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Research has demonstrated that the inequalities of the
larger society are perpetuated and reinforced in the
educational setting. Furthermore, recent literature
demonstrates that the inequalities of race, class and gender
shape students' experiences in graduate school. This thesis
explores how these inequalities shape students' experiences.
More specifically, we explore how the inequalities of race,
class and gender affect senior students in Ph.D. programmes.
We demonstrate that these inequalities have implications for
the construction of knowledge and the extent to which students
contest the dominant ideology.

This study was conducted at a medium-sized Ontario
university. We undertook a qualitative study. Intensive

interviews were conducted with graduate students. A snowball

sampling techhique was used. They came £from wvarious
departments in the feollowing areas--- the humanities, the
scocial sciences and the physical sciences. We used a

theoretical framework emphasizing the concepts of ideology,

consciousness, perceptions, subjectivity and structure.
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The data reveal that students possess varying levels of
consciocusness of race, class and gender. Some students
perceive that their social position has given them special
advantages. This perception is held largely by white, middle-
class males. Others believe that their social position has
méant that they have encountered certain obstacles. This
position is held largely by those of working-class
backgrounds, women and ethnic minorities. Some students
believe that race, class and gender are not important factors
in shaping their education. Others believe that these factors
have no effect at all. The latter perception is more common
among science students. However, we did not =study their
perceptions of how race, class and gender will affect their
chances of finding jobs and being successful in careers in
theirfields. The researcher suggests that one's social
position does affect the quality of one's graduate experience
and the type of knowledge that one produces. However, the
student's view of assessment and the academic record can also

influence his/her academic experience.
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CHAPTER 1
I ODUCTION
THE PROBLEM

This thesis explores the implications of social
inequalities among doctoral students. Our goal is to describe
how inequalities are established and how they are continued.
We focus on the university setting. This is a place where
dominant ideas are both created and disseminated. And it is
here that students can prove themselves by demonstrating their
particular talents and abilities. The university setting is
particularly important for the discipline of sociology, since
it is here that ideas are constructed, reconstructed,
contested, moulded and shaped. Moreover, this is the context
in which creativity and rational thought are fostered. Some
of the research that is produced is beneficial to society.
This comes about through the influence of the academy on
social policy and on ways of seeing the world.

Most people do not think of the academy as a place

where inequalities are reproduced and divisions reinforced.




However, as our review of the literature will demonstrate,
people have different experiences, depending on where they
stand in the sccial structure. Carol Schick, a graduate
student who s3tudied in the field of adult education, at the
Ontario Institute for Studies in Education, comments as
follows on these two contradictory views of the university:
...the university [is al place which, on the one hand,
espouses values such as academic freedom, collegiality,
democratic decision making, meritocracy, and the notion
of education as leveller. On the other hand, we see
that these values are defined in terms of a clasas
system designed for and by patriarchy. The system is
not different from one which supports the atatus guo
and its economic values in wider society (1994:38).
This contradictory view of the university leads me to examine
studentsa' experiences, and to consider how these vary by race,
class and gender. I also consider the implications of these
inegualities for the production of knowledge. The differences
in the various experiences of groups divided by race, class
and gender tell us something about the constraints and
freedoms that exist in the production of knowledge in the
university setting.
By exploring graduate students' experiences, we will
gain a better understanding of how race, class and gender

influence research plans. I demonstrate how students'

backgrounds shape their experiences. I also consider how the




university influences students' views of the significance of
race, class and gender. To what extent do students’'
experiences differ according to these divisions? For example,
is a consciousness of race, class and gender developed within
the university? Ultimately, how do these divisions between
students affect the reproduction of dominant ideclogies and
the structures of the educational system? And how do they
affect the production of knowledge?
SOCIOLOGICAL CONTEXT

Patterns of access to higher education have changed
considerably in the last few decades. For example, women
currently constitute the majority of all post-secondary
enrolimaents, both full-time and part-time, in Canada (Bellamy
and Guppy, 1991:170). It is not surprising then that there
are also dramatic increases in the numbers of women at the
M.A.,. and doctoral levels (Bellamy and Guppy,1991:171).
Similarly, there have been increases in the numbers of
students from ethnic minority backgrocunds enrclled in post-
secondary institutions®' (Herberg, 1984:458). These increases
are very significant for visible minorities, for example,
blacks and Japanese (Herberg, 1984:458). Given these changing '
patterns of access, one can ask whether there is a

corresponding change in the kinds of knowledge that is being




produced. For example, Phyllis Levy, (1982:50), a professor
of education in the United States, feels there is a
possibility that "the increase in the number of women in
professional capacities may cause changes in the structure of
inguiry.” She explains in the following manner:

Women often prefer cooperative to competitive modes and

may be more likely than men to engage in ccoperative

regearch ... . [And since men too are beginning to
realize the disadvantages of competition], professional
behavior may shift from competition and empire building
to cooperative joint ventures. This possibkbility would
increase the opportunities for bhoth creative women and
men to make contributions to their fields (Levy,

1982:590) .

Despite these changes, the chances of succeeding are
greater for certain groups than others, once in university
programmes. For example, although there are increases in the
numbers of M.A. and doctoral degrees awarded to women, the
majority are still earned by men (Bellamy and Guppy,
1991:172) . Furthermore, despite the fact that women have made
significant advances in non-traditional fields (i.e. medicine,
engineering) , their numbers have also increased in those areas
wvhere women have long predominated, such as education and
nursing (Bellamy and Guppy, 1991:178).

Another group that faces formidable obstacles are

students of working-class origins. The review of the

literature will reveal that these graduate students have




greater difficulty fitting into and learning middle-class
university culture. They also face greater financial
difficulties (Langston, Kadi, Burnside, Sowinska, 1993; Dehli,
1991:61) .

What we have then are various groups of people, both
faculty and students, who in the past were virtually invisible
at the higher levels of the education system, suddenly
appearing in the academy {(Bellamy and Guppy, 1991:163-192).
While this in itself represents progress, it may not indicate
a unilinear progress. An examination of the significance of
race, class and gender will aid in the exploration of the
remaining obstacles. For example, how does one's identity in
terms of race, class and/or gender shape one's university
experience? Is a greater consciousness of race, class and
gender developed within the university setting? What kind of
"political"™ involvements do students engage in, both within
and outside the university? Does the wuniversity prevent
people from challenging the dominant ideologies and
structures? Does it ever encourage them? In what ways?

In order to understand these aspects of the politics of
the university, we need to draw on the concepts of "agency”
and "power." There are a numbexr of distinctive perspectives

on agency and power. The debate revolves around the problem



of how structures (involving power relationships) determine
what individuals do, how structures are created, and what are
the 1limits, if any, on individuals' capacities to act
independently of structural constraints? In other words, what
are the limits, on human agency? The debate also involves
questions of whether power necessarily involves conflict and
coercion (Abercrombie et. al., 1994:329-330). Does power, as
a structural relationship, exist independently of the wills of
individuals (Abercrombie et. al., 1994:330)? While my study
will touch on some of these issues, it will not address the
larger philosophical issues of the origins and nature of the
dynamic between power and structure. We will simply suggest
that in any given situation an individual has the capability
of "achieving or bringing about goals which are desirable"”
(Abercrombie et. al.,1994:329). For example, many accounts of
"women knowers"? reveal the methods by which educational
ingtitutions discourage actions and goals of women (Hartman,
1991:13). They also reveal the methods by which women are
denied power (Hartman, 1991:13). Howevar, my review of the
literature reveals that there are accounts written dy wonmen,
racial minorities and those of lower-class origins, taking'
issue with dominant ideclogies and structures. In the face of

constraints, people draw on their own capabilities (agency) in




order to mould, shape, deconstruct and reconstruct the
structural arrangements of the society. What determines
whether cne fights the system or not? What determines whether
one is successful or not in fighting the system? In this
study, I will suggest some answers to these gquestions.

In order to study the agency/structure dynamic, I
analyze students' accounts of teacher-student relations in the
classroom and relations among students themselves. I also
consider the world outside the classroom, which is often
thought to be ordered on the basis of "objective"/"positive"
knowledge. I am interested in how this world determines our
methed, mode of delivery and content of learning. Kate
McRenna, a feminist activist, who studied in the graduate
programme, at the Ontario Institute for Studies in Education,
in the early 1590s, has this to say:

We (both teachers and students) become the starting

peoint for analyzing how our educaticnal practices are

both constituted by and constitutive of ongoing
relations of power. This suggests looking at the way
the dominant ideology is inscribed in the form and
content of the classroom material, the organization of
the school, the daily classroom social relationships,
the principles that structure the selection and
organization of the curriculum, the discourse and .

practices of those who appear to have penetrated the
ideclogy’'s logic (McKenna, 1991:118).

In my review of the literature, as well as in the




following chapters, I will use various c¢ollections of working-
class women's and black women's experiences, to illustrate my
research questions.® Therefore, many of the accounta that are
offered are thoughtful personal accounts and not socioclogists’'

interpretations,

REVIEW OF THE LITERATURE

SOCIAL CLASS AND ACCESS TO POST-SECONDARY EDUCATION

After World War 11, there was massive expansion in
educational systems in Western countries (Karabel and Halsey,
1977:12) . Canada was no exception. It witnessed sharp
increases in post-secondary enrcllment during the 1960s
{(Porter, Porter and Blishen,1973:2). At that time, Canada was
lacking in highly skilled and professional workers (Porter,
Porter, and Blishen, 1973:2). In 1972, the Commission on
Post-Secondary Education noted that higher education was an
avenue that would lead to social and economic mobility
(Porter, Porter, and Blishen, 1973:4). This was the case
since modernization increasingly reguired skilled workers.
Moreover, an expanding economy and rising incomes meant that
workers could pay for their children's educations (Porter,
Porter and Blishen, 1973:4). Education was also seen as

providing personal fulfillwent and as a badge of responsible



citizenship in a liberal society.

The Commission on Post~Secondary Education of 1972,
recommended that all who wished to pursue higher education
should be allowed access with many of the financial barriers
being abolished (Porter, Porter, and Blishen, 1973:5). They
also felt that equality of educational opportunity would be
achieved, However, Porter, Porter and Blishen' (1973:5)
demonstrate that the effort to equalize educational
oppeortunity did not reduce inequality of income and wealth.
In 1971, Porter, Porter and Blishen surveved approximately
nine-thousand high school students. As one would expect, they
found that educational aspirations and expectations were
related to class position. The financial status of students
is a consideration very early in high school and determines
what courses he/she will take and how far he/she will go
{Porter, Porter and Blishen, 1973:110). Social class was more
important than mental ability in determining how far students
will go in high school {Porter, Porter and Blishen, 1973:110).
Thus, students of lower-class status had lower aspirations and
expectations and this was found to be related to their
economic level (Porter, Porter and Blishen, 1973:110-111).-
Bowles and Gintis presented similar findings in the United

States.
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Since world War 1, there has been a dramatic increase

in the general level of education in the United

States,as well as considerable equalization of its

distribution among individuals. Yet economic mobility-

--ie., the degree teo which economic success (income ox

occupational status), is independent of family

background of individuals---has not changed measurably.

And the ¢total effect of family background on

educational attainment (years of schooling)} has

remained substantially constant. Thus, the evidence
indicates that, despite the vast increases in college
enrollments, the probability of a high school graduate
attending college is just as dependent on parental
socioeconomic status as it was thirty years ago

(1976:7) .

The second important finding is in relation to sex. At
that time significantly fewer lower-class girls than boys
expected to go on to university (Porter, Porter, and RBRlishen,
1973:124). When family finances are scarce it is less likely
that money will be spent on girls than boys. Consequently,
girls plan their schooling realizing their lack of financial
support (Porter, Porter, and Blishen, 1973:124). In addition,
at the time of this study it was harder for girls to find
summer jobs and if they did find jobs their earnings were much
lower than those of boys (Porter, Porter, and Blishen,
1973:124) . Thuz, parents would have to assist girls to a
greater extent.

Porter, Porter and Blishen show that the ideal of equal

access of all social groups to education was not achieved.

This was partly because limited finances among the lower class
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limited the education of their children and, c¢onsequently,
their range of occupational choices. The educational system
tends to mirror the inequalities that exist in society
(Porter, Porter and Blishen, 1873:5; Bowles and Gintis,
1976:5) . Social inequalities affect students' chances of
entering the post-secondary system and the levels they reach
(Porter, Porter and Blishen, 1973:77, 136; Bowles and Gintis,
1976:110) .
EDUCATION AND EDUCATIONAL RESEARCH SINCE THE 19703
What has happened since the 1970s? Bruce Curtis and
his colleagues conclude that little has changed. They show
that the child of an unskilled worker is about four times less
likely to receive a university education than the child of a
professional (Curtis et. al., 1992:9). They comment as
follows:
While Ontario people on average received more schooling
than their parents did, working-class kids still
receive less schoeling, and a different kind of
schooling, than do kids from middle-class or employer-
class backgrounds... . More than a third of the people
whose fathers were industrial workers, or were self-
employed, dropped out of high school. Nearly half of
those whose fathers were unskilled dropped out of high
school. Less than [ten percent] of the people whose
fathers were company managers or professionals dropped
out of high school. Many daughters and sons of
employers and professionals can't drop out of a public
high school... anyway because they don't attend one--—-

they g¢ to one of the many elite private schools in the
province instead. Almost everyone who goaes to one of
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these private schocls goes on to university {Curtis et.

al., 1992:8-10).

Curtis and his colleagues {1992:11) go on to say that
with the increase in structural unemployment and chronic
underemployment in the last decade, the number of working-
class children who are dropping out of high school is on the
rise. This is due to the increases in tuition fees and the
grade-point averages required for entry (Curtis et. al.,
1992:11).

It is clear that those of the working class are still
in a disadvantaged position in terms of access to education,
than those of the middle and upper class. However, there has
been a broadening in our thinking about the issue of egual
access to education. In addition to the earlier focus on
material measures of class and gender, attention is now being
paid to the social and cultural manifestations of class and
gender and to the ways in which they may shape educational
aspirations. Furthermore, the issue of race is also being
explored. For example, the review of research by James cdte
and Anton Allahar (1994:42) reveals that in the United States
a greater percentage of black and Hispanic students drop out
of high school than do white students. The rates for white,

black and Hispanic students respectively are 12.4 percent,
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13.8 percent and 33 percent (Cote and Allahar, 1994:42). "Even
those who actually make it through high school still have a
difficult road teo travel, because many are weeded out during
these studies” (C8te and Allahar, 1994:41).

There is now an interest in the dynamics of race, class
and gender once students enter the academy. This has come
about as a response to the fact that there are many more
different kinds of people in the university today than there
were a few decades ago. For example, there are many more
lower-class students, especially young women, enrolled in
pogt-secondary institutions (Curtis et. al., 1992:10;
Tokarczyk and Fay, 1993). Not only are there many more women
(Bellamy and Guppy, 1991:17), but there are also many more
ethnic minorities (Herberg, 1984:458) . Thus, researchers are
now considering how the inequalities of the larger society are
carried over and perpetuated within the academy. What this
means is that it is possible that there are changes in the
kinds of knowledge being produced. The dominant ideologies
that once prevailed may now be cuestioned to a greater degree
from many different viewpoints. Schick believes this to be
the case:

The Western, middle-class, male hegemony over the

creation of knowledge at universities is being called
into question, often by those who are not Western,
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middle-class or male,. Wanting more than minimal

participation in the university, those who are not part

of its original elite are challenging several
traditional notions,including what counts as knowledge,
how knowledge may be recognized, whose version of

knowledge is credible (1994:7).

In the following section, I will provide a brief
summary of this literature. Specifically, I will look at the
question of whether inequalities based on race, class and
gender prevent people from challenging the dominant ideology
and structures and, if so, to what extent? What obstacles do
students face because of their gender? Are these obstacles
perceived and acted upon differently, depending on one's race
or one's class position? And what form do these barriers
assume? The obstacles that are faced are not only material,
but may also be less tangible in form. For example, they may
include feelings of inferiority, lack of confidence, and so

on., What is the role of consciocusness, subjectivity, and

ideology? And how are these related to one another?

STRUCTURAL AMNALYSIS

MATERIAL RESCURCES

The majority of students, at some time during the:i.r-
academic careers, face financial difficulties. However, this

poses a greater obstacle for some students than others. Of
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course, working-class students experience financial barriers
most acutely. For these students, attending higher
educational institutions would generally have been impossible
without financial assistance from sources such as university
scholarships and loans (Kadi, 1993:92; Burnside, 1993:145).
Not only do working-class students face financial
problems because their parents <cannot support them
financially, but money can be withheld if parents do not
approve of the pursuit of higher educatien. For example,
Suzanne Sowingska (1993:156), a working-class woman and a
professor, states that although her parents could have
provided her with financial support, they refused . The
reagson for this was that they did not want her "to go outside
their world, to become unfamiliar, to become a part of any
institution that they vaguely sensed were responsible for
their manipulation and oppression" (Sowinska, 1993:156).
Lorna Marsden and her colleagues (1975:394) also
document how individuals from lower socioceconomic backgrounds
sometimes receive little or no psychological support from
familiegs. The lack of support, both financial and emotional,
for individuals from lower scocioceconomic backgroundsz means
that they are less likely to complete their studies than those

students from higher socioecononmic backgrounds (Marsden et.
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al,, 1975:394), Marsden and her colleagues explain why this
is the case:

Those students from low [sociceconomic backgrounds] who
perform only reascnably well are unlikely to be
encouraged to remain in the system because of a lack of
psychological or financial support from the university
or their home. For these students, another year of
university is a much greater risk. Students from
medium and high [socioeconomic backgrounds], however,
have more economic and psychological encouragement to

remain... . By the time students graduate, the low
sociceconomic background] students who remain are very
highly selected and highly motivated people... . The

social structure throughout their university life has

reinforced high performance, high motivation, and high

pergsistence with ¢greater emphasis than among other

students (1975:394).

Taking on part-time jobs often results in extended
academic careers. This pattern is characteristic of many of
the working-class. Donna Langston (1993:65), a working-class
woman and a college professor, reports that it took her twelwve
years to complete hexr B.A., For the working class, the route
to academia is often "indirect" and "non-traditional." 1In
Langston’s case, she had children and worked at numerous jobs
throughout her undergraduate career.

Reports reveal that "women constitute a larger
proportion of part-time students than men, particularly at the
undergraduate and [{M.A.] levels and at the doctoral level,

half of all female students are part-time"” (MacMillan,
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1989:3) . Furthermore, in 1988-89 women represented sixty-four
percent of the total part-time enrolments (Bellamy and Guppy,
1691:160) . A substantial number are women returning after
some yeaxrs spent at home with children.

Part of this has to do with differential funding
offered to graduate students in various disciplines. The life
sciences and the physical sciences receive more funding for
regearch assistantships than deo the humanities and the social
sciences (Haley, 1989:33). Since women tend to anter the
humanities and social sciences, their financial resources are
more limited. Baley (1989:33) notes, that in Ontario women
antering chemigtry, a non-traditional field, receive mnore
research assistantships than women in other fields. They also
have lower drop-out rates. Furthermore, the university does
not give scholarships and assistantships to those who are not
full-time students. Of course, this leads to the need to work
off-campus (Haley, 1989:34).

Foreign students, especially those who are visa
students, sometimes face great financial difficulties. The
material presented in Chapter Six reveals that visa students,
as well as some other students, feel this way. Some of the
reasons for their greater financial difficulties include the

following: higher tuition fees than Canadian students and
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restrictions on working in Canada. Linda Carty, a black
woman, and a professor of women's studies, gives her account
of this issue:
Being a student without financial support meant that I
had to work throughout my post-secondary education, of-
ten times doing both on a full-time basis. In graduate
schoel this was not unusual for most of the "non-white"
students, especially those of us who were "fortunate"
enough not to be designated as foreign students. Now,
in my post-student life, 1 often wonder how I managed
to work, be fairly active in departmental pelitics,
remain actively involved in my cosmmunity and still
complete my doctoral studies in average time (1991:38).
THE ADMINISTRATIVE STRUCTURE OF UNIVERSITIES
The way the university itself is structured can create
barriers for certain groups. Brian MacMillan (1989:3), a
research associate of the Ontario Council on Graduate Studies,
notes that at the faculty level there are only small numbers
of women in each division. Furthermore, while women
constitute a sizeable proportion of the faculty in fields such
az education, nursing and French, they constitute a very small
proportion in disciplines such as engineering, physiology,
mathematics and anatomy (Bellamy and Guppy, 1991:185). Few
women hold administrative positions, except, of course, as
directors of such programmes as women's studies or nursing.

This is significant as it means there is a lack ¢of role models

for women at both the undergraduate and graduate levels. "The
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consequence of all this is that the majority of students on
both college and university campuses (i.e. women), are
instructed by men of senior rank, especially in traditionally
male-dominated fields from which growing numbers of women
graduate (e.g. commerce, law, medicine)" {(Bellamy and Guppy,
1991:185).
SUBJECTIVITY, IDENTITY AND PERCEPTIONS
SOCIALIZATION

Every individual is borm into an "objective social
structure," where he/she comes intc contact with significant
others who are responsible for his/her socialization {Berger
and Luckmann, 1967:131). These significant others are forced
upon him/her, and their definitions of his/her situation are
related to him/her as "objective reality." The significant
others who socialize the individual "select aspects of it in
accordance with their own location in the social structure,
and also by virtue of their individual, biographically rooted
idiocsyncracies™ (Bexrger and Luckmann, 1967:131).
Socialization has implications for the formation of individual
identities and the development of subjective realities.

SOCIALIZATION AND THE LOWER-CLASS
While the mechanisms by which socialization takes place

are the same for all, the lower-class child not only adopts a
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lower-class perspective (identity) on the world, he/she
internalizes it according to the "idiosyncratic coloration™
communicated by his/her parents (Berger and Luckmann,
1967:131). As a result, the lower-class child will come to
reside in a woxrld quite different from that of an upper-class
child (Berger and Luckmann, 1967:131).

What is learned during early scocialization is difficult
to overcome in secondary socialization (Berger and Luckmann,
1967:140) . However, the following discussion demonstrates
that some of what has been learned in early socialization can
be covercome, at least partially. This is demonstrated by the
following accounts of working-class women who have succeeded
in higher education, despite the fact that their family and
friends did not.

THE WORLD OF THE WORKING~CLASS

Joanna Kadi, a working-class weman, now a professor,
addresses the issue of cultural capital and systemic
discrimination. In her view, lower-~class individuals lack
cultural capital in comparison with those of middle- and
upper-class backgrounds (RKadi, 1993:89; Sennett and Cobb,
1973:22-23). Kadi grew up in the 19603, in a =mall towm where-
mest people were employed by General Motors. She discusases

the early socialization of lower-class children and says that
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the main lesson that she learnmed in kindergarten was that she
was excluded. This exclusion was primarily shaped by distinct
class divisions (RKadi, 1993:90). 1In this town, one's father
either worked on the line or in the office. It was widely
known that those whose fathers worked on the line were not a
part of the core or centre. Children whose fathers were
white~collar employees received the most attention from
teachers and were given special consideration by them (Kadi,
1993:90). This group of children often picked mercilessly
on those whom they perceived as "lower" than themselves--poor
children. The "victims" rarely retaliated. They all "knew"
that it was <true. Some people were "hetter™ than others
(Kadi, 1993:90). Kari Dehli, a middle-class woman and a
professor, comments on the situation of the working-class in
the small town in which she grew up. She speaks of the
"implicit" and "explicit" norms that regulated behaviour and
identity.
Without any direct comment, we as children knew who the
children were who represented "trouble," whose parents
were poor, whose mothers were found lacking, who came
from "broken homes," whose fathers could be seen drunk
in the street. Some of these differences were clearly
markers of class (Dehli, 1991:61).

These sharp class divisions continue in high school and

university. Kadi (1993:90) found that her middle-class
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friends would often comment on her modest home "in the
sticks." Her teachers would not discuss plans for university
with her, even though she received excellent grades in all
subjects. 1In the 19608 in the United States, Aaron Cicourel
and John Kitsuse conducted a classic study that addressed the
igsue of social class and support and encouragement from
counselors. Since the American high schoel is committed to
identifying talent and increasing the number of "college-
going" students, the perceptions of counselors play an
important part in this process (Kitsuse and Cicourel,
1963:145). "Counselors will tend to devote more of their time
and activities to those students who plan and are most likely
to go to college and whose parents actively support their
plans and make frequent inguiries at the school about their
progress—namely, the students from the middle and upper social
classes" (Kitsuse and Cicourel, 1963:145). Therefore,

if there are two students of equal ability, one from the
middle class, a potential college candidate, and the other
from the lower class, both failing courses, the counselor will
call the middle-class student in for a conference. Inquiries
will be made about the sgituation (Kitsuse and C(icourel,
1963:145) . In contrast, the lower-class student will tend to

be neglected. Kitsuse and Cicourel evaluate this process as
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follows:

The differential attention given to students of middle

and upper social classes is not here seen as a result

of direct class pressures applied by parents, but as
an effect of the counselor's concepticons of the type

of student who should be doing better, who "wont make
it if he doesn't apply himself," whose parents "will be

very upset if he isn't accepted at X University™... .

It is the college-going student more than his non-

college—-going peer that is continually reminded by his

teachers, counselor, parents, and peers of the decisive
importance of academic achievement to the realization
of his ambitions and who becomes progressively
committed to this singular standard of self-evaluation

(1963:145-6) .

Jacqueline Burnside (1993:145), a working-class woman,
and now a professor, notes that she developed a class
consciousness and learned the dominant ideas about class
through her casual conversations with peers at university. 1In
discussing the education of family members, many of her fellow
colleagues revealed that their parents had college degrees
{even doctorates). In fact, many of her class-mates had
grandparents who were graduates (Burnaide, 1993:145). In
contrast, Burnside's grandparents had only achieved basic
literacy skills. This has implications for the offspring,
because they are not familiar with the kind of language used
in academic circles (Burnside, 1993:145).

Another barrier to the working-class is their cultural

norms and values which are often interpreted as "the way life
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should be" or as "the natural order of things.” Radi
recollects a group of boys who were strapped frequently and
who did not care how well they did at school. They were
aware, as were most working-class boys, that they were only
passing time in an institution that would not help them with
their futures (RKadi, 1993:90). Similarly, shortly after grade
eight many girls either dropped out or became pregnant (Kadi,
1993:90) . These perceptions of the "way 1life should be"
prevent many working-class c¢hildren from pursuing higher
education.

A further barrier is lack of emoctional support from
parents who do not support their children's goals to go on to
higher education (Marsden et. al., 1975:394). Sowinska
(1993:156) says that her parents openly tried to discourage
her from attending college. Her mother constantly told her
that she would not be successful and that she would be lucky
if she completed her first year. Langston comments on this
issue:

My family was very proud that I went on for my M.A.

and Ph.D. but they couldn't quite understand why I

would. It was odd and foreign to them. No one they

personally knew had done such a thing. When I finished -
my Ph.D. my grandparents thought I had just f£inished my

M.A. They weren't sure what the difference was between
the two (1993:65).
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Working-class academics also discuss feelings of
isolation in the academy. Langston (1993:64) notes that both
in ceollege and in high school she continued to inhabit social
circles that her friends did not. She says it was hard to
maintain friendships with former classmates who were either
out working or attending community ocollege (Langston,
1993:64). Furthermore, she mentions feelings of betrayal in
that she was entering higher education, and, therefore,
entering a world of privilege not open to her friends or
family. Sowinska (1993:152) likewise states "...to be in
college and to be able to read and interpret texts meant
freedom to experience words and worlds way beyond the grasp of
what I had once considered available to me, but it also meant
leaving behind familiar validations of experience and
community offered by my family and friends."

Exacerbating these feelings, is the lack of support,
guidance and mentering for working-class women in academia.
Langsaton ({1993:68) suggests that this is a serious problem,
since the network of family and frienda of working-class
students is not comnmected to academia. Thus, the emotional
support that middle-class and upper-class students have
available to them are often denied toc those from lower-class

backgrounds (Langston, 1993:68).
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Despite these barriers, some working-class pecple do
enter higher education. It is useful to consider EKadi's
concept of the "“conquered self."” This term refers to a
process by which an individual "buys into" the ideology of the
legitimacy of class divigions. The question of belonging is
strongly related to the overriding issue of the “conguest of
the self” (Kadi, 1993:93)., This term refers to the steps that
one must take in order to overcome certain aspects of one's
identity and to feel legitimate, content and worthy, once that
goal has been reached. This can be difficult, because one's
identity and one's social surroundings may contain elements
that do not validate and may even contradict the desired goal.
The "conquest of the self" is an "ongoing fluid process”™ in
which one moves back and forth between the "congquered self™
and the "conquest of the self." For some time, one may feel
both internal oppression and also the beginnings of internal
freedom. "One does not change over night from a defeated
person to victor" (Kadi, 1993:93).

The most essential element that is needed in order to
achieve conquest of the self" is an understanding of one's
situation. This understanding involves the use of words thatr
allow one to make sense of what happened to one in the context

of one's community (Kadi, 1893:94), It also involves coming
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to terms with one's position as a working-class person, and
realizing that one is oppressed because of this position. One
must come to undexrstand that class oppression is not a
biclogical phenomenon, but one that is political and finally,
that change is possible (Kadi, 1993:94).

Various experiential accounts demonstrate that the self
is never wholly conguered, and that individuals vacillate
between the "conguered self" and the "liberated self." Most
working-class accounts suggest that, no matter what level of
higher education is achieved, some people still feel that they
do not really belong in academia. Some pecple continue to
feel that they are caught between "two worlds.” Sowinska
describes this problem:

Even today 1 am sometimes haunted by echoes of the

shame I once felt but had no words for. I feel a great

deal of sadness for the young scholar who carried that
shame arcund and at the same time I am embarrassed by
the "simple beliefs" I once had. My newly gained sense
of entitlement often seems too fragile to sustain me,
and if I'm not careful I can still become too paralyzed
to use the privilege in my education to speak. But at
last, after a long struggle, I have no need to discard

my family or cultural values. I live instead in a

strangely ambiguous middle ground, insisting on the

validity of my working-class roots and experiences, yet
also feeling outside of them, transported by means of

education and political awareness to another place I
can't quite call home (1993:60).

Richard Sennett and Jonathan Cobb discuss this issue in
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their classic study of the Amexrican working class. They term
the discontent caused by upward mcbility “status incongruity"”
(Sennett and Cobb, 1973:21). Even though some working-class
men attain middle-clags Jjobs and move into middle-class
neighbourhoods, they may feel unworthy and discontented. Part
of this is the result of a particular American ideolegy that
suggests that one can improve one's circumstances if one has
the ambition and the desire. If one does not improve one's
social standing, no one is to be blamed but one's self
{Sennett and Cobb, 1973:250-251). Thus, it is felt that high
culture, which includes education, is necessary in order to
exercise self-control (a sign of dignity), in order to earn
respect and in order to be in a position to judge others.
These are, of course, middle-class attributes and some
working-class people strive to achieve these status symbels in
order to win respect (Sennett and Cobb, 1973:22). The irony
lies in the fact that the working-class individual also views
these middle-class privileges with disrespect. In the
process, the individual loses respect for himself/herself.”
And yet, paradoxically, he doesn't respect the content of
their [educated people’s] powersg: just as intellect gives a
man respect in the world, the educated do nothing worth

respecting; their status means they can cheat” (Sennett and
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Cobb, 1973:22). Working-class pecple feel that there is an
honesty in their culture, and that this is lacking in middle-
class culture (Sennett and Cobb, 1973:21).

It should be noted that so far we have discussed only
the socialization and resulting identities and subjective
realities of the working-class. As mentioned before, the
mechanisma of socialization are the same for all. However,
one's placement in a race, class and gender hierarchy will
expose one to a particular set of social structures and
ideologies. This has implications for one's identity, for
one's subjective reality, and for one's level of
consciousness. For example, Tim Dant (1991:166-183), an
American professor of sociology, studying in Marxism and
ideology, suggests that women's placement in a patriarchal
society has implications for how they will view the world and
interpret their lives. Similarly, Carty (1991:33) states that
the experiences of people of colour is a result of their
social position in an advanced capitalist society, and of
social hierarchies based on race. These larger societal
issues are carried over into academia. A detailed discussion
of these issues relating to the dynamics of consciocusneas will

be presented in Chapter Three.
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THE CONSTRUCTION OF RNOWLEDGE

Another pertinent body of literature is the material on
the social construction of knowledge. We will now consider
the ideas of Karl Marx on this topic. This research considers
whose ideas are the ruling ideas, and how these ideas are
accorded legitimacy. According to the Ruling-Ideas
Proposition, ideas are socially produced, but some ideas are
more influential and "legitimate" than others (Marx and
Engels, 1970:64). In 1845, Marx and Engels wrote "The ideas
of the ruling class are in every epoch the ruling ideas"
(Mackie, 1988:7; Marx, 1970:64). The production and
distribution of ideas are regulated by powerful people. These
ideas reflect an attempt by the most powerful to protect their
own interests. When the less powerful groups accept as wvalid
and avthoritative the ruling ideas of the more powerful groups
they are participating in false consciousness (Mackie,
1988:7). We are, of course, speaking of ideology. This is a
controversial concept in sociology. The term will be used
here to refer to "any set of beliefs, covering everything from
scientific knowledge, te religion, to everyday beliefs about
proper conduct, irrespective of whether it is true or false”
{Abercrombie et.al., 1994:206).

Ideclogies are often used to guide and conduct our
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daily lives. They determine what is "proper"” behaviour,
values and thought. However, individuals do have sonme
autenomy (agency). They doc have some freedom to think
creatively about the imposed ideoclogies (Dant, 1991:19).
These isgsues of knowledge, ideoclegy and agency will be
considered in greater detail in Chapter Three.
RKNOWLEDGE AND GENDER

Dorothy Smith (1991:179) addresses the issue of the
construction of knowledge in respect to power relations
between men and women. Female and male intellectual worlds
are unequal in status (Smith, 1991:179). If mental production
is the privilege of the "ruling class,” and men dominate
women, then the authoritative perspective, the ideas that
matter, obviously originate with men. Smith discusses
ideoclogical structures and the formmlation of ideas. She says
that the method ¢of oxrganizing society ideologically has its
origins in Western Europe some four te five hundred years ago.
It has, of course, been dominated by men (Smith, 1991:233).
The educaticnal system is one of the instruments through which
this is accomplished. It is the arena in which people are
trained and encouraged to adhere to the dominant ideas ofr
their society (Smith, 1991:240). However, these ideas are

primarily formulated by white men. Schick (19%4:10) notes
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that "the traditional university education was designed for
and by upper~ and middle-class white men."

Marlene Mackie, a Canadian professor of sociology, also
focuses on the theme of the construction of knowledge. She
gsays that before the women's movement (when women started to
openly question men's dominance), men held "normative power,"
"the right to define what was appropriate, legitimate,
important" (Mackie, 1988:5). The c<collection of data, the
interpretation of results and what was seen as credible
research and publication of findings were all largely
controlled by men. Smith (1974) notes, "How sociology is
thought-~~its methods, conceptual schames and theories-—-has
been based on and built up within, the male zocial universe®
{Mackie, 1988:5). Women sociologists were trained by men in
a male-dominated system, where only masculine ideology held
legitimacy. In order for a woman to succeed, she had to
accept this masculine ideclogy as her own (Mackie, 1988:5).
Men were accorded legitimacy because of their gender, not
because of their arguments or explanationg (Mackie, 1988:6).
Furthermore, "men have been the traditional gatekeepers of
academia, reviewaers of graduate thesis prospectuses,
appraisers of proposals for research funding, editors of

journals and books" (Mackie, 1988:6). Dale Spender (1981)
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points out that publishing is essential, because what does not
get printed simply does not exist (Mackie, 1988:6).

Smith (1991:245) cites studies which reveal that men
are more likely to be viewed as authoritative. Consequently,
their ideas and thoughts are accorded more Ilegitimacy,
credibility and validity. Written words are merely written
words, until they are given force by the authority attributed
to the *author®™ (Smith, 1991:245). "This effect must
generally diminish the authority of women teachers (at all
levels) vis—-a-vis students" (Smith, 1991:246). According to
Smith, when women have no authority, they have no power. The
forms of knowledge and the construction of knowledge will
continue to be predominantly male, and any attempt to negate
these types and modes of knowledge will not be judged as
credible (Smith, 1991:246).

KNOWLEDGE AND RACE IN RELATION TO GENDER

Carty, reflects on her experiences in academia as a
black woman. She discusses how the claims to knowledge that
are given credibility and wvalidity through universities have
been mainly Eurccentric, white and male and, therefore,
essentially gender-biased and racist (Carty, 1991:16). She
can recall having sat in numerous classrooms where she had to

listen to racist professors, both men and women, speak about
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a world that was white (Carty, 1991:13). To have her very
being denied on a daily basis signalled to her that, not only
was her presence not recognized, neither was her history
(Carty, 1991:13).

Carty also discusses the inadequacy of both feminist
and mainstream approaches in addressing the issue of race.
This has led black women to rely on their own agency. "Black
women are developing alternative epistemologies for dealing
with their 'outsider within' status and these are challenging
both feminist and mainstream knowledge claims" (Carty,
1991:160). Marlee Kline (1991:139), another black feminist,
argues that white feminists appeal te a universal oppression
that are experienced by women of colour. Thus, in ignering
that relations amcong women are hierarchical, white feminists
fail to realize that in a world dominated by white people,
women of colour are always in a subordinate position because
of race. Significantly, women of colour experience both
gender oppression and race and class oppression. They
experience them simultaneocusly (Kline, 1991:46-50; Carty,
1891:27) .

What does this lack of understanding about the various-
forms of oppression mean for students of colour? According to

Patricia Williams {18891:82), a black law professor, a major
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problem is that a taxing burden is placed on black students.
Either they must ungquestioningly accept certain racist
assumptions, or, even if they do question the assumptions,
they must ignore any ideologies that contradict the dominant,
accepted ideologiaes (Williams, 1991:82). They must do this in
order to pass examinations. This forces blacks to accept as
"truth" what Carty calls "common = sense" knowledge,
stereotypes, misconceptions, and accounts that only tell half
of the story about ourselves {(Williams, 1991:82). Carty
describes "common sense" knowledge as follows:
The ideology of domination manifests itself in many
ways which encourage people to accept unquestioningly
the myths and beliefs about the social world. This too
is a form of knowledge based on what some aunthors have
referred to as "common sense"---it is taken as what we
all "know," it can be ezxaggerated and distorted, but it
is largely accepted by all... . Common sense knowledge
then is often oppesitional and always contradictory.
Yet because it appeals to the larger society without
demanding any intellectualizing for its notions to be
legitimized, ideology which can be transmitted as
common sense is beneficial to those in control of the
relations of ruling (1991:27-28).
In the case of law students, if one fails to follow the
"proper” mode of thought, cone is labelled as being unable to
"think like a lawyer" (Williams, 1991:82).
Carty (1991:22) notes that marginalized groups, whose

experiences are often negated, often engage in resistance.
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This resistance comes from an "outside knowledge" and a
refusal to give up this knowledge. "We [black women] know the
knowledge claims that he {the professcr] puts forward and what
they represent and we know these knowledge claims to be
incorrect in the face of what we know about the world...™
{(Carty, 1991:23).
POTENTIAL CHANGES

What does all of this mean in terms of change in the
patriarchal structure of education? Gisele Thibault, a
profeasor of education in Canada, gives a bleak outlcok. She
says that a great deal of the potential for change has been
lost to pervasive beliefs that feminist scholarship is
deficient in terms of academic "depth and rigour" or that
subject matter to be studied in relation to women is limited
(Thibault, 1988:88). Furthermore, many have suggested that
feminigst research is "biased,” "trivial"™ or Ttrendy"
{Thibault, 1588:88). However, Thibault finds a ray of hope.
She says that these ideas may be undermined by the extensive
publication of a vast array of literature by and about women.
Also important is the recent increase in feminist courses,
However, with retrenchments and financial cutbacks, there will
be great competition in publishing and the hiring of women in

academia will also be affected (Thibault, 1988:88).
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Others alsoc believe that women have made advances but
they still have to face many obstacles. For example, Louise
Lamphere, an anthropology professcor, writes:

Feminist anthropologists can be proud of the fact that
we have made more of an impact on the major
publications in our field than is true of some other
disciplines, but we =still have a long way to go in
terms of making women and analys=sis of women central to
many of the major topics anthropologists study. At a
more basic level, it is also apparent that the feminist
literature on women has not been incorporated in
general anthropeclogy courses, especially those at the
introductory level, which are usually the undergraduate
student's only exposure to human prehistory and cross
cultural diversity (1987:27).

The same ambivalence about change and progress is felt
by black women. Carty comments:

As a black woman now teaching university in a society
where this is extremely rare, I am aware, like the few
other "non-white™ women in a similar position, of the
unique oppoertunity I now have to redress some of the
historical inaccuracies perpetuated by Burocentric
scholars, including feminists, who refuse to recognize
the changing nature of the social world. When I stand
in front of wvirtually all-white classes..., attempting
to discuss the implications of colonialism, imperialism
and their connections t¢ racism, and have to listen to
students tell me that "non-whites" who come to Canada
should be grateful to the government because they are
given the opportunity to become much better off...3I
realize how much work there is to be done and how much
I can contribute (1991:40-41).
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POWER AND CULTURE

Foucault analyses the micro-politics of power relations
in different localities, contexts and social situations. 1In
his view, there is a close relationship between the systems of
knowledge, or discourses, which stipulate techniques and
practices for the purpose of social control and domination
within particular settings (Harvey, 1989:45). These settings
include such places as prisons, asylums, