

Success means finishing my degree and contributing 
to my community with that degree, with that training. 

..the feedback I’m getting now and the 
acknowledgment from [my] nation, it’s like, “Oh my 
gosh, we’re so glad you’re in child and youth care. We 
need programs. We need you.”...So I feel like there’s  
a chance to go home and make a difference. So there’s 
success on many levels. 
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6.1.5 creating relationships with the aboriginal  
and university communities 

A few participants stated that feeling connected to their 
community—both the Aboriginal community in Victoria and 
the university community—was an important facet of their 
success as an Aboriginal student. Participants indicated that 
their relationships and engagement in activities, including 
LE,NON_ ET, were meaningful and enriched their university 
experiences.

For me, success means networking, creating 
relationships within the university community and  
the Aboriginal community in Victoria, because I’m new 
to the area. So that was really important to me. 

6.1.6 Being able to find a Balance and Stay connected 
with Different roles/areas of  Life 

For several participants, success meant being able to balance 
their academic pursuits with other areas of their life, including 
maintaining family connections and making time for their 
personal and spiritual life. Attending to their needs holistically 
was important, as it enabled participants to stay true to 
themselves and maintain integrity in their various roles and 
relationships.

...to me, it’s been super, super important during the 
last four years of the program to stay connected with 
my family, because they don’t live in Victoria. Yeah,  
it definitely makes school reasonable, because then I 
have that separate life that I can go back to, and it’s 
not so formal and professional. I can just go back and 
be myself and I don’t have to put on any airs. 

6.1.7 Doing Well academically; graduating with 
honours/Distinction 

Contrasting somewhat with the preceding themes, a number 
of participants (approximately 25 percent) defined success as 
completing their degree and performing well academically, in 
keeping with their own academic goals. Participants expressed 
pride in their academic accomplishments, including performing 
on a par with other—presumably non-Aboriginal—students.

The bonus of it is I didn’t know that I would do it as 
well as I did.…So when I found out that [I was to 
graduate] with honours, I was like, okay, that’s pretty 
cool! So this was a bonus.…For me it was about 
getting my degree, and it was about having it with 
distinction. 

It’s just being here and participating, and participating 
at a level that’s equal to the other students. That’s 
where I see myself succeeding—being able to 
understand and engage in those discussions and class 
work and just be able to do it. 

6.1.3 Being a role Model; Modelling Success for other 
Youth and family Members 

Another strong theme, related to the idea of “giving back,” was 
that success meant being able to be a role model for younger 
family and community members. This concept of success was 
voiced by several of the LE,NON_ ET participants who were 
parenting while attending school and who recognized the 
significance that their completion of university could have  
for their children.

My own situation, to go through four years at 
post-secondary as a single parent, there’s a lot of 
sacrificing on behalf of my daughter.…I don’t expect 
her to work as hard as I did, it’s going to be her choice, 
but at least I’ve modelled it to her. So there is sort  
of a longitudinal thing...over her academic career, 
even though she’s only in elementary school.

As well, other participants expressed pride at being viewed as 
a role model for youth in Aboriginal communities and in their 
own community or nation in particular. 

But as far as my actual ancestors go, I am the first [to 
attend post-secondary]. And I think that kind of sparks 
a trend. My younger cousins, several of them are now 
in post-secondary. So I think success is being able to 
offer an example that can be done, to be a living 
representation of what can be done and what should 
be done for your family, for your community at 
large....For Aboriginal people, the family is core, key. 

6.1.4 reflecting Well on one’s family or community; 
feeling a Sense of connection or Belonging to one’s 
community/nation 

Another theme voiced by participants that reflected the 
interconnections between academic and cultural dimensions 
of success was the idea that by completing their degree, 
participants were able to be positive representatives of their 
community or nation. Furthermore, several participants linked 
this idea with having a sense of connection or belonging with 
their community, which, for some people, was a new and 
powerful experience.

...when they were introducing me, they put it in a way, 
like, “It’s nice to know that one of our people has 
succeeded out there.” And I was really shocked that 
they had done that, that I got the recognition from 
them.…And then I realized that I do belong to my 
band, and I’ve been off reserve all my life.…[And] to 
know that I have a home in [my community] in BC and 
to know that I have family there. And you know, the 
way they put it out there, “It’s nice to know that one of 
our people is out there, somebody is representing us.” 
It was more of a sense of pride, that someone from 
[my] nation is being recognized, so it was like, “oh my 
gosh.” The tears came. So it’s not just about me, right, 
it’s more about my daughter and representing my 
nation. For me, I think it’s more a sense of belonging. 

66
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6.2.1 Personal connections Developed through  
Le,non_ eT Promoted a Sense of Belonging 

In speaking about how their involvement with LE,NON_ ET 
contributed to their success, several students noted that their 
relationships with program staff, mentors and participants led 
to meaningful friendships and a sense of personal connection. 
These relationships also helped participants learn about 
resources available at the university and gave rise to additional 
networking and relationship-building with other Aboriginal 
students on campus. Moreover, participants expressed 
appreciation for the Preparation Seminar’s learning environ-
ment, calling it “safe” and “inclusive.” Another participant 
appreciated coming to the LE,NON_ ET office and interacting 
with staff and students, which helped that person to relax and 
regain balance. Ultimately, support and relationships arising 
through LE,NON_ ET gave rise to a sense of belonging and the 
feeling that the university was a welcoming place. 

...when I met with my mentor, right from the start we 
clicked really well. She made sure to check in with me every 
week, whether it was through email or phone or “let’s meet 
for coffee,” and at different times through  
the school year.… So it was a very good fit. 
 
Well, when I think of my peer mentor, I think that the way 
she helped me be a successful student was taking me out 
for coffee or just touching base with me, asking how my 
class was, was there anything that I needed, did I need a 
tour of UVic, did I want another one, or anything, like just 
ask[ing] me how I’m doing and sending emails. So that 
really helped a lot. It made it easier to come to UVic, 
[because] I wasn’t really committed at first. 

6.2.2 Skills (e.g., research, critical Thinking, 
Presentation/Public Speaking) Developed through 
Le,non_ eT Were Valuable and Transferable 

A few participants stated that the research and critical 
thinking skills they learned through LE,NON_ ET program areas 
contributed to their success as a student. Participants believed 
that these skills had applicability for all areas of study.  
In addition, one student valued the fact that her research 
apprenticeship allowed her to develop her research skills while 
exploring topics of keen personal interest and, ultimately, 
presenting findings to her home territory.

6.2.3 connections created within aboriginal 
communities and opportunities to contribute to 
aboriginal communities contributed to Success

Several participants reported that the connections they made 
with Aboriginal communities through LE,NON_ ET contributed 
to their success as a student. One participant further noted 
that the LE,NON_ ET community internship provided an 
opportunity to help the person’s own community; the sense  
of making a difference to the community strengthened this 
participant’s feelings of success as a student.

6.1.8 getting a good Job 

Along somewhat similar lines, about 25 percent of participants 
defined success in terms of completing their degree and 
getting employment in their field of study. For one of these 
participants, getting a good job was linked to the idea of 
providing for family.

It means completing the degree that I am enrolled  
in and...getting a job with that degree. 

6.1.9 Being Satisfied; happy; achieving goals 

Also in keeping with the preceding two themes, several 
participants defined success as pursuing and making progress 
toward their goals. A couple of these participants combined 
this idea with the notion of contributing to or being a role 
model for others in their community. 

[Success means] helping my community while being 
satisfied with my own life. 

6.1.10 Moving away from the reservation

Finally, one participant defined success as an Aboriginal 
student in terms of moving from the reserve.

6.2 reLaTionShiP BeTWeen Le,non_ eT  
ParTiciPaTion anD SucceSS

After being asked what success meant to them, research 
participants were asked whether participating in LE,NON_ ET 
contributed to their success as a student.

Nearly without exception, participants believed that their 
involvement with LE,NON_ ET had contributed to their success. 
Themes in relation to this question included:

 ❚ personal connections developed through LE,NON_ ET 
promoted a sense of belonging; 

 ❚ skills (e.g., research, critical thinking, presentation/public 
speaking) developed through LE,NON_ ET were valuable 
and transferable;

 ❚ connections created within Aboriginal communities and 
opportunities to contribute to Aboriginal communities 
contributed to success;

 ❚ funding support through LE,NON_ ET reduced financial 
stress;

 ❚ employment obtained through LE,NON_ ET community 
internships contributed to success; and

 ❚ the experience of being a mentor made a contribution  
to others.
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6.2.7 neutral/negative responses

In contrast with the above set of themes, a very small minority 
of research participants were either equivocal or stated that 
LE,NON_ ET did not contribute to their success as a student.  
For example, one participant stated “yes and no” and went  
on to say that while she enjoyed the internship experience,  
her internship advisor was not available to meet with her  
at the scheduled times. Another participant (who was a peer 
mentor) did not elaborate on why LE,NON_ ET was not 
perceived as contributing to success.

6.3 STrengTheneD SenSe of SeLf  
aS an aBoriginaL PerSon

In the Community and Culture section of the interview, 
research participants were asked to respond to the following 
statement: “This program helped me to develop a sense of 
who I am as an Aboriginal person” in relation to the specific 
program they participated in. Participants were requested  
to respond initially on a Likert scale (strongly agree, agree, 
neither agree nor disagree, disagree, strongly disagree) and 
then to elaborate on their response if they wished. 

The majority of the research participants responded affirma-
tively, with about 77 percent either agreeing or strongly 
agreeing that the program contributed to the development  
of their sense of self as an Aboriginal person. Meanwhile, about 
ten percent stated they neither agreed nor disagreed with  
the statement. The remaining 13 percent either disagreed  
or strongly disagreed. The neutral or negative 23 percent 
primarily listed personal time constraints or already having  
a strong sense of self as reasons why they did not agree. Only 
one participant indicated a problem with the program as the 
reason why it did not contribute to their sense of self. 

In terms of the ways in which the program contributed to 
participants’ sense of themselves as Aboriginal students, the 
themes that emerged in people’s responses were numerous 
and highly varied, and no single theme was dominant. The 
themes included:

 ❚ access to new information or a new setting changed  
or developed outlook; 

 ❚ the research apprenticeship or community internship 
provided opportunities to explore identity;  

 ❚ membership in an Aboriginal organization and self- 
identification as an Aboriginal person on forms helped 
strengthen sense of identity;

 ❚ interactions with LE,NON_ ET staff, student participants, 
advisors and others helped develop a sense of self; 

 ❚ the program increased self-confidence as an Aboriginal 
person; and

 ❚ the financial assistance helped change or develop 
outlook. 

These themes will be explored further below. 

[It] was really nice to feel like I was making a 
difference while I was at school or I was helping. Not 
just [being] in Victoria to study, but also [being able] 
to help in my community. 

6.2.4 funding Support through Le,non_ eT reduced 
financial Stress

A number of participants, in particular those involved with 
LE,NON_ ET’s Bursary and Peer Mentoring Programs, com-
mented that the funding support they received greatly 
alleviated their concerns about money, which in turn contrib-
uted to their success as a student. A few of these students 
noted that they appreciated LE,NON_ ET’S funding all the more 
because they were not able to access other sources of 
financial support.

…I’m just so thankful that I was directed this way, 
because it made that difference. I came over here and 
honestly it made the difference between night and 
day, as a Caucasian student, no one was willing to 
identify that there was financial need. The second I 
identified as a Métis student on campus, I had people 
bending over backwards, which horrifies me in some 
aspects. But I think it’s so beneficial for some students 
that do have the Aboriginal background that in a lot of 
other ways there’s so many barriers that are put up....
To knock down those barriers, to help them and to 
help me to get through this program and to get 
through university, I think was huge.

6.2.5 employment obtained through Le,non_ eT 
community internship contributed to Success

One participant said that as a result of her LE,NON_ ET 
community internship, she was offered a job at the organiza-
tion in which she interned. This was an outcome that she had 
not anticipated but which made her very happy. 

6.2.6 The experience of Being a Mentor Made a 
contribution to others

Finally, one participant observed that the role of being a 
mentor contributed to a sense of success in that it helped and 
was recognized as being valuable to other students. 

...I do think that my work was of assistance. I do think I 
was able to help out. The student I had last year, I 
recently ran into him.…He kept bringing up the help 
that I was able to give and how much it helped him 
succeed.
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6.3.4 interactions with Le,non_ eT Staff, Student 
Participants, advisors and others helped Develop  
a Sense of Self 

Several participants noted that the LE,NON_ ET Project led 
them to meet a variety of people who, in different ways, 
helped them to develop their sense of self as Aboriginal 
students. Participants mentioned that being surrounded by 
other Aboriginal students was comforting, and seeing other 
Aboriginal students achieving success was empowering and 
encouraging. Having the LE,NON_ ET “home base” from which 
classes, activities and get-togethers all provided these students 
with a rich pool of people from which to draw on in the 
development of their own sense of self. 

...a lot of people who I’ve met through the LE,NON_ ET 
Project...just through their wonderful personalities 
have taught me through their example of what it is  
to connect as an Aboriginal person. 

6.3.5 The Program increased Self-confidence  
as an aboriginal Person

A few participants relayed that participating in a program 
increased their self-confidence. Participants discovered that 
their Aboriginal ancestry could be an empowering aspect of 
self.  The increased self-confidence helped these participants 
to set ambitious goals, achieve success and stand up for 
Aboriginal people and their nation.

It gave me a little bit more self-confidence to sort of 
stand up for Métis people. Even though my family is of 
the same heritage that I am, they’re very prejudiced, 
and would make sort of, “oh, look at the white squaw” 
kind of comments, which is really not okay for me. And 
it sort of gave me a new awareness to be like, you 
know, that’s really not okay, and I don’t appreciate 
those comments and you need to stop making them. 
So it sort of empowered me to stand up to yucky 
family members [and] discrimination.

6.3.6 Le,non_ eT’s financial assistance helped change  
or Develop outlook 

Two participants noted that LE,NON_ ET bursaries helped to 
support activities which contributed to their personal outlook. 
One participant noted that the bursary provided the financial 
means to pay for courses which helped them to develop their 
sense of self. The other participant said the easing of financial 
pressure allowed participation in activities that were valuable 
to a sense of self as an Aboriginal person.

I would say that by alleviating me having to work...I was 
able to engage in my Métis community in Victoria. So that 
enabled me, in my few spare moments of free time, to be 
involved in my community rather than having to work. 

6.3.1 access to new information or a new Setting 
changed or Developed outlook

Almost a quarter of participants appreciated the new 
resources and information available to them through  
LE,NON_ ET. Many of these participants were Preparation 
Seminar students, and they found that the class provided 
them with interesting information that they considered very 
valuable, be it through readings, lectures, discussions or guest 
speakers. 

