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ABSTRACT 

Education and Id ntity Change: The Manitou Case 
\ 

This ihesis examin\s the rela1i6nShiP between education' 

and identity change in t~ context of Amerindian education; 
\ 

within the setting of an a~l-native cornmunity college ih 

Northern Quebec,' Manitou co~ege. More specifically, the 

author looks at the use of labels relevant to social group 
, 

identity in order to ascertain the relationship between a 
\ 

tertiary social,izati~n s.etting \and the process of identity 

formation and validat~on. The resentation of ethnographie 

data leads the author to ~ criti al analysis of the literat~re 

and' a critique of current theory, which is seen to rest on 
, 

cerfain questionable assumptions. 
.,. 

The argument emerges that a 

cognitive approach, taking account f the cognitive categories 

used by the persons involved, is a necessary prerequisite to 

understandi~g the relevance of label to social group identity 

and ultimately to the phenomenon of ~ entity itself. Further 
\ 

directions for research are suggeste~ 
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/ RESUME 

Education et Changement d'Identité: Le Cas dé Manitou 

Cette th~se é~udie les liens entre lléduc~tion et les 
\ 1 

changem~nts' d'identité sociale. Cette étude fut réalisée dans . " 
le. contexte d'un collège communautaire amérindien, lè Collège 

Manitou, situé dans le Nord du Québec. L'auteur analyse, par 

le biais ~ne étude de l'utilisation des étiquettes sociales, 

le rappo~ entre la for~ation et l'affirmation d'une identité 

sociale et le processus d~ socialisation tertiaire. Les 
'-.J 

données ethnographiques rece.uillies nOUs mè'~ent à une analyse 
\ ! 

de la littérature anthropologique sur l' édu€!'{?J:~on et l' identi t~ ~ 

et ~ une cr} tique des présupposés. qui soustend~~t ily:s études /1 
su~lidentité. Nous pensons que seulecunc approch~ cognitive ~ 

, 

qui( tient compte qui catégories de connaissance peEmet de 

combrendre la signification des étiquettes dans la formation et 

les changements d'identité.et, de là, le phénomène d'identité 

lui-même., Nous suggérons à la fin de cette thèse d'autres 

avenues de recherche,d~ns ce domaine. 
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CHAPTER l - INTRODUCTION 

This thesis vlill ~xamine the rel.ationship between education', 

and social group identity, and the role of a separate school 
(' 

system in identity change. The study of identity ls carrled 

out in the context of education because the educational system 

is part of the socialization process whereby the individual 
1 

fir$t develops his sense of self and group identity (see 

Erikson 1950, 1968). This study is examined in the context of 

Manitou Community College, a CEGEP and pre-university educa­

tionai system for càri~dian native people in La 14acaza, Quebec. 

More specifically, the study of this relationship will 
, 

focus on a particular aspect of identity, namely, the use of 

identity labels in an educational milieu. I~ttial fieldwork at 

Manitou College revealed that two significant labels, namely 

flIndian" and "White", \'lere'used by studen~s. \e.,.,<!.mted to 

investigat.e to see if these blO categories \'lere, used, by 
- . 

students to identify different persons in"binary oppôsitio~ 

("us" j"them") or rather different constellations or configura",,:, 

tions of behavioral or attitudinal traits. We wanted to see 

how these labels were used and to see if thes~ categories 

remained as constant mechanisms, that is, if these labels 't'lere 

either static over time or mutually exclusive. By taking 

account of. native perceptions of these labels, vIe asked .. ,hat 

role they played in' identity maintenance and formation and how, 
,-

when, and why they change. Given the cultural hete,rogeneity of 

the students involved, the category "Indian" represents the one 

1:; 
! 
t 
Il' 
il 
'1 

r 
1 
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thing they aIl have in common, and it is thus important ta 
/ " , 

understand ho'<J this "Indian-ness" is perceived. Because the 

/ 

current literature on native education and identity has failed 

'\ ta examine the labels used, as we shall see, theories of iden-

ti ty rest on certain assumptions, SUC'!1 as that of cultural 10ss 

and replacementJ tha t m~y have li ttle to do wi th reali ty. 

\ lield experience at 14anitou College has led us to believe that 

a cognitive approach in examining labels i8 necessary to und er-

stand perceptions of group identity. 

The decision to take a cognitive approach, in fact, arose 

from fieldwork experience, where it was discovered that the bse 
• of a questionnaire was an inadequate methodological tool for 

understanding the range of factors influencing the nature and 

use of identity labels. Rather than use an artificial responseJ 

eliciting mechanism associated ~:lith the ,·]ork of such cognitive 

anthropologists as Frake (1962), my data-field was consider~bly 

broadened by participating in the entira range of activities of 

the informants themselves. l believe.that the quality of my 

data 'l'laS thus greatly improved by understanding the categoriza-

tian systelfl of a social group, \'lhich 'cognitive anthropology 

attempts to do, but in the actual situations producing the 

categories, rather than the artificial envirônment associated 

with early cognitive studies (see for example, Frake 1962; Pike 0 

1966; Black 1969). Frake has stated that a 

" .•. methodology l'lhich insists that any eliciting 
condi tiou:tl, not themsel vas part of the cul tural­
ecological system being i.nvestigated cannot be 
used to define categories purportin9 tobe those 
of the people under study. ", (Frake 1966: 84) 

-------- -,"- -------- q::;tll!ll1W4 ..... 
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The prime advantage te taking a cogni ti ve approach to this 

problem is to avoid the assumptions implicit in the models used 

by most authors. It is important to· see hOVI "IndianG" define 

themselves, and to attempt to understand "!ndian-ness" '\rlÎthin 
1t, ~i 

the conceptual scheme of the pers ons involved. t'le \'li11 i11u5-

trate, ultimately, that: a) the cognitive approach of examin-

ing labels used by the students themselves i5 necessary to 

understanding percept~ons of group identitYi b) that the con-

te nt of such labels as "Indian", U1vhi te'\, and others used by 
\./ 

the Manitou students, is neither mutually exclusive nor static 

over time; and c) that much of the current literature on native 

education and identi ty, by failing to take a I:::ogni tive apprpach 
\ l-

and examine labels employed by persons involved, assumes a , 

situation of cultural 10ss and repl~cement that has little 

social validity. 

The second major point .examined~is the role of terti~y 

socialization in identity formation and maintenance. Kimball 

(197~) has pointed out that the very existence of a separate 

school system implies 2. fel t identi ty separate from that 'of the 

dominant society. He shall examine the roie of tertiary 

socialization on the development of this'felt identi ty 'and see 

to ",hat. extent an Indian college, Naniteu College, had an ,. 

effect on this process. ~ve shal1 see that Hanitou College had 

a significant impact on the range of activities, behaviors, 

',- attitudes, or values se en as legitimately Indian. "Legitimate" 

here means being percei ved by other Indians as "Indian" activity 

or behavior. 

-- ----=-=========== 



~inally, 'by understanding the use of labels and pe~r 

labelling in identity ,formation, and the dynamic content of 

those labels. from the cognitive level, we shall demonstrate the 

" importance ?f self-aseribed and peer labels to identity theory, 
j 

and to illustrate the necessity of taking native perceptions 

into account, as weIl as more overt forms of expression and 

behavior, when attempting to formulate models ~,or research into 

the phel:tQmena of identi ty formation and change. 
~ .... .,,-" 

,,-

-- ,,/ Chapter Two of this thesis. presents a th~matic overview of 
, ,~ 

the eurrent literature on education and identity; with a view " 

to illustrating the assumptions, implieit in the approaches 

taken, that lead to an inadequate treatmen:t of th~ concept of' 
,JI 

identi ty, and, subsequently, i ts relationship to education. 

Chapter Three presents the etnnographie basis of my study, the 

results of fieldwork carried out at Manitou Community College, 

and relates t!le empirical data to the preceding theoretical 
, 

discussion. Çhapter Four sununarizes this relationship ,and 

preserots the conclusions of the study, as well 0 as suggestinq 
, 0 1 

, the dïrection of future resea'rch on education and identi ty. 

ri 
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\ CHAPTER II - IDENTITY AND EDUCATION 

This chapter' will examine the theoretical treatment of the 
, ' 

~rel~nship between education and identi~y, with particu1ar 
,-

reference to North American native education. Identity is 
tw , , 

involved with the educationat pr,ocess in that this is part of a 
, 

larger socialization procesSvwhereby -the individual first, 

develops his sense of self and group identity (see Erikson 1950 
r ~ ~( 

and 1968). Traditional theories of S9ci~liza'ti'on, perhaps 

be~ause of the influence ef deve10pmental and child psychology, 
l ' '" <~ , 

te\td, to emphasize the importance of'" ear1y lecirning and deve1op-
l, ~ 1 i 

" ~, 

ment on, identity fprmatio~ (see M~~er 1970; Whiting 1963; ~ 

Erikson 1963). Socia1ization studies, therefore, have been 

do~e primarily with chi1dr~n and adolescents at the elementary0 r 

or secondary levels of schoo1ing (Abu-Laban 1972; Born 1970; 

Cazden ànd John 1971; King 1967; Sinde11 1974; Spind1er 1957; 

Wax 1973; Wintrob and Sindell 1968;oWolcott 19p7). Hence,' the . ,\~ 

present study will fill an ethnogra~hic gap, by examining an 
n 

aspect of the socia1ization process among an adu1t population 
/ 

(see Ryan 1973). 

Discussion of the re1ationship.between identity, and educa­

tion, in the anthropologica'l literature, is vagué at best. 
" " 

Ryan (1976) ha~ointed ou~ that anthropo{Ogy,laCkS a "str~ng 
and estab1.isped theoretica1 viewpoint If (Ryan 1976: 1) in dealing 

" 
with Indian ~qentity. Tpus, this chapter will present an over­

view of the anthropo1ogica1' treatment of the ~oncept of identity, 

i ! 

l~~i 

and its relationship tO,~e edUcationarrprocess. This approach" 

./ 

" 

J 
" 

Î~ 
1 
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will ul tirnate1y rnake the presentation of the defini tions used' 

in' this thesis more comprehensible. 

A rêview of the early literature on nativ,e education 

demonstrates the conf1ict orientation of eârl~rwrlters, with . .' 
\ . 
their .emphasis on educational discontinuities. Benedict o (l956) 

is geperally cr~dited with initiating the term "discontinuities" 

in her c1assic study of the socialization process of the Papago 

Indians, a study which had a significant influence on subse-
\ 

quent research. This concern wi th discontinui ties is evident 
" ~'/ .. -'" \ 

in the Hawthorn Report (f96.:n ,:,,still the major study of Canadfan 

native socialization patterns~ It illustrated'how formaI 

schooling, for many young,Indians, represents a discontinuity 
.- '~,. 

in the socialization experience, ,t'esulting in a1ienation from 
'",- , . .' , 

• ,1 

self and from the larger',~oéi~~y (·Hawthorn 1967:177). The 
/" ~ -' .,' 

report goes on to say: r' 

"Caught betw;een the Indüm and the non-Indian "\ 
worlds, as weIl as, between generations,' the Î\ 
Indian child' is f.aced with' an over-whelming task~ l' 
to assemble for himself an identity in situations 
bf the utmô'st confusion." (Ibid:120) 

The discontinuities invoived in formaI schooling, as a 

resuit of the child being exposed to contrasting rnodels of 
, . 

identification, are reflected in Spi~~~~r's work- 1-th the ,. ~ 

Menomini (1963); Wolcott's experience with the Kwa~~utl (1967): 
.' ! 

and in the writings of Wintrob and Sindell dealinJ1 ~ith Cree 

, apolescents (1969). A c10sely related therne is ,that of aliena-

.". 

tian resulting from these disèontinuities 'as seen in the work 
1 

of Wintrob ,and Sindell (1969), Born (1970), and McLean and 

: r 

-----,~._- "~~~';:L' _. _. ' __ 
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Jamieson (1972). 

~ence group theories, which emphasiie the~le of the 

grout to which the individua1 refers or identifies, were also 

utilized in an atternpt to understand the process of identity 

formation. Be'rreman, studying the Aleuts of Nikolski, found 

that 

" white men on occasion seem aiso to constitute 
an identification group for Aleuts, since an ' 
identification group is one which, whether the 
individual belongs or not, provides his major 
perspectives and val~s.t (Berreman 1964:233), 

He cites two kinds ~f referenc~Jgroup alienation: valuation 

group alienation., where members of the subordinate group express 

aliepation from a positively-valuèd dominant group which main-
t,' ,<, 1; 0 ' 

tains a soc,iai distance from that subordin?te group; and 

reference 'group alienation, where the iAdividual alienates him-
\, , 

c~ '\" -A.t 
self from his membership group by identifying with the dominant'~:"" 

group. The problem here, of course, is that b?th kin?s of v 

..... 
alienation will occur only when the so-called dominant group is 

positively valued. Given that' the two groups exist, the exist-

ence of behaviors on the part of the subordinate group, .while 
r ' 

l' .p~rceived by the "dominant group as characteristic of their 
1 

group, may be perceived by the subordinate group as their own. 

In other words, the" individual may well look to his own group 

for perspective~ and values, while exhibiting behavior charac-
F 

teristic of the other group involved. 

King (1967) aiso looked at identity f~om the point of view 

of reference groups for identification. He studied a northern 

i " 
t \ _____ ''-__ _ ~, 
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Indian residential school where he, like ,. Wolcott (1967) was an 

elementary level teacher. King '(1967) found that in the school 

situation, the children came to perce1Ï.ve the Whitemjan if1s power-
1 

fuI i~ that he controlled the distribution of rewafds. On the 

question of identity he says: 

,., 
"50 .from the child 1 s earliest perceptions his 
identity is reinforced as Indian opposed to 
Whitemani Indian oppOsed to Canadian or any other 
nationality, and Indian as the source of real 
identity affirmation no matter how tenuous the 
threads that bind the Indian to his heritage '" 
In spite of this, aIl people of Indian heritage 
appear to share a basic p~r~ ption of mankind 
which makes primary differén iation between 
Indians as the' • we' grou 1 d whi temeI'l as the 
'other' gro~p. This pe eption persists even 
when the traditional cult re has aal but 
vanished. .. (Kiriç ,1967: 21) 

1 

King's last statement is illuminatin in acknowledging that 

Indian perceptions of self:identity may ve li ttle to do "Ti th 
, 

th'e traditional culture, ho\.,eve~ defiI1ed. That", one may be 
r "'~ \)"' 

"-~ .. 

Indian-oriented, in terms of,,>one's owr. self-identifying càte-

gories, \.,ithout necessariJ..1'being tradition-oriented, is an 
F;~ i~~ , 

.... ...(,1;-

acknowledgement too seldo~ made in the 1iterature. 

Many stu~ies do suggest this link betweèn ethnic group 
" 

identity and tradi tionalism, for instance, those of Wax (197'3) 

; and Lesser (1973). 

Wax (1973) discusses conservat~Na and progressive factions 

in an Indian community. 
'''----

Of the conservatives he says: 

n The result is a negativism in which the 
energies of the conservative population are 
devoted to preserving a style of life that repre­
sents a sorry amalgam of impoverish~d' white and 
deteriorated Indian cultures, and with which they 
themse1ves are impatient. The more the 
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admini~rators criticize and pressure for 
/ refprm, the more they identify their'true 

~ndianess' with the refusaI toLbudge, even 
/to improve their condition." (Wax 1973: 341) 

He gOes on to say: 
/ 

/ 

/~ "In contr~st, the progressive faction of the 
commun~ty is oriented toward the white society 
and the acquisition of white customs, values, 
and mann~rs; their aim is assimilation." 

(Ibid: 342) 

The implication for education is that 

" .•• This IJption of a threat to Indiari identi ty 
poses tltE~t qùestion of the extent to which 
conservati ve Indians' feel that schools are 
punitively directed against their very being 
rather than designed to help them, as Indians, 

1 to improve their lot. Il (Ibid: 350) 

Lesser (1973), in discussing the future of tribalism in 
l, , 

the United States, points out as weIl that maintenance of 

Indian identity and formaI education may be seen as conflicting 
1 

goals (l~73: 490). The problem tvith both of these wri ters is 
1 

that they speak of Indian identi ty i.vithout examining the pheno-

menon of identity itself. Both studies suggest a connection 

between Indian identity and traditionalism or tribaiism. 

We see consistently the use of an arbitrary native/non-

native dichotomy couched in terms such as '~native-oriented" and 

"non-native oriented" (Spindler 1963:365); "traditional" and 
.A 

D 

1f,N'hite" mode! (Wintrob and Sinde1l 1969:9); 111\ng10" and "Indian" 

(r'iacLean and Jarnieson 1972:91); <lIgreat" and "little" tradition 

(Wax and Wax 1971:15). No exp1anation i8 offered by anyof 

the se \'lriters as to h9"1 they arrived at the categories used. 

The assumption of a continuum of acculturation is evident 

. . 

f' 
i 

1 
1 
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\ 
in this model, as is the assumption, of cUlt\ral loss and 

rePlacem.ent, vlhich necessarily accompanies a\ model where two 

realms are seen as rnutually exclusive. This ~s pnrticularly 

evident in the work of Born (1970)' and Wintro~ and Sindell 

(1968), where the,juxtaposition cif the terms "~raditional" and 
/ 

"Whi te" implici tly suggests an equàtion of "tradi tional" and 

" native".".\McGee (1970) points out that cultural replac'ement is 

not necessary, but continues to assume the traditionaljWhite 

dichot~my. The implicit implication, agaih, is that things 

"traditional" are somehow more "native" and that things "\Vhi_tEf 

are somehow more "modern". The significance of thîs point, Il '\ 

which has influenced much educational practice, t·lill b~ap~r~:;:ii 
~ '\ t'At, 

ciated 'v/hen we examine the Manitou COllege data. '): .,} 
.ë;\ 

A some\.,hat different orientation in the literature 1S ~ 

taken by Nagler (1972) who has used the concept "Indian" as 

" 
designating a category rather than a group, when discussing the 

ïdentification groupings of urban Indians. He says: 

\ "The term 1 ca,tegory 1 has bee~~ used because 
Il 1 group 1 in fers social relationships among 
~ members while categories are specified segments 

of the Indian population, in this, case, who 
appear to have the same life style but are not 
necessarily invol ved wi th one another." 

(Nagler 1972:287) 

The fact remains, however, that this category is labelled 

"Indian", and 

". .. their subsequent treatment i5 influenced 
by this identificat~on. This outside group 
influence is an important factor in their 
subsequent development as a group. Il (Ibid:282) 

Nagler's is an important theoretical departure from the 

-------------~-~ -----
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literature discussed' sa far, in that he recognizes the fact 

that "Indian" may be more of a concept, than a reality 1 and he 

hints at the importance of external factors. unfortunately, he 

fails, as do the other v,ri ter~, to enquire into native use and 

content of the labels he uses. 

This idea that "Indian" ma be more of a cognitive label 

or an analytical construct, rat than an empirical reality 
fi 

such as a, ,group exhibiting certain definable behaviors, is sug-

gested by ZeI1t:ner as weIl. Hé has indicated: 

" . :. i t must be recognized that ta have an 
intellectual or cognitive and instrumental 
understariding of sorne given subject-matter, 
sorne tec~nology, sorne social custOID, or 
whàtnot l nsed not necessarily imply or entail 
assen t or Gornmi tment to the values \1hich are 
imPJicitly or.!explicitly emb::=dded or asso- \. 
ciated' there\'lith." (Zentner 1975: 3) . 

. '''', . 
Rere \'le see tQE;z,problem of lnter: of certain behaviors 

as belonging ta a certain group, "li thaut taJ}ing the perceptions 

of those behaviors by the pers ons exhibiting them into account. 

This orientation is also shared by Leap as \"le11. In dis-

cussing the potential of "Indian English" as an identityC symbol, 

he states that: 

"Concepts of identi ty must be considered in 
terrns of the consequences of a group's identi­
fication. Concepts of identity, as ideological 
constructs, comment as much on external social 
forces as they do on the internaI ones. Il 

(Leap '1974:51) 

Other authors also recognize the importance of externa1 
, 

factors and influences on Indian ,identity. Bushnell cites the 

importance of religious ritual and 'ce!jeIDony in perpetuating 

!. 
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" .. ran enduring core of Indian identi ty", but again fails to 
a 

tell us of ,,,hat that identi ty consists (Bushnell 1968: 1115) . 

Paretles (1974), talking or. Indian identity among the 

è.Eastern Creek, liJèe\'lÏse emphasizes that external factors may 
, 

influence the ernergence of a group identity. He says: 

Il It is suggested here that blunt economic 
moti~ations for asserting Indian identity should 
be given more serious considerauion. Given the 
special governmental status of reservation 
Indians and the romantic thrust of the American 
puolic for things_ Indian, an identity as Indian 
may ultirnate1y be the most important economic' 
asset held r;,y poor~~, smal1er Indian cprnmuni- ~ 
ti es. n (Pareà,e_~ -d:'97 4: 77') 

From the foregoing, it is easy to see that the treatment 

of th~ concept of identity, in anthropology, has been in some-

. ~ [ . 
th1ng oF-a'theoret1cal vacuum. The concept itself is used, but 

the contents of that concept are never discussed. 

An interestiag departure from the majori ty of \'lriters on 
. 

education and iâentity is seen in Fitzgerald' s \lOrk (1972) 1 

, 
\vhere the si tuationa1 approach he advocates recognizes the 

f1exibility of identity labels more than i8 usually indica~ed 
-:J 

in the literature. He recognizes, too, the complexity of the 

process of identi ty formation in a '>Jay that the ,over-simp1is,tic 
a , 

models employed by previous , .. lriters do not. Fitzgerald' s 

treatment of identity is more satisfactory in that he avoids 
'\1. 

the behavioral trap and illustrates how a group maYI exhibit the 

manifest roles of the dominant, or \'lhat he calls "macro"-

culture, "lhil? maintaining latent characteristics of the 
d-;~ . 

"microll':"cul ture and perceiving themselves' and utilizing $,elf-

identifying labels of the "micrq"-culture. And yetI' even 
\"iJ 

1 
" 
,,' 

? 
J 
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Fitzgerald ~oes not go far enough in his analyses, in recog-

nizing the importance of identity as a cognitive construct. o 

Our ethnographie ~ata of labels relevant ta perceived group 

identity, demonstrates that persons may not necessarily compart-

mentalize their lives in the manner Fitzgerald (1972) suggests, 

but rather, exhibit a holistic perception of themselves ,as 

persons rather than persans vJho are "White" when performing 

sorne roles and "native" while peFforming sorne others. 

Ta sum up" then, we see the concept of identity used in 

the literature on native education, but lacking a real theoreti-

cal context. The interpretations and conclusions of thes~ 

writers rest on certain assumptions, inherent in the models 

they utilize, including the fol10\.,ing: 1) that "Indian" and 

"White" exist as stat~c and mutually ex~lusive categories; 

2) that a continuum of acculturation exists with certain 

beh~viors, traits and attitudes relegated .to the "White" and 

"Indian" ends of the spectrum, vlÏth the relegating being based 

on criteria arbitrarily chosen by the researcher, and which may 

in fact bear little relation ta native perceptions of realitYi 

3) that cultural loss or replacement occurs, whereby the acqui­

sition of\ "l'lhite" skill.s, behaviors, and attitudes is seen as 

irnplying the loss of "t.raditiona1" sleills, behaviors, and attl:.: 

tudes; 4) native perceptions and categories have been ignored, 

and we see a model of socialization employed which assumes that 
o 

the individual' acquires competence, as Inkeles (1966) uses the 

term, as it is defined by a single cultural system. l suggest 

that persans may 'undergo a socialization process in which they 

, 
If"!, ! 

l'. '"i 
,Ii 

1 
! 
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1 

acquire competency, as it is def~ned by more than one culture. 
~~ 1 . 

This contention, supported by my ethnographie data, will be 
l , 

discussed in the following"chapter. , , 

The approaches taken hàve been primari+y behavioral 

(Spindler 1961, 1963; McGee 1970; Born 1970; ~ax 1973; Bushnell 

\970), or psychological (King 1967; Wintrob and Sindell 1968; 
1 

Ulfsby 1972). Given these genera~izations with regard'to the 

l~terature on native education, we shàll examine how weIl this 

concept of identity, as,historieally expounded, fits the ethno­

graphie data. Rather than beginning my investigation with a 

set of arbitrary categories, then, we shall"take a cognitive 
, 

approach, following Frake!s statement that: 

"An ethnographer should strive to define 
objects according to the conceptual system 
of the people he i~ studying." (Frake 1972:192) 

Hence, we arrive at a better understanding of the use and 

nature of labels and categories employed by the native people 

themselves. We shall see in the Manitoll'ease, for exam~le, 

that "Indian,1I and "White" are labels with a very fluid and 

dynamic character in tnat the criteria for classification into 

these categories changes with time, place, and situation; and 

that the two are not necessarily mutually exclusive, as persons 
1 

may be called one term or another at different points in time 

and space. Furthermore, the ter~'themselves may not neces­

sarily be the slgnificant categories persons use to classify or 
• 

: identify groups of persons, or even types of behavior. The 
-

details of,this process will be discussed in the next chapter. 

\ 
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Before turning to the ease study, however, it is benefieial 

" to review the anthr9pologieal notion of ethnicity, whieh is a 
, , 

partic~lar, and eertainly more well-defined type of identity. 
/ 

Barth 1 s clà"ssie study of ethniei ty defines an ethni,.é- group 

thus : ... 
t j. • 

,.1 
} "The term ethnie group is generally understood 

in anthropological literature to designate a 
'population whieh: 1) is largely biologically 
self-perpetuating; 2) shares fundamenta1 cultu­
ral values; 3) makes up a field of communication 
and interaction; and 4) has a membership which 
identifies itself, and is identified by others, 
as constituting a category distinguished from 
other categories of the same order." (Barth 1969:10) 

He emphasizes the generation, maintenance, and utility of 
rO 

ethnie boundaries. By his definition, tribal-labels might 

appear to be ethnie identificat~ons more than the label 

"Indian", a1tl?ough there may be times when the category "Indian" 

is perceived by Indians as fitting his stated criteria. One 

cannot make such an assumption, however. 

Fitzgerald (1972), in a study of Maori university graduates 

and identity, advocates a situationa1 approaeh whereby indivi-

dual choiee makes the use of identity labels more flexible than 

is usually indicated in the literature. 

"since any Maori lives in a kind of duplex 
culture, he may have a number of referenee 

r" relationships whieh are relevant for him 
simultaneously, alternative1y, or most often 
situationa1fy'" (Fitzgerald 1972:51) 

He found that the graduates, rather than having to ehoose 

between the "MaOl;i culture IJ into which they \tlere first soeial­

ized as children, and the "~ew, Z~land culture" represented by 

1 
,J l 
1 r 
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their J,iter education, be10nged in fact to bath t~ macro- and ' " 
, . , 

-, 

micro-cultures, as it were, simultaneously. 

"The element of individual choice, then, 
becornes highly significant in such'accultura­
tive settings. Identity, too, must invQlve 
such complicated processes ~f decision-rnaking 
in face of multiple social and cultural situ­
ations." (Ibid: 4 7) 

He goes on to say that the Maori graduates led compartmenta-

1ized lives, playing different raIes for different audiences. in 

dif~erent, unrelated, transactions. Fitzgerald's remarks on 

identity validation are 'illurninati'ng: 
1 

"in short, a Maori who wishes ta validate his 
idèntity can do'so on several counts: as 
belonging to a separa te 'race'; on the basis 
of social class characteristics, e.g. shared 
rural poverty; or, as is most often the case, 
by appealing to rnembership in an historically­
rooted, psychologically satisfying sub-culture. 
Rather than losing their identities as Maoris, 
the gradua tes have pdded a new dimension of 
cornplexity to the existing pattern of cultural 
heterogeneity in New Ze~land society. ForJ 
exarnple, Maori graduates often evince a kind 
of !backward acculturation' and in sorne cases, 
an almost super-tribalism when cut off from a 
kin-based cornmunity, e.g. in urban settings, 
the graduates usually express their 'Maoriness' 
as a <Pf\n-Maori phe:r1omenon. Il (Ibid: 54) 

l find Fitzgerald' 5 treatrnent o~ identity more satisfactory in 

that it illustrates how a group may exhibit the manifest'roles 

of the dominant or macro-culture, while maintaining latent 

Maori characteristics, perceiving themselves a$ Maori, ,and . .",'" 

retaining "Maori" as a self-identifying label. 

This study provided the basis for Fitzgerald's l~ter dis­

tinct~n made between cu~tural and social idèntity. 
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"Identity, then, is of two sorts: a more or 
less fixed identity, involving a fairly exact 
equation of self with group which is the 
source of cultural or ethnie identification; 
and a more relative, identity, less rigid and 
more situational1y specific, implying a close 
resemblance of the individua1 with his role. 
The former might be cal1ed éultur~l identitYi 
the latter social identities." (Fitzgerald 1974:3) 

Ethnic identity, as expressed by Barth, Cohen and Fitzgerald 

may or may not be a component in the perceived identity of the 

native person. Abu-Laban's study of 5elf-conceptions c of Indian 

and non-Indian students showed th~t 

" The saliency of ethnie idéntification as 
a component of the self-conception among the 
Indian children i5 demonstrated by the fact 
that ft tended to be first arnong statements 
characterizing self." (Abu-Laban 1972:107) 

\ 
"'-, 

This~ti~ not always "th~'\ase, of course, but this is the only 

study ~hich attempts to'\it th~ notion of ethnic identity 
, \~) 

within a\ l'~rger framework of self-identity. 
~ - ~' 

T~e lnteractionist approach to problems of identity 

focuses on the total social context of groups operating within 

circumscribed social contexts. Goffman's classic work on the , 
~ 

dramaturgical;,approach to social interaction, where interaction 
.. 1 ' ........ 

~--...." 

is seen from ~he point of view of impression management, is 
, 

helpful in understandi,ng the role of the individual personality 

in interaction. He says, 

". 'We often find that the ind'ividual may 
deeply involve his ego in his identification 
with a particular past, establishment, and 
group, and in his self-conception as sorneone 
who does not disrupt social interaction or 
let down the social units which depend upon 
that interaction. When a disruption oeeurs, 

1 

, 
1 
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then, we may fi'hd that the self-conception 
around which his personality has been built 
may become discredi ted." (Goffman 1959: 243) 

In a 1ater work, Goffman dealt more directly with the' 

question of identity. 

Il In this es say an attempt has been made to 
distinguish between'social and persona~ 
identity. Both types of identity can be 
better understood by bracketing them together' 
and contrasting them to what Erikson and 
others have called 'ego' or 'fe1t' identity, 
namely, the subjective sense of his own 
situation and his own continuity and charac­
ter that an inaividual cornes to obtain as a 
resu1t of his various social experienc-es." 

(Goffman 1963:105) 

"Social and personal identity are part, first 
, of aIl, of other persons' concerns and defi­
nitions regarding the individual whose 

. identity is in question. In the case of 
,personal' identity, these concerns and defini­
tions can arise,even before he is born and 
continue after qe has been buried, existing, 
then, at times w~en the individua1 himself 
can have no feelings at aIl, let alone 
feelings of identity. On the other hand, ego 
identity is first of aIl a subjective, reflex­
ive matter that necessarily must be felt by 
the individual whose identity is at issue." 

(Ibid: 106) 

Goffman i5 mistaken, we believe, in separating personal 

and social fr.om ego or felt identity. If felt identity' 
~ 1 

includes a sense of self that an individual obtains as a result 

of his experi,ences, then Goffrnan fails to realize that of 

course that sense will have been affected and shaped by others' 

definitions of him. If there were no non-Indians around, for 

example, there wou1d hardly he a need for native persons to 

identify themselves as "Indian"! It would àppear that, by 

, , 
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making identity an opjective phenomenon involving certain con-

-----. figurations o~ behaviors or attributes, as Goffman does in 
! 

distinguishing between virtual and actual social identities 

(Ibid:2), we are grossly over-simplifying the concept of iden­

tïty alJ.d failing to tàke into account ~he importance of indivi-;:, 

dual and collective cognitive processes and decisions involved 

in the formation of identity. 
r 

/ 

Identity formation does involve a cognitive sense of self 

deri'ved from interaction-:with others. E~ikson says: 
t"'" " 

Il • •• i,n psychoJP9ical" terms, identi ty formation 
emplo~s a proéess of simultaneous reflection 
and observ~tion, a process taking place on aIl 
levels of ~ental functioning, by which the 
individual judges himself in the 11ght of what 
he perceives to be the way in which others 
judge him in comparison to them,selves' and to,. 

ca typology significant to them; while he 
judges their way bf judging him in the'light 
of how he perceives himself in comparison to 
thèm ~nd to types that have become relevant to 
him. " (Erikson 196~: 23) 

Being a PSY~hOana~sf,-~nd 

~cual-lévei, .Erik~~n see~~ost 
Dwpich he sees as ~ ../ 

, ' 
dealing primarily at the indivi-

concerned with ego identity 

( 
1 Il. •• awareness O'f the fact that there is a 

se'lf-sameness and continuity to the ego' s 
synthesizing methods, the style'of OnelS 
indi viduali ty, and that this style coincides 
with-the sameness and coritinuity of one's 1 

.meaning for.~nificant· Ç>thers in the 
'Immediate communi ty. " (Ibid: 50) . , ----

In another work, he says: 

Il Identi ty formation thus ag6es beyond the p;-ocess 
of identïfying oneself with others in the 
one-way ,fashion descr~bed in. earlier p~.cho- _, 
arialysis. It is a process based on a h(~ened 
cognitive and emotional càpacity to let ones~lf 

" 

. 
'-, 
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be identified as a circurnscribed individual 
in relation to a predictable universe which 
transcends the circumstances of~childhood. 
Identity thus .,is not the sum' of childhood 
identifications but rather a new éombination 
of old and new identification fqigments." 

(Erikson 1964:90) 

He pèints out that true identity, for the individual, will 

depend upon the support WhiCty-th,l :ndi vi?ual deri ves from the' 

collective identity of.,the social groups significant to hirn. 
'" > ~ 

Identity then is not seen as a static or close.d system but a 

"psycho~ocia19 process wl1ich preserve's sorne essential features 
c 

in _ the individual as we1l as in his soc~ety" (Ibid: 96) .' 

l have drawn upon the work of' these scholars o?tside of 

the -field of anthropology, a,s they are the major recurring 

influences on socialization studies.' Thus, drawing l~rgely 

from Fitzgera1Cf (191-2, 1974) in ·anthropology, Goffman (1959, 
, ." .......... '" - "'- ~ 

1963) in socio1ogy, and Erikson (1968, 1964, 1963) in psycho-

1ogy, l came to the fo11owing definitions with regard to iden-

tity, as~useful for my research purposes. ,f ,./// 

l define "identi ty" as the sense of situation and self in 

relation to signl1icant 'others, that an individual possè.,/ses ?'" 
\ 

because of his social interactions. "Identity fo~ation" th\:!:-= 

re~e~to the process whereby one's identitv is forrned. 

hldentity maintenànce and v.lidilltion'~ thus :09iCallY re~ers" è 
the ~roéess whereby"" drte'· s identi ty is maintain~d or reinforced, 

• l"i ... \ 

and va1idated or legitirnized. By "tertiary socialization" l 

refer to" a third setting where the socialization process oecurs' 

in an e,nvironment significantly different from the second that 

preceded i t. 

-
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CHAPTER III - ETHNOGRAPHIe CASE STUDY: 

MANITOU COMMUNITY COLLEGE 
/ 

/ 
Having discussed the thèoretical t 7eatment of identity as 

, 

it relates to the anthropological litérature on native educ~-
// ,/ /'-~ , 

t~or, a case study of Manitou C9~un{ty cOl1ege sha11 be -- -- '\ ,/-~' '-

---- \ <. '/, , 

presente~s the ethnogr~!?!:tic""basi,s af the study .. </,/,v' 

'=~ 

A. The Setting 

The roots ef Manitou Co11ege are generally seen as stem­

ming from the movement towards improving higher educationf6r 
// 

\ ---~ 
native' students in Quebec, by a handfu1 of native-students 

attending universities and co11eges in Montreal in 1969. In 
. ' 

the fal1 of that year, the McGi11 University Debating Vni?n, of 

the Faculty of Law, asked sqme native students to assist at a 

"Teach-in" on the topic of the9White Paper. ThiSractivity led 

.. ~o the organization of th~_~~~l! University Intertribal 

,- - C~i1 of Native Students, a g;oup which discussed native 

education at a meeting at Loyola Co1lege in the spring of 1970. 

An agreement was reached whereby Loyola Co11ege would offer an 

introductory course on the native peoples of Canada, under the 

direction of Professor Gail Valaskakis. This course began on 

September 21, 1970, was taught and attended by both native and 
" 

" 
non-native persons, and enjoyed tremendous success. 

While this course was going on, the Intertriba1 Counci1 

and other interested'students were organizing themselves with 

interested professors from various Montrea1-area universities, 

,-
,/ 
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to discuss the possibilities of a native studies programme. In 

January, 1971, a brief was submitted ta the (then) Indians of 

Quebec Association (hereafter designated as the I.0.A.), by the 

McGill University Intyrtribal Council of Native Students at a . ~) / 

/ ) 

meeting held in Loretteville, Quebeè. It was a proposaI for a 

Native North American Studies/fnstitu~e (hereafter designated 
1 

as the N. N . A. S • l . ,), to he establfshed in Montreal. Their 

summary: 

/ "In coablusion, the proposed N.N.A.S.I. will 
enable native North American students and other 
native people in Eastern Canada and ,he Eastern 
Arctic to study their own languages, ~heir 
history, and, cultures while obtainîng\k~owledge 
and modern technical skills needed to gain 
'control of their economic, social, and political 
destiny ..• The Institute will have a real and 
very positive effeét on native communities bYe 
providing for better conditions under which 
.their youth can achieve university education, by 
providing a vital resource for individuals, 
bands, and native associations and finally by 
providing programmes which will promote Cu\(ltu,rai 
conti nui ty and growth." ; (MCGill Uni versi ty 
Intertribal Council of Native Students 1970:28) 

, The I.Q.A. accepted the proposaI in principle, an~ , 

Mr. James O'Reilly,~their legai representative, was sent to 

Montreal to legally found it. Three provisional Board members 

were appointed in March, 1971. 

In the sununer of 1971, the N.N.A.S.I. incorporated itself 

"and elrcted a Bo~rd of Governors composed of native students 

th en in Montreal-area schools, representatives from each 

college to be involved with the Institute, ,and representatives 

from the I.Q.A. Att~mpts to fund,the Institute were made 

through private foundations,.the Department of Indian Affairs 

1 
,; i 
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and Northern Development (hereafter designated as D.l.A.N.D.), 

and the Department of Seeretary of State. The lnstitute beeame 

a legal entity on July 30, 1971, and opened in the attic of 

Morriee Hali on the McGill Ca~pus. Native courses were planned 

for the fall at Dawson College and MeGill offered a two-year 

teaching certifieate for native people. 
, '..1~ 

The lnstitute \'las looking for a permanent residence and 

investigated the abandoned Bomarc Missile Base at La Macaza, 

Quebee, one hundred and thirty miles north of Montreal. They 

presented a fe.asibility study ·to the governjUenti it was accepted, 

and in November, 1972, the sixt Y million dollars worth of faci-

lities was turned over for the lnsti tute' suse. The si te \'las 

equipped \'li th one .hundred and fourteen furnished and equipped 

houses for use as student residences. By offering houses, day 

care and elementary school services and other family services, 

students with families w~re encouraged to study at Manitou. As 

weIl, the old barracks served as residence to one hundred-odd 

students. Academie faeilities included classrooms, library, 

audio-visual equipment including a printing press and dark-room 
, 

facilities, ar,t rooms, and a bookstore. The recreational 

cente~ included a gymnasium, indoor pool, one-hundred-seat 
1 

movie theatre, sauna, and bowling alley. Ther"e ,vere also 

tennis courts, a baseball diamond, a football field, and a rink. 

The woods behind the campus provided trails for jogging a'nd 

c.ross-country skiing. There was a eafete:ria, snaek bar, chapel, 

pool room, and the student-run lvampum Lounge. The school .... 

operated its own post-office and fire and security forces. 

._----~.- . --------------
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The site was turned over to the I.Q.A. in January, 1973, 

and they, by Band Council Resolutions, turned over their share 

of cultural education funds so that r·lanitpu Co11ege might be 

established. The annual budget allocated by the D.I.A.N.D. was 

1.3 million dollars. It became evident to the first director 

of the college, Mr. Bill Craig, that more money was needed to 
~ 

run the college but by June, 1973, cut-backs vIere ordered by 

the I.Q.A. In November, 1973, the Director-General _~as replaced 

by Mr. George Miller, a Mohawk Indian from the six Nations 
~ 

Reserve in Brantford, Ontario. 
, 

At an Otta\V'a meeting of January 5, 1975, of representa-

tives from D.I.A.N.D., l.Q.A., and Manitou College, it ,'Jas 

realized that the debt of almost six hundred thousand dollars 

accurnulated by November, 1973, had been reduced to bTO hundred 

and twenty-five thousa~d by March 31, 1974 (and further reduced 

a year later to one hundred and twenty thousand dollars). One 

may infer from this that the second director of the college 

spent much of his tirne and energy in tackling the financial 

problems of the institution. 

On July l, 1973, the first course was given at Manitou 

College. It ,-Jas a six-week summer course for native teacher~, 
{ 

administered and accredited by the University of Quebec at 

Chicoutimi. It had the specifie objective of training 

Amerindian teachers 

" ••. "'/ho will make education more human and 
more efficient by: offering education in terms 
of their own culture and in th~ir own language, 
and making the school the guardian of ethnie 
survival. IV (Manitou Conununity Co11ege 1973: 2) 

Il 
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The student who completed ten courses of this programme, 

\'lhich ,,'lOuld take four summers plus winter fieldwork, T"la~ granted 

an elementary Amerindian teacherBs certificate by the university 

and the Qu~bec Department of Education, thus qualifying him to 

teach in schools located on reservations and in provincial 

schools located outside of reservations that had significant 

native enrollment. The~programme outlined specifie pedagogical, 

socio-economic, and cultural objectives. Courses included: 
~ 

Teaching in the Amerindian Language (including Cree, Mohawk, 

Micmac, Montagnais, Algonquin, Attikamek and Inuit); the 

Amerindian and his Natural Environmenti Expression and Communi-

cation; Pedagogical Innovations and the Amerindiani Preparation 

and Organization of Teaching Materials; Amerindian'Teaching and 

Other Educational Systems; ',Amerindian Learning Process; 

Amerindian Linguistics,' and Practicell Teaching. In 19{;3, the 

programme \.,a5 expanded to offer specialized training to non-

native teachers of native students. As with native teachers, 

these courses can be integrated into a specialized Bachelor's 

Degree in Education. 

In September 1973, the Anglophone CEGEP programme began 

and was accredited through Dawson College in Montreal. It was 

a Social Sciences programme offering English, Hurnanities, and 

Physical Education as ~core" or required courses, and 'the fol-

lowing options: Administration, Anthropology, Sociology, 

Economies, French, History, Mathematics, Native Languages, 

Philosophy, and Psychology. This expanded the following year 

to include Communication, Drama, and Fine Arts; complementary 
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courses were available in Biology, Music, Photography, Po~tery, 

and Religion. Thus, a "Fine Arts" or "Native Arts and Communi-

cation" CEGEP was offered as weIl. 

What made these subjects different from those offered in 

"White" CEGEPs is not only the fact that they were taught 

largely by native people, in a personal and informaI environ-

ment, but also that course content was geared toward native 

cultures and the environment of the reservation. For example, 

besides basic language skill courses in English and French, 

students were offered courses in several native languages as 

weIl. The "Introduction to POètry" course was a comparison of 

modern young' Arnerindian wri ters vli th models from the vlestern 

Iiterary tradition. "Legal Problems and Issues" was a 

Humani ties course examining the ~egal rights and problems 

natives encounter in interaction 'i.-11th the dominant societYi it 

was a "practical" course in the sense that it provided students 

wi th knm'lledge \'lhich they \'lould be able to use in their home 

reserves. Nany of the Economies and Business Administration 

courses \'lere based on reserve economics and band administration. 

"History of Canada" traced the patterns of European invasion 

and settlement and it~ impact on native society. Thus, the 

relevance of the curriculum, the fle}dbility of the admission 

requirements, the basic upgrading courses offered, the relaxed 

and person~l atmosphere of a small educational .system, and the 

predominance of native teachers and adminIstra tors contributed 

ta making Manitou a unique learning environment. 

In January 1976, a francophone CEGEP programme, with 
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courses similar to the anglophone one, was offered and accred-

ited through Ahuntsic College. 

In the fall of 1974, Manitou College negotiated with La, 

Direction Générale de l'Enseignement Collégial (D.I.G.E.C.), 

that part of the Quebec Department of Education governing 

CEGEPs, ta reaffirm accreditation and ask for provincial fund-

ing. Money was given on a per capita basis and Manitou 

received the'ma~date to deve10p aIl pr~~incial CEGEP courses 

nativ~ culture. \ \ 

In May 1975i Manitou Col1ege graduated its first class 

from the CEGEP prbgramme. It included eight Micmacs from the 

Mari times, four Ivlohavlks from Caughnawaga, and one Algonkian 

on 

from Quebeq. In August of that year, seventeen native teachers 
\,. 

from Quebec received their Amerindian diplomas. The by-laws of 

the college were submitted to the general assembly of the 

Indians of Quebec Association and t;ribal representatives were 

appointed to the Interim Board of Directors. On November 12, 

1975, a thirteen-member Board of Oirectors was elected for a 

three-year period. 

'" In October of 1975 the "Report of the Revievl Committee for 

Manitou Community C01lege" ~las published. This committee \...ras 

formed to investigate the status and needs of the college and 

consisted of two representatives from D.I.A.N.D., one represen-

tative from I.Q.A., and one member from Manitou College, with 

Mr. J.E. Bernard, of Canadian Executive Services, acting as 

co-ordinator. The report consisted of the history of the 

college, its philosophy and aims, current activities, community 

---:------::-----'~.-~ --

/ 

/' 
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t ~ services, and future activities. It was basically in favor of 

( the college and concluded': 
'-.. 

~~, 
"The Commi ttee has reviewed $e "budget and 
with the exception of sorne areas in which minor 
savings may be possible, considers that ~ gross 
budget of approximately 1.9 million dollars is 
required to support the current academic and 
associated programmes and to maintain the 
facilities." (Bernard et al. 1975:85) 

From this, one ca~ appreciate the scope and difficulties of 

operating such a college. 

The 1975-76 ~ademic-yéar saw new problems at Manitou 
, ~----

College i~rving disciplinary and academic matters. A few 
~ --------------

unfortunate incidents resulted in detrimental and unfair publi-

ci ty in the Quebec and Mari time press. The rumblings of dis-' 

content were heard on Quebec reserves, as some band councils 

began to question the usefulness of allocating their cultural 

education funds ta the college., Students from out-of-province 

were heing discouraged from attending Manitou and were having 

probl~ms obtaining funds from the D.l.A.N.D. General confusion 

surrounded the apparent discrepancies in funding criteria set 

by the D.I.A.N.D. 

In the ear1y part of 1976, the federal governmept 

.(~ ,,,.." ~ announced i ts refusal to guarantee further funding after 

May 31st of that year. Students and teachers protested and 

rallied support from chiefs of various reserves and supporters 
,. 

in Montreal. Angry letters were sent to Mr. 'Judd Buchanan, 

then Minister of Indian Affairs; a compilation of these student 

letters was later published as a pamphlet, "Hear Our Words", by 

" the Manitou students. In April, the governmen~extended the 
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guaranteed funding periDd for another school year terminating 

in May 1977. This instability, with regard to the school's 

fu~ure, caused sorne anxiety among the Manitou students and many, 

discouraged that they would be unable to finish their programmes, 

dropped out. 

By 'May 1976, fort y students had graduated from the CEGEP 

programmes and twenty-five students had received their 

Amerindian Teaching Dip1omas, making a total of sixty-five 

graduates. Another group of,teachers graduated in August 1976; 

a group of CEGEP students graduated in December 1976; and a 

group of students in the Amerindianization programme graduated 

in the spring of 1977, but statistics were not made available 

for these graduations. In Ju1y 1976, Mr. Jacques Kurtness, a 

Montagnais Indian from the Pointë Bleue reservation in northern 

Quebec, became the, new director of the college. 

Enro11ment for the academic year 1976-77-at Manitou was 

appro~imately one hundred and fifty students, an increase from 

preceding years of about thirty students. These were fu11-time 

students and included Micmacs, Maliseets, Mohawks, Algonkians, 

Hurons, Crees, Montagnais, and'Ojibwas. 

Soon after the new director took over in Ju1y 1976; it 

became evident that there was a general breakdown in communica­

tions ana moral; at the college. Relations between the admini­

stration ~~d the students deteriorated during the fall term of 
, 

1976. Again; the college was plagued with economic problems. 

In December 1976, at a Montreal meeting of the Confederation of 

Indians of Quebec (the former Indians of Quebec Association), 

) 

'. 
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\ 
and the Board of Directors of Manitou College, the decision was 

made, despite much protest by students and ,teachers, to close 
'1 

the college. Discouraged, .many students returned home to stay; 

many came te. Montreal to continue their education. 

B. Methodology 

Having set the stage 'for this case s~ by providing the 

historical background and physical and social setting of 

Manitou Cornrnunity College, l shall go on to explain the metho-

dology used in this study. 

Data for this study was gathered through formaI interviews 

with Manitou College students, informaI lnterviews with 

students, teachers, administrators, and other persons directly 

or indirectly involved with the college, durin4 the st~-month 
1 period that l was involved 1.1ith Nanitou, from June untjll 

December, 1976. Participant-observation continued af er the 

college closed, as \\1el1, since l was able to follm'l u on sorne 

students l activities in Montreal during the winter of 1977. 

Information was obtained in the initial stages of research 

through the use of a formaI questionnaire, covering a broad 

range of issues and intended as a tool in as~essing the impact 

that attendance at Manitou College had on its graduates and 

their sense of identity. l formulated-a pilot questionnaire, 

administered it to a few students, and revised it upon their 

suggestions and comments (see Appendix). Much of the content 

" of the questionnaire was defined by the administra~ion at 

Manitou College, who had asked me to obtain specifie 

,. 

! . 
i 
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information on such things as the political, educational, and' 

social f'rnpacts of Mani tau College on i ts graduates. The 

results of this questionnaire were published a~d presented to 

the college in January, 1977. 
, , 

.... "\ 

the questionnaire( in terms of data acquired for this study, 

In retrospect, the utility of 

was mainly as a ~~j.rnulant 'te:; trigger off discussions ~bout 
native identity and student experiences at Manitou that affected 

that sense of identity; it al10wed for the establishment of a 

rapport between the researcher and her informants that led to 
t) 

deeper discu&,sions and insights. Theoretically, it assumes 

greater significance: the report resulting from the question­
/' 

naire data touched upon the re1ationship between education and 
~ 

identity of the Manitou College students (refer to pages 18-20 

of Appendix), and 1ed to the evolution of a cognitive approach 

to the subject, and a more 'intense participant-observation-

oriented fie1dwork base. As a methodological contribution, 

this thesis illustrates the need to gather cognitive data in 

the context of the "rea1" social situations of the informants 

invo1ved. InformaI interviews, fo1lmdng up on ideas suggested 
, 

by respon~es to the earlier formaI interviews,'were frequent 

and 1engthy, allowing for an accumulation of data of consider-

able quantity and quality. But per,Jlaps the rnost
o 
effective 

rnechanism of obtaining information, and the essence of meaning-

fuI field~ork, is participant-observation. By participating in 
, " 

aIl aspects of co11ege life during my frequent and prÇ>longed 

visits to the co11ege from June' unti1 December, 1976, l was 

able to observe a range of behaviors in different -situations 
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and contexts and to check and re-check information ga thered by 

more formaI techniques. By monitoring classes, speaking wi th 

instructors, and other persons \'lho had been involved 'I:lith, the 

"'. college, l \'las able to glean insigh ts into sorne of the externai 

factors affecting the stude~ts' perceptions, and to understand 

their Il fit ff wi thin the soci(!)-poli tical mi lieu of Mani tou 

College. 
/ 

1 made use of one !esearc~ assistant/in the collection of 

this data. Ms. M~deleine Tay10r tr~v~ll~d to Bersimis and 

Manuan in northern 'Queb~ -to interview t;h~~ncoPhone graduates 
" OLS;r.o. "-

, t2- , l); ! 

of the eollege, because my o\'Jn limi ted command of the French 
. . 

language \'lould haV'è made that task a difficult one. I have 

avoided t,he French-Englisb issue '>in this thesis for a number of 

reasons: _ first, though I am sensitive to the fact that there 
-"-

was sorne feeling, on the part of the francophone students, that 

a social split along linguistic lines "Tas evident at the 

college, this "laS never defined as a significant issue. 

Secondly, sinee the great majorityc (and certainly the vocal 

majority) of Manitou students were anglophone, the data base is 

inadequate to draw meaningful conclusions. Finally, my inabil-

i ty to interact meaningfully wi th the fran~ophone p,opulation a~ 

Mani tou oecause of linguistic pr'ob1ems, led to a decision that 

such an analysis ~1'as simply beyond the scope of this thesis. 

The formaI sample represented in this study consists of 

thirty-six of the sixty-five students \1ho had graduated from 
\ 

programmes ':at Manitou Co1lege by August 1976. ' Thirty-one of 

these are CEGEP progranune gradua tes i the others are teacher 

, ' 
r; 
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Tribally, the sample includes eighteen 

' ....... --

~icmac, eight Mohaw~, six Montagnais, two Huron, one Maliseet, 

and one Métis student. English was the first non-native lan-

guage of thirty of these students. 

Visits had been made to Manitou College throughout July 

and August, 1976, and l lived at the college "for appr0xtrately 
& 

ten days at the end of the surnrner. From there l spent three 

weeks travelling to reservations and urban centres in New 
1 • 

Bru~swickl and Nova Scotia, 'to interview those students who had 
~ 

9 duated fram Manitou College and were then living in their 

rnmunities. In New Brunswick l spent time i~Fredericton 

and the M iseet reservation at Kingsclear; in Nova Scotia, l 

visited Hali x, Truro, and the Micmac reservations of 

~'r Shubenacadie, Afton, and Millbrook on the mainland, and 
''\, 

Whycocamaugh, Membertou, and Eskasoni in Cape Breton. 
) 

l met 
• 1 0 

informally, during this' travelling period, with friends ~n the 
, 1.;> \ 

Union of New Brunswick ',' and 'Union of Nova Scotia Indians, to 

inform thero of my research. l ,wrote an article for the Native 

Communications Society of Nova s~o,~a, which was, later pub­

lished in their newspaper, "The Micm'à:~ News".~ 
1 ~ 

From September, 1976, until Decembèx, 1976, extended week-
. '\, 

ends were spe~t travelling to Caughnawaga ~nd Loretteville, in 

Quebec, and St. Regis and Ottawa in Ontario, a'~ weIl as spend-

ing tirne at Manitou College itself. 
.~ 

1 
1 

, 1 • 

1 
1 0 
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c. Cognitive Categories of Manitou Students 

( , l shall begin this section by presenting data illustrating 
b. 

the:tuse of certain labels or categories by the Manitou students, 

" with regard to th~ question of identi ty. Of course, i t is ve'ry 
1 

diffic~~t fo~~sons to articulate aspects of their self-
/" 

identi ty,- and this is seen in the variety of ways in which 

per!?pns. -spoke of their Indian identi ty. o~y "one, student 1 
\. ~Î < 

interviewed used physical characteristics to describe his 

Il Indian-ness" : 

"What makes me an Indian is ..• the color of rny 
skin, living on a reservation aIl '~y life. It's 
in my blood. n 

I~ 

Al'}other student mentioned values consistently, but did not 

explain what th~'se ~. fferent 'values were. A sPiritlal superi-

orit;y was the criti al facto~~ seen by another student: '., 
'\ ' 

"Spiri tually,\ Indians a~e near to GOe} ••• The 
values of t~ native people are more sophisti­
c'atred and;sùperior, down-to-earth. ". 

Dèspite these difficulties in articulation, it has been 

noted that four traits or characteristics recurred when 
~ 

students spoke of their native identi ty. These traits are: 

lang~~ge, concept of time, degree of urbanization, and sense of . 

freedom. \ 
~- ~ 

J . The importance of language to group identity has beert 

w~ll-documentêd 'in the literature (e.g. see Hymes 1971) and 
o " , 

was often mentioned as a self-identifying characteristic among 
\ 

rnany Manitou students. It is noteworthy that its importance 

,,?as undermined by many Mohawk' students, sorne of whom later 
\ 

'. 

'. 
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confessed that they felt badly that they could not speak their 

native language. To the extent,that language defines an in-
. ' 

and out-group in a social situation, the Mohawk students had' 

one less aspect of group identity to manipulate. Many students 

told me stories of their parents, or themselves, being sent to 

residential schools where they were forbidden to speak their 

own languages •. Onèc student reminisced: 

"1 cou1dn l t even' speak my ~w,n language. It 
was conside:x;ed that .God speaks English." 

With regard to the lan~uage question, l have observed repeatedly , 

that n~tive students cbnstantly referred to "speaking Indian" 
/ 

(as opposed to speaking Montagnais or Cree or Micmac). Perhaps 

this reflects the fact that n~tive persons, unlike other 1in-
1 

gulstic·minorities, rare1y meet a non-native speake~of their 

own language, and are used to de~ling with non-natives who do 

not distingui"sh individual "Indian" languages. Thus, the 

Manitou Co1lege experience of being encouraged to speak and 

develop know1edge of onels o/)tive tongue, was a novel and 

appreciated.experience. 

A second element consti tuting "Indian-ness" invo1ves time. 

Many students expressed the feeling that native pe?ple' in 

genera1 are less dependent on a rigid time s~hedule, and there-

fore more re1axed. and less "uptigh1:::" than non-native people. 

Hence one 'st:udent' s conunent: 

• Il l pi ty Whi tes on the streets of MOntreal 
'cause they donlt know what they're doing or 
where they' re going. They don' t take the t:ime 
to know what's going on. 1 feel Indians are 
superior in that sense. ft 
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And another: 

<.> 

"1 pit Y White society in how they're so caught " 
up in their ways, always in a rush. f1ani teu 
tries to slow people dewn, rather than racing 
them through life." 

It is difficult to discern the degree ta which this 

element of self-identity h~ been influenced b~'the popular old 

non-native 'stereotype of Indians a~eing somehow on a dif­

ferent time schedule, but the posi 0e aspects of being a 

"more relaxed" people remain as important self-perceptions 
\ ' 

among the l-1ani teu students. 

The degree of urbanization as a component of Indian iden-

ti ty is an interesting issue. There was sorne feeling, espe-

cially among the Cree students ,,,ith \'lhom l spoke, that the Cree 

were "more Indian" because of their continued bush acti vi ty. 

One Cree student told me that: 

Il Indians should knO\·] about traplines " 

urbanization would appear not to be a factor among the 

Caughna\'laga Moh~\"lks, rnany of whom say that the relatively 

ruralized r·1icmacs are more "accul turated" than themselves. For 

" the opposite vieYl, \'Je have the example of two Micmac girls "Tho 

married Moha\\'k men and, whèn they moved to Caughna\ITaga, ",rere 

sh~cked by the village-like urba~ environment -- surely this 
\ 

c" j,": 
wa~ not an Indian reservation! Here is a ca-stt'\'lhere the 

\, . 

ass~ed oquation of Indian life with (relative) rural-ness was 

rep\aced ta include urbanized Indians. " 

\

Another, somewhat vaguely-defined, aspect of Indian iden­

titY~\lJas summed up by one student \'lho said: 

) 

J 

;, 
) 
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"There' s a sense of freedom associated wi th 
Indian identity." 1 

This sense of freedom is closely associated wi th a concept of 

"native ingenuity", a phrase l ofte,n heard used in a joking 

manner to refer, quite ·literally, to what native persons ~ave 

to rely on in times of crisis'. This concept involves the rela:-

tionship between natives and their ecological/technological 

world. The feeling is that young native persons are less 

dependent on money and technology than are","-~ir non-native 

counterparts, and therefore more adaptable and'~more free. One 

student said: 

" "I understand the values of White \~ociety 
using them is another matter. LiRe stepping 
on a person to get to the top. The Whitemàn's 
timetable is something l'Il never understand; 
he has a nervous breakdown if his schedule 
gets upset! There's a sense of freedom~ 
associated with Indian identity. l have no 
material things so l never feel the urge of 
missing the', boat or something. Il 

This sense of freedom from the (White) world of time schedules, 

money, and technology, may be interpreted as a romanticized, 
1 

~pdated ve_rsion of the "Mother Earth" concept, w!1ich likewise 

indicated a special relationship _to the environment, but the 

important point here is that it ts a perceived elernent of 
) 

nativEt identity. It is interest,ing to note that this sense of 

freedorn was mentioned more frequently by the Mohawk than by 

other students. In light of the fact that the ~1ohawk students 

interviewed Qid not speak their tribal language, and live in 
\ 

relatively urbanized areas fAr removed from traditional native 

activities such as trapping, one may speculate that such a 
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characteristic would assume greater importance for persons 

lacking the other mentioned characteris,tics. 

Although such notion? may be significant enough to give' 

these students a shared 'sense of Indian identity when in the 

company of non-native outsiders (such as the researcher, 

~ initially), there exists a perceived "hierarchyof Indian-ness" 
\ 

, 
among the 'students themselves. Generalizat{ons on thispoint 

can only be made at the level of th~ individual and the tribe, 

since these characteristics are given more or less importance 

by individuals and tribal groups according, to si€uation and 

other factors, \"hich 1 shall discuss at a later point. One 

Mohawk-student explained: 

. "There was competition here over who was more 
Indian -- the people were on an Indian trip." 

Certainly.one factor in the students' tribal ranking system is 

the presence or absence of active bush life. 1 mentioned 

f 

earlier the existence of the feeling'among the Crees that they ,ô 

were "more Indian" ,because of their continued bush activity. 

On the indi vidual level, hm'lever, I have no evidence to suggest 

that the rHcmac students, to take another tribal example, felt 

any less Indian because of lack of bush activity! It is inter­

esting to note in this context that the Micmac have often been 

dubbed "acculturated" by non-Micmac students, \'lith various 

other tribes arranged in between these two extremes, according 

to the· speakers' perceptions.' Reasons gi ven for this ranged 

from the fact that they held non-traditional jobs (i. e. worked 

in "White U offices for '·White" bosses); had less tribal rituals 
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, ~nd ceremonies; and, in their social behavior, generally exhi-

bited less concern for "things Indian". The Micmacs m-In 

conunents on the college itself reveal this relative lack of 

"con'cern for things Indian", as \'Je shall see. Bush activity is, 

of course, associated with the previously-mentioned trait of 

degree of urbanization, but the "hierarchy of Indian-ness" does 
/ ~ .. ~l~,\ ! 

not opera te that simply. Unlike the continuum of acculturb~n 
t 

noted in the anthropological literature, tribal differences in 

the composition ot Indian traits, and differences in the impor-

tanc~ attached to these traits in different times and places, 

demonstrate the absurdity and irrelevance of such models for 

understanding concrete social realities. 

For example, l have already noted four recurring elements 

of Indian identity. They occur among a tribally-mixed sampIe, 

and the elements vary in importance along tribal and individual 
-

lines. l have hoted the factor of bush activity as one dis-
1 

cernible element in the hierarchy. Yet these elements cannat 

be seen in is6lation, for they are deeply affected by external 

factors, three of i:!hich l ,·Jill examine in sorne detaile nameIy: 

the role of the provincial native political organization in 

Quebec; the role of loyalty; and the role of non-native percep-

tions and labels. 

'l'he native people of Quebec f sorne tribes of ,,,hom differ 

greatly in their economic base and social aspirations, were 

united at the provincial level by the Indians of Quebec 

Association, the body in power at the tirne of this study. 

Aforementioned tribal differences led certain groups, sucn as 

l' 
i' 
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\ . 
the Cree on the 'vef;jtern co~st of James Bay, \.0 break off and . ï \ 

establish their own POlitic~,Orga~, the Gran~ Council of the 

Cree Indians of Quebec Assoc~ation was thus fdrmed in 1974. In 
\ 

the days when the Indians of Quebec Association" controlled 
\ 

funding to aIl provincial tribal groups, i t ,.,as not unconunon, 

according to my Cree informants;, for 'éhose Cree students at 
\ 

Manitou ta hear complaints in their home communities of Mohawk 

take-over of funds. (The leader of the Indians of Quebec 

Association ~Jas a Mohawk, and its headquarters was on a r10hawk 

reserve.) As long as the James Bay Cree talJeed of subsidized 

trapping, and the Caughna,..,aga Moha\vks of sidewalks and street-

lamps, it is easy to understand the lack of a feeling of shared 

"Indian-ness"~ The Micmac students from Restig0uche, Quebec, 

often mentioned that they as weIl fel t alienated from the, 

provincial organization, sinee their linguistic, historical, 

social, and kin ties lie l·Ji th the Hicmacs of Ne,,,, Brunsi·!ick and 

Nova Scotia. Because student funding was dependen~1 at least 

in part, on the provincial organization, it is understandable 

hm" the existence and composition of the LQ.A., as it then 

existed, affected indi viduals 1 and groups 1 perceptions of each 

other. One of the administrative problems at the college. 
, 

related to this" is the confusion surrounding the cost-sharing 

agr~ements between provincial unions sponsoring out-of-Quebec 

students, 'and the 1.Q.A., \'lh06e cultural education funds \'H,~re 

supporting the college. A particularly sensitive incident 

occurred vlhen a college official briskly told out-of"-province 

students that they ,,,ere "guests" at the college and should act 
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accordingly. 

The extent to which students exhibited a~ibal identity 

may be seen as weIl in the following illustration. During the 

earlier days of the college' s existence the students, \Vere 
( 

organized into a student union, with representation by (tribal) 

population, ,a model of democratic government conunonly used in 

non-native highschools and colleges in Canada. The students 

were dissatisfied with this arrangement, however. Since the 

President had a say in which students got jobs, it was felt 

that there was too much nepotism and that tribal ratios re jobs 
\ 

were unfair. Two, students, one Mohawk and one Micmac, résponded 

to this situation by ,suggesting the alternative idea of a Grand 

Council, \vith one representative per tribe. One might expect 

that the r-1icmacs 1 for example, ,.,hose population at the college 

''las over blice that of the Algonkians, might feel under-

represented. However, this system \'las implemented and carried 

out ,vith much greater success than Hie previous one. 

Loyalty is a crucial concept in understanding student per-

ceptions of Indian identity. Perceived loyalty to other native 

people was seen as a central çomponent of a " real" Indiari. l . 
shall illustrate this point by beginning with an example from 

my personal experience. 
? 

Assumptions ma~e about me because l am "White" refl"è~t 

,stereotyped notions held by many students that give clues to 

native perceptions of that label. Being White, for-many 

Manitou students, meant a combination of being rich r educated, 

aggressive, and urban. But the more revealing instances are 

i' 

.--_.---,~--------- .... ~._~----"'-------::;;;;:;;.. 
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those when it was assumed that l was àn Indian, precisely 

because l had failed to exhibit, in varying degrees, the above 

characteristics. Because l had worked for the Grand Council of 

the Crees; because l understood and spoke sorne Micmac; because 

l knew na lot of Indians and ,a lot about Indians"; because much 

of my ve,rbal and socio-economic behavior was interpreted as 
é: 

being supportive an? l~yal to native people in general -- these 

were later ,given as reasons why people initially thought l must 

be at least part Indian. 

My research assistant was surprised to find that she, also, 

was assumed to be at least part Indian on one occasion. We 

both wondered why we were not immediately perceived as "nosy 

White anthropologists", with whom the.students had had consider-

able experience. (In sorne cases, we, were, of cou~se.) On the 

. basis of informants' comments, it was concluded that this per-

ception was in great part due to the fact that we ~ere perceived 

as exhibiting loyalty "to Manitou College, by our interest in it, 

and being supportive ta 'native people in general, by our 

behavior. This loyaltyjsupportiveness was attributed by rnany 
"--

students to a particular female administrator at the cOllege, 

of whorn one student remarked: 

Il would give you her last penny. She 
was a1ways trying to help us, in school and 
out. l remernber wondering if maybe she was 
Indian hèrself." (Emphasis mine) 

Perhaps the fact that individuals exhibiting support and 

loyalty to the college and its students are "su.spected" of 

being at least partly Indian, is a telling reflection, bath on 

--------~---:( .-;-
~,~ ,~, 
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the treatmen~ native students have beén used ta associating 

with non-native persans, and on the degree of alienation they 

feel from the non-native sector of their society. A point 

worth mentioning in this regard is the fact that one point in 

my questionnaire proved to be popular, namely, the question: 

"Did Manitbu help you grow spiritually?" Perhaps this question 

was not seen as a typical "White" question, insofar as it 

recognizes the spiritual element of ~ative education, but most 
'0 

persons responded ta it with a g~?ter warmth than their other 
"--~ 

answers. fn ~act, this question was not my own idea at aIl, 
,'. ,)0 

but the suggestion of the student on whom l tried my test 
\ 

gues ti onna:~ re ! , 

Loyalty,operates on the group, as weIl as individual, 

level. On one occasion the Indians of Quebec Association held 

a meeting at the college, 'at which members of the organization 

were perceived, by their disinterested remarks and failure ta 

confront the students on Manitou-related issues, as being non-

supportive of the college and its students. The story was told 

that t~e flag was removed from the flagpole during the night, 

and replaced by a homemade flag which read, "A.Q.A. - Apples of 

Quebec Association". "Apple" is' ëV term used by the students to 

refer to a native person or 'group, whom they do not perceive as 
\ .. ,~ 

"Indianll
, often primarily because of the lack of loyalty ta the 

n~tive people displayed by persons labelled as such. The meta-
l... -' ~, 

phor is that an apple is "red on the outside, white on the 
1 

insiqe". In this case, the message was clear: I.Q.A. pe~son-

nel were no longer "Indians" because real Indians support 

'J., 

o 
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native people, and in this case, ~1anitou students. 

This term ''las 'also used frequently to refer to a c:ertain 

generally-disliked administrator 1 who '-las percè'ived as con .... 
1 

tinually acting against the good of the native studentsl It is 
\ 

interesting that this person, on the other hand, had hi~ own 

ideas of "Indian-ness": 

fi It' s supposed to be a native college, but 
when l go around and see the people smoking 
dope and drinking Labatts, there's nothing 
native about that." 

\ 
\ 
\ 

'V 

Finally, l shall deal with the final external factor~ , 

influencing student perceptions of Indian identity, namely, the 

role of non-native perceptions. AlI the student~ wit~ whom l 

spoke at Manitou College had experienced cultural discrimina­

tion ta a greater or 'lesser degree, though the range of experi-

ence is great. They were aIl conscious, sorne painfully 50, of 
~ 

the fact of being somehow marginal to what academics calI the 
;; 

"mainstream" of Canadian society; and of being labelled and 

identified, often in negative terms (from being the scal~ing 

savages of Canadian history books, the "Indian problem" of the 

sixties, the welfare bums of the seventies), by that "main-

stream". One student expressed it this way: 

Il l would like to do something worthwhile for 
my people, to have Indians to be identified 
for what they are, not for what they are 
labelled Gy the White ..• Il (Emphasis mine) 

'\ 

!~ 

"It's because of fthe media that Indians are 
\ regarded as bums l on wÈdfare, and drunkards.' 
r Just because an Indian is put in for sorne-
1 thing he did wrong, the rest of us have to 

suffer for his puni shed (sic). That: label 

--
... _~; ~ 

\~ 

Il 
,~ 
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is stuck on US, whether we like it or 
not. " 

cA:nother studenttold me that he felt that what an :;rndian 

was, was decided upon in the minds of "White" men: 

"1 think the White In is confused; telling 
us one thing .(abou ourselves) in the past, 
al')d another thing n w. " 

Comments like the following ~ere common: 

"To me, a White person 'is just another person. 
l am another person, who happens to be an 
Indian. We're aIl people in this world 
(Emphasis mine) , 

" 

It is interesting t'a note that Micmac studenté particu-

larly made reference to themselves ~nd others as people first. 

Their history of long contact and frequent involvement with the 

non'-nati ve \population may offer a partial explanation for the 

(relative to non-Micmaé students) lack of importance attached 
, 

to native/non-native differences. What clearly emerges from 
1 

stude~t comments is the ,frustration felt by individuals who see 
. 

themselves as eeople, people being labelled and defined by 

forces external to themselves. One particularly eloquent 

Mièmac. an ,aCtiVi~,t at the flege. sÙlt1l\1ed it up thus: 

st Indian isl j ust a label. l' ve got to oe 

,) \ 

rnyself. ~eing Indian i5 a collection; an 
idea ••• Il Distinctions came out of Manitou 

- which jus1t didn' t fit: There 1 s no such ' 
thing as ,lndian ..;.- bloodlines 'of native 
ancestry doesn' t fit --, language doesn' t 
fi~. There is a concept of Micmac for me 

-but not Indian. What i5 a 'White man'?" , 
(Emphasis mine) 

/ 

~n the basis of data gathered at Manito~ College, l 
\ 

_ i 



46 

conclude that the felt and expressed eense of Indi~n identity 

is a tribal identity. Manitou students consciously think of 

themselves as Micmacs, or Montagnais, 'or Algonkians, often 

llsing the label "Ind:l:an" to refer to this designation, because 

--~ they have constantly to deal wi th a society ~'which labels and 

def ines them as "Indians" ra ther than Micmacs or Montagnais 

or Algonkians. Their group-consc'iousness is blatantly 

exhibited only at the tribal level. The influence that Manitou 

Colle;ge had on the deve1opm~nt of a pan-Indian' idérltity will be 

discussed at a later point. 

Furthermore, to the'extent'th~t individuals continually 

expressed ~he need to be recognized for themselves as persons 

first and to be "just likeanyone e1se", many Manitou students 

obvious1y feel that being labelled -- no matter what the label 

-- as belonging to a certain group was to restrict and deny the 
, . 

indi vidual his sense of person-hood~ This feeling that 

"Indian" was just a label or category wi th which they were 

forced to deal, rather than a tangible reality such as Mohawk, 

referring to a real person, is again reflected in such comments 

as the one noted ea;rlier: ," 

"1 'would like to do so~ething worthwhile 
for my people .•• ta be identified for what 
they are, not for what they are labelled by 
the, White. Il (Emphasis mine) 

Having examin~d the content of Indian identity~ as that 

label is perceived by the graduates of Manitou College, 
~ 

examine other labels used by the students, of relevance to th's 

study. l have already mentioned the existence of twb other 

<, -< '., • '-'--r-'~--_____ _ 
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relevant labels, namély IIWhi te" and "applell, and commented 

briefly on the content of each. To expand somewhat, data sug-

gests that the category·IIWhite", for exampl~, has its own sub-

categories, such as English-White and French-White. Rence the 

following remark: 

"As for White society" before 1 didn 1 t like 
\4hi te people, \cause 1 was told not to, 
especially the'French, .who were another kind 
of White." (Emphasis mine) , , 

Yet another term which 'complicates the labelling system is , 
"WanI"}abe ll , a joking te'rm used condescendingly to refer to 

persons or groups whose behavior was'perceived qy the students 

as their ~anting to'be (hence "wanna-be") Indians. One of the 
1 

native organizati~ns in Quebec, \'lhose membership was f,lerceived 

as questionable in terms of ~ati ve ancestry, \'las often referred 

to as "full of merobers of the \vannahe tribe". 

These labè~s or categories are used to identify certain 

traits or behaviors; rather than refer to individuals. They 

change therefore when the behavior change;>,' s.o~J;bat an indivi­

dual' considered to be "Indian" at a given point in time may not 

always be seen as s~ch., With regard to a native person exhi-

biting disloyalty to native people, for example, we have seen 

that the person involved must either>be relegated to another 

category (possib-J:.y "White", wlth connotations of total exclu-

sion, or ".qpple l1
, a more 'ambiguous terrn) t or the content of the 

existing category must change. For example, a certain,admini-
r 

strator formerly referred ta as "an Indian from X"; \'1as rele-

gated t6 the category of "appl e " by the J!.lanitou students, after 

, , 

' .. 

," . 

, 
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specifie actions were interpreted as not being in accord with 

that perceived as "Indian ll by, the stugents. , '}~ --; , 
'i> 

In other words, 

his was not seen as 11egitiJUa'te" Indian behavior. This dynamie 
/ 

process applies to the label "White" as weIl. Sorne students 

told me that certain persons of Caucasian background, whom they _J 

\~igh1y respected, Il seemed more l~}e Indians than Whi tes", and 

t they did not like to calI them "White" because of the 

po ble pejorative connotation attached to it. One student 

said: 

don't like calling people 'White', 'cause 
ey perceive that as an insult -- they're 

ng through identi ty crises." 

The use these labels is important in that they define 
) 

social situati and expectations, and allow native students 
v 

at 'Mani~ou to. ne more critica11y their own identity. 

Along wi th their i rtance in the process of identity forma-

, , tion, this study illu ,\\ ' 

ates the dyna~ie eharacte~ and changing 

\ \perceptions of 'the labe 
\ \ ' 

\l?y the Manitou students. 
\ ' 

"Indian", "Whit~", and "apple", used 
6 

\ 
\ Having examined the l ls relevant to group identi ty for 

the~~nitou students, we must ask what effect Manitou 

Colleg'~\had on i ts st~dents' pe eptions of those labels, and 
\ 

hence on t~e range of aetivities behaviors seen as legiti-
, 

mately Indian. First, it i~'neces ta describe the atmos-, 

phere of the c01lege as it relates to his question. Manitou 

\College was the first native-run coll for native students in' 

Eastern Canada. Its curriculum emphasi native issues and 

. utilized native resouree, persans and genera promoted an ' 

. -, 
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\ 
i,nteres t in aspects o~-_r::anadian 

, '\ ' 

of man y of the native teac~ers; , 

Indian life. The orientation 

the emphasis on preseroving a 
'/ 

rich cultural tradition of tribal art, folklore, legend, dance, 

and song; the fact that most social interaction occurred in an 

all-Indian mi11eu (Manitou being a separate', and not a cross-

cultural, school system), contributed to an atmosphere where 

v "being Indian Il and demonstrating one' s "Indian-ness ", became a 

primary concern. The development of the individual student as 

an "Indian", as opposed to his development as a "person", 

seemed to be a somewhat confused issue. An ideological split 1 

-
was observed,by the researcher, and remarked upon by the 

students t among the teachers Nith regard to this issue. To 

simplify the matter ,~)I 'tvill calI ,the bro groups politically-/ l \ ' ~\ 
oriente~,and educat~onally-oriented. 

The politicaIly-oriented group of teac~ers at Manitou 

tended to see the school as a poli tical forum, \.,i th one of i ts 

objectives being the political consciousness-raising of the 
\ . 

students; mùch of their time and encrgy '"lent into that end. Of 

these person-s, a nurnber Qf students complained that there ,,,as 

"too much of that Indian stuff" at Manitou: 
-, 

/ '.l 

"When l mis at,~'19-nitou, ~ didn't 'want to 
think about lncian-ness. l wanted to get 
my educa tion and i get out of there." 

Anothër explained: 
" 

"l\t Manitou, the students liere tao political~y 
awa,re of what was going Q..ll '; 'they couldn' t 
concentra te because they \vêr'e 50 involved. Il 

For these students, the "politic-ing" at the college was 
1\ 
fi 

l~j 

• 1 1 

li 

1 
'1 

1· 
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in their education there: 

with 'Indian trip' people 
1 am and where 1 am going " 

of the Micmac students in particular reflect 

n with getting' an education, as"opposed to a poli-

ticization rocess, and they are the studènts \'1ho most consis':" 

tently made \em~rks like the above. Perhaps the fact that they 

do not have \he same obsession l,lith "things Indian" as their 

fellO\'1 ,studenlts, has something ta do \-li th thé non-Micmac 

students' per~ePtions of the Micmac as "accuiturated". Micmac 

responses to the question of their expectati~ns of Manitou are 

consistent \'Ili tH weIl. 1 would speculate, on the basis 

of my impressio the Micmac, as a group, are more secure 

in their mm ti ty and do not need the constant reinforcement 

that so many' students' seemed ta welcome. 

The educatio group sa,'] the school' s primary 

objective as upgra' ing academic sldlls and preparing students 

to go further in th educational system. One teacher in this 

group told me emPhaJ~callY that she \'lould rather produce 

students who could \,,~ite intelligently_than- "spout political 
\ ~~ -

jargon", which she cleapy- sa\'l as the end-product of sorne 
-~ 

other teachers' methods. An ex-administrator at Manitou con-

firmed this observation when he suggested that one of the main 

problems 'at Manitou, as he sa\-l it, ,vas the fact that it had no 

clearly-defined charter, 50 that individual teachers had to 

decide for themselves what their objectives were ta be. Sorne 

confusion inevitably arase. 

" " 

l' 
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Different>attitudes toward students resulted from differ-

ent conceptions of "Indian-ness". Cri ticisms vIere made ta me 

~y students of teachers who were tao lax and reacted to the 

students' previous discriminatory school experiences by over-

compensating with 10w standards and easy grades -- alwats with 

. the best of intentions. Teachers ",ho pu shed students to 1 
1 

achieve higher academic standards \vere seen as "tough ll but, "rere 

highly-res~ected among the students. As one persan told me, Il 

these teachers saw the Manitou students as "students" first, 

anq. "Indians ll second. These differing perceptions are impor­

tant in understanding the milieu in which the identities of the 

Manitou students developed. 

Certainly, the primary effect that the Manitou experience 

had on student self-perceptions \'1as ta attach a highly positive 
-

connotation to the conCi3pt of "being Indian". Part of "being 

Indian" is "thinking Indian", and this \'las expressed repeatedly 

as one of the effects the college had on its students: 

"1 didn't 'think Indian ' before Manitou 
l 'm more aware that l 'm Indian nm'l ..• and 
proud of it •.• " 

A more revealing remark perhaps: 

"Before l went ta t-ianitou, l thbught' of myself 
as a persan, not an Indian." 

G 

By providing a warm, sharing atmosphere at Manitou COllege; by 

providing the student \vi th a much greater kno'\'lledge of his 

tribal history and culture;tby providing a rhctoric ~hereby 

aspects and symbols of native ~ulturc were consistently 
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positively reinforced; Manitou College gave its students the 

opportunity to discover their tribal roots in a culture and 

history seen as psychologically satisfying, rather than a 

previous negative expression of native identity as an anti-

Whi te phenomenon. .. Finding one' s identi ty" .... as constantly rnen-

tioned as one of the most positive things Manitou Col~ege had 

to offer. As one Micmac student said: 

"At Manitoù l saw a lot of things more clearly, 
started thinking about it quite a bit ..• l 
learned a lQt about my own people that L never 
kn'e\<1 before and i t made me feel good to be 
Indian .•. " 

Another student: 

"Mani tou ,taught me tliat ••• l 'm an Indian ,·li th 
a different Gulture, and a different language 
.•. Manitou gave me hope inside for Indians ••• " 

Along with this phenornenon of increased positive self-

conceptions, \'lhich \'Jas a recurring theme among the t1anitou 

gradua tes, came an exposure to various other tribal groups ç ,_ 

) ~ 
which \'las a "first" for many Manitou students~ Thus their 

knowledge of the range of cultural and linguistic groups of 

Canadian, native peoples "las increased first-hand. This aspect 

of the col1ege was highly valued by the graduatesi one student 

told me: 

"And to think that l'd never even heard of the 
!10ntagnais before! Il 

Fo&, rnany of the students .... ho discovered spouses from different 

tribes than their own, their m-ln tribal consciousness was 

heightened significantly. Bence one Montagnais student's 

r, 
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"Before l married r (a r10ha\-lk), l didn 1 t 
really think about other Indian groups before 

One of the nice things about r;1ani tou \'1as 
the "-lay we aIl got together from different 
tribes and places ••• " 

Despite the increased awar~ness of other Indians coming from 

their cross-tribal experiences at Manitou, however, it is 

doubtful whether a real, pan-Indian identity ever developed. 

Though a fe"., students elaiîned to possess a "brotherhood Il \.;i th 

aIl North- and South-Amerlndians, the great majority of 'Manitou 

students did not attain that level of consciousness where the 

political possibilities of tribal coalitions were considered. 

It ,.,ould have been especially difficult for students to mainta~n 

such an interest .. once a\vay from the atmosphere of the college, 

wh en they returned to the concrete immediate problems permeat-
\ 

ing, :their home reserves. One student told me: 

tilt \"as great to get excited about thlngs that 
were happening to Indians across Canada ••• 
but when l got home to , the Band Council 
just wasn't interested ~n hearing about those 

,things. ,They wanted to build,a rink." 

An ex-teacher at the college who himself had attempted to get 

the students to identify their place as Canadian natives within 

a global, historieal frame\\lork, expressed disappointrnent that 

this identification never occurred: 

liAs for a pan-Indian rnovement "0 no, that ide a 
never really developed at 1-1ani tou II 

In summary then, Manitou College inereased its students' a\·mre-
1 

ness of other tribal groups and promoted a cross-tribal 
! 

" 

" 
1 

, , 
" 
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cultural,exchange, but this process did not reach the point 

where evidence Df a real pan-Indian c9nsciousness could be 
1 

perceived. " 

In discussing the effect that Manitou College had on its 

students' perceptions, one notes the legitimizing proces~, 

whereby certain activities or behaviors or attitudes were 

socially reinforced as "Indian". Experiences shared by the 

Manitou student. con~ributed to the definition of what was 

legitimately Indian, as seen by the following example. For 

reasons already exp1.ained, the D.LA.N.D. 'l:laS increasingly per-
, , 

ceived as non-supportive to Manitou students. Political and 

peer pressure was such that no student would publicly express 

aspirations to \'lork ~,'lÎth "the Depart:ment" 1 as it became kno .. m, 

without running the risk of bein~ perc~ived as a s~ll-out, a 
., 1 

traitor, an "apple". And, though. the researcher saw the D. I.A. 

as primarily a White organization, and the (then) I.O.A. as an 

Indian organization, student feelings tm-lard the bio organiza-

tions \l1ere very similar at this time. ~rence, the aforementioned 

incident where the I.Q.A. awoke one morning to find their flag 

rep,laced by a banner reading "Apples of Quebec Association". 

Obviously, a " rea l" Indian would have to dissociate himself 

from'such non-credible'organizations. One student, who had 

spent the summer working for "the Department", told me with 

hesitation' and reluctance that she could not understand \'Ïhy 

everyone at the college was always criticizing the department, 

N'hen she thought that it 't'las a really good place to \vor}t. Wh en 

she mentioned that'she hoped to work there the next summer, a 



Cj 

55 

friend said scornfully: 

"Why ,,·muld you 't'lant to work wi th aIl tho~e 
honkies and apples?" 

The negative feelings toward the D.I.A.N.D. a~d the I.Q.A. 

generated by the atmosphere of Manitou College, may not neces-
1 

sarily carry over into the reserve level however, where students 

spoke of these organizations with rather less hostility. Thus, 

Manitou may have unwittingly had the effect of limiting the 

range of activities seen as legitimately Indian while the 

students ,,,ere attending thè cOllege, but these feelings did not 

seem to carry over to those students ",ho had returned ta their 
! 

home reserves. The limi ted time span of this thesis makes a 

more penetrating analysis of th~ effect of Manitou College on 

its students' self-perceptions impossible, but suffices to note 

that it clearly affected the general scope of "Indian-ness", 
1 

and related personal and tribal identities that were the result 

of the Manitou experience. 

,1 
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CHAPTER IV - CONCLUSIONS 

This thesis illustrates the need for further stpdy of the 

relationship bet\'leen educLl.tion and soe~al group identity 1 

beeause of the poor theoretical tr,eatment of the subject by' 

anthropology. By focusing on a specifie aspect of identity, 

namely, the use of identity labels in an educational milieu, we 

demonstrated that the notions of identity held and utilized by 

anthropologists and educators were based on faul ty assumptions, 

especially the implicit notion of a continuum of personality 
j 

typ,es polarizing "Indian" and "tqhi te" as if these labels rep-

resented real categories for the persons involved, but ignoring 

the real social and situational context of the labels and the 

label users themselves. lve therefo~e noted the necessity of 

'~aking a cognitive approach to the problem of identity change 

in order to understand the phenomena of identi ty in a way that 

\ is theoretically and ethnographically sound. The necessity of 
\ , 

understanding the situational context of the use of identity b 

labels, as a clue to the perception of identity itself, becarne 

evident. The necessity of collecting cognitive data in real 

social situations was illustrated. 

Our examination of the labels used suggests the following 

conclusions: firstly, that a cognitive approach, \'I7hereby 

accoun~'is taken of labels used by the persons involved, is a 
.' , 

necessary step to understanding the relevance of labels to 
" 

social group identity. This approach points out the inadequacy 

of other oriêntations snch as the behavioral approach of 
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Spind1er (1961, 1963), McGee (1970), Born (1970) 1 Wax (1973), 

and Bushne11 (1970), and the psycho1ogica1 approach of such 

writers as King (1967), Wintrob and Sinde11 (1968), and Ulfsby 

(1972) • 

Of the cognitive approach, Frake has stated that 

"This conception of àn ethnography reguires 
that the uni ts> by \'lhich the data of observa­
tion are segmented, and interrelated, be 
de1imited and defined according to contrasts 
inherent in the data themselves and not 
according to a priori notions of pe~tinent 
descriptive categories." (Frake 1962:54) 

; 

This study has strengthened the argument for the uti1ity of a , 

cognitive approach, and illustrated the need to collect cogni-

tive data under social conditions that'are relevant to the 

informants themse1ves and hence the development of their cate-

gory systems. 

Second1y, our examination of the use of such identifying 

mechanisms as the labels "lndian ll and "White" reveals that the 

content of these and other labels used are neither static over , , 

time nor necessarily mutua1ly 'exclusive. This refutes the, 

assumptions of st dies carried out by a \Vide spectrum of 

writers ranging from B edict (1956), Spindler (1963), tvolcott 

(1967), Wintrob and Sinde;;'''-\l--9Jl9J._~-nôr;;--~~)o), J.1acLean and 

Jamieson (1972), l-1cGee (1970), Cazden and John (1971) 1 Abu-Laban, 

(1971), Nagler (1972), lvax and Wax (1971), and Hawthorn (19,67) 

to a lesser degree. The mode1s emp10yed by aIl of these 

vlriters, and hence the conclusions they arrived at, conta in an 

implicit assumption that these are static and exclusive labels. 

, ; 

f. 
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Our study illustrates that labels, \l7hile an important cue 

ta perceptions and thus behaviors, may not by themselves lead 

ta an undersfanding of an individual's self-identity. It 'is 
. 

quite clear from our data, for example, that native students 

can learn ta "play", or 'manipulate, the categories that other 

people assign ta them as raIes, ,"l~ thout necessarily having that 

category as a self-image. The con erse holds true aIso: an 

individual may be victimized or man'pulated by a la:bel, if 

emotional connotations and/or social pressure attached t~ it 

are strong enough. This is suggestiv of the deliberate ideo­

logical manipulation by POliticallY-in~rested groups sUgg~;ed 
\ 

by one identity theorist (see Berger and Luckmann 1967). 

[' 
" 

1 

Thirdly, much of the current literature on native educa- 1 

ti,on and identity, by misunde17standing the nature and importance l' 

of labels as categories of thought, assumes a continuum of 

r--,,,_I--accul turation tm-lard a Ilt'Jhi te model ll of arbi trarily-chosen 

-t----

traits, and a process of cultural loss and replacement, that 

our ethnographie data shm'ls to have little to do ,.,rith reality. 
1 

Again, this continuum is seen as a recurring theme in the ",ork 

of Spindler (1963), Wintrob and Sindell (1969), Born (1970), 

MacLean and Jamieson (1972), Lesser (1973), Wax and Wax (1971). 

Data from Manitou Col1ege students clearly i11ustrate that 

individua1s can achie~e competence in, i.e. undergo a so~iali­

zation process emQracing more than one cultural system, 50 

'\ that culture 105S need not necessarily occur. Inlceles 1 assump­

tian (1966) that an individual achieves competence as defined 

by a single cultu~al system is clearly refuted by data from the 
\ 



-------------,--------.-----------------------------------------------~------------~----~ 

.,' 

\ ' 

, J 

1 (i 
J -

l 
1 

j' 

1 " 

r. 

n 

,/ 

f, 
59 

\ 

\ Manitou students illustra ting their competence in two realms, 

simultan~dusly. 

Fourthly 1 the importance of external factors in the 

,process of id~ntity formation, in the total social cQntext, has 

\~Jeen ur:,~eFestimated by the great majority of wri ters. Nagler' s 

~~972) work hinted at this, and Zentner (1975) and Leap (1974) 

likewise emphasized external'factors in identity development. 
1 

The important" fact, vlhich these' writers never guite recognized 

or articulated, but \'vhich our Hani tou data clearly indicates 1 

is the fact that the process of identity formation does involve 

a cognitive sense of self derived from interaction with others. 

In this case p the development of a native identity was very 

closely invoi ved \.1i th the group' s interactions vIi th the non­

native ,,!Orld. 

Fifthly t an understanding of the process by vlhich Mani tau 

College enhanced the label "Indian ll r helps us to understand ,the 

effect that labels have on behavior and on tllegi timizing" h' 

identity, by changing the "legit.imizing" qriteria of the 

behavioral content of those labels. The fluidity of the,.'Îabels , 

used by' Nani tou st'udents, and the man~r in \'lhich use of cer---, 

tain labels led to feelings of psychological ,.;ell-being and J,. 

group cohesion, illustrates the "1egitimizing" process. of iden-
" 

tity validation ·that is essential to an effective educational .;' 

system. 

Ethnographically, \'le have seen the lack of a sound 

, theoretical treatment of the concept of identity in anthropolo-

gical tradition. Dy analyzing the role of labels in identity 
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formation, and validation, this thesis attempts to fill an 

ethnographie gap in the literature. Theoretically, our analysis 

has attempted to demonstrate the role, meaning, and importance 

of labelling to development and legitimization processes of 

social group identit~. 

At this point, l would like to discuss the role of a ter-

tiary socialization setting' in identity maintenance and forma-

tion. Because the great majority of studies involving native 

education have concentrated on the primary and secondary leveis 

(see Chapter Two), and possibly because of, the relative lack of 

Indian students in tertiary settings, li ttle has been wri tten 

on this stage of Indian socialization. Though Manitou College. 

was a tertiary edueationai setting for aIl of its students, in 

that none of them had formerly been invoived in an all-Indian 

eO,llege, the degree to which it was actually a tert~ary educa-
1 

tional process, implying ends different from the secondary 

process and experiential diseontimu1ties, varied with the indi:' 

vidual. For most of the Micmac students, who expre~sed their 
• 1 

moti:vations for going to Manitci-'u as "to get my education" or 

"to ge~ my 'CEGEP diploma", 'the ~anitou experienee certainly did 
1 . 

no~~~~esent a tertiary process of (~e)-socialization. While 
)' "" 

Manitou may or may not have been a tertiëiry socialization 
(- ~ , .... 

process for i ts students, then
n

, i t does seem that the students' 

educational experiences at Man~tou were suffic~ently different , , 
" , 

from their previous experiences in formaI education to ,al~ow 

thern· to "succeed n'and finish their p'rogrammes. (A great many 

of the student~, it should be remembered, we~e former high 

" . 

" 
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school drop-ou ts. ) Thei:r own explana tions for ,,,hy they suc-

c"eeded a t Mani tau invol ved, faptors such as feeling comfortable 

around the people there, not being ~ntimidate:d by "White" insti­

tutions, in large cities, et cetera. !'-lany of their remarks 
" 
revolvG-",' '~gain, around discovering one 1 s iÇientity at Manitou 

o College. "I think at ~1anitop is '\.V'here4 l found Comments like: , 

my Indian idJ.~tityll, and "1 don't feel so threatened by mlites 

no",", vIere common. ' 

We conclude that a separate school system, such as J:v1anitou~ 

was, where the students were given the opportu~ity and encour­

agement ta place th~mselv~s as people ~an historieal, logal, 

and social frarnework, played a significnnt role in the develop-

ment of the heightened sense of positive personal and group 
a 

~denti ty" eXl?ressed by the f1anitou grnduates. Th.e real "succcss 

stories" of the cOllege are the persons v"ho, being unable to 

"malte it" jn the "t~hitell edueational systemG, dl'opped out, 

",omndered around, "'",ere marginally employed, et,-'c'ô'tera, and then 
l' 

Vient to Mani tau. For many 'Of these persons"} Man~ tou College 

provided a "second chanèe" to finish a degree and prepare for 

further education or employment. 

Practically speaking, the application of out' analysis ta 
~ 

educational administration should be evident: ,""hare decisions 

arc being made conccrning the nature of "Indian" education, é\nd 

evuluation of "Indian" needs and "Indian" culture, we must asle 

\-lho is doing the categorizing and \'1hat effect this categoriza­

tion from outsidc i6 having on the people themselves. When a 

guidance counsellor continually decidos that sorne progranunes 

; ~, 

, 0 

.: 

, 

1 
l, 

, ' 
, .1 
1 

l 
t 



/ 

62 

(such as vocational-technical programmes) <1re more in keepin 

with "tvhite" notions of "\vhite" perceived '!native culture", we 

may \'lTel.t ,ask \>lhat the conseq,uences of this Icategorization 

" 
process will be. The pressure exerted on native individuals 

and groups to adopt certain behaviors .in the name of retention 
J ' , 

" 1 

of Il Indian identi ty", ei ther by blatant p~ocesses of discrimi-

nation or more subtle reinfor'cement of "Nhite"-selected aspects 
, , 

of "tvhite" concepts of "native culture", may lead to educational 

practices that aré restrictive, at best, a~d strangling, at 

worst. 

l'1here an educational system is concerned \vi th the heal thy 
1 

development and validation of a group's id~ntity, it is essen-

~al 'ta understand, hO\.., that group percei ves i tself and others 

s~nificant to i tself 1 in O~der for thern th be able to def ine 

the\r mm educa ti.onal dev~lopment. ' 
\ 

This thesis has obviously led to fur~her suggestions for 
, 

research. A proj Gct enquiring inta the rclationship behreen 
1 

identi ty-lcgitirni:::ing-behavior and economic 'undcrdevelopment, 
~ 

for mmmple, is èl logical follo\'l-up questi6n, but qui te beyond 

the scope of the present study. 'This research éllso suggests 

that al''lthropology take a cloDer look at sorne of the asm,lmptions 

hidden in the labels and modcls of reali ty it utili:::es to dis-' 

cuss cducational policy. 

.' 

~ t.,"'~""::-:':"""'" 7- :: -.: '->~ _ ... .- '" ,,-_ ....... ---------- __ ...... ______ ~_""'_)~~4 ~).,.,_ ........ _,_, __ "'''''''''''''CI:U'''' .... ' ___ ili ........... ~_,.,.,.,... • .,.,.""""<f'I~_ ... _~t1! .. ~~ ... !IIitllt *"h~ijQfrîllf';W,f~'4~~ 
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A Final Word 

Sometimes it happens in the highly abstract business of 

thesis-writing, that we get so entangled in theoretical prob- , 

" lems that \ve forget that \-le are, dealing a!\'.7ays "lith real people r 

~md their rea l problems. Many thi!1gs have changed t for me and 

for the people this study is about, since _~ ~egan this thesis. 

During the morning of my oral proposaI hearing, the 

Confederation of Indians 

of Mani tau College, \'lere 

of febec\ and the Board of oirectors 

holding a meeting in Montreal, \'lhich 
~~ .. 

lcd to the decision ta close the college. "Officioll~ reasons 

given \'ITere financial, but a "complex series of events suggested 

that the closing may have been prompted mQre by politien1 

motives. r.lany students" transferred ta r.lontreal CEGEPs the fol-

lOt-Ting termi approximately fifteen of them grnduated in the 
o 

spring of 1977. The majority dropped oute one by one, or left 

the city. Problems in arljusting to r'~ontrcal, to the "tV'hiteman'sn 

curriculum and teaching style; problems wi th money 1 discrimina-

tian, and discouragement, \oJere 9iVCÎ as reasons for leaving Q 

,1 

"1-1y teacher 8eems really bdred •.• and the 
other students look ût me like l am weird or 
something.' Everytime anything cornes up in 
class nbout Indians, the teo.chcr ahlays 
m{pects me to knO\'l all about it. l guess. 
they don' t reali ze al], Indiana ,~ren 1 t tl(e 
same. It WolS different at Mnn~tou •.• ~t 
felt different. l don' t knO\V' .'.« at 
Mnni tou, l iel t more Iike a person 
,(Emphasis mine) 
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APPENDIX 

INTERIM REPORT OF THE FOLLOW-UP STUDY 

OF THE GRA.DUATES OF l'1ANITOU COM}1UNITY COLLEGE 

by 
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Programme in the Anthropology of Dcvelopment 
f-1cGill University 
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January 19.77 
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I. Preface 

Perhaps one of the most sensitive problems invo1ved with 
this research project is the political use of research. This, 
in fact, was a serious concern of the graduates l interviewed 
and a cause of sorne anxiety among people with whom l spoke at 
Manitou. It says something about social scientists in general, 
and perhaps anthropologists in particular, that the people 
"researched" too often fail to see the results of the research 
or are unable to exert any control over its application. On 
the other hand, researchers, under the guise of scientific 
objecti vi ty, ha,:e often fel t compelled to refra,in from taking 
a stand on issues of a political nature. This has had the 
cyclica'l effect of contributing to the mistrust accorded sorne 

\ anthropologists by sorne nativeopersons. 

l began this study with no political feelings toward the 
college. Having now spent considerable time with the graduates 
of Manitou. and at the college, l active1y support Manitou 
college, in principle. as it has reflected native control of 
native e~ucationt and in practice, as it has positively and 
significant1y affected the lives of so many young Indian people. 
This feeling has been a consequence and' not an assumption' 
of my research and in no way affects the objectivity of the 
data presented here. Thus it is my hope that the facts and 
comments presented in this report, and intended for the use of 
Manitou College, will prove helpful to aIl those individuals 
concerned with and invo1ved, in the capacity of students, 
teachers, or adminjstrators, with native education. 

l feel it pertinent to make a few remarks on the role of 
the anthropologist in'na~ive research. Political rea~ities 
dictate that the native population take a much more active role 
in the initiation, designing and administration of research 
projects affecting their deve10pment; the cId colonialist men­
tality that has characterized too much anthropo10gical research 
is no longer acceptable. My experiences at Manitou have resulted" 
in a re-evaluatïon of the purposes of research: l hope that one 

-,\ 

of the side-effects of this project has been to sensitize 
fel10w anthropologists to the real ethical and moral questions 
shaping the role the anthropologist (or any social scientist) 
has to play in native research, today. 
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III. Introduction 

A. History of the Project and Aims of Research 

Manitou Community College, the first college specifically 
for Canadian Indian, Inuit, and Metis students. opened its 
doors in La Macaza, Quebec in January, 1973. Although it \Vas 
closed in December 1976, the college had graduated approximately 
100 students in CEGEP-levei social science programs or native 
teacher-training programs. Looking at sorne of the activi ties 
of the gradua tes of Manitou College allows an insight into the 
impact that Manitou College, as an experiment in Indian higher 
education, had on tl10se who completed its programs; and l1elps 
to uncover sorne of the problems involved in such a unique 
learning situation, as weIl as the mechanisms that mède Manitou 
"work" for individuals, \vhere other school systems failed. 

l first learned of Manitou College in January, 1976, while 
attending a seminar on native people being held at vanier CEGEP 
in -Montreal. As an anthropology student at McGill, l had been 
interested in native education, and in July 1976. visited 
Manitou to discuss a research project involving the graduates 
of the college. Permission was obtained from the col19ge to 
carry out fieldwork, on the understanding that l \Vould collect 
specifie data for the college and present it in January 1977. 
A grant for travelling 'cxpenses "laS obtained from the Progrilmme 
in the Anthropo1ogy of Development at HcGi11 University i.n 
August. After talking with people at Manitou, a test question­
naire was fQrmulated and revised upon their suggestions (sec 
Appendix A). Background information ',.,as researched at the 
college, and cach graduate was sent a let ter explaining the 
research project and asking permission for me to speak with 
himjher about his/her experiences a t Manitou (sec Appendbc B). 
l was interested in the relationship bebleen educatl.on and 
identity for my own intercsts and in more quantitative data 
such as educational, political, and economic factors, for the 
purposes of Manitou College. A let ter of permission from the 
college was obtained to s110w studepts l would be intervie\']ing 
(sec Appendix c). 

B. Fieldwork 

Though a few brie! visits hâd been made to Manitou through­
out July and August, l spent the last week in August living at 
Manitou and getting t<;> know something of the collage and its 
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students. From there, l travelled to reservations in New 
Brunswick, Nova Scotia, and Quebec, a s weIl as to Mani tau, and 
to urban centres \Vhere graduates were living. Al though there 
were a.few times when peçple preferred not to answer a specifie 
question, my reception has been generally encouraging and 
interviews Iengthy and informaI. In many cases in fact, l did, 
not use the que~tionnaire at aIl but simply'listened as people 
spoke of their experiences at Manitou. The questionnaire, 
therefore, represents but a part of the research as observation 
and participation at the college ailowed me to learn from the 
students there. Because of ll)y lack of facility with French, 
Ms r.1adeleine Taylor from Montreal travelled north to help me by 
interviewing the Francophone graduates. She hdd previously 
accompanied me to the college and acquainted herself with the 
project. 

C. Limitations of the Study 

The limitations imposed upon this study are-spatial, 
temporal, and financial in scope. Because of limited funding 
and available time, it \Vas impossible to interview those 
graduates living as far north as James Bay for exampIe.. 'rhere 
have been problems of course in locating sorne individuals, which 
has rcduced the number of interviews possible. The study 
includes gradua tes as of August 1976 and thus does not include 
the September 1976 teacher-training graduate class nor the 
December 1976 CEGEP graduates. Bad it been possible for me to 
spand aJ.l of tl1e fall term doing fieldwork, l would have been 
able to speak ""ith more peopl'e for longer periods of time. AS, 
it stands, l was able to spend n considerable amountof time 
with each graduate l did interview, as weIl as talking with 
other students (including drop-outs) l 'teachers, ndministrators, 
attending classes at Manitou and participatin~. in activities 
there. ' 

D. Layout of the Report 

- -

The samp1e reprcsented in this report consists of 36 of 
the 65 students who had gradua ted from programs a t Manitou by 
August 1976. Thirty-one of these are CEGEP'graduates. Other 
statistics are as follows: 

Breakdown hy province of home reserve: Nova Scotia 
,Quebec 
New Brunswick 
Ontario ' 

13 
12 

4 
, 2 

" 

1 
1 
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Breakdown by tribal affiliation: 

Breakdown, by firs,t (non-na tive) 

Micmac 18 
Mohawk 7 
Montagnais 2 
Huron 2 , 
Malise~t 1 
Metis 1 

" " language: English 
French 

28 
3 

Breakdown by sex: male ·17 
female 14 

Rather than explain the questionnaire as such, l sha11 
explain each section of the data '~s i t is presen,ted. The 
information gathered was put into "seventeen sections, sections 
6 and 7 corresponding to question 1 on the questionnaire: 
sections 8 and 9 corresponding to question 2; section 10 to 
question 3, and so on. Since the questions were open-ended, 
l tallied the responses on a-'master chart and rearranged the 
answers according to popularity of response. Thus"I shall give 
the statistical data, followed by a brief explanatory comment. 
l shall do this fo the CEGEP graduates first, and follow with 
the Amerindian Te 'niques graduates. The reasons for dividing 
the sampI rse will becorne obvious as the differences 

noted. Thirdly, l shall comment briefly on 
did with "drop-outs". 

The section of this report concerns itself with 
points l of the questionnaire, that is the question of 
identity and ethnie relations. Finally, in the summary l shall 
present comparisons along tribal lines, and by year. l shall 
then surnrnarize the feelings of the graduates as represenOt~d in 
this report. 
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IV. Statistical Data: the CEGEP Graduates 
t'r 

1. Average age of graduates is: 25.5 

2. Type of schoo1 attended prior to Manitou: 
A. Public schoo1 with majority of non-native students 19 

3. 

5. 

6. 

B. Residentia15chool, 
C. Other (including vocational/technieal SCh001S~ . 

Manpower Training, etc.) \ 

Average grade level prior to attending Manitou: 10.91
, 

Time spent in full-time work (other than surnmer jobs) prior 
to attending Manitou: 

A. Greater than two years 
(' 

B. Less than two years 
C. came to Manitou directly from school 

i 

Speaks 
A. 
B. 
C. 

a native 
Yes 
Partly 
No 

language: 
19 

7 
5 

Expected from program at Manitou: 

12 
12 

5 

A. Regular CEGEP program and diplorna 13 
B. Didn 't_ knO\"l what to expect 10 
C. Specifie vocational/technical prograrn 8 

Comment: The students entering Nanitou in the first year 
of i ts operation, tha t is the graduating class 
of 1975, ei ther came for a .specif,ic voea tionaI 
or teehnical prograrn, 'which ls what they thought 
Manitou was aIl about, or they didn't quite know 
what to expeet. Once t~e CEGEP programs were 
firmly organized, later students had a clearer 
idea of what was available to them at Manitou. 

7. Saw the airns of Manitou College as: 

\ 

A. Unsure but expected it to be different 
from "\'lhi te" 5choo15 

B. Same'as any other schoo1 
C. Cultural centre "-Ii th emphasis on 

things Indian 

- - - ....,.~~------...,.----~- . - ,-~-~-~- ..... .",. .. ",.. ..,.,_... ' ... 
'-', ~ 
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Liked best about Manitou: 
A. . The people (students, teachers, staff) 16 
B. personal, in~rmal, relaxed'atmosphere 5~ 
c. Facilities and opportunities 

"'~ 3 
D. "Everything ! Il ) 5 
E. other (includes scenery, meeting other 

Indians, etc. ) 
[, 

2 

C9~ent: The overwhelming feeling here obviously was that 
the people at Manitou were what made it unique. 
Teachers at Manitou, with very few exceptions, 
are seen by students as dedicated and sincere, 
and this teacher-student relationship makes for a 
unique learning environment. People seerned to 
fee! that the people involved in it made Manitou 
College "a good place to learn". This is closely 
tied in wi th the v.zarmth and relaxation of the 
general atmosphere, which many students pointed 
out as a welcome contrast to their previous 
experiences in highly impersonal. forma l, "white" 
educational environments. The five students who 
responded wi th "Everything! Il mentioned several'"",,­
points they liked about the college and finally 
concluded that everything made it a good place 
to be. 

9" Liked least about Manitou: 
A. Administration of the college .. and the way 

students were excluded from the decision­
making process 

B. Excessive drinking and the problems 

c. 
D. 
E. 
F. 

associated with it 
Too easy: low acadernic standards 
poor screening of students 
Isolation of,site 
Other (included lack of counsellors, too 

many whites, etc.) 

10 

8 
3 
2 
2 

6 

Comment: The things the students liked least about Mani tau 
centred around two issues. Firstly, the students 
who are still ato Manitou either working or doing 
their third year in arts, teel unanimously that 
relations between the administration and the 
students are extremely tense and alienated. The 
students are bothered by the new director 's lack 
of visibility and lack of communication wlth the 

/ 
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student body, and -feel tha t they have no input 
into the decisions made ai:. the college. This 
feeling of being "controlled from above" seems 
to have resulted, they ~say~ in a feeling that it 
is not their college, after aIl. There exists 
a greatdeal of 'frustration because of the 
instabili ty tha thas dogged the college since i ts 
opening, because of its political and'economic 
"situation. The sec'ond issue was that of drinking. 
A number of graduates talked about drinking as a 
prime problem at Manitou, specifically, and among 
the Indian population generally. MaIlY "explana­
tions" were offered ranging from depression to' 
1:he lax academic standards to the lack of al ter­
native~social activities to peer pressure. It was 
frequently suggested that a counsellor could be a 
help in this respect and that Mr. Doug Knockwood, 
a former counsellor~at the college had been very 

'helpful in this respect. Directly tied in wi th 
the, perception of alcohol as a problem a t the , 
cot:'lege, five students suggested that had ,the 
i~~tial screening of students been more selective; 
th~ academic standards high and strict enough to 
require greater time Jpent on schoolwork, that the 
effect might have been le~s "partying ll

• Other 
students countered that it (alcohol) was a much 
more individual matter. 

Effect of Manitou on pÇ>litical activities: 
A. Basically poli tically inactive but more und er­

standing and awareness of political situation 
and process because "of attending Manitou 23 / 

B. Slightly les~ aêti..v'~e poli tically 3 
c. Slightly mort'! ,activè'political1y "3 
D. Definite politièa~ involvement at local 

band level 1 
E. Pref~rred not to conunent, on poli,tical 

activities 1 

Comment: Contrary to expectations expressed by some~people 
at Manitou, the ~ajority of graduates feel that 
Manitou ,has had no effect on their political 
activities. They all hastened to assure me 
however, that they had a greater understanding of 
their histOIiic, legal and po'litical situat;.ion, as 

, 
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Indians, than they had before attending Man"itou. 
BasicaJ..ly 1 however, they saw th~mse1ves 'a~ non­
political persons 'or not wantilyg, to get involved 
political1y. Many persons _~xpres~ed the idea that 
the intelleetual climate at Mani ou, which is 
highly politieized, did not' car,~ ." over into the 
home reservation. One exception to this is a 
student whos~ experiences at Mani~ou encouraged 
him to run for band councillor, a position he now ", , 
holds. 

Il. Effect of ~anitou on economie'status: 
A. No improvement in eeonomic status Il 
B. Improvement beeause of marketable skills 

(crafts! teaching crafts, sel1ing 
artwork, etc.) "" c 8 

C. will imprôve eventually because of educa­
tional status but am now a student 7 

D. 

E. 

Improvement beea use of student and CEGEP 
status 

Improvement in the ,sense that l'm working 
a t Mani tou now 

3 

2 

Comment: c Approxirnately one-third of the students said that 
,Manitou had not helped them improve their ecônomic, 
status. Another 13 said that their economic 
,condition had improved because of learning ski1ls 
such as jewelry-making, canoe-building, pottery 1 

and other crafts which they had learned at Manitou. 
Many of these students had been asked to demon­
strate or teach such skills a t Mani tau and at 
other places. For seven students who are currently 
in school, they feel tha t Mani tou wi Il improve 
their economic situation, by having' started them 
in an educational system. One of the problems in 
attempting to evaluate the economic impact of 
Manitou 9n its graduates, of course, is'the time 
involved. General skills and knowledge learned 

,J(' 

a t Manitou" may indirectly contribute to an indi-" 
vidual's financial status. Two factors that were 
mentioned over and over again by the students were 
that;,: a) Manitou had made t'Pern much more aware of 
what employment opportunities'and funding sour~~s 
'for federal and provincial governm~nt grants, etc .. 

, were available, and b) their experiences. at 

t.! • '1 
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M:mitou hild" made tl1cm much more articul~te and 
cqnJ':idant to ilpply for jobs, etc. 

l2. IIilVO you continued yom::, oducû tj on boyond MC\l1i tou? 
l\. Ycs 24 

" 

Bl'O<tkdQ,.,n: 
a) Enrol1ad full-time in univorsity 
b) Enrollcd full-timo in <-{ tCùcl'lOl'S 1 col h::-gc 
c) Enrollcd full-timc at university but 

tC'mporùd.ly ù.bscnt \:hi[; yCilr bccilur;,;:? 
of pcrsonill fin,111CCS or bOClHWC rny 
university ,is on strikc 

d) Em:ollod p:trt-timc <lt tmivOl::sity \V'hilû 
\'loddng palit-timo 

~ 

e) Enrollcd in the third ycar of the nrts 
cour s~ ù. t Mil n l ton 

For those who continuod: 
i) \~ould you have becn 

Nnnitol.l ? 
Yos 
No 

4 
6 

acccptod prior to 

> 

ii) Did r.t::lni tou 
Ycs 

holp you acad(~mic411y? 
9 ' 

'No 1 .... 

3 

l 

13 

Hi) gi van credit for courses takcrt at Mélni tou? 
7 

WarD you 
Yes 
Partial' 

NB: 

1 
No 

Of the clovcn st,~'dcnts ,'</ho went on to 50ho01s 
than Manito~, one strcnt did not answer this 
hencc the discrepclnc in numboro. 

other 
section 

Comment: Porhaps one of the strongcst argumentn to be made 
in favour ,of 1'1anitou 's continueâ operation ~,s the 
fact that 24 of the 31 stuâents in the samplo have 
continued their education beyond CEGEP leveI. It 
i9 especially significant that, \'dth a single 
cxceptiQn, ev:J2!ry one of those stud(mts expresseèi 

\ " 

a dofinite plan to roturn ~o his home reservation 
und, apply hls eduoat~on thora. These students aIl 
had wall-defin~d ideùs o~ how their education 
woulà allow thorn" to malte a contribution to thoir 
home community~ and all exprcssed il desire to worlt 

\ )----

, -
t," 

t ~:: , , 
~\ f-"" 

,~ , 

i 
1 

<l 1 



13. 

o 

;1 , 

76 

with and help their "own people" in concrete 
~ ways. Of the eleven > students who went ~eyond 

CEGEP 1evei to schodls other than Manitou, six of 
them said that they would never have been accepted 
prior to attending Manitou, because of pre­
Manitou academic status, 1ack of motivation, and 
other factors., Nine students said that Manitou 
had defini te1y lle1ped them academica1ly in a 
variety of ways, including upgrading of basic 
literacy ski11s, development of research skills 
and study habits, and providing incentive and 
motivation to continue academic studies, by 
increasing persona1- competence and thus confidence. 
On the question of accreditation. seven students \ 
received full credit for courses taken at Manitou, 
one student ~eceived partial, and two students 
received no credit for their coursework. In the 
latter two cases, the situation was cemplicated 
by the fact tnat the students invQlved had com­
p1eted grade twalv_e and W'i\re attending universities" 
in the Maritimes, where a CEGEP diplema is super­
fluous. Seven students have not continued their 
education: six of these ,are now working and one 
is unemployed. AIl of the students interviewed 
saw education as a major Ineed of the native popu­
lation and felt that Manitou Collage, whatever its 
problems or their personal feelings towards it, 
was a positive step in encouraging young people. 
to go to a scheol where.they could feel comfortable, 
and learn "relevant" material and skills. It is 
interesting ta note also that, while many of the 
Mani~ou graduates'are drop-outs of other school 
systems, every graduate recommended that young 
Indlan students should continue ~heir education 
beyond the highschool level. l sugges't tha t their 
experiet;lces at Manitou gave the students a much 
more positive orientation toward education, in 
general, and its role i~ the development of the 
native population, in pàrticular ... 

Were you able to put what you learned at Manitou into' 
practice in your own reservation or community? 

A. Am planning to in the future but am in school 
right now ,0 

B. No , . 
C. Yes 

16 
10 

4 
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Comment: Most studcnts have dcfinite plans ta work in 
their home communi tics but are currcntly away 
for most of the' ycar. as stl.ldonts. Those who 
ans\-lered lIyes" included ù"'hand councillor, u 
studcnt stù.rting a craft shop, u studont involvcd 
vlith native roscarch, and a student ",orking on a 
native comml.lnicûtions project. 

14. would you <1ùviso ù- youn<Jer brother or sister ta go ta 
Milnit.ou, to u "\-.'hito tl colloge or CgGEP, or not ta continue 
his oduc~1tion after highschool? l'fhy? 

A. H::u1Ï tau 17 

B. l1<l.nitoU,\ if it changes and salves 
some of t110 probloms i t has na\'I 8 

c. Anothcr "'''hi te" CEGEP or university 
Systc~ è - 6 

Co~ncnt: The g~oat majority of people recommonded Manitou 
,collcco. Tho following reasons were given: the 
relcvancc of the curriculum; the unique environ­
ment at Manitou; the uniqueness pf the range of 
skills one could learn thera: the upgrading program 
w11ich gave a lot of people <l "second chancel! in 

,fj:t 
education. Manitou was seen ù-S a place ta "find 
your identity" and "get your heùd together" '" 
Eight'people recornmendeà Manitou with the stipu­
lation that it iron" out sorne of ~ts current 
problcmso The problems mentioned most frequently 
~l1ere: the po or relationship ilnd lack of communi­
cation between the administration and the studcnts. 
and economic problems of the college which in turn 
caused more problems. Six students said they 
would reoomme~d another CEGEP or university system. 
The primary reason given was that for those going 
on ta university in the Maritimes, il grade twelve 
education was aIl that was needed. Therefore 
while-Manitou was seen as especially good for 
previous school drop-outs, people felt that if one 
h~d completed highschool and wanted to go ta 
university, that two years spent at Manitou woul~ 
be ~ waste of timeo One person faIt that most 
nat~ve people needed technical skills more than 
t11e social science l?arned at Manitou. 

15. Wha t changes do you thinlt Mani tau will have ta und~rgo ta 

't 

j 

l' 



( 

16. 

'-

17 .. 

78 

adapt to changing native naads? 
What i8 needed at Manitou i8 ••••• 

A. The students must 'have grcatcr participation 
in the decision-making process. Therc must 
be better communication b~bJeen the admini-
stra tien and thd students 0 

B. 'l'haro must he a way to overcomo the ùmount of 
"drinking at Manitou '-'l.nd the problems caused 

9 

by or rclated to it. '7 
C. 'l'haro must be a greatet' divursi ty 0:( progr<llnS, 

fox: examplo science cotlrses û.nd some" 
vocationaljtcchnical trû.ining. li' 3 

D. Forroai education is not a native priority so 
Mû.ni tou should oxpand to includc other 
than liberal arts training.. 3 

E. 'rhoro s110uld be stricter acùdemic standardo 
and 8crooning or students 

P. O\:.hor (inclt?dcd suggestions that thore s1)ould' 
be sCp<1rate English and French so110018 und 
that there should be greater communications 
wi th bands). 

Hov! do you' think Mwni tau has bcen handled by the 'media? 
A. Unfairly 28 
B. Too little communi ca Hon ta tell l 
c. No corruncnt 2 

3 

3 

Comment: f.!ost' students fel t tha t the media l1ad been res­
ponsible for oreating a negative.image" of Manitou 
Collage by gross exaggeration and distortion of 
the facts. It scemed to1thorn that only negative 
things wcre being written about the collage and 
that the administration ""as c10ing nothing ta 
counteract that nogative publicity. Many students 
further stated that this was particularly unfor-, 
tuna te for th'ose -bands who lmew very li ttle of 
~pa~ was actually 90ing on at Manitou and had ta 
rel~ upon thé press for their information. 

Ho'" do you think Manitou 
A. Unfairly 
B.. No comment 
C. Fairly-

has bean handled by the government? 
17 
10 
il 

Comment: The students who felt that the (federal).government 

,f '. 
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J 
had treated the college ûnfairly gave the 
following reasons: many students were unable to 
obtain the funding they wcre legally enti tled to 

>and wero "hassled li and discou).4ù ged from il. ttending 
Manitou by Indian Affairs agents. Students said 
that they \'1ere unahlc to obtain accéss to documents 
of the fedoral govarnmtmt regùrding t.he collage. 
thuG mùking thom}fccl~~licn\1ted from the docision­
making process. Studcnts fclt that the guidelincs 
set up for cultul,-ai ccJucation progrùms by the 
federal governmcnt confaincd inheront conlradic­
tions, which prevcllted .'tl1C succcss of the co110ge. 
For example, a certain numbcu- of studcnts \'Iere 
nceded to justify the existence of the colloge. 
yet studcnts ~ere bcing discouraged from 90ing to 
Manitou and \"ore having trouble obtaining fnnding. 
Nany studcnts did not \"o.nt te comment on thi9 ' 
question as they felt tao uninformcd to do so, 
saying. that the communication -bcbvcen the govcrn­
ment and tho students W.:lS SO -poor as to makc an 
asscssmcnt of the govcrnmcnt's position impossible. 
The four \."ho said that the governmcnt had treùtcd 
the college fai'rly were of the first gradua ting 
class: there soemed to he sorne feeling that 
Indian Affairs 'r,as ini tially receptive to the 
col1ege but that, for il number of reasons, it 
lessened its financial and moral support as the 
years went by. 

~ 

1 
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v. sta.tistical Data: The Amerindian Techniques program 

Note: Because of the very small sample interviewed thcse 
interviews rnay be much less representative of the 
tota l group, than 'the CEGEP prog ram "da ta. However, 
l do think the responses reveal a significant dif­
Ecrence in the total Manitou cxperience than tl1e 
CEGEP students. 

1 

1. hvcr4gc ùgo of this sùmplc i8 34. 

2. Type of school attendcd prior to Manitou is: 
A. Public Uwhite" school 3 
B. Rcsidcntial 12 

3. Average lovol prior to attcnding Manitou 

4. 
(J 

'rime spent in full-time work (other than summer jobS) prior 
to attending Manitou: 

A. \vorked less than 2 years l 
B. l'Vorked more than 2 year8 Il 

5. Spcaks a native language: 
A. Yes 5 

6. Expccted from program at Manitou: 
A. Certification for teacher's licence 5 

7. Saw the aims of Manitou College as: 
A. Same as any other school 4 
B. More of a cultural center l 

8" Likeç'l bast about r:lanitou: 
A. Course itself 
B. Atmosphere of Manitou, 

9. Liked least about Manitou: 

3 
2 

A. English-French relations l difficult social 
situations created by English/French 
division \ . 

B. Drinking and student problems associatcd 
with it 

10. Effect of Manitou on political activities: 

\ 

1 
1 

1 , 

1 ,. 
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A. Politically inactive but Manitou having 
s'ome effect in terms of general under­
standing and awareness of po1itical 
situation and process 

11. Effcct of-Manitou on economic status: 

5 

A. Definite improvement because of certification 5 
v. 

HJ.vo 
A. 

B. 

you continucd your education? 
Docs not reallY apply as l tlm \>Jorking 

(tcaching) nO\'I 
l \Vas accepted at Ir"1val but it has bcen 

011 strike 

13. l'lere you able ta put what you learned at Nanitou 
practice in your own reservation or community? 

A. Yes 1 am tcaching novi 
B. Ycs 1 involved no"" in linguistic rcsearch 

4 

1 

into 

4 
l 

14. \vouid you advise a younger brother or sister to go to 
Mani tou, to a "wh! te" co11ego or CEGEP, or not ta continue 

15. 

16. 

his education after highschool? Why? 
A. Manitou, if it solves its present problems 

of drinking, etc. 3 
B. Manitou 2 

o 

Nhat changes do you think Manitou will have to -undergo 
adapt to changing native needs? 

A. \ There should be a strictel: atmospl1ere \..rith 
regard to screening of students, alcohol, 
and related disciplinary problems 

B. There should be better general organization 
at the college. 

1 
1 

ta 

3 

2 

How dd you think 1>1ani,tou College has been treated by the 
media ?\ 

A. No comment 
B.. Unfairly 

r 

4 
l 

.t~ 

17. HO"l do you think r.lani tou CoI1egc ha's been trea ted by the 
government? 

AG No comment 4 
B. Unfairly 1 

, 
'.1 

.\ 
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VI. Statistical Data: The Drop-Outs 

This research project \'las originally intendcd <J.S a 
study of the graduatcs and the drop-outs of 14anitou collage. 
Unfortunutely g time and financial rest.rictions have cilusCld 
me to direct the focus of the study on grtiduatCls only. 
Hm-lever. elcven forma!' intervievls \oJcre conductcd \-1ith 
"drop-outs". The samplc inch1<'1es five l\licmac from Nova 
Scotia 1 one Micmac and one Haliscet from Ne\'! Bruns\1ick, 
and from Quebec, two MohavJk, one Cree and one .Hontagm1is. 
l shall presc.mt the questionnaire results first, follo\\led 
bi~cùnunent~ 

Average age ls 23.2. 

Type of schoo1 attended prior to Manitou: 
A. Public schçol with majority of non-native 

students 9 
B. Residential school 2 

30 Aver<;\ge grade leve1 prior to attending Nani tou: Il.1 c 
1 

4 .. 

5 .. 

6. 

7. 

~" .......... ......., 

Time spent in ful1-time work (other than summer jobs) prior 
to attending Manitou: 
A~ Greater than 2 years 8 
B. Less than 2 years 2 
c. came to Na~itou directly from school ' 1 

Speaks a native 'language: 
A. Yes '9 
B. Partly 0.1 
c. No l ," 

Expected from program at Manitou: 
A. Regular CEGEP program and diploma 5 
B. Didn 't knO\"l what to expeet 2 

'C';', Specifie voeation~l/technical prog'ram 2 (, , 
tJ~·' Other 2 

Saw the aims of Mar-itou College as: 
A. same as\any o~her sehool ''5 
B. Unsure out expected it to be dif.ferent 

from "white" sehools 2 
c. Cultural center with emphasis on things 

Ind'ian 2 
Do Other 1 

. 
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Ci. Likeà best about Mani tou: 
A. The people (students, teac11ers, staff) 5 
B. Faeilities and opportuni ties 3 
c. Other (very specifie 'point) 2 
D. Atmosphere 1 

D '30 Li1ced least about Manitou: ls A. Isolation or' the site 
B. Other (very specifie) 3 
c. Drinking and problems associated \"ith it 2 
D. Administration of the c0110gG 1 

10. Effecf: of r.1Qnitou on political aetivitics: 
A. Basically politically inactive but more 

understanding and awareness because of 
po1itica1 situation and proccss bccause 
of a ttending Manitou lO 

B. Slightly .léss active poli tica11y 1 

11.. Effect of Manitou on economic sta tus: 
A. No improvement in ecooomic" statua 8 
B. Improvemcnt because of marketablc skills 2 
C. will impr.ove eVGntually but am nO",,' a student l 

12. Have jtÇ>u continued your education beyond Manitou? 

13. 

15. 

A. No 10 
B. Yer' am in school part-'Ùme l 

~'lere you ,lble to put what you learncd al Manitou into 
1 t" " practice in your own reserva 10n or commun1ty? 

A .. No 9 
B. Yes (photographi c skil1s) 2 

Would you advise a younger brother or sister ta go to 
Manitou, to a "white" col1ege or CEGEP, or not to/continue 

o 

h1s education after highschool? WhY~ 

A. Manitou 7 
'1 

B. Another "white" CEGEP or university system 2 
c. Manitou if it solves its current problems 1 
D. O:ther l 

What 
adapt 

A. 

changes do you think Manitou '-lill 
to changing native needs? 

, ", 
have èO,undergo\to , 

Other (refers to very specific individual 
points). ' 

c, 

, 

, 1 

__________ '<", ._~ r .~ .... : .Î--""-~.~~... .,. ... _~-r'~. .~~ 
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B. Overcome the drinki'ng problem 3 
C. Students need greater parti.cipation in 

decision-making process 1 
Q> D. Education i tself is not a native priori ty 1 

16. HOW
1 

do you think Manitou has been,handled by the media? 
A. Unfairly 7 
B. No comment 2 
C. Tao li ttle cornmunication to tell l 

17. How do yOA thi~{ Manitou has been handled by the govern~ent? 
A. Unfairly 6 
B. No comment 
C. Fairly 

3 
l 

Comment: One of the m~ifficUlt problems in attempting 
to interview "drop-outs" is in defining the terme 

e 

Most students who 1efh Manitou did-so-for reasons 
that had little to dorW;i.th tha schoçl, reasons 
such as poor hea'lth, upcoJ;l'ling marr,iage, or 
finances. Every drop-out l spoke with, except 
one, expressed a desire to return 't-ô Manitou. 
The majority unconditionally recommended Manitou 
as a CEGEP. While many bf the responses do not 
differ greatly ,from those of the CEGEP graduates, 
it is interesting to note sorne of the differences 
which may give clues to reasons why people 1eft 
the college. It is notable, for example, that 
five of the students, aIl from relatively popu­
lated areas, found the isolation of the ~ité -. 
difficult to cope with. AIso, when aske~ about 
changes needed at Manitou, these students tended 
to give very specifie eritieisms of the eollege in 
regard to rnatters whieh per~onally coneerned 
thern. 
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VII. Education and Identity , 

"~ile social scientists have attempted to refine the 
concept of ldentity, l have taken a, cognitive approach i~ 
this research project, in using the concept of identity as 
it is defined by,the graduatès of Manitou' College themselves, 
The 'Manitou data suggests that identity involves two main 
spheres: orientation toward self and orientation toward 
others significant to oncself. This is not to suggest, of 
course, that persons actually analyze their identi ty as 

,Jsuch, but the question of "Indian identity" certainly 
involvcs internaI and external factors on both levels. 

• While many gradua'l.:es did not discuss this question in 
any length, the ovcrwhelming major-ity of graduates inter­
viewed said tha t Manitou was a place ~here one êould find 
one's id~ntity. One student surnrned up the feelings of many 
others when shc said, "For me, ManitOil relieved a lot of 
frustrations. A sense of confidence and pride, overcame 
childhood feelings of inferiority, that'had been taught to 
me by (white) teachers." Finding one's identity, for the 
Manitou graduates, roeant having a, greater understanding of 
oneself and onc's people, and feeling more positive about 
theroselves and their situation. Again, the reinforcing 
factor of being surrounded by people they felt cornfortable 

'with, encouraged a relaxed atrnosphere where individuals felt 
-" 

a part of the group. Although a great many of the graduates 
had frequent interaction with non-native persons, and felt 
positively towards thern, being with other native persons 
was certainly a drawing card for students wishing to go to 
Manitou college. By providing this atmbsphere~ by encourag­
ing and providing resources for individuals to explore the~r 
history and culture~ by positively reinforcing the use of 
native languages and religious or cultural practices: by 
providing the stuQents with a historical and leg~l framework 
within which to place the current situation of Canadian 
natives: aIl seern to have created a positive self-image 
and a sense of having a unique and psychologically satisfy­
ing background. When one hears of the damaging effec,ts of 
earlier school experiences, the very positive role Manitou /~ 

has played in the forrnatton of positive self-identity is / 
understandable. Accornpanying this is a new sense of con­
fidence. Many students said that they felt fa'r less inh1-/ 
bited by white people; tha~ they were better able tb artiéu­
late their needs and could "present" thernselves mo:re éffec­
_tively in job situations, etc.. To talk of enhancing one'8 
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personal or cultural identity and building confidence, may 
not be the type of quantifiable output that educational 
administrators seek to justify an educational' program. 
After speaking with a number of people who saiq tha't Hanitou 
has haà a tremendous effect on their assertiveness and self-

e 

image, l feel convinced'that this sometimes undcr-estimated 
effect of the college is one of the most valuable'contri­
butions to human dcvelopment that any cultural-educational 
system could make. 

In tenus of orientation tO\vard other persons, a number 
of the gradua tes l interviewed distinguished between native 
and non-nati,ve persons. The ovenvhelming majority of 
MaDi tou gradua tes sho\" a positive ,feeling toward non-native 
persons, often in spite of having experienced fairly flagrant 
discrimination. Of ~0urse, there are cultural values with 
wl)ich they may disagree in the larger society 1 but the 
individual orientation remains positive. A very small 
number of graduates cxpressed feeLlngs of anger. resentment, 
and hostility toward non-native people. The prime factor 
affecting this feeling seemed to be background experiences 
of the individuals involved. In this respect, for example, 
one can make a comparison along tribal lines. contrasting 
the history and frequency of contact with non-native people, 
of the Nova Scotian Micmacs, with that of Indians frpm 
relatively isolated reserves in northern Quebec, a notice­
able difference emerges, in that the Micmac are somewhat 
more used to frequent interaction with1non-natives and 
'hrelate ll to thern more'. They seern less-alienated frorn the 
~ . , 

poor, rural, non-na"f.ive population adjacent to them. In 
terms of other native groups, the majority of the graduates 
said that they had, very little contact \'dth other tribes, 
and that their experiences at Manitou gave them a much 
greater awareness of the linguistic' and cultural diversity 
of native groups. Wllether- or not a Pan-Indian identity 
was actually being fostered at Manitou is difficult to say. 
certainly, students exhibited a great deal of tribal con­
sciou~ness, despite significant regional variation within 
tribal units, as for example, when the students initiated 
the 'tribal-based student political body instead of the 
previoùs representation-by-population set~up. In terms of 

- the process of identit;y formation, most students said that 
they previously equated ttMoha\'Ii'k"-ness, for example, with 
Il Indian"-nesS', but that Manitou experiences had changed 
tha~ slightly. Evident as well is the presence o~ inteF­
tribal competttion and jokingjstereotyping along tribal 

\ 
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lines. 

On a more theoretical level, perhaps, it is interesting 
to note the ro~e of peer labelling in identitY,formation 
and maintenance. Studies of native education have generally 
assumed, firstly, a c9ntinuum of acculturation with certain 
behaviours, traits and attitudes relegated to the~white" 
and "Indian" ends of, the spectrum, and secondly 1 an aS5ump­
tion of cultural 10ss and replacement, the idea that the 
acquisi tion of "whi te" skil1s, behaviours, and a tti tudes 
implies 10ss q.f "t:t;:ad~;tiona111 or "na ti ve" skills, ~haviours, 
and attitudes. The point here, of course, is simp1y that 
researchers have fâi1led to take native ca tegories into 
account; bne cannoi,assume a priori that certain categories 
are real for the persons' invo1ved. We see at Manitou, for­
example, that IIIndian" and "white" are terms used not 
necessarily eto rèfer ,to ,persons but to attitudes or beha­
viours, which are, nei ther of ne'Cessi ty sta tic fior mutually 
exclus~e. An understanding of the role of peer label1ing 
in identity formation'is important to understand wha~ 
mechanisms contribute-to identity validation. How the 
ca"tego~ èhange in ~esponse to native need, that is to 
say, how the content 'of labels such as "Indian" or "white" 
change with situation, illuminates the prosesses of identity 
maintenance and what,exactly people mean when they express 
desires to maintain their i~entity. If 'the ,philosophical, 
base of Manitou College is a rhetoric of "preservation of 
ethnie ldenti ty" or "maintenance of a separate cultural 

. iclenti ty", ,then this cognitive or perceptual' approach to 
the problem>~may help admin;stra tors translate the rhetoric 
into c,pncrete programs and policies. 
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VIII. Summary and Conclusions 

Summarizing the responses of the gradua tes suggests 
three possible lines of ma j or di fferences: by year, by 
tribal affiliation or region, and by course. In terms of 
graduati~g classes, the prirnary, differences by year~involved 
perceptions of the"school and communications. The fjrst 
gradua tes 1 who entered Manitou" in 1973, had no idea of 
what ,to expect. Many planned vocatïonal or technical careers 
and ended up in CEGEP .programs. Understandably, that first 
term at Manitou was a hectic one in trying to organize 
classes and programs. The students aIl recounted the first 
year at Manitou as a t,ime when they fel t very much a part 
of the decision-making process, and very much a cornmunity. 
"Making Manitou work", as the students put it, was a cause 
worth fighting for. Many people have pointed out, however, 
that there s~em~d to be sorne ini l. 1 confusion ?ver what_ 
Mani tou was supposed to be aIl bout: sorne saw ). t as a 
school not unlike oth~rs exce for the emphasi~ on na tive 
content, while sorne saw it mo e as a political consciousness­
raising activi ty. certainly t ese different camps of thought 
were reflected in the differing activi ties and a tti tudes of 
teachers as weIl. La ter students wer,e ta come to Man{tou 
with a rnuchl clearer i:,dea of what the college had to offer: 
this is reflected in' the yearly decrease of drop-outs since 
the college opened. Another general comment that reflects 
yearly differences is the fact tha't the lin~s of intra- , 
college cornrnunica tions broke down «s the years at Manitou. 
went by. Specific~'l1ly, the gene~, feeling of the gradua tes 
seems to be tha t relea tions between the students and the 
administration deteriorated with tiine, causing a feeling of 
alienation from the colle;ge itself. Economie and political 
factors external to the college, as weIl as internaI prob­
lems; may have ~ade the.po~tion of director a mo~e diffi­
cult one as time went on. q'ome of the Francophone students 

" "t::J'~~ 
mentioned that relations between English and French-speaking 
students represented apother split in commuhications but that 
this was not really a problern. '''-., 

'0 ' 

/ . .-J,p terms of tdbal affilia tians, one cannot help but . 
~the ,success ,of the Micmac s~udents at 'Manitou. Perpaps 

background 'factors affected student motivations, as one 
teacher suggested. Perhaps students from more remote 
reservations in northern Quebec felt that the CEGEP program 
was not as relevant ta their needs, as it niay haVl~n for 
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the'Micmac student~. cert~iriIy, in terms of'pbliticai 
consciousness or militancy, there is a marked differencè 'S\ 
between a lot of the students from Quebec and those from 
the ·Ma'ti t.imes. Contrasting the history and ,frequency of 
interaction with the non-native 'population of the two groups, 
and considering t~e recent James Bay Agreemént, it is under­
standable tha t the poli tical feelings of a young Cree 
student and his orientation toward non-native people may 
be considerably more milit~ than those of a Micmac for 

l ' 

example. Certainly the linguistic and cultural diversity 
of native people in Quebec presents much more of a problem i1 
to provincial native unit y, than that. found in New Brunsw'~ck. 
or Nova Scotia. ' Hence the range of polit~ical orientations 
to be found among Quebec Indians is much greater than that 
in New Brunswick or Nova Scotià. One thing that many 
students reglly enjoyed at Manitou was the opportunity to 
meet other groups of young native people. A certain tribal 
consciousness expressed itself in friendship,patterns (this 
may have been connect~ with language.use), joking and 
s·tereotyping along tribal lines, as weIl as in the political 
'student body a t the college. fi 

The most significant differences though, are to be 
seen among the gradua tes of the different courses. Looking 
at the graduatE~S" of the teacher7E1s;aining program, they are 
significantly older than the CEGEP graduates, had a much 
clearer idea of what to expect from Manitou, and seemed to 
be much more purely academic in their interests, as seen 
fram their comments. The mention of the social split along 
French-English lines ties in with't~t mentioned by 
Francophone CEGEP stude~ts. ~?litica1Iy, these graduates 

)were inactive and had littlé'to~say,'1 in spi-t:,e of one of 
them being a chief on his reserve. They were aiso far less 
critical of the treatment of the college by the media 
and governrnent, than were the CEGEP graduates. The prirnary, 
difference in this course is that aIl the graduates were 
able to put what they learned int'o immediate prac,tice, and 
to expèrience immediate economic benefits. Because of the 
certification that this course brings, and its immediate 
educational and economic consequences, there seems to be 
no question as to its utility'and continuance. It is 
expected that other institutions Such as IrUniversit~ de 
Québec à Chicoutimi, or other educational centers can 
continue to provide this training. 

; ... 
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Lookin9 back over the general economic, political, 
social, educational, and practical effects that Manitou 
College has had on its gradua tes, it becomes evident that 
any attempt at evaluation by the students i8 complicated 
Py the following two factors. Firstly, Manitou college 
was still in,its infant/stages when it was closed. Having 
had no precedent in Eastern Cf,inada, it had' to experiment 
and learrr" from i ts mi~takes. It hardly se.ems realistic, 
giv~n the time factor involved, t,o really' understand .the 
irnpâct it has had. For all the .graduates who are now in 
universities and teachers' colleges, for exam~le, the 
repercussions of their future activities on reserves, could 
be tremendous. The long-range practical application of 
what students learned at Manitou has to be taken into account 
as weIl. Besides the ti~e factor, another problem in.evalu­
ation ls the fact of working wit'h intangibles. That 15, 
their Manitou experiences gave many students a new sense 
of self-confidence; how will this affect them academically 
in tackling higher education, or economically in applying 
for and getting jobs? The development of basic literacy 
ski11s and the individual ability to articulate will have 
a tremendous effeQt on development of leadership and ability 
to cornrnunicate needs effectively to persans and institutions 
in power. An increased poli tica1 awareness and under­
standing should'lead to responsible decision-makers at the 
reserve \evel. Theref~e, many of the criticisms of the 
college are premature and destructive when weighed against 
the long-range potential of the school as a tool for the---.../ 
development of the native population. 

It would be equally unrealistic not to acknowledge 
the many problems Manitou has faced. The prirnary problems, 
as perceived by the gr~duates, revolve-a~ound thrèe issues: 
economics, politïcs, and communication. 1 

Economically, Manitou has been dogged from the begin-, 
ning by lack of adequate funding neceSsary for the main­
tenance of th~ site. Lack of funding may have had reper­
çussions in other arJas, causing a vicious cycle of probl~s. 
Selective screeningpf student5 and teachers, adequate 
teaching aids and resources, proper security systems, 
counselling and other student services -- aIl, of these 
things rely on an adequate fund~ng base. It speaks weIl 
of a number of the teachers at Manitou that they were able. 
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to continue running courses and programs under conditions 
such.as no duplicating resources, lacK of funds for booKs 
and related materials, scarce secretarial resources and so 
on. There seems to he a predominant feeling however, that 
lacK of rnoney is not the central' problem.;-=,Many s'tudents 
feel ,that' money could have been spent mbre wisely at th4!!l 
college by the administration. On the student side of 
things, they advocated 1) that an arrangement be made 

_whereby cheques would be distributed more frequently and 
only on week-ends, and 2) that a strict rule be enforced 
whereby individuals involved in property damage should be 
forced to pay f6r damages,. The general economic situation 
was seen by a number of Manitou graduates as tied-into the 
larger and more complex relationship of the college to the 
p'rovincial nat-ive organization and, .federally, to the 
Department of Indian Affairs and Narthern Development. To 
a certain extent the provincial (native) political organi­
zation and the federal (non-native) political organization 
became the scapegaats for the ,problems of the college, as' 
they were perceived as being non-supportive of an insti­
tution that was seen as, a good thing for the native people. 

Politically, of course, this feeling that the provin­
cial organization did not suppo~t the college, or at least 
accorded it a very law status in their list of priorïties, 
reflected the inter-generational canflict of interests 
expressed ta me by so many young Indian persons from Quebec, 
Nova Scotia and New Brunswick. 0 It is interesting to note 
for example, that so many students and teachers felt that 
Manitou was perceived as a threat to ~he native political 

"status quo by encouraging the rise of young leaders. Yet, 
it seems in~fact, very few people have been significantly 

\ affected politically bY àttending Manitou, beyond the level 
of consciousness-raising. Sorne have expressed desires to 
get involved politically but feel alienated from and dis­
illusioned with much of what they have experienced at the 
local and provincial levels of government~ Moving from the 
federal level as represe~llted by DIAND, and the provincial" 
level as represented by ~he IQA, to the local level at 
Manitou as represented ,bY the admini'stration' there, the 
feelings expressed by the 'students of having no input into 
policy decisiona and 50 on, ia closely tied to a communica­
tions problem. From DIAND to Manitou; from lQA to Manitou: 
fram provincial band councils to Manitou: from Manitou ta 
the larger non-native population via negatively-biased press 

..... _--:----;:------ , ,---

1 

l , 
1 , 
t 
1 
1 



( 

\ 0 

92 

coveragei fram the Manitou administration to its students: 
-- aIl are lines of communication which broke dOWn over time 
and led to many problems. Examples of gross misunder­
standin~or simply lack of first-hahd knowledle, are 
abundant nou p justify the general student fe~~ing that 
the peopl i posibions of power with reg~rd to tbe college's 
future, 'u as band councillors who knew little;/ of the 
college "white bureaucrats in ottawa" who k~ew even 
less, actually knew very little of what was really happeni~g 
at the school. 'certainly, improved communicati~ns on aIl 
levels is an absolute necessity if such,an educational 
system is to be reinstituted. Two positions suggest them­
selves here: the possibili ty of a \studè!!nt-sta ~f ombudsman 
and the position of public relatiods officer as a means of 
improving communication flow. 'Thé~e were also problems 
created by the presence of out-of-province students. After" 
enquiring to many people, no one has yet explained to me 
why the provincial organx'zations f~:iiled to work out s}>me 
sort of compromise positiorl~whereby individual out-of­
province students would be sponSored, thus relfe~ing the 
Quebec organization of its financial burden. The,lack of 
cost sharing caused tensions a~ weIl, especially when the 
qut-of-province students were told t.hey were "guests" at 
the college. 

Besides these three problem areas ment;ioned consis­
tently by the students, there'was sorne con cern as weIl that 
excessive drinking had ~corne a problem for a minority of 
the students. The reasons are too varied and cornplex to 
a~tempt any sort of answer to this problem, but the fact 
that it is recognized as such may point to the need for 
counsellors on alcoholism, as sorne students sugges~ed would 

• be helpful., , , 

The students were quick to po~nt out to me that 
problems,such as those articulated above are offset by the 
mapy advantages which make Manitou a unique educational 

\ ellperience: the flexible admissions, .the upgrading programs, 
the r~levance of ~he curriculum, the relaxed atrnosphere, 
~he unique experience of learning with other Indian tribes, 
'etc. Manitou was e~pecially helpful in giving previous 
highschool drop-outs a "second chance" at education. 

In this report l have atternptedcto present an overview 
of the feelings of thergraduates of Ma~itou colle9~ on a 
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number ,of subjects related to the college. To iaolate 
individua1s or ~pecific events which :aus:d problems W~~d 
accomplish noth1ng but further commun1cat10n breakdown; 1 
hope that the impressions of the students, 'as represen ed 
in t~is report, will he taken in a constructive vein and 
wi Il prove use fuI in future planning. " 

l ,had originally planned to continue the fie1dwork .b ~ 
and to compile the final report by May 1977. Because ", 
Manitou College is nOW closed, 1 have asked the admini-
stration to organize a meeting, where we can discuss the 
feasibility and utility of continuing \his project and 
,e~~hange suggestions for further research. 
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Interview Questionnaire for Manitou Study 

NAME: 
HOME ADDRESS~ 
AGE: 

, 
" . 

COURSE; 
TYPE OF SCHOOL ATTENDED PRIOR TO MANITOU: 
LEVEL OF SCHOOLING PRIbR TO MANITOU: 
DIO ôYOU v'ORK BEFORE COMING 1'0 MANITOU: 
DATE ENTERED MANITOU: 

" DATE LEFT MANITOU: 
CURRENT OCCUPATION: 

1. ~1hat did 
y.1hat did 
purposes 

, , 
you,expect your programme at Manitou to do for you? 
you feel were the aims of Manitou in general and the 
of your .pr'ogi:amme in particular? 

2. y.~at were the things you 1iked best about Manitou? 
y.~at were the things you liked least about Manitou? 

3. Have you been involved ln any native organizations 
before entering Manitou? 
after leaving 14apitou? 
Have you participated in any strikes or demonstrations or otner 
political activity before entering Manitou? 

4. 

after leaving'Manitou? 
Have you ever writ~en articles ·or 1etters regarding native 
affairs before entering Manitou? 

after 1eaving Manitou?' 
Did you ever initiate political or other native organizations 
before entering Manitou? 
after leaving Man~toU? 

Did Manitou provide you with channels and sldlls for finding 
ernployment? 
Are you in a better econornic position-now because of attending 

.Manitou? ~~~ ...... 1(.) 

, 

5. Are you now enrolled inoa post-CEGEP educationa1 institute? 
Would you have been' accepted prior to attending Manitou? 
Do you feel that attending Manitou has belped you academically? 
Were you given credit for courses taken at Manitou? 

- " '_. _2/ 
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Manitou Questionnaire (cont:) 

Vere you able to put ~r l~arning into practice in you~ awn 
resèrvation or"horne community? ' 

" 

7. \"ould you' advise a 
to a white college 
Why? 

younger brother or sister to go to f.1anitou, 
or CEGEP, or not to continue his education? 

8. What changes dd you think Manitou will have to undergo to 
adapt to changing native needs? 

9. How do you feel Manitou has been handled by the media? by 
governrnent? 

10. Did your learning experiences/at Manitou give you a greater 
sense of personal or ethnie identity? 
Did it change ymlr ideas, of "Indian-ness"? 
Did it help you grow spiritually? 

Il. Did your experiences at Manitou giv~ you a better und~rstanding 
of the values of "white" society? 
Did it change your perspective? 
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() QUESTIONNAIRE ENTREVUE POUR li ETUDE MANITOU ',\ 

\ 

NOM: 

ADRESSE DU DOMICILE: 

AGE: 
COURS: 

GENRE D'ECOLE FREQUENTEE AVANT MANITOU: 

NIVEAU SCOLAIRE ATTEINT AVANT MANITOU: . 

AVEZ VOUS TRAVAILLE AVANT DE VENIR A MANITOU: 

DATE DI ENTREE A MANITOU: 

DATE DE DEPART DE MANITOU: 
,.. 

OCCUPATION ACTUELLE: 

. 1.- QUi attendiez-vous personnellement de 
~tre les buts generaux, de "Manitou et 

vot~:rogramme 3 Manitou? Que pensiez-vOils 
les )ectifs de vo~e progra_ en' p~rtlculier1 

2. Qu'avez-vous aimé le plus a Manitou? 
Qu 1 avez- vous a imê 1 e moi ns a Manitou? 

3. Vous-~tes vous impl iqu~ dans quelque activit~ Amêrindienne avant d'entrer a 
Manitou? Depuis votre d~part? 

Avez-vous particip~ a des gr~'~es ou des rh1lnifestations politiques avant d'entrer 
a Manitou? Depuis -votre d~part? " ' ' 

< f 
• 1 

Avez-vous jamais ~crit des articles ou des lettres regardant des affaires 
Amérindienne avant d'entrer'a Manitou? Depuis vorre d~part? 

- .' f 

Avez-vous jamais ;niti~ des organisations politiques ou d'autres avant dlentrer 
a Manitou? Depuis votre départ? 

Est-ce que Manitou vous a f0'lrnit des possibil itiês et compêtences pour trouver 
un emploi? Votre situation êconomlque s'est~elle a~li~rê parce que vous avez 
fait vos êtudes 1 Manitou? 

", 
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Etes-vous maint~nant inscrit a un ins"tit~t d'education POS!-Cégep? 
été admis avant d'avoir etudie a Manitou? Pensez-vous Manitou vous 
acad~miqu~ent? Avez-vous êtê cr~ditê pour vos cours a Manitou? 

y -auri ez-vpus 
avoir aidé 

6. Avez-vous pu mettre .en pratique votre apprenti ssage dans votre rêse,rve ou votre 
communauté? 

7. Conseilleriez-vous un jeune fr~re ou une jeune soeur de frêquenter le collêge 
Manitou, un cégep ou collège (blanc) ou a ne pas poursuivre ses études? Pourquois? 

t ' 
8.' Quelles changements seront necessaires a Manitou si le collège veut s'adapter 

aux besoins· de la populat ion Am~rindienne? <> 

9. A votre avis comment Ma~itou a-t-i1.êi~ man1pt11é par les média? Le gouvernement? 

10. Est-ce que vos experiences acquises a Manitou vous ont donné le sentiment d'une 
identité ethnique ou personnelle p1us~rand? Ont-elle influencé de quelque 
façon votre sentiment sur ce que c'est d'être indien? Vous-.ont-elles aid~ a 
Mgrandir" spirituellement? 

11. ,Est-ce que votre expérience a Manitou vous il donné une meilleur compréhension des 
)valeurs de 1 a société (b1 anChe)? Votre perspèctivè •. est-el 1 e çhangée? . 

J./,'1 
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PROGRAMME IN THE ANTHROPOLOGY OF DEVELOPMENT 

MeGILl UNIVERSITY ,P.O. BOX 6070 MONTREAL 101 CANADA 

DEPARTM'ENT' OF 

AHTHROPOLOGY AND DEVELOPING AREA STUDIES 

August 1st 1976 
~ 

Dear 
~ 

In order' to help' Mani tou ~ollege to, i,f>rove i ts 
programmes, and to better rneet the needs of nativ~~eople, l have 
been asked by thé College ,to do an independent study'of students 

_ who have attended. l wonder ~f it would be possible to meet 
with you and hear about your eXP7riences a~ Manitou ? 

Sorne of the things that l would be interested in hearing about 
wou1d be -- what you expected from Manitou; what your irnpre~sions 
of the College were; how studying at Manitou affected your activities 
since then, politically, economically and otherwise; whether what 
you learned at Manitou has bee~ of use in your home ccmmunity; 
whether Manitou changed your ~eas about Indian and ~~ite society~ 
This is an independent study, and any personal comments you might 
rnake would be kept strietly confidential, and not included in the 
report to the college in any way that might identify ~. 

l hope to visit your community in the near ,fut~re to talk with 
_/ 

you and other former students of Manitou. l hope you will agree to 
talk about your feelings. would it be possible for you to let me know 
when it would be conv~n'~ nt for us to ~eet? l am enclosing a 
se,lf-addressed envelo for you to use, if you could write and let 
me know, as soon as po sible. 

Hoping that you will help improve Manitou College, 

Sincerely 

I} 

(conni Kilfoil) 

. ' 

\ 

'. 



-- r 

) , , 
i 
( 

5 

,- - \' " , 
_~~ ____ ~~_" ..... _ " .. ,.p<'tftt·~~"""~ftI!'I1-

. 99 

PRO~RAMME IN THE ANTHROPOLOGY OF DEVELOPMENT 

McGlll UNIVERSITY ( P.O. BOX 6070 r.f~TREAL 101 

'DEP"R,TMENT OF 
"NTHROPOLOGY AND DEVELOPING "REA STUOIES 

. , 
. " 

le 1er aoDt 1976 
/ . 

~ 
le coll~ge Manitou m'a demand~ de. faire une ~tude ind~pendante 

, e son progranvne afin d'apporter toute am~lioration jugée nec~ssaire pour 
'eu~ servir le~ besoins des Amerindiens. J'aimerais vous rencontrer a ce 
opos et discuter àvec vous de votre expérience personnelle touchant en 

articu1ier les sujets suivants: qu'attendiez-vous de votre s~jour au 
collège Manitou; quelles furent vos impressions du collège; de quelle façon 
vos études au collège ont-elles influenc~ vos activiti~s dans les domaines 
politique, économique, et autres; .si vos études au collége ont été utiles 
A votre communauté;; si vos opinions vis-â-vis la societé {blanche) et 
(indienne) ont ét~ modifiées par votre passage au collège Manitou. 

~ , 

Je vous rappelle que cette ~tude est une recherche ind~pendante. 
Cons~quemment les donn~es 'recuei11ies seront strictement confidentielles et 
rien ne'permettra de vous identifier dans le rapport final soumis au coll~ge 
Manitou. 

J'ai l'intention de visiter votre communauté dans un avenir prochain~ 
afin de discuter avec vous et avec d'autres ~tudiants du collège de vos 
impressions et de vos opinions. J'aimerais donc savoir dans le plus brefs 
délais quand il vous serait possible- de me ~encontrer. J'inclus a cet effet, 
une enveloppe de retour esp~rant que vous ?ccorderez votre aide a une 
amélioration prqchaine du col1èg,e Manitou." 

Bien a vous, 

, Conn;' Kilfoil 
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