It was great for me. I never had the opportunity to 
have such precious information...be shared with me. 
My sense of obligation to help improve the lives of 
First Nation people increased exponentially. 

6.3.2 research apprenticeship or community internship 
Provided opportunities to explore identity

Nearly a fifth of participants noted that their experiences  
in a research apprenticeship or community internship were 
enriching and helped them to develop their sense of self. 
Sometimes these placements helped the students to connect 
with their home community, which was seen as a key factor  
in further developing their personal identity. While the projects 
that students took on for the apprenticeships or internships 
varied considerably in scope and could be either research- or 
community-based, students reported having similarly positive 
experiences. They mentioned such things as heightened 
awareness of themselves and their surroundings, increased 
connections, new opportunities and being able to see the 
difference they themselves made during their placement  
as empowering.

...this has allowed me to work with elders and work 
with other Aboriginal students all the time, and it’s 
really made me sort of come into who I am more as  
an Aboriginal person, which may not have happened 
as fast without the internship. 

6.3.3 Membership in an aboriginal organization and 
Self-identification as an aboriginal Person on forms 
helped Strengthen Sense of identity

Almost a fifth of participants noted that knowing there is an 
Aboriginal organization providing help for Aboriginal students 
and being accepted as a member of that organization were 
important steps for them in the development of their identity. 
Some noted that identifying themselves as Aboriginal, either 
verbally as part of their duties in a practicum or in written 
form while filling out a variety of paperwork, led them to  
be more familiar with the terminology and to embrace their 
heritage.

I had never really identified before as an Aboriginal 
person, whereas this has kind of almost forced me into 
seeing that, yes, in fact, I am. And the fact that I was 
eligible for things like this, just kind of reinforced 
within myself that okay, you’re not the only one who 
identifies with that, there are other people who 
identify as that as well.
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6.4 increaSeD unDerSTanDing of aBoriginaL  
cuLTure anD TraDiTionS

Research participants were asked to respond positively or 
negatively to the following question: “Has your participation in 
this program contributed to your understanding of Aboriginal 
tradition and culture?”  

A majority of the research participants (71 percent) responded 
positively, describing numerous ways in which the program 
had contributed to their understanding. The positive contribu-
tions range from cultural activities hosted by LE,NON_ ET 
through personal interactions that happened due to LE,NON_ ET 
to financial assistance from the project, which in turn allowed 
time for participation in cultural activities. 

Nevertheless, a sizable minority of the research participants 
(24 percent) responded negatively, i.e., they indicated that  
the program did not contribute to their understanding  
of Aboriginal tradition and culture. Themes emerging from  
these responses included that the participant already had an 
understanding of Aboriginal tradition and culture prior to the 
program or that they had not yet had a sufficient degree of 
involvement with the program to perceive a change in their 
understanding of culture and traditions.

Themes related to participants’ increased understanding  
of Aboriginal tradition and culture included:

 ❚ LE,NON_ ET contributed to learning about other Aboriginal 
cultures, current issues and Aboriginal protocols;

 ❚ participation in LE,NON_ ET-sponsored activities  
and get-togethers increased understanding of culture  
and traditions; 

 ❚ personal interaction with community members and other 
program participants increased understanding of culture 
and tradition; 

 ❚ financial assistance made it possible to engage in cultural 
activities that contributed to understanding; and

 ❚ the program helped participants reexamine their own 
thinking about who and what is Aboriginal.

6.4.1 Le,non_ eT contributed to Learning about other 
aboriginal cultures, current issues and aboriginal 
Protocols 

Several participants noted that learning and practicing respect 
for the Aboriginal peoples and land of Vancouver Island, 
especially during the Preparation Seminar, were important 
contributions.  Participants specified the benefit of learning 
about Aboriginal cultures other than their own and discussing 
contemporary universal issues.

6.3.7 neutral/negative responses

Of the roughly 25 percent of participants who were either 
neutral or indicated that the LE,NON_ ET Project had not helped 
them develop a sense of self as an Aboriginal person, response 
themes included:

 ❚ already having a strong sense of self; 

 ❚ not yet having enough time or involvement with the 
program to experience a change in self-identity; and

 ❚ other things contributed to a strong sense of self.

For example, four participants pointed out that there was no 
need for LE,NON_ ET to help them in their sense of self because 
they had already established a strong identity as an Aboriginal 
person.

I came to the university as someone who has a very 
clear sense of who they are and where they come 
from. That’s it. 

In addition, two participants did not find that the program 
helped them, generally because they had yet to engage 
sufficiently with certain facets of it.

Being mentored, the first year...I didn’t have a lot  
of involvement. I didn’t have any contact with my 
mentor. And it was just a segue into becoming more 
involved the next year, I guess. 

Finally, one participant pointed out that while LE,NON_ ET was 
a positive experience, it was not the only factor which led to 
the development of their sense of self.

I am going to have to be in the middle there [in terms 
of the rating], because there are other things that 
helped me be a part of the Aboriginal community. 

6.3.8 Summary and Discussion

In summary, these interim findings indicate that LE,NON_ ET 
programs have made a difference in contributing to students’ 
sense of themselves as Aboriginal people. Some students 
outlined the acquisition of skills or knowledge through various 
programs as important. Others talked about gaining self- 
confidence as an Aboriginal person or simply being part of an 
Aboriginal organization as a contributing factor. Others noted 
the benefit of interacting with other people involved with the 
program or LE,NON_ ET in general. 
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6.4.4 financial assistance Made it Possible to engage  
in extra activities that Did contribute

Two participants indicated that financial support allowed 
them to participate in cultural activities rather than working, 
thus contributing to their understanding of culture and 
traditions.

6.4.5 Program helped Participants reexamine Their 
own Thinking about Who and What is aboriginal

One participant described how connections and the relation-
ship with the peer mentor helped change perception of what  
it means to be Aboriginal.

When I first met [my mentor], I had to get away from 
the stereotype that “you don’t look First Nations,” and 
as much as I hate putting it out there, that’s how it 
was: she was very fair-skinned, had light-coloured 
hair, and I was really shocked when she said she was 
Indigenous…So when I think of Aboriginal traditions, 
at first it felt like a real barrier for me because of my 
own perception….But [it’s important] to find out that 
cultural awareness isn’t just because you have a status 
card or not. And the woman I was paired with, she had 
tradition, and we could connect on that level as well. 
That was pretty cool. 

6.4.6 negative responses

As noted above, approximately one-quarter of the research 
participants stated that the program had not contributed  
to their understanding of Aboriginal culture and traditions.  
The majority of these participants indicated that they either 
believed that they already had a very strong understanding or 
culture or that they had yet to have enough involvement with 
the LE,NON_ ET program to believe that the program had made 
a difference in their cultural understanding. Comments made 
by these participants include:

...I know about my own traditions and I’ve learnt a lot 
about the Coast Salish traditions, so the program itself 
didn’t contribute to that.

I wasn’t here...in the program long enough.

Finally, two participants indicated that the program had not 
contributed to their understanding of Aboriginal tradition and 
culture because, they believed, there wasn’t adequate cultural 
content in the program area (e.g., Peer Mentoring Program).

...I do wish we’d have [had] more Aboriginal culture 
brought into the Peer Mentoring Program.

I think they just taught us lots of different preparation 
strategies, like once you already get in there what...
protocols that you should follow. Things like that are 
helpful....I think that it was important to have that 
focus on the people, knowledge on these territories, 
respecting it. 

…I appreciated learning about that diversity, and it’s 
just made me appreciate the richness and diversity  
of my culture even though I’m not Coast Salish. I am 
connected to that because I’m native.…So instead of 
always focusing on the negatives that people tend to 
focus on about being Aboriginal, it’s allowed me to see 
the richness and the strength that comes from being 
Aboriginal.

6.4.2 Participation in Le,non_ eT-Sponsored activities 
and get-Togethers increased understanding of culture 
and Traditions 

Several participants expressed their appreciation of activities 
organized by LE,NON_ ET, especially craft nights and the 
end-of-year ceremonies. For some, it was their first time 
experiencing these aspects of tradition and culture. One 
participant cited the peer mentor training provided by 
LE,NON_ ET as significant.

In particular, I really like doing the craft nights. That 
helps, I really like that. And getting together with 
other students....I really liked the end-of-the-year 
ceremony in April, and I’ve never been to a Big House 
before, and that was really cool.

6.4.3 Personal interaction with community Members 
and other Program Participants increased understanding 
of culture and Traditions 

A common theme expressed by participants was the signifi-
cance of interacting or learning directly. For some, personal 
experience is the only way to gain cultural understanding.

I think it’s really hard to really get...a really good 
understanding of Aboriginal traditions and culture 
without working in the community....I think I wouldn’t 
have gained a lot that I have if I hadn’t actually been 
here....It’s sort of hard[er] to learn about it in the 
classroom on campus than it would be when you’re 
here and you’re sort of experiencing everything with 
the people of the community and sort of with 
everyone one on one. 

I’d definitely say that I’ve learned some things. I 
especially appreciate the guest speakers that came in. 
I think that really added to the meaningfulness of the 
knowledge that we were learning…because we 
weren’t co-opting what Coast Salish culture was in a 
classroom, which I think happens all too often, but we 
were having people speak it for themselves from their 
own identities. 
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 ❚ interacting/hanging out with LE,NON_ ET staff/student 
participants was helpful;

 ❚ the Preparation Seminar helped to make or find 
connections;

 ❚ the nature of the program led to feeling part of the 
Aboriginal community; and 

 ❚ participants felt connected through support from their 
peer mentor or through being a peer mentor. 

These themes are considered further below.

6.5.1 Le,non_ eT helped to Make or find connections 

Over one-fifth of interview participants noted that LE,NON_ ET 
helped them make valuable connections that led them to feel 
more strongly that they were part of the community. While 
some participants noted that they formed networks with 
professors or Aboriginal community leaders on campus, others 
noted that simple friendships formed at LE,NON_ ET classes  
or programs were truly important in developing their own 
community and being a part of the existing Aboriginal 
community on campus.

Prior to taking the seminar, I didn’t really feel like I had 
a connection to Victoria. And at school, I only thought 
of it as school, as the place where I go to school. But 
after that I was able to connect with other Aboriginal 
students, which was really nice, and form some good 
friendships, and it really made me feel like I belonged 
at the school.

6.5.2 craft nights and other Le,non_ eT get-Togethers 
created community 

LE,NON_ ET’s hosting of various activities and functions was 
identified by numerous participants as being their entry point 
to accessing the Aboriginal community on campus. 
Participants noted how welcoming LE,NON_ ET staff were 
during activities and that it was great to have things to attend 
as new Aboriginal students. Two participants noted staff’s 
helpfulness and degree of accommodation when it came  
to bringing the participants’ children in with them. 

They have lots of functions, and there was this [office] 
space here, [which was] very welcoming. Lots of 
support. They sent out invitations to movie nights or 
pizza nights, different things. And I wasn’t always able 
to attend because I didn’t have babysitting. But you 
know they always made me feel welcome to bring  
my kids....So they’ve been great. 

6.4.7 Summary and Discussion

Overall, the qualitative interview findings indicated that those 
participants who were interested in furthering their under-
standing of tradition and culture and were able to spend 
sufficient time participating did experience an increase in their 
understanding of culture and traditions, which they attributed 
at least in part to LE,NON_ ET. For some participants, the 
contributions came as a result of LE,NON_ ET program activities 
(e.g., internship experiences, preparation seminars), whereas 
for other participants the contribution came through inter-
actions that they had with people that they came to know 
through LE,NON_ ET. All in all, however, the qualitative data 
showed that the summative outcome “Aboriginal students’ 
sense of connection with their Aboriginal communities and 
with their culture and traditions is strengthened” is being 
addressed by LE,NON_ ET programs, and has been achieved  
for many students.

6.5 STrengTheneD SenSe of connecTion  
To The aBoriginaL coMMuniTY on caMPuS

In the Community and Culture section of the interview, 
research participants were asked to respond to the following 
statement: “The [----] Program helped me to feel part  
of the Aboriginal community on campus.” Participants were 
requested to respond initially on a Likert scale (strongly agree, 
agree, neither agree nor disagree, disagree, strongly disagree) 
and then to elaborate on their response if they wished. 

A strong majority of interview participants responded 
affirmatively, with 87 percent either agreeing or strongly 
agreeing that their participation in a LE,NON_ ET program 
contributed to their sense of connection to the on-campus 
Aboriginal community. LE,NON_ ET facilitated making friends 
and other important connections for many participants. As 
well, LE,NON_ ET’s classes, organized activities and opportun-
ities and everyday interactions were all noted as helping to 
enable students to better access the Aboriginal community  
on campus. 

The remaining 13 percent either disagreed or strongly 
disagreed. Among those who disagreed, several participants 
noted that they did not notice an increase in their connection 
with the on-campus Aboriginal community because this 
simply was not an objective or part of the LE,NON_ ET program 
in which they were involved.

Themes relating to participants’ increased connection  
to the on-campus Aboriginal community included:

 ❚ LE,NON_ ET helped to make or find connections;

 ❚ craft nights and other LE,NON_ ET get-togethers created 
community;
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6.5.6 Participants felt connected through Support from 
Their Peer Mentor or through Being a Peer Mentor 

A few participants noted that having a mentor or being a 
mentor helped them feel a part of the Aboriginal campus 
community. Helping others served to help one participant 
connect meaningfully, while having the support of a mentor 
was important to the others. The mentor-style relationship 
could also be enhanced by the other resources offered by 
LE,NON_ ET. 

I just came to UVic not really knowing much about  
my culture or anything like that, and it’s a really good 
way to just, you know, talk with a normal guy, good 
friends, all of this sort of stuff....So you know, when I 
needed the help, I knew that [my mentor] was there, I 
had a safety net that I could fall back on. But I didn’t 
always need him, and at the same time we’d just get 
together for coffee sometimes.

6.5.7 negative responses

6.5.7.1 Making connections Was not a focus  
of the Le,non_ eT Program in Which the Participant  
Was involved

A few participants noted that they did not find an increase  
in their connection to the Aboriginal community. Some believe 
that this was the case because making connections to the 
Aboriginal community on campus was not an objective of the 
LE,NON_ ET program with which they were involved.

6.5.7.2 Making connections Did not happen 
Because of a Weakness in the Le,non_ eT Project 

Two participants, both mentors, found fault with LE,NON_ ET’s 
efforts regarding enhancing students’ connection to the 
Aboriginal community on campus. These mentors endeavoured 
to find more ways for their mentored students to connect 
with the community because they felt that LE,NON_ ET did not 
fully accomplish this goal. A better connection with the Native 
Students Union was suggested as a way in which LE,NON_ ET 
could increase their connection with the Aboriginal community 
at the university.

There was no interaction with other Aboriginal 
students as a part of the LE,NON_ ET Project. The only 
other Aboriginal students I interacted with were those 
already involved in the program. And I would call that 
a fault of the LE,NON_ ET Project, simply because I 
think the more we reach out into the UVic campus 
community, the better off we all are. I think there are  
a lot of students that could have been mentored and 
weren’t because they didn’t even know we were here.

6.5.3 interacting/hanging out with Le,non_ eT Staff/
Student Participants Was helpful  

Almost a fifth of participants felt that they were connected  
to the Aboriginal community through day-to-day interactions 
with staff and students involved with LE,NON_ ET. The  
LE,NON_ ET office space served as a base where students might 
run into each other outside of their classes or practica, as well 
as a comfort zone for students to stop by during the course  
of their busy days. Staff were readily available for assistance in 
academic matters, as well as for conversation. The participants 
noted that the everyday encounters at LE,NON_ ET added to 
their feeling of community.

It’s more LE,NON_ ET in general here [that is 
important]. It’s more of a place to go to whenever I 
have questions or stuff like that. 

6.5.4 The Preparation Seminar helped to Make  
or find connections

About 15 percent of participants noted how much their 
participation in the Preparation Seminar contributed to their 
connection with the Aboriginal community at the university. 
Students pointed out how wonderful and comfortable it was 
to be part of a class composed entirely of Aboriginal students. 
They also noted that the information learned during the 
seminar, whether presented as part of course material or 
shared during discussions, served as an eye-opener. 

It’s wonderful [being in a class composed entirely of 
Indigenous students]. It’s meaningful to share, and  
be who you are, and say what you like. It was not only 
about academic learning, it was about personal 
growth and there was a lot of stories shared that you 
would not think about sharing in another sort of 
setting, so it was really cool….I got to know a couple 
other Métis students and was invited to participate in 
other activities on campus. I didn’t know any other 
Métis students before then, so it really was a bringing 
together of people....

6.5.5 The nature of the Program Led to feeling Part  
of the aboriginal community 

A few participants noted that the nature of whichever 
program they participated in simply led to their increased 
involvement in the Aboriginal community on campus. 

Well, the internship I did involved a lot of trying to 
recruit other Aboriginal students, and specifically I 
wanted to try to get some from UVic, because they’d 
never had any UVic students participate in the 
program I was involved in before. So I went and spoke 
with the [Native Students Union] and put posters up 
on campus.
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6.6.1 Participation in Le,non_ eT events created 
Solidarity with other Le,non_ eT Participants and faculty

Several participants expressed appreciation for the connec-
tions and friendships they had formed with each other  
and for the events and support provided by LE,NON_ ET faculty 
and staff.

...I haven’t really joined a lot of clubs at UVic, so this is 
one of the [few] things that I was involved [in]. Besides 
regular study groups and things, I haven’t joined any 
clubs at UVic, so in that way, it sort of felt like 
something that I would belong to and that I would 
stay outside of classes for. So I like it in that way. 

6.6.2 Le,non_ eT helped Participants Learn about 
resources on campus

Students also stated that LE,NON_ ET programs had increased 
their integration in the university community through making 
them aware of services and other aspects of university life, 
such as research.

...it let me know that there are supports out there  
for students on campus. And when I first set foot on 
campus I felt like a guest...I felt like a visitor all the 
time, like I didn’t belong....I started in January, so 
most people had already been here for four or five 
months. But when I started using things, like the 
services and things that I could find on campus, it 
started to make me feel like I was a student, like it was 
actually my campus. 

6.6.3 Le,non_ eT helped Participants to gain confidence 
and Make connections with instructors

Three participants in the Preparation Seminar and one peer 
mentor noted that LE,NON_ ET enabled them to make connec-
tions with professors, which then contributed to their feeling  
a part of the university community.

It was my first opportunity to connect with instructors 
in a different way. I found them very approachable, 
and I liked that, that it was pretty informal too....I 
didn’t really feel like just a number, so that’s cool.

6.6.4 Le,non_ eT internship helped Participants to feel 
They Were Part of the university 

Two community internship participants expressed excitement 
about the opportunity to be involved in the program and 
indicated that their internships contributed to feeling they 
were part of the university community, even though the 
internship was outside of the university.

6.5.8 Summary and Discussion

The majority of interview participants believed that LE,NON_ ET 
had helped them to make or strengthen their connections 
with the Aboriginal community at the university. Overall,  
the themes emerging in participants’ comments focused  
on LE,NON_ ET’s contributions as a place for students to meet 
and interact. Students’ comments also emphasized the pivotal 
role of LE,NON_ ET staff in helping students making connec-
tions across campus. However, some participants spoke about 
the nature of the program itself as being conducive to an 
increased connection to the Aboriginal campus community. 

On the other hand, a few participants noted that they did 
believe that their connections with the Aboriginal community 
at the university had been strengthened as a result of 
LE,NON_ ET; generally, this was said to be because making 
connections was not a feature of the program they were 
involved in. Nevertheless, two participants, both peer mentors, 
found fault with LE,NON_ ET in this aspect and suggested that 
the project could do a better job in facilitating access to the 
Aboriginal community. 

6.6 STrengTheneD SenSe of connecTion  
To The generaL uniVerSiTY coMMuniTY

In the Community and Culture section of the interview, 
research participants were asked to respond to the following 
statement: “The [----] Program helped me to feel a part of the 
general University of Victoria community.” Participants were 
asked to respond initially on a Likert scale (strongly agree, 
agree, neither agree nor disagree, disagree, strongly disagree) 
and then to elaborate on their response if they wished.  
They also were asked to respond in relation to the specific 
LE,NON_ ET program in which they had participated.  

Responses were mixed: just over half of the participants 
(54 percent) agreed and indicated that participation in 
LE,NON_ ET activities contributed to their sense of belonging  
at the university. Themes relating to participants’ strengthened 
sense of being a part of the general university community 
included:

 ❚ participation in LE,NON_ ET events created solidarity with 
other LE,NON_ ET participants and faculty;

 ❚ LE,NON_ ET helped participants learn about resources  
on campus;

 ❚ LE,NON_ ET helped participants to gain confidence  
and make connections with instructors;

 ❚ a LE,NON_ ET internship helped participants to feel they 
were part of the university; and

 ❚ LE,NON_ ET financial support enabled financial equality 
with other students.

More detailed discussion of these themes follows.
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I met with my mentor once. And after that I had  
no contact with my mentor. So there was no UVic 
community that happened at all. 

6.7 Being TreaTeD WiTh reSPecT  
aS an aBoriginaL STuDenT

Research participants were asked to respond to the following 
statement: “Faculty and staff that I’ve come into contact with 
at the University of Victoria have treated me respectfully as  
an Aboriginal student” on a Likert scale (strongly agree, agree, 
neither agree nor disagree, disagree, or strongly disagree) and 
to elaborate on their response. 

A majority of interview participants responded affirmatively. 
Themes relating to participants’ sense that they had been 
treated with respect included:

 ❚ LE,NON_ ET staff made themselves available and were 
supportive;

 ❚ faculty and staff have been supportive and respectful; and

 ❚ instructors in a specific faculty or program were espe-
cially sensitive to Aboriginal issues.

At the same time, a number of participants expressed more 
varied and equivocal views regarding whether they had been 
treated with respect. Several students reported being in 
situations, typically in the classroom, in which racist com-
ments were made. Furthermore, one participant spoke of 
racism and a lack of respect from an Aboriginal faculty 
member, which prompted the student to want to leave the 
university; however, with the assistance of the LE,NON_ ET 
Project, the student moved to another faculty and remained  
at the university. 

6.7.1 Le,non_ eT Staff Made Themselves available and 
Were Supportive

Several participants made particular mention of the hospitality 
of LE,NON_ ET staff: 

I found all the staff at LE,NON_ ET—didn’t matter when 
I went into the office—everyone was available. Well, 
not that they’d drop everything for me, but if there 
was anything I needed help on, they were there, they 
had contacts for email and phone.

6.7.2 university of Victoria faculty and Staff have Been 
Supportive and respectful 

Similarly, participants noted that faculty and staff in various 
departments had been respectful. One participant noted that 
respect was demonstrated during class discussion sessions. 
Another made a comment that faculty and staff have to 
conform to the norms set by society, which dictate that 
students be treated with respect. 

I think that I have always been treated respectfully as 
an Aboriginal student. As an individual…I’ve also met 
faculty and staff that have been amazingly supportive.

It sort of takes you away from UVic campus when 
you’re doing your community internship, but...it still 
makes you really feel like you’re part of the UVic 
community.  And [that you’re] taking really cool 
courses at UVic, so it makes your education at UVic 
feel like it’s really worthwhile, and that you’re learning 
new, different things. And it’s awesome to be able to 
learn outside of the classroom. 

6.6.5 Le,non_ eT financial Support enabled financial 
equality with other Students

Finally, two Bursary Program participants said that the 
financial support from the bursary contributed to a sense  
of equality with other students who were able to pay for  
a university education.

6.6.6 neutral and negative responses

Roughly a quarter of participants neither agreed nor disagreed 
with the statement (that participation in LE,NON_ ET helped 
students feel part of the general university community), and 
nearly 20 percent disagreed. 

Many of those who either disagreed or were neutral stated 
that belonging to the general university community was 
neither their aim in taking part in LE,NON_ ET nor the aim  
of the LE,NON_ ET program in which they had been involved.  
As one participant stated:

The reason why I’m here isn’t because I want to be a 
part of the general community....I’ve struggled...since 
I found my native identity, [so] what I don’t need right 
now is ways to blend in with the general UVic 
community. What I need are people, programs, to help 
me develop my identity as an Indigenous person, and I 
think that is a point that they helped me in.

At the same time, one student reflected that participating in 
LE,NON_ ET programs gave rise to a new analytical lens through 
which she now viewed Canadian culture, including the general 
university environment; through this lens she observed that 
mainstream Canadian culture was not always welcoming of 
Aboriginal people:

I think that it did quite the opposite actually… 
Not that I think it’s a negative thing, but it made  
me recognize…that the community isn’t really a 
community, and that some of the academic disciplines 
and the theories and schools of thought that they 
follow are still acting as colonizers….Everyone wants 
to feel like we belong to this Canadian culture and 
Canadian identity, Canadian community, but I don’t 
think that that community is welcoming Indigenous 
people. 

Finally, one participant had a negative experience and felt let 
down by his mentor. This student had hoped to feel more  
a part of the university community, but this did not happen 
through LE,NON_ ET.
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6.8 reLaTionShiP BeTWeen ParTiciPaTion  
in Le,non_ eT anD The DeciSion To conTinue 
aS a STuDenT

In relation to a specific LE,NON_ ET program, research partici-
pants were asked: “Did participation in the [----] Program 
contribute to your decision to return to school the next year?” 

Overall, about half of the research participants indicated that 
LE,NON_ ET had contributed to their decision to return to 
school the following year. Among these participants, several 
themes emerged in terms of the ways in which LE,NON_ ET 
made a difference, including:

 ❚ LE,NON_ ET provides financial support/incentive;

 ❚ LE,NON_ ET programs are an incentive; and

 ❚ LE,NON_ ET provided valued emotional support and sense 
of community/solidarity.

6.8.1 Le,non_ eT Provides financial Support incentive

For some participants, the financial support they obtained 
through LE,NON_ ET played a key role in their decision to return 
to school the following year. This was especially evident in the 
case of bursary participants.

I almost dropped it ‘cause I couldn’t afford it.…If you 
don’t have the money to go or if you don’t have a 
bursary or scholarship available to you, then you really 
can’t go unless...you take a hefty student loan. Even 
then, I wasn’t eligible for a loan.

6.8.2 Le,non_ eT Program areas are an incentive

Many participants returned to school the following year with 
the intention of participating in other LE,NON_ ET programs. 
This was particularly the case for students engaged in the 
Preparation Seminar, who planned to have a community 
internship or research apprenticeship in the following year. 
Participants in these programs have the opportunity to have 
paid employment (on or off campus) while earning credits 
toward their program.

...having participated in the seminar, and now I have 
opportunities to do a research apprenticeship... 
or a community internship, and that’s [a] really cool 
incentive too, because you really get to be involved 
and you get a lot of choice about what you want to 
learn about.

6.8.3 Le,non_ eT Provided Valued emotional Support  
and Sense of community/Solidarity 

Several participants reported that LE,NON_ ET had contributed 
to their decision to return to school because the LE,NON_ ET 
staff or peer mentors had created a welcoming learning 
environment at the university for Aboriginal students.  

6.7.3 instructors in a Specific faculty or Program Were 
especially Sensitive to aboriginal issues

A number of participants responded that some faculty and 
staff were particularly sensitive to Aboriginal issues. This  
was especially evident in courses/programs with significant  
First Nations context/concentration or in courses taught by  
a professor of Aboriginal descent. 

...I was a social work student, as I said, in the First 
Nations specialization. So all the teachers that I had, 
with the exception of one or two, were of First Nations 
ancestry. So that made a huge difference in the way 
that we were able to communicate with one another. 
There was never that feeling of “they don’t understand 
where I’m coming from,” because they are coming 
from similar experiences....I appreciated that very 
much.

In addition, three participants reported that they had heard 
stories of racism but had not personally experienced racism at 
the university. As well, several participants indicated that they 
had not experienced racism because they did not look 
Aboriginal.

I’m not sure people always know that I’m Aboriginal,  
so I just think that I would be treated like anyone else.  
So I haven’t noticed anything that would have offended  
me as an Aboriginal person or anything like that.

6.7.4 negative responses

In contrast with the comments above, a number of partici-
pants disagreed with the statement that they had been 
treated with respect as an Aboriginal student. For example, 
while some participants pointed out that they themselves 
never experienced direct racism from professors, they 
witnessed racism-related remarks unintentionally expressed 
by instructors, mostly in the context of classroom discussions. 

...I have unfortunately seen some disrespectful things 
go on, more to students who physically look 
Aboriginal....Just inappropriate...stereotyping, 
generalizing, like if you’re in a class and the topic  
of Aboriginal students or settings comes up, the 
instructor will automatically look at the Aboriginal 
student and start questioning them directly...

I think that I have always been treated respectfully  
as an Aboriginal student, as an individual….But that’s 
not to say that comments haven’t been made in 
classrooms by professors [and] students that [were] 
derogatory and pretty downright mean to Aboriginal 
people. So in that way it’s an attack on me.
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6.9.1 intermediate Summative outcomes

 ❚ Aboriginal students improve their research and communi-
cation/presentation skills.

 ❚ Aboriginal communities and organizations have a “talent 
pool” of University of Victoria students with academic 
skills to draw on for assistance.

 ❚ Aboriginal students learn skills that are of importance  
to cultural communities.

 ❚ Aboriginal students’ sense of Aboriginal identity  
is strengthened.

 ❚ Aboriginal students’ sense of connection with their 
Aboriginal communities and with their culture and 
traditions is strengthened.

In keeping with findings presented in relation to Aboriginal 
students’ definitions of “success,” participants’ stories of their 
own success illustrated the ways in which the cultural and the 
academic aspects of success are intertwined. Of particular 
importance to a number of students was how their own skills 
development enabled them to be a role model in, and 
contribute to strengthening, Aboriginal communities. One 
student went on to say that through LE,NON_ ET participants’ 
contributions to Aboriginal communities, the University  
of Victoria was able to “give back” to and thereby strengthen  
its relationship with communities.

I think [the research apprenticeship] opened my eyes 
and created a desire that I hope to have an 
opportunity in the future, and it could be with my 
band. [One of my cousins] got the article from the 
newspaper and was just thrilled....She was like, “If you 
have any research and you need an assistant, I want to 
work with you. We also have some youth back home 
here in [----] that want to work with you.” So just, I 
didn’t realize how much my efforts would affect 
others...through my success it’s kind of lighting a fire 
under other people and getting them motivated. Now 
there’s this little crew that’s willing [to] work with me. 
I never expected that. That wasn’t part of the plan. But 
it’s one of the perks....So I’ve got to find them 
something to do, find some money, write a proposal, 
make it youth directed, because that’s what they 
want.

...I think a lot of especially the community members 
and elders are really happy to see sort of the younger 
people going to school and still coming back in to 
work in the community. I’ve been told that by a few 
elders, that they’re like, “It’s just really great to see 
people come out, and especially because you weren’t 
necessarily from here growing up.” I was always out 
here visiting my grandparents and aunts and uncles, 
but I wasn’t always out here, so I didn’t always feel the 
same connection that my other cousins did. 

[LE,NON_ ET] made me more confident and feel that 
maybe there is a space for me, even in this...institution 
of colonization. There’s a notion that there is a space 
for Indigenous students, and…we have to make that 
space and we have to hold it with resistance, but that 
you’re not really alone in the same way that I thought  
I was. 

Similarly, one student spoke of the value of the program in 
helping Aboriginal students make connections with each other 
in order to create a welcoming space.  

I got to meet people who I still keep in contact with, 
and it led into my involvement in other areas, like the 
Native Students Union.

6.8.4 negative responses

As noted above, only about half of the research participants 
indicated that LE,NON_ ET had contributed to their decision to 
return to school the following year. Nearly all of the remaining 
participants indicated that this was not the case, because they 
were already determined to finish their program of study. 

I came to school with an intention of pursuing  
my degree, and whether I took the research 
apprenticeship or not, I was still pursuing my degree.

Nevertheless, although many participants said that they would 
have returned to school without participating in LE,NON_ ET, 
many also noted that they were pleased to have engaged in 
program components and have had the benefit of the 
program’s supports and opportunities. Moreover, students 
affirmed that their participation in the project contributed to 
their well-being at school. 

I think I would have wanted to return to school 
anyway, but it sort of made...that year lots of fun, and 
I learned, met lots of different people.…I can’t say 
that I wouldn’t have gone back to school, because I 
know that I’ve been pretty continuous through my 
education. But it definitely encouraged me to make 
me want to continue.  

6.9 oTher forMaTiVe anD SuMMaTiVe ouTcoMeS

In addition to findings that speak directly to the qualitative 
research questions, a number of important additional themes 
emerged from the qualitative data. Many of these relate to 
and provide evidence of outcomes identified in the formative 
and summative evaluation framework. 

For example, in speaking about what success meant to them 
as an Aboriginal student, a number of participants also spoke 
about their own experiences of success, as well as how the 
LE,NON_ ET program had made a difference in terms of both 
cultural and academic dimensions of success. 

Following is a brief presentation of “other” findings; where 
relevant, these will be linked to the LE,NON_ ET formative and 
summative evaluation framework.
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6.9.4 intermediate formative outcome—community 
internships

 ❚ Positive relationships develop between students  
and Aboriginal community organizations.

Similarly, several students who had completed a community 
internship spoke of the positive outcomes they had experi-
enced and the ways in which their experiences led to both 
personal development, including strengthened identity and 
self-esteem, and community development and relationship-
building. One student emphasized the importance of being out 
in the community—as opposed to classroom-based learning 
about Aboriginal communities—and of developing one-to-one 
relationships with community members and elders. 

I think it’s really hard to really get...a really good 
understanding of Aboriginal traditions and culture 
without working in the community. And without being 
involved with community members and without sort 
of being in an Aboriginal setting....I think I wouldn’t 
have gained a lot that I have if I hadn’t actually been 
here. 

We’re the only ones that don’t live on the reserve with 
everyone, so I’ve always felt a little bit of a disconnect. 
So this has allowed me...to see aunts and uncles lots 
more, and cousins. It wasn’t really my expectation 
that it would be this amazing, but it’s been really 
good. And I really got to see a change in myself 
through those journal entries and in the final exam 
project.…[This has] really made me sort of come into 
who I am more as an Aboriginal person, which may not 
have happened as fast without the internship.

In keeping with the above comments, several community 
internship participants noted that, through their internship, 
they had formed meaningful and lasting relationships with a 
variety of people associated with the community organization 
in which they worked. 

I wasn’t really sure what I was getting myself into, 
but I just really hoped that I would be able to form a 
connection with some type of organization within the 
community…. I met some really great youth, as well  
as the two women I was working with...[who] became 
really good mentors in my life.

I had a really great time, and I think it’s a really good 
opportunity for students in the LE,NON_ ET Program.  
And I also think it’s really valuable to the community. 
 It’s nice to see that UVic is giving back.

6.9.2 intermediate Summative outcomes—research 
apprenticeships

 ❚ Apprentices increase their sense of comfort with research.

 ❚ Apprentices improve their knowledge of research issues 
and their research and communication skills. 

Several students who had been involved with the research 
apprenticeship program spoke of how the hands-on appren-
ticeship helped them develop a deeper, first-hand appreciation 
of a variety of research methodologies and enabled them to 
gain more experience in writing up and presenting research. 

...it was a real transition for me, and I was pretty 
resistant about research to begin with because...I had 
done, you know, two research methods course[s] for 
child and youth care. And, oh my gosh, this stuff is so 
dry: qualitative, quantitative, statistics, median, all of 
this. How can people do that?…What happened for 
me, though, was learning the difference between a 
counselling session and a research interview. [This] 
was a big learning [point] for me. 

For at least one student, these experiences fostered a desire to 
pursue graduate school. In this regard, the student’s experience 
may be seen as an indicator of a long-term summative 
outcome. 

Aboriginal students have [a] stronger sense of 
themselves as being researchers and academics.

I think that it has really affected my decision to pursue 
graduate school in that I really see the value in it.

6.9.3 intermediate Summative outcomes—community 
internships

 ❚ Community interns improve their cultural knowledge.

 ❚ Community interns experience positive sense of identity 
and self-esteem. 

For several students, Community Internships provided the 
opportunity to improve their cultural knowledge and sense  
of identity by developing relationships with Aboriginal 
communities and individuals. Their participation in culturally-
relevant projects and events provided a unique opportunity  
to develop and grow as Aboriginal people.
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6.9.7 Summative outcomes—indigenizing  
the university

In addition to themes relating to the outcomes associated 
with particular LE,NON_ ET program components, comments 
made by some participants related to outcomes associated 
with the broad theme of “indigenizing” the university. These 
comments potentially link to a number of summative 
outcomes, including:

 ❚ a safe, welcoming, positive learning environment exists 
for Aboriginal learners at the University of Victoria; 

 ❚ University of Victoria faculty and staff have increased 
awareness regarding Aboriginal culture and perspectives;

 ❚ research advisors gain knowledge about Aboriginal culture 
and research-related issues from a cultural perspective; 
and

 ❚ positive relationships develop between students  
and faculty/researchers.

In participants’ words:

...I think that more Aboriginal students would go  
to university if they knew that there were Aboriginal 
people there, and there were institutions and 
institutional checks in place to maybe not ensure, but 
work towards their well-being and to build the space 
for Aboriginal people. And they can be a part of that 
community. And I don’t think people know that. I 
certainly didn’t. 

I believe it is a positive program. It is supportive of First 
Nations students, and it sends a fairly clear message 
that native students are represented and being 
supported at UVic.

...my personal success with this project, of course, a 
big chunk of it was through the LE,NON_ ET Project, but 
it was also [due to] the people who the LE,NON_ ET 
Project chose to work with....It was a great unison in 
that sense. Had I been paired with [a research advisor] 
who wasn’t as [much] a match or who had different 
reasons for doing it with me, then I think it would have 
been more difficult. 

6.9.5 intermediate Summative outcomes— 
Peer Mentoring Program and feeling Supported 

 ❚ Student-mentored students experience a sense of 
connectedness with other Aboriginal students and with 
their culture.

 ❚ Student-mentored students are knowledgeable about 
university resources and about cultural resources  
off campus. 

Several students who participated in the Peer Mentoring 
Program, either as mentors or as mentored students, observed 
that the program had made a valuable difference to them in 
terms of feeling supported and becoming aware of available 
resources both on and off campus. Students also spoke  
of developing ongoing, supportive relationships with other 
Aboriginal students; mentors and mentored students alike 
valued these friendships and the informal support that they 
afforded.

...it’s an amazing program, I think it’s helped a lot of 
people. And it sort of helps the mentors too, to just 
gain a better understanding, even about our own 
resources that we have on campus. Sometimes when 
you’re looking up something for a student you find 
something that you didn’t even know was available.

6.9.6 intermediate formative outcomes—Bursary 
Program

 ❚ Process of obtaining a bursary is accessible to students.

 ❚ Students are satisfied with the process of accessing  
a bursary.

A few students indicated that the funding available through 
the Bursary Program eased their financial pressures signifi-
cantly. Indeed, one participant stated that were it not for the 
LE,NON_ ET bursaries, she may not have been able to continue 
attending university.

I would really like to thank the program itself. It took  
a lot of...financial stress off of me.

Right now, I wouldn’t be here if it wasn’t for [the 
bursary]. I didn’t get a student loan this year. So I 
wouldn’t be here.

As well, participants noted that the process of obtaining  
a LE,NON_ ET bursary was accessible and satisfactory.
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Rather than having a one-on-one peer mentorship 
group, there could be a group of more people, like  
a support group, where you could get several guys 
together to do activities together, like go play 
basketball or soccer or something… I mean, I think 
that that initial connection is the most important 
thing, to see who is here at UVic that can help you. 

6.9.9 intermediate formative outcome—Satisfaction 
with Le,non_ eT Project

 ❚ LE,NON_ ET participants are satisfied with their 
experience(s) with the program. 

Finally, a number of participants shared comments that 
addressed their overall satisfaction with the LE,NON_ ET Project, 
as well as what aspects of the program they liked best. Some 
people’s comments also included ideas for program 
improvements.

Nearly without exception, participants had highly positive 
views of the project and expressed appreciation for its 
existence. Several students indicated that it filled an important 
niche at the university and stated that they hoped it would 
continue on an ongoing basis. Participants especially liked the 
accessibility of the project, the “personalized” nature of the 
relationships they had with staff and the friendly office 
environment. 

...I really strongly recommend that this project be  
a part of UVic, not as a pilot but as a part, because  
it’s so valuable....I see [the] Aboriginal liaison office 
providing service to Aboriginal students, and the 
[Native Students Union], but to me, this is the place  
I would like to say to go to if you need any kind of 
assistance.

I think what I love most about the program is it was so 
localized. Everything seemed so personal. It wasn’t 
like head office or, like, you know, it wasn’t something 
far away. It was here on campus, which is really nice.

Additionally, participants were very positive about the 
Preparation Seminar. Participants’ unsolicited comments 
regarding what they liked mostly focused on the seminar 
process being interactive and welcoming of students’ perspec-
tives and the fact that the seminars involved only Aboriginal 
students. 

It’s nice to be in a classroom where it is only First 
Nations students talking about First Nations issues 
and First Nations people. So that’s what I also really 
enjoyed about it.

At the same time, several participants provided feedback 
about aspects of the program that they found “challenging.”  
In all of these situations, participants’ comments focused on 
the struggles they (initially) encountered in their matches with 
either a peer mentor or a community internship placement.  
In most cases, the challenges were ultimately resolved, and 
one participant emphasized the support she received from the 
LE,NON_ ET program manager in helping to eventually create  
a mutually positive match. Moreover, one person offered 
suggestions about ways to strengthen the peer mentoring 
component of the program:
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LE,NON_ ET is an ambitious, multi-year, high-profile research 
study that is based on piloting a suite of six programs aimed  
at improving the retention and success of Aboriginal post-
secondary students. Interest in the subject was derived  
in part from evidence that suggested the need to improve  
the graduation rate of Aboriginal students from university 
degree programs.

At the midway point of its implementation, the initial findings 
presented in this report highlight the gains that have been 
made in achieving early outcomes. Many intermediate 
outcomes have also been met. The accomplishments to date 
are highlighted in the following section, along with implemen-
tation challenges and lessons learned. 

7.1 Formative evaluation Findings:  
Project milestones, strengths, challenges  
and lessons learned

In the first 18 months of the project’s implementation,  
a number of issues arose that resulted in modifications. This  
is not uncommon: challenges often arise due to circumstances 
that are difficult to anticipate during the proposal writing 
stage. Staff and other informants were asked about the 
project’s strengths and milestones, as well as implementation 
issues and challenges and lessons learned. Their responses  
are summarized in Table 7.1 and discussed further below under 
the headings of staffing, project activities, Executive oversight 
and overall project design.

7.1.1 staffing

Development of the LE,NON_ ET proposal was lengthy, taking 
close to a year. Funding occurred shortly thereafter, the result 
being an almost seamless transition to project implementation. 
Moreover, funding was received in the summer, and project 
activities were initiated quickly thereafter, in time for the start 
of the fall university session.

From the perspective of students participating in the various 
LE,NON_ ET programs, the staff involved with the project have 
been a definite project strength. Once the LE,NON_ ET office 
was created and project staff were centrally located in one 
space, the project adopted an open-door policy, in that all 
Aboriginal students were welcomed, not just those who were 
participants in LE,NON_ ET. Over time, an increasing number  
of students gravitated to LE,NON_ ET to eat their lunches, relax 
and talk with staff. LE,NON_ ET staff in turn went beyond the 
mandate of the project by spending time with students, 
answering questions, providing information and offering 
informal support. Moreover, if students’ needs were beyond 
their scope, staff would take the time to connect them with 
other resources on campus or to walk them across campus  
to ensure that a connection was made. 

This combination of the open-door policy, welcoming 
environment and approachability of staff led to LE,NON_ ET 
acquiring a reputation at the University of Victoria as a centre 
of support and information for Aboriginal students. This has 
been an unanticipated outcome of the project and a testament 
to the project staff who were able to carry this off even as the 
project struggled in other ways. 
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table 7.1.1: summary of milestones, strengths, implementation challenges and lessons learned

milestones/strengths implementation challenges lessons learned

•  LE,NON_ ET office and staff seen as a central 
source of support and information

•  Collaborative working relationship developed 
with University of Victoria administrative 
structures (e.g., the Office of Student Awards 
and Financial Aid)

•  Use of Aboriginal practices such as the 
Honouring Ceremony

•  Bursary, RA and CI Programs

•  Development of relationships with Aboriginal 
communities and organizations that have not 
previously been involved with the university

• Development of online course for SFACT

• Getting course credit for Preparation Seminars

• Staff turnover

• Roles and responsibilities not well defined

• Disagreements about consultation process

• Some programs have been underutilized

•  Lack of agreement among staff regarding the 
mandatory nature of SFACT for Aboriginal staff 
and faculty

• Overlap of research and program components

Prior to implementation, need to take time for 
team-building and to sort out roles

Clear job descriptions, hiring processes and 
supervision and mentoring need to be in place 

Project design needs to include dedicated senior 
project manager role

Involvement of senior-level university 
administrator is essential

The meaning of success for Aboriginal students 
is more complex than initially anticipated 

Ensure clarity about what constitutes research, 
evaluation and quality assurance

Research and evaluation component needs to be 
addressed separately from project implementa-
tion component, perhaps with separate staff or 
other organization participating
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between staff over the perceived lack of “fit” in relation to 
knowledge and skills to do the job. Furthermore, having a plan 
in place to provide ongoing mentoring and supervision could 
have contributed to employee development and reduced the 
likelihood of unnecessary or unwanted staff turnover and 
resentments. These challenges were further complicated by 
having staff with blended roles in both research and project 
implementation and having the research/evaluation compon-
ents co-located with the project. 

Although turnover of project staff was a significant challenge 
for the project in the early stages, more recently changes in 
personnel, along with greater clarity about roles and respon-
sibilities, have resulted in a more cohesive team. 

Challenges also arose through the accountability structure. 
From the outset, LE,NON_ ET did not include a well-defined, 
dedicated, senior-level project manager role. The absence of 
this role is notable given the complex nature of the project, 
and the potential components that this role could have  
(e.g., managing the relationships between the various facets  
of the project and its multiple stakeholders, including the 
funder, university, project and research staff, and Aboriginal 
groups and communities, as well as overseeing issues arising 
from implementation of project activities). 

While an Executive Committee did provide oversight to the 
project, members had a full slate of other responsibilities and 
very busy schedules. Moreover, as ongoing differences within 
the project team played out, including confusion and conse-
quent tension resulting from the lack of a clearly defined 
decision-making process, Executive members spent increasing 
amounts of time trying to help resolve differences of opinion 
among the team. To further complicate this situation, some 
members of the Executive were also staff members with 
supervisory positions over other staff members who were  
not in attendance at Executive meetings and who did not  
have any input into meeting agendas. As a result, some staff 
felt they had little recourse to address internal concerns or 
participate in the decision-making processes that occurred  
in Executive meetings. 

In the end, the conflicts within the project took many months 
and considerable time to resolve and resulted in the associate 
vice-president being increasingly drawn into day-to-day 
decision-making. A key lesson from this dynamic is the need 
for a complex, high-profile project such as LE,NON_ ET to 
include a dedicated senior project manager role that can 
provide skilled and knowledgeable leadership, including 
mentoring and guidance for staff. A further lesson is the need 
to ensure processes and structures are in place that provide  
all staff with opportunities to communicate problems and 
participate in their resolution. 

The program coordinators were identified as another strength 
of the project; they ensured that LE,NON_ ET’s primary 
activities took place as planned, despite other events and 
distractions. Furthermore, not only were they the first point  
of contact for Aboriginal students interested in taking part  
in LE,NON_ ET or wanting to take advantage of the open-door 
policy, they also helped to forge a link between various 
faculties and LE,NON_ ET. These relationships were key to 
helping solve some of the barriers that students encountered 
in relation to their participation in the programs. Establishment 
of collaborative working relationships with the university 
administrative offices, such as the student finance office,  
and with numerous faculties was seen as another strength  
of the project. 

At the same time, there have been challenges in relation to 
staffing. For example, in view of the tight timelines between 
the receipt of project funding and project implementation, 
staff roles and responsibilities weren’t fully developed or 
agreed upon and kept evolving. As a result, within months 
tension emerged between staff team members. A process for 
team-building to help facilitate the transition from proposal 
development to project implementation and to flesh out role 
expectations and responsibilities also did not take place.  

Because project roles were evolving in the first years of project 
implementation, job responsibilities were continually adjusted 
to help address emerging implementation challenges. The 
project’s procedures and priorities related to staff hiring, 
coupled with the evolving nature of staff’s roles, failed to 
address whether staff in key positions had the appropriate 
level of skill, experience and knowledge for their positions  
as their job duties changed and whether they felt comfortable 
in their roles. 

Several lessons can be drawn from the project’s issues relating 
to staffing and staff mentoring/ supervision. One is that taking 
time upfront for team-building and to develop common 
understandings of the program goals, as well as decision- 
making processes, roles and responsibilities, is a valuable 
undertaking. In this situation, making time to achieve clarity  
of roles might have tempered some of the tensions and might 
have reduced staff turnover that caused challenges during the 
early stages of project implementation. 

Another lesson learned is that having job descriptions and 
ensuring a competitive hiring process with clear guidelines  
is important. Similarly, regular and purposeful support and 
supervision, along with regular—albeit informal—performance 
evaluation are important, all the more so in innovative projects 
where program activities can be flexible and staff roles can  
be fluid. Having these processes in place might have helped  
to alleviate some of the issues and tensions that emerged 
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At the same time, due to scheduling conflicts and out-of-town 
travel, some key university administrators were unable to 
attend the ceremonies. Their absence was noted and described 
as a disappointment by some, who also questioned whether 
this was evidence that the university was not truly committed 
to LE,NON_ ET’s success or did not value Aboriginal traditions 
and practices as much as was stated. Respondents indicated 
that when people are invited to be present at such ceremonies, 
it is important that they attend; not to do so can be construed 
by the Aboriginal community as a slight or evidence of a lack 
of interest or support. While this was not intended, it further 
illustrates the intricacies of cross-cultural relationship-building 
and the nuances of understanding and respecting cultural 
protocols.  

7.1.3 Project activities

Underutilization of LE,NON_ ET programs was a problem at first. 
The Peer Mentoring Program, for example, did not have as 
many students indicating they wanted a peer mentor as was 
estimated. Nevertheless, although they attracted low numbers 
of students initially, the Bursary, Research Apprenticeship and 
Community Internship Programs were well regarded by 
participants and considered to be strengths of the project. 

The strength of the Bursary Program was its responsiveness to 
students’ financial pressures, as evidenced by adjustments that 
were made in relation to the amount that students were 
eligible to receive and the introduction of emergency funding. 

The strength of the Research Apprenticeship Program was that 
it gave undergraduate students an exceptional opportunity to 
experience one-to-one support from faculty or staff members 
and to learn first-hand about doing research, at times at a 
graduate level. As discussed previously, as a result of their 
exposure to this program, some students gained confidence 
and were inspired to consider the possibility of attending 
graduate school. 

The strength of the Community Internship Program was that it 
provided a unique opportunity to forge a connection between 
Aboriginal communities and organizations while providing 
Aboriginal students with relevant work experience and a 
connection to Aboriginal agencies and communities. Indeed, 
development of relationships with Aboriginal communities and 
organizations that had not previously been involved with the 
University of Victoria was cited as an accomplishment of 
LE,NON_ ET. 

7.1.2 community consultation

The proposal development phase included—and indeed relied 
upon—a lengthy consultation process with Aboriginal leaders, 
community members and university faculty and students. 
Subsequently, an Advisory group was formed, again comprised 
of representatives from various local First Nations commun-
ities and organizations, including faculty and students from 
the University of Victoria. The Advisory was meant to provide 
guidance and leadership to LE,NON_ ET during implementation. 

The consultation process presented a number of complica-
tions. First, there was uncertainty as to the role and authority 
of the Advisory, especially in relation to other decision-making 
bodies at the university, such as the Presidents’ Indigenous 
Advisory Council on Aboriginal Education. Second, there was a 
question as to the nature of the consultation, i.e., were people 
to respond as individuals or as delegated representatives from 
their communities? Some Aboriginal members of the Advisory 
were not comfortable in their role as individual contributors 
and wanted to have a more formalized consultation mandate 
from their communities before providing input. However, this 
would have expanded the scope of the Advisory and the 
consultation process, and that in turn would have required 
more time and resources devoted to supporting the 
committee. 

The issue of consultation also came to the fore among staff in 
that there were differences and strongly held beliefs over what 
constituted consultation, particularly in relation to the impact 
of LE,NON_ ET on First Nations communities, which was seen  
as an important research question. There were also differences 
of opinion as to whether the initial stages of the consultation 
process had been adequate and in keeping with Aboriginal 
practices. The differences in beliefs and values regarding 
consultation resulted in a letter of concern from a staff 
member to the HREB and a subsequent ruling that the 
LE,NON_ ET Project was meeting the University’s current ethical 
standards.   It should be noted that it is not within the 
authority of HREB or any other University body to determine 
whether or not the ethical standards of Aboriginal communities 
are being met.

Another feature of LE,NON_ ET was the use of traditional First 
Nations practices and protocols. In relation to community 
consultation, this meant that reporting back to all those who 
contributed to LE,NON_ ET, including “ordinary people on 
campus” (key informant interview) and First Nations commun-
ities, was a priority. To fulfill this commitment, two Honouring 
Ceremonies were held. The first was in the Songhees Big 
House, and the second was at the Mungo Martin Big House, 
both in the Victoria area. The ceremonies involved a feast, 
traditional blanket ceremony, gifting and acknowledgements. 
Faculty advisors, chiefs, students, project staff and university 
officials were invited to attend. The Honouring Ceremonies 
were described as being very successful and as highlights  
of the community involvement and consultation process.  
The CEO of the Canada Millennium Scholarship Foundation 
attended both ceremonies, demonstrating strong support  
for and commitment to the project.
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The experience also highlights the reciprocal nature of the 
relationship between the host institution and LE,NON_ ET,  
in that Aboriginal student success may depend as much on  
the adjustments to organizational practices and behaviours as 
the program activities offered through the LE,NON_ ET Project. 
As such, another lesson is that senior-level administrative 
involvement and attention is essential, especially within the 
context of a  pilot project, where time is of the essence. Thus, 
continued high-level involvement and oversight from senior 
administration within the university will continue to be 
important during the final year of LE,NON_ ET, when discussions 
regarding how to ensure the project’s ongoing legacy take place. 

7.1.5 overall Project design 

LE,NON_ ET is essentially an intervention research study 
focused on concurrent implementation of specific project 
activities. Development of the LE,NON_ ET proposal was based 
on several months of consultation with Aboriginal commun-
ities and evidence of effective strategies used elsewhere.  
The original design called for use of a control/study group to 
help determine whether LE,NON_ ET participants experienced 
success as defined by increases in GPA or rates of return  
and graduation. 

Following consultations with Aboriginal communities, the 
proposal development team quickly realized that “success” 
needed to be defined more broadly and that achievement  
of “success” was grounded in factors that were of importance 
for both Aboriginal communities and students, such as creating 
a welcoming, respectful, engaging learning environment.  
It was also pointed out through the consultation process that 
success included reinforcing Aboriginal identity, fostering 
Aboriginal community and valuing Aboriginal practices and 
ways of knowing.

Consequently, understanding what success meant to 
Aboriginal students became a central research question. This 
represented a fairly significant departure for the university  
in terms of how student success was viewed and was possibly 
the first time that Aboriginal post-secondary students had 
been asked to provide their own definition of success. It also 
highlights another lesson, in that the meaning of success  
for Aboriginal students is more complex than was initially 
anticipated by the project funder and, as such, required  
a mixed methodology to fully understand.

This shift in focus had methodological implications. 
Quantitative methods alone could not tell the story behind 
any potential increases in retention of Aboriginal students  
or the degree to which LE,NON_ ET contributed to students’ 
retention and success. While qualitative methods had always 
been considered part of the design, the consultation process 
made it clear that understanding the students’ journey was 
central to the overall research process and, as such, qualitative 
inquiry became more central. Problems arose however, when 
the two elements of the project—research/evaluation and 
project implementation—were interwoven and housed in  
the same office and under the same management/leadership 
structure. 

At the same time, the Community Internship Program could 
face a unique challenge at the completion of the project. While 
this program is similar to many of the student co-op programs 
offered by university departments (in that students must take 
a preparation course, pay fees for the internship/co-op and 
receive course credit for successfully completing their 
placement), without financial support from LE,NON_ ET many 
of the potential community internship placement sites would 
not have been able to take on a student, because they do not 
have sufficient operational funding to pay the students’ 
stipend, which is how co-op programs are typically structured. 
Instead, LE,NON_ ET paid a stipend to students who took part  
in the Community Internship Program. Hence, a lesson learned 
is that although the program is akin to a co-op program, and 
even though opportunities for student placements with 
Aboriginal organizations and communities do exist, placements 
cannot occur without financial support from the university. 

The development and introduction of the SFACT online 
training modules has been regarded as a success of the project 
and evidence of the university’s commitment to creating a 
culturally responsive and respectful environment. A long-term 
goal is to ultimately offer the training more widely on campus 
by piloting the modules with staff and other groups. Currently, 
both Career Services and Computer Services have expressed 
interest in being a pilot site. 

7.1.4 senior university administration support

There were several instances when having the support and 
oversight of a senior university administrative member, in this 
case the vice-president academic and provost, was essential  
in helping to resolve impasses between the project and 
institutional policies and practices. Finding and renovating 
office space, which was in short supply at the university, so 
that the project staff could be housed in one place offers one 
illustration of how the intervention of senior administration 
was crucial to LE,NON_ ET’s success. 

Another example was the creation of a series of courses  
for LE,NON_ ET participants. Having the courses approved for 
academic credit and entered in the course calendar was a long 
and arduous process. Not surprisingly, the fact that this was 
ultimately accomplished was seen as a major milestone and 
success for LE,NON_ ET. It is also a testament to the necessity 
of having the attention and support of senior administrators 
who could help smooth the way and ensure higher level 
approvals were completed in a timely manner. Even so, the 
experience also highlighted that changing institutional policies 
and practices can be far more difficult and time-consuming 
than anticipated. 
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A final possible limitation in relation to the project’s design  
is its time frame. The retention and graduation data will not  
be complete on all program participants for several years after 
delivery of the programs and completion of the pilot project. 
However, the project is seeking to ensure that continued 
tracking of participant performance is undertaken beyond the 
four years of program delivery. Similarly, gathering information 
regarding some students’ cultural identity will not be feasible 
in the four-year time frame. Finally, measuring ways in which 
the university environment becomes more welcoming for 
Aboriginal students, as well as the effect that has on students’ 
post-secondary decisions, may not be adequately measurable 
in the short term. 

7.2 summative evaluation Findings 

The aim of the quantitative analyses undertaken for this 
interim report was to gain a preliminary understanding of the 
demographic characteristics and retention patterns of three 
different groups of students: the cohort of Aboriginal students 
who attended the university in the five years prior to the start 
of LE,NON_ ET (historical cohort group); currently registered 
Aboriginal students who are participating in LE,NON_ ET 
programming (participants group); and current Aboriginal 
students who elected not to participate (non-participants 
group) (see Section 5 for more details).

Using information contained in LE,NON_ ET program files, in 
university administrative records and in files held by the BC 
Ministry of Education, a total of 997 students were identified 
in the historical cohort group, 139 in the participants group 
and 728 in the non-participants group. There were differences 
across the groups in terms of the likelihood that students 
would self-identify as Aboriginal at registration or appear  
in Ministry of Education files. This appears to stem from an 
increasing tendency over the years for students to self-iden-
tify. It was also the case that nearly one in five LE,NON_ ET 
participants appeared in neither of these data sources.  
That is, they did not self-identify and, because many of them 
completed their elementary and secondary education outside 
the province, they did not appear in the Ministry of Education’s 
data files. These students nevertheless met the selection 
criteria established for the LE,NON_ ET programs and several 
were also admitted to the university under special access rules 
for Aboriginal applicants. In all, these efforts revealed that the 
size of both the current and historical population of Aboriginal 
students is larger than anticipated. With continuing growth in 
the number of LE,NON_ ET participants, there will be sufficient 
data for more complete analysis of retention and graduation 
patterns across the groups.

Initially, the project structure included two co-principal 
investigators, one with regular teaching and departmental 
responsibilities who had responsibility for LE,NON_ ET’s 
quantitative research, and one situated within the LE,NON_ ET 
office with responsibility for LE,NON_ ET Project management 
and consultation with Aboriginal communities and students. 
This gave rise to a situation wherein program implementation 
demands overshadowed and delayed development of the 
qualitative research agenda. In response to this and other 
implementation concerns, roles were modified over time  
to provide a greater focus and oversight of the qualitative 
research agenda. The result was that one co-PI ended up with 
dual research and implementation responsibilities, thereby 
giving rise to another set of problems—most notably, that one 
person was functioning as an instructor of students who were 
also potentially key informants. While procedures were put  
in place to ensure anonymity for students and to remove the 
possibility of a power imbalance, this nonetheless illustrates 
the complications that arise from having research/evaluation 
co-located within the project itself and from having one role/
position assume research and implementation responsibilities. 

Furthermore, there were strong differences of opinion within 
the project team over the presence and conduct of research 
for an Aboriginal project. Some expressed strongly held beliefs 
about how research should be conducted with Aboriginal 
participants and communities and even whether quantitative 
research within the context of the LE,NON_ ET Project was 
valid, given the low numbers and short time frame. There were 
also differences among project staff over the meaning of 
research and evaluation and the relationship between the two. 
In addition, some saw evaluation as having the potential to 
give rise to a breach of confidentiality, given the small staff 
team and overlapping responsibilities.

What was lacking was a common understanding of the 
research/evaluation process and the value and purpose of 
each. The clash of belief systems regarding research took a lot 
of time and resources to resolve and resulted in hard feelings 
and fractured relationships.

Making the research and evaluation component external to 
the day-to-day operations of the project would have made  
the overall design of the project cleaner. As well, the co-PIs 
would have then been able to collaborate together on 
questions arising from conduct of the qualitative and 
quantitative research without being distracted by implemen-
tation questions and activities or moral/ethical arguments 
related to research. Additionally, a Research Advisory 
Committee could have been established with a specific 
mandate to provide guidance on questions and issues related 
to the research/evaluation component. A final lesson, then,  
is that the project design could have benefited from keeping 
research/evaluation activities and staff separate from project 
implementation activities and staff.
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The groups are comparable on most demographic variables. 
Gender distribution is consistent in that roughly 70 percent  
of each group are female students. Age is also consistent 
across the groups for female students, although male students 
in the historical cohort were significantly younger than current 
students. In terms of year of study, faculty of study and 
expected degree at first registration, the groups are again 
roughly comparable, although more first-year students appear 
in the participants group due to the emphasis on first-year 
students in LE,NON_ ET programs. No differences were found  
in academic performance (i.e., GPA) across the groups.

This demographic equivalence is prerequisite to our planned 
survival curve analyses of student retention and graduation 
data. Although it is too early in the course of the LE,NON_ ET 
Project to assess retention by that method, the preliminary 
data collected for this interim report suggest that retention 
and graduation rates are improving over time. The observation 
window for current students is shorter than that for the 
historical cohort (five terms vs. 12 terms), but the percentage 
of students earning a degree since LE,NON_ ET began is actually 
higher than in the historical cohort. Also, the percentage of 
students in the participants group who had already graduated 
by December 2007 after five terms (26.6 percent) is compar-
able to that of the non-participants group (30.9 percent). Yet 
students participating in LE,NON_ ET programs tend to be at  
an earlier point in their post-secondary studies because of the 
bias of LE,NON_ ET toward students in their first year of study, 
particularly in the Bursary Program—the program with by far 
the largest enrolment. The number of students who could be 
considered “withdrawn” from university (i.e., had not gradu-
ated and were not registered during the 2007 winter session) 
is reliably lower among LE,NON_ ET participants than among 
non-participants. Term-to-term retention is also significantly 
higher for LE,NON_ ET participants. Even by these preliminary 
measures (number of degrees granted, number of students 
withdrawn, term-to-term retention), the LE,NON_ ET programs 
appear to be enhancing the retention and graduation rates 
among participating students.

Qualitative summative findings suggest strongly that the 
anticipated outcomes of the project are being realized. 
Interviews with students attest to the achievement of general 
early outcomes such as the easing of financial difficulties, 
easier transition and gaining knowledge of resources and 
supports. In specific programs such as the Community 
Internship and Research Apprenticeship Programs, students are 
gaining research and other academic skills, cultural knowledge 
and general confidence. Faculty and staff characterize SFACT 
as useful. The inquiry into the students’ understanding of the 
meaning of success at the university has been particularly 
revealing and should prove useful in considering new initiatives 
in support of Aboriginal students.
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The LE,NON_ ET Project was initiated by the Canada Millennium 
Scholarship Foundation and the University of Victoria in order 
to research the impacts of promising support programs 
designed to support the academic success of Aboriginal 
post-secondary students. While the full impacts will take years 
to assess, given the longitudinal nature of the research model 
and of student university participation, initial findings indicate 
positive student experiences in relation to program goals and 
promising rates of retention and graduation. However, it is too 
early in the life of the project to make definitive comparisons 
among the various cohort groups.

One early finding—based upon the consultations undertaken 
during the project design stage, the initial discussions with  
the project Advisory group and the interviews with LE,NON_ ET 
students—is that the nature and meaning of “success” within 
an Aboriginal context is multi-faceted and extends well 
beyond the achievements of students as measured by grades 
and graduation. This aspect will continue to be explored by  
the project over its final years.

Many valuable lessons have been learned over the course  
of the project to date about the challenges and complexities 
of creating and inserting, in a very short time frame, a major 
research and program development initiative at the heart of a 
university’s operations. Senior executive support has proven 
essential to success, and the dedication and persistence of 
staff to the goals of the project (i.e., the success of Aboriginal 
students) have enabled the project to overcome internal 
staffing issues and organizational growing pains. 

The final stages of the project (2008-09) will focus on: a) 
enrolling as many students as possible in the existing 
programs in order to have a robust sample of participating 
students; b) collecting information from students who have 
participated in various LE,NON_ ET programs to gain insight 
into their personal and academic experiences at the university; 
c) transitioning aspects of programs deemed to be successful 
into the ongoing functioning of the university as a whole; and 
d) analyzing and reporting on the project results.
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AppEnDix A:  
LE,nOn_ ET project Advisory Members

Janice Simcoe, Chair, First Nations Education and Services,  
 Camosun College

Charles Elliott, Artist and Master Carver, Tsartlip First Nation

Heather Raven, Faculty, Faculty of Law, University of Victoria

Karen Collins, Adult Education Advisor—Cowichan Tribe

Shelly Johnson, Executive Director, Surrounded  
 by Cedar Child and Family Services

Lola James, Educational Coordinator, Songhees Nation

Nella Nelson, First Nations Education Coordinator,  
 School District 61

Maxine Matilpi, Director of Aboriginal Programs,  
 Faculty of Law, University of Victoria 

Victoria Pruden, Director of Women, Métis Nation of BC

Jocelyn Charron, Manager, Pilot Projects,  
 Canada Millennium Scholarship Foundation 

STuDEnT REpRESEnTATivES

Amanda Laliberte

Ami Brosseau 

pREviOuS LE,nOn_ ET ADviSORy MEMBERS 

Larry Underwood, Education Resource Advisor,  
 Victoria Native Friendship Society

Lorna Williams, Director of Aboriginal Teacher Education,  
 University of Victoria

Taiaiake Alfred, Indigenous Peoples Research Chair and Director 
  of Indigenous Governance Program, University of Victoria

Ann Rose Kerkovius, Inuit Master’s Student

Barbara White (on leave), SFN Education Administrator,  
 Snuneymuxw First Nation

 

AppEnDix B:  
policy for Establishing Aboriginal identity

pOLiCy fOR ESTABLiShing ABORiginAL AnCESTRy Of 
STuDEnT pARTiCipAnTS in ThE LE,nOn_ ET pROjECT

The LE,NON_ ET Project is a four year research initiative offering 
various programs of support to Aboriginal students at UVic. 
These programs include: a Bursary Program, Student Mentoring 
Program, Community Internship Program and Research 
Apprenticeship Program. Attached to each of these programs  
is various eligibility requirements, however, involvement in all 
programs is limited to undergraduate students of Aboriginal 
ancestry. For the purpose of the LE,NON_ ET Project and its 
program components the term Aboriginal will include Status 
and Non-Status First Nation, Inuit and Métis students.  
It is therefore necessary that a procedure for confirming the 
ancestry of participants be established. The following procedure 
is adapted from sections of the Faculty Recruitment Handbook 
Revision: Policy on Limited and Preferential Hiring, particularly 
the Procedure in Relation to Confirmation of Identity of 
Candidates and Additional Criteria Related to Identity and the 
Aboriginal Seats in Health Programs Policy at Camosun College. 

pROCEDuRE in RELATiOn TO COnfiRMATiOn  
Of ThE iDEnTiTy Of LE,nOn_ ET STuDEnT pARTiCipAnTS

As a first step, students wishing to participate in any  
LE,NON_ ET program may self-identify as an Aboriginal student 
as part of the intake process which will include a brief interview 
with one of the program coordinators, or seminar instructors 
and the completion of a student intake form. Self identification 
is the primary and preferred means of determining whether an 
individual is of Aboriginal ancestry, however students may be 
asked to elaborate on their claim of Aboriginal ancestry during 
the initial intake interview.

In the event, that a student’s claim of Aboriginal ancestry is in 
doubt, it will be a matter of judgment for a LE,NON_ ET Project 
Co-Principal Investigator to determine if the students claim 
should be considered further by the Aboriginal Ancestry 
Subcommittee of the LE,NON_ ET Advisory Council. This council 
shall consist of one Co-Principal Investigator and two volunteer 
Advisory members and will meet only as required. The format 
for meeting may be by phone, e-mail, or in person, whichever 
will serve to expedite decisions for students. All members  
of the committee must be in agreement as to whether or not 
to accept a student’s claim of Aboriginal ancestry before that 
student may participate in any LE,NON_ ET Program. 
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Aboriginal students may provide information as to their status 
under the Indian Act, their affiliation and/or current connec-
tion with an Indian, Inuit or Métis community or perhaps a 
description of their family history that supports their ancestral 
connection to an Aboriginal group. Any inquiries will be made 
with the greatest respect, and making it clear that the 
Co-Principal Investigators are not challenging the persons’ 
understandings of their own identity, but merely ensuring that 
participation in LE,NON_ ET programs is in accordance with  
the goals, values and research design of the LE,NON_ ET Project. 
The following section 

outlines acceptable supporting evidence of a student’s claim 
of Aboriginal ancestry:

 ❚ a certified copy of a Status or Treaty Card; 

 ❚ a certified copy of a Métis card; 

 ❚ a certified copy of a Nunavut Trust Certification, card, 
roll number of any other proof accepted by Inuit 
communities; 

 ❚ a certified copy of a Nisga’a card; 

 ❚ proof that an ancestor’s name has been entered in the 
Indian Register according to the Indian Act or on the Band 
list of an individual Indian Band or on the Inuit roll; 

 ❚ evidence that an ancestor received a land grant or scrip 
grant under the Manitoba Act or the Dominion of Canada 
Lands Act; 

 ❚ written confirmation of ancestry from the Department  
of Indian and Northern Affairs Canada; 

 ❚ written confirmation of membership in a Band by a Band 
Council or Tribal Council which has enacted it own mem-
bership code; 

 ❚ a declaration by the applicant attesting to First Nations 
ancestry, supplemented by letters supporting the 
declaration from an official of a recognized Aboriginal 
organization; 

When a student has met the criteria for proof of Aboriginal 
ancestry once within any one LE,NON_ ET Program they will  
not be asked to do so again when applying to take part  
in other LE,NON_ ET programs. It will be the responsibility  
of the Co-Principal Investigators, with the support as required 
of LE,NON_ ET staff to ensure students are not required to 
demonstrate their proof of ancestry more than once. 

 

AppEnDix C:  
proportional hazard Survival Regression

A general description of the Cox proportional hazards 
regression method is given by Lawless (1982):

To understand the method of proportional hazards, first 
consider a “baseline” survival curve. This can be thought 
of as the survival curve of a hypothetical “completely 
average” subject—someone for whom each predictor 
variable is equal to the average value of that variable for 
the entire set of subjects in the study. This baseline 
survival curve doesn’t have to have any particular formula 
representation; it can have any shape whatever, as long as 
it starts at 1.0 at time 0 and descends steadily with 
increasing survival time.

The baseline survival curve is then systematically “flexed” 
up or down by each of the predictor variables, while still 
keeping its general shape. The proportional hazards 
method computes a coefficient for each predictor 
variable that indicates the direction and degree of flexing 
that the predictor has on the survival curve. Zero means 
that a variable has no effect on the curve—it is not a 
predictor at all; a positive variable indicates that larger 
values of the variable are associated with greater 
mortality. Knowing these coefficients, a researcher can 
construct a “customized” survival curve for any particular 
combination of predictor values. More importantly,  
the method provides a measure of the sampling error 
associated with each predictor’s coefficient. This lets  
us assess which variables’ coefficients are significantly 
different from zero; that is, which variables are signifi-
cantly related to survival.

The advantage of the proportional hazard model for this 
application derives from the fact that it does not depend  
on any assumptions about the underlying survival distribution. 
Instead, the model assumes that the underlying hazard rate10 
(rather than survival time) is a function of the independent 
variables (covariates). No assumptions are made about the 
nature or shape of the hazard function. This model is often 
considered nonparametric. The Cox regression model may  
be written as:

h{(t), (z1, z2, ..., zm)} = h0(t)*exp(b1*z1 + ... + bm*zm)

where h(t,...) denotes the resultant hazard, given the values 
of the m covariates for the respective case (z1, z2, ..., zm) and 
the respective survival time (t). The term h0(t) is called the 
baseline hazard; it is the hazard for the respective individual 
when all independent variable values are equal to zero.

10 The hazard rate is typically defined as the probability per time unit that a “case” that has “survived” to the beginning of a respective time interval will “fail” 
during that interval.
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In addition, the model can be made linear by dividing both 
sides of the equation by h0(t) and then taking the natural 
logarithm of both sides:

log[h{(t), (z...)}/h0(t)] = b1*z1 + ... + bm*zm

The model makes certain assumptions about the data, 
however, that are especially problematic in this application: 

First, they specify a multiplicative relationship between 
the underlying hazard function and the log-linear 
function of the covariates. This assumption is also called 
the proportionality assumption. In practical terms, it is 
assumed that, given two observations with different 
values for the independent variables, the ratio of the 
hazard functions for those two observations does not 
depend on time. The second assumption, of course, is that 
there is a log-linear relationship between the independ-
ent variables and the underlying hazard function 
(Statistica White Paper, 2003).

Where the effects of covariates are dependent on time—as 
they clearly are in the case of this project—some means of 
testing the proportionality assumption is needed. The model 
can be modified, however, to define covariates as a function  
of time:

Suppose that z is a grouping variable with codes 1 and 0 
to denote whether or not the respective [subject] was 
exposed. One could then fit the proportional hazard 
model:

h(t,z) = h0(t)*exp{b1*z + b2*[z*log(t)-5.4]}

Thus, in this model the conditional hazard at time t is a 
function of (1) the baseline hazard h0, (2) the covariate z, 
and (3) of z times the logarithm of time. Note that the 
constant 5.4 is used here for scaling purposes only: the 
mean of the logarithm of the survival times in this data 
set is equal to 5.4. In other words, the conditional hazard 
at each point in time is a function of the covariate and 
time; thus, the effect of the covariate on survival is 
dependent on time; hence the name time-dependent 
covariate. This model allows one to specifically test the 
proportionality assumption. If parameter b2 is statistically 
significant (e.g., if it is at least twice as large as its 
standard error), then one can conclude that, indeed, the 
effect of the covariate z on survival is dependent on time, 
and, therefore, that the proportionality assumption does 
not hold (ibid.).

Finally, the Cox model can be employed for stratified analyses 
that determine whether or not the relationships between 
independent variables and retention/graduation are identical 
across different groups of students. This feature will be 
especially useful in determining whether some groups of 
students within LE,NON_ ET programs benefit more than others. 
The effect of bursaries, for example, may depend on the 
socio-economic status (SES) prior to arrival at university. Such 
hypotheses could be tested by using SES measures for the 
student’s previous institution (i.e., last high school attended). 
On the assumption that the student resided in the catchment 
area of the high school, the SES quintile or decile of that 
location can be used as a rough proxy for student SES. Data 
from the StatsCan Tax Filer Database for median income  
for families with children in that location could be used to 
produce the needed data points. Similar analyses could be 
carried out on groups of rural versus urban students or based 
on distance measures (i.e., distance between university and 
home community). 

For these stratified analyses, the regression model will first  
be applied within each group. The sum of the log-likelihoods 
from these analyses represents the log-likelihood of the model  
with different regression coefficients (and intercepts where 
appropriate) in different groups. The next step is to fit the 
requested regression model to all data in the usual manner 
(i.e., ignoring group membership) and compute the log- 
likelihood for the overall fit. The difference between the 
log-likelihoods will then be tested for statistical significance 
by chi-square. These significance tests will form the basis for 
cost-benefit analyses to determine whether specific combina-
tions of programs provide greater impact per unit of cost.  
Such analyses will be particularly important to the future 
sustainability of LE,NON_ ET programs and in convincing other 
post-secondary institutions to mount Aboriginal student 
support initiatives based on this pilot project.
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AppEnDix D:  
Course Creation and the provision  
of Academic Credit for LE,nOn_ ET 
participants

The process of creating new courses within any university can 
be long and complicated, even when there is broad support 
within the administration and individual faculties. The absence 
of approved courses for the LE,NON_ ET programs at the outset 
of the project created difficulties for both new and existing 
students. Students applying for admission—especially 
students new to the university—will rely primarily on the 
university calendar when selecting their courses. With no 
LE,NON_ ET courses listed in the calendar, these students could 
only hear about LE,NON_ ET programs and courses through 
other recruitment processes. For existing students (and for 
new students contacted by project staff prior to arriving on 
campus), the process of enrolling in classes that did not yet 
officially exist was not a simple matter. 

While work was underway to create new courses, some way 
was needed to award academic credit to the initial group of 
student participants. The first solution was to create a special 
section of an existing course. After consulting with the 
university registrar and the deans of the Faculties of Social 
Sciences and Humanities, a course within the Indigenous 
Studies Program was selected. This interdisciplinary program is 
offered jointly by the Faculty of Humanities and the Faculty of 
Social Sciences and is intended to “provide both Indigenous 
and non-Indigenous students with a core program incorporat-
ing Indigenous world views and ways of knowing” (University 
of Victoria Calendar, 2007). At the time, the Indigenous Studies 
Program consisted of two main courses: IS 200 and IS 400. On 
the assumption that first- and second-year students might be 
reluctant to enroll in a fourth-year course, IS 200 was chosen 
as a temporary home for the LE,NON_ ET Preparation Seminar.

As it turned out, this proved to be an unworkable arrangement. 
IS 200 is a full-year course (3.0 units) and, as such, cannot be 
used to award 1.5 units of credit. IS 400 is a 1.5 unit course 
but has IS 200 as a prerequisite. Even if students could be 
enrolled in either of these courses by overriding credit 
restrictions and prerequisites, it would create administrative 
problems with the student’s permanent record. For example,  
if a student completed IS 200 as part of the LE,NON_ ET Project, 
they would be blocked from registering electronically in the 
version of IS 200 offered through the Indigenous Studies 
Program.

Further consultation with the Registrar resulted in the 
selection of Arts 290. According to the calendar, this course  
is “granted only by special permission of the Dean of 
Humanities, on recommendation of the department and only 
in situations involving extenuating circumstances, illness, 
accident or family affliction.” While not ideal, it was the only 
option available at this point. The registrar agreed to amend 
the record of any student who completed the seminar to 
reflect the new LE,NON_ ET course numbers once these courses 
were created.

More problems remained, however. Arts 290 is a 1.5-unit 
course that cannot be repeated. For that reason, students 
could receive credit for completing the LE,NON_ ET Preparation 
Seminar but would need another temporary course designation 
if, as intended, they went on to undertake an internship or 
apprenticeship. In the end, the director of academic advising 
agreed to allow Arts 390 to be taken for 3.0 units for the 
students involved in the transition to the three new courses. 
This, however, would create a group of students whose 
transcripts were filled with asterisks, and would create more 
work for project personnel and for staff in the Office of 
Records Services.

Finally, because students can only receive credit for these 
courses following a recommendation from an individual 
department chair and with the approval of a particular dean, 
there was no existing procedure that would allow individual 
students to register in this transitional course. The temporary 
solution was to register students on a pro forma basis. To 
accomplish this, the course instructor had to complete a form 
for each student and have that form signed by the chair  
of a department, then by the dean of a faculty, and finally by 
the registrar. Because LE,NON_ ET participants are drawn from 
faculties across campus, this created an administrative 
headache.

After several months of staff walking forms back and forth 
across the campus and explaining the situation to many 
department chairs and nearly every dean, the registrar agreed 
to allow the chair of the Department of Psychology to sign all 
requests, although the need for a dean’s signature remained. 
The registration process became less onerous with time. For 
instance, forms could eventually be sent through campus mail 
and be counted on to arrive in the Records Office, and chairs 
needed less convincing to allow students in their faculties  
to take “an arts course” that could count as an elective within 
a non-arts program. Yet the time devoted to shepherding  
and tracking individual registrations did not seem to be time 
well spent.
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A final unexpected difficulty arose when the seminar instructors 
attempted to submit final grades for students who had 
enrolled in the first offering of the Preparation Seminar. Grade 
sheets are normally signed by the instructor and the instruct-
or’s department chair prior to submission to Records Services. 
In this case, however, credit for Arts 290 is offered through the 
Faculty of Humanities, but the seminar instructors were 
located in the Faculties of Human and Social Development 
(Roger John) and Social Sciences (Chris Lalonde), so it was not 
clear which department chair should sign the grade sheets. 
Once again, special arrangements had to be worked out with 
all three faculties and with Records Services.

The creation of courses is governed by the university’s “Policy 
on Calendar Submissions” (Policy #2100). Under this policy, 
the creation of a new course or program is considered a “major 
curriculum item” and must be submitted through one of the 
faculty curriculum committees for approval by the faculty and 
the Senate of the university. Because the Indigenous Studies 
Program is jointly administered by the Faculty of Social 
Sciences and the Faculty of Humanities, two separate 
committees became involved. Although there was some 
resistance to the notion of restricting enrolment to Aboriginal 
students participating in the LE,NON_ ET Project, this was 
motivated primarily by a concern about the eventual fate  
of the courses once the research project ended. The calendar 
change policy also requires that “each department and school 
whose courses serve other departments and schools, whether 
in their own or another faculty, shall consult with those 
departments and schools prior to submission of curriculum 
changes to the faculty curriculum committee and shall provide 
the committee with evidence of such consultation.” Once 
again, because LE,NON_ ET students come from so many 
different faculties, this process of consultation was especially 
time-consuming.

AppEnDix E:  
Course Syllabus for the preparation 
Seminar: indigenous Studies 220

prerequisites: 
Permission to register must be obtained from the Instructor. 
This seminar is limited to First Nations, Métis, or Inuit 
undergraduate students. Students must complete a LE,NON_ ET 
Student Intake Form and meet with Instructor. 

Required Texts: 
Arts 290 S01 LE,NON_ ET Course pack

Website: 
www.uvic.ca/lenonet/seminar/

Course Objectives:
In Coast Salish & Straits Salish traditional territories, the old 
people have asked the young of their nations “to make their 
minds strong, and to use the best of both worlds.” The 
objective of this seminar will be to begin putting this teaching 
into practice.

The goal of this course is to prepare students for either a RA 
(working with a UVic faculty advisor) or a CI (working with  
an community advisor from an Aboriginal community, 
organization or program). RA/CI relationships are reciprocal 
relationships intended to further the personal/professional/
educational goals of students while contributing to research 
and/or community projects being carried out by a faculty and/
or community advisor. 

The seminar will provide students with an introduction to: the 
Coast Salish and Straits Salish peoples whose traditional land 
UVic is built upon; the history and contemporary situations  
of Indigenous peoples; research ethics when working with 
Indigenous peoples; western research methodologies; working 
with First Nations communities and urban Indigenous 
organizations. 

LE,nOn_ ET Seminar Listserve:
An email listserve will be created for the class. The purpose  
of the listserve is to make announcements to students for the 
class and of events and information for Indigenous students. 
Students can also submit their questions to the listserve for 
discussion with classmates. The instruction team will be asking 
all students for an email address and students will be added  
to the LE,NON_ ET Preparation Seminar listserve. 
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RESEARCh pARTiCipATiOn

Students should be aware that this seminar—and the RA/CI 
programs—are part of a larger research project being carried 
out at UVic. The LE,NON_ ET Project will evaluate the effective-
ness of the seminar and the Internships/Apprenticeships on 
improving Aboriginal student retention and graduation rates  
at UVic until September 2009. 

Your participation in the seminar does not mean that you are 
required to provide any information for research purposes. The 
assignments you complete as part of the seminar will not be 
used as part of the LE,NON_ ET research without your written 
consent. Because the instructor and the program coordinators 
work for the research project, special steps will be taken to 
protect your rights and confidentiality as a student. The 
relationship between the seminar and the research project, 
and the procedures we have in place to safeguard your 
interests will be presented during the first seminar meeting.

pOLiCiES

priority Seating for 1st to 3rd year students

 ❚ Due to the research design of the LE,NON_ ET Project 
1st, 2nd and 3rd year students have seating priority over 
4th year students. 4th year students will be permitted to 
register in the course only if 1st to 3rd year students will 
not be displaced. 

 ❚ Any 4th year students who will graduate before being able 
to complete an RA or CI are not eligible to participate in 
the LE,NON_ ET Preparation Seminar. 

 ❚ Eligible 4th year students must be able to complete one 
more class other than internships/apprentices after or 
concurrent to the apprenticeship/internship to meet 
the requirements of the research design. The goal of the 
seminar is to prepare students to undertake an apprenti-
ceship and/or internship. 

 ❚ Eligible 4th year students will be prioritized depending 
on time to graduation; ability to complete an apprenti-
ceship/internship prior to graduation and finally by date 
of application to register (date added to the interest list). 

Minimum Grade and Attendance Prerequisites for 
Apprenticeships and Internships 

The minimum grade prerequisite to participate in a RA/CI is  
a B. The instruction team feels a minimum academic standard 
of B in the LE,NON_ ET Preparation Seminar is necessary for  
a student to have a successful RA/CI. Students who pass the 
course with a grade less than B will still receive course credit, 
but will not be eligible to participate in an apprenticeship or 
internship. Also, students must complete, and hand in, all 
assignments before the Instructor will submit their grade.

A minimum of 80% attendance is a prerequisite in addition  
to a grade of B for students to be eligible for an internship  
or apprenticeship. The instruction team feels 80% attendance 
is necessary for students gain maximum benefit of class 
materials, guest speakers and preparation for internships/
apprenticeships. Students who do not maintain an 80% 
attendance, without valid reason, will not be eligible for an 
internship/apprenticeship. Students who feel they may be 
unable to attend 80% of classes for valid reasons (childcare, 
illness) must inform the instructors and make alternate 
arrangements. Attendance will be taken in each class. 

Late policy

A late deduction of 10% per day is in effect for all delayed 
assignments, unless other arrangements have been made with 
the Instructor. 

university of victoria undergraduate grading System

The table below shows the official grading system used  
by instructors in arriving at final assessments of student 
performance.

Letter grade grade pt value % Description

A+
A
A-

9
8
7

95-100
90-94
85-89

Exceptional, outstanding and excellent performance. Normally achieved by a minority of 
students. These grades indicate a student who is self-initiating, exceeds expectation and has 
an insightful grasp of the subject matter.

B+
B
B-

6
5
4

80-84
75-79
70-74

very good, good and solid performance. Normally achieved by the largest number of 
students. These grades indicate a good grasp of the subject matter or excellent grasp in one 
area balanced with satisfactory grasp in the other area.

C+
C

3
2

65-69
60-64

Satisfactory, or minimally satisfactory. These grades indicate a satisfactory performance 
and knowledge of the subject matter.

D 1 50-59 Marginal Performance. A student receiving this grade demonstrated a superficial grasp of the 
subject matter.

F 0 0-49 unsatisfactory performance. Wrote final examination and completed course requirements; 
no supplemental.



LE,NON_ ET: Interim Evaluation Report 99

ASSignMEnTS

There are no formal exams in this course. Instead, your final 
grade will be based on your performance in class (participation/
attendance), and on a series of assignments as described below.

participation (10%)

A seminar requires more active learning than a standard 
lecture class. Students are expected to have completed any 
assigned readings prior to each class and to arrive prepared  
to discuss the topics/materials during the seminar. The 
instruction team will discuss each student’s participation and 
attendance when determining this portion of the marks. Each 
student will receive a mark out of 10. The instruction team will 
keep notes regarding the frequency and quality of contributions 
that individual students make to the class. We are interested in 
the quality of your contributions, not how often or how much 
you speak. Students that exhibit their knowledge verbally, along 
with those who exhibit that they are actively listening and 
engaged in learning in the classroom non-verbally, will be 
considered as making quality contributions to the class. 

Observational Analysis  
(20% - 2 papers, each worth 10%)

Each student will submit two papers by the last class before 
reading break (Fri. Feb. 16) and two papers by the last day of 
class (Tues. Apr. 3). Papers can be written from a first person 
perspective. Students should use observational analysis papers 
to discuss:

 ❚ How class topics, readings or discussions affect their 
planning for an apprenticeship or internship. 

 ❚ Thoughtful questions about the readings/presentations 
(e.g., critiques of background, theory, methodology,  
analysis, or interpretation). 

 ❚ Links between different readings  
(within or beyond the course). 

 ❚ New approaches to the issues addressed in the readings 
or presentations. 

Papers will be a minimum of 750 words in length (keep in 
mind that longer is not always better) to a maximum of 
1000 words. Students are not required, but are encouraged  
to utilize reading sources from outside of the class readings.

journal (24% - 3 submissions, each worth 8%)

Your journals are a personal response to your involvement in 
this seminar (readings, films, workshops, panels, class discus-
sion, guest speakers etc). Journals should include your thought 
processes and progress towards a potential RA and/or CI. The 
instruction team will review your journal three times over the 
course (Jan. 30; Feb. 27; March 30). 

preparation for individual RA/Ci placements 
(6% - Meeting required with Coordinators)

The purpose of this course is to prepare students for an 
apprenticeship or internship experience. To encourage 
individual students to create a placement that best meets 
their needs, a portion of final grade will be based on your 
efforts to create a suitable apprenticeship/internship. Students 
may be asked to prepare résumés and cover letters as part  
of active participation in the creation of their apprenticeship/
internship. This preparation process is mandatory for all 
students in the seminar. Students must meet with either  
or both coordinators by Reading Break – Feb. 16.

final project Outline and Meeting (10%)

Students are expected to explore a topic related to a research 
and/or community area of interest. The paper can be directly 
related to the RA or CI project that they are interested in 
being involved in, OR it may explore a topic related to a 
possible apprenticeship/internship. Papers and presentations 
are to incorporate course materials and outside reading 
sources as outlined below.

Students are required to explore possible topics with at least 
one member of instruction team by Tuesday, February 27th and 
submit an outline to the instructor by Tues. March 13th (10%). 
In your outline, you will need to let the instructor know 
whether or not you would like to 1) Submit a 2500 – 3000 
word paper or 2) Submit a 1200 – 1500 word paper and 
present the topic to the class at the end of the semester 
(10-minute presentation and 10 minutes for questions and 
discussion).

final project (30%)

By the end of the semester, you will either:

1) Submit a 2500 – 3000 word final paper, OR

2)  Submit a 1200 – 1500 word final paper and present 
on the topic 

1) Paper (no presentation)

 ❚ APA format (references, no footnotes)

 ❚ Minimum 2500 words to a maximum of 3000 words

 ❚ List of References required 

 ❚ Incorporate minimum of 5 seminar readings

 ❚ Incorporate minimum of 5 outside sources

 ❚ Topic should relate to class materials and a potential RA/
CI placement

 ❚ Is to be well researched, well written, and well organized
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2) Paper (with presentation)

 ❚ APA format (references, no footnotes)

 ❚ Minimum 1200 words to a maximum of 1500. 

 ❚ List of references required

 ❚ Incorporate minimum of 3 seminar readings

 ❚ Incorporate minimum of 3 outside sources

 ❚ Topic should relate to class materials and a potential RA/
CI placement

 ❚ Is to be well researched, well written, and well organized

Presentation:

 ❚ Students may present a poster, PowerPoint presentation, 
or overheads

 ❚ Length – 20 minutes: 10 minutes presentation  
and 10 minutes for questions and/or discussion 

 ❚ Presentations will be graded on organization, presentation 
materials, innovation and originality of thought

 

Weekly Schedule: (Topics and readings subject to change with notice)

Date Topics and readings

fri jan 5 Registration, Syllabus and introduction of the instruction Team 
Review syllabus: attendance policy; pre-requisite minimum grade for RA/CI; research participation; late policy; priority seating 
and assignments; discuss Circle guidelines and format.
• Student sign-up sheet for the listserve
• RA/CI Student Handbooks

Tue jan 9 introduction to Coast and Straits Salish peoples 
Overview of LE,NONET Community Internships and Research Apprenticeships.
Introduction to Coast & Straits Salish Peoples (Part 1)
Readings:
• Elliott, D. (1983). Saltwater People (p. 12-14; 61-83). Native Education, School District 63, Saanich, BC, Canada.
• SFACT Material on Local First Nations 
guest Speaker: Al Sam

fri jan 12 A brief overview of the Research Apprenticeship and Community internship programs / introduction to Coast & Straits 
Salish peoples  (part 2)
Readings:
• RA/CI Student Handbook
• Songhees Nation web site: www.songheesnation.com
•  Pepper, F. & White, W. (1996). First Nations Traditional Values. Aboriginal Liaison Office, University of Victoria. Victoria, BC 

(optional – website)

Tue jan 16 Respect, Relationships, Relevance & Reality / protocol with local peoples 
Readings:
• John, R. (2004); Colonial Trauma and Indigenist Ethics: Implications for counselling Indigenous peoples.
• Sacred Tree Code of Ethics

fri jan 19 indigenous Stories and Worldview
Readings:
•  Graveline, J. (1998). Resistance retheorized: the native perspective & Revitalizing a traditional worldview.  

In Circle works: transforming Eurocentric consciousness. Halifax: Fernwood Publishing.
•  SFACT Material on Colonialism
guest Speaker: Art Napoleon

Tue jan 23 Cover Letters, Resumes and interview Skills
As part of preparation for internships and apprenticeships, the RA/CI coordinators have invited Career Services to provide  
a workshop.

fri jan 26 introduction to and tour of the uvic Mcpherson Library
RA/CI coordinators have arranged a library tour directed by Tad Suzuki for LE,NONET students.

Tue jan 30 introduction to Métis peoples
Readings:
•  Lawrence, B. (2004). Métis identity, the Indian Act, and the Numbered Treaties. In “Real” Indians and others: Mixed-blood 

urban native peoples and indigenous nationhood. Vancouver: UBC Press. (pp. 82 – 101)
•  www.metisnation.ca – Métis National Council website 
video: “Women in the Shadows”
ASSignMEnT DuE: First journal submission (8%)

fri feb 2 introduction to inuit peoples 
Readings:
•  Chapters from Bennet, J. & Rowley, S., Eds. (2004). “Uqalurait – An Oral History of Nunavut”. McGill-Queen’s University 

Press, Chapter 7 – “Leadership” (pp.95-98) and Chapter 13 “External Relations”(pp.126-142). 
•  www.itk.ca Inuit Tapiriit Kanatami – National Inuit Organization website 
video:  “Caught Between Two Worlds” or “Inuuvunga: I am Inuk, I am Alive”
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Weekly Schedule: (Topics and readings subject to change with notice) continued

Date Topics and readings

Tue feb 6 Strategies & Resources for Resisting Racism
Readings:
• SFACT Material on Racism
guest Speakers:  Bill McGhee, Aboriginal Counsellor

Cindy Player, UVic Office of Human Rights (tentative)

fri feb 9 Community panel 
Aboriginal community members from the local First Nations community and urban Aboriginal organizations are joining us to 
speak with students about the work that their community/organization is involved in, as well as what knowledge and qualities 
they hope students/employees working within their community/organization carry with them. 

Tue feb 13 introduction to first nations peoples
Readings:
•  Dickason, O. (1997). Canadian Aboriginal world in the early nineteenth century & Coercion, stand-offs, an agreement, and  

a Royal Commission. In Canada’s First Nations: A history of founding peoples from earliest times. Toronto: Oxford University 
Press.

•  Silman, J. (1987). Enough is enough: Aboriginal women speak out. Toronto: Women’s Press. (pp. 9 – 16)
video: “Washing the Tears”

fri feb 16 Lateral violence Workshop  
This workshop will help attendees define and understand lateral violence, where it comes from and how it presents itself  
in community, in the workplace and in our personal lives.
Readings:
•  Middelton-Moz, J. (1999). I’m not angry, but I sure will talk about you. In Boiling point: The high cost of unhealthy anger  

to individuals and society. (pp. 115- 134)
guest Speaker: Debra Abood
ASSignMEnT DuE: First Observational Analysis Paper (10%) 
DuE DATE: Last day to meet with RA and/or CI Coordinator to discuss/plan apprenticeship/internship

feb 19th-23rd READing BREAK (nO CLASSES)

Tue feb 27 urban indigenous peoples 
Readings:
• Aboriginal Nations Education Division (2004). “Aboriginal Enhancement Agreement”, School District 61, Victoria BC.
• SFACT Reading

video: Between Two Worlds
ASSignMEnT DuE: Second journal submission (8%)
DuE DATE:  Last day to meet with a member of the instruction team to discuss Final Project Outline and let them know 

whether or not you are doing a presentation.

fri Mar 2 An introduction to Research
Readings:
• Smith, L. (1999). Decolonizing Methodologies (pp. 1-18 ). New York, NY: Zed.
• Atleo, R. (2004). Tsawalk: A Nuu-chah-nulth worldview (pp. 117-131 & 6-10). Vancouver, BC: UBC Press.  
• NAHO Research Toolkit: www.naho.ca/firstnations/ english/pdf/Research_Toolkit.pdf

Tue Mar 6 Research projects, proposals, and Ethical Considerations
An introduction to research ethics and the movement towards incorporating the perspectives of Indigenous peoples  
and communities into ethical guidelines.
The first half of the class will be lecture and discussion. In the second hour students will work in small groups and examine 
hypothetically proposed research projects for ethical considerations.
Readings:
• UVic’s Human Subjects Ethics Guidelines and Application (On-line)
•  CIHR: Guidelines for Health Research Involving Aboriginal Peoples: 

www.research.uvic.ca/ethics/CIHR_Guidelines_Health_Research_Aboriginal_Peoples.pdf
• OCAP: www.naho.ca/firstnations/english/pdf/OCAP5.pdf

fri Mar 9 Small group Mini Research projects: introduction
A brief introduction to the mini project students will do in small groups over the next few weeks. The class will be divided  
into small groups who will be assigned mini research projects that will be completed in sections. Groups will work to create  
a small project proposal, and will prepare to pilot their project over the following week. 
Readings:
•  Hermes, M. (1998). Research methods as a situated response: Towards a First Nations Methodology. International Journal 

of Qualitative Studies in Education, 11(1), 155-168.
•  Peacock, T. (1996). Issues in American Indian Research: The Perspective of a Reservation Indian. Paper presented at the American 

Indian Research Symposium, Orcas Island, Washington, July 1996.
•  Bishop, R. (1998). Examples of Culturally Specific Research Practices: A response to Tillman and Lopez. International Journal 

of Qualitative Studies in Education, Vol. 11 (3), 419-434.
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Weekly Schedule: (Topics and readings subject to change with notice) continued

Date Topics and readings

Tue Mar 13 Researcher panel
Indigenous and non-Indigenous faculty researchers who have offered to be potential Faculty Advisors will join us to discuss 
how they became interested in research, the types of research they do, the research projects that they’re currently working 
on, and what they have to offer a research apprentice along with what skills and knowledge they would like an apprentice 
wishing to work with them to possess.  There will be time allotted for a question and answer period.
Readings:
• TBA
ASSignMEnT DuE: Final Project Outline (10%)

fri Mar 16 video: “The Leech and the Earthworm” followed by discussion

Tue Mar 20 Mini Research project – Data Analysis and interpretation
A brief introduction to data analysis and interpretation will be provided during the first half of the class, and then small 
groups will present their research findings, and a discussion of possible ways of analysing and interpreting the data will follow.

fri Mar 23 Research funding, Dissemination, and Community-Based partnerships
An introduction to applying for research funding, disseminating research findings, and community-based research 
partnerships. 
guest Speaker: TBA

Tue Mar 27 final project presentations

fri Mar 30 final project presentations 
ASSignMEnT DuE: Final journal submission (8%)

Tue Apr 3 final project presentations (2:30-4:30)
ASSignMEnT DuE: Second Observational Paper (10%)

Tue Apr 10 ASSignMEnT DuE: Final Project (30%) (Note: There is no class this day, but please have your paper to the instructor by 4:30 
pm either by email or drop off a paper copy with the LE,NONET Office front desk staff - HSD A260.)
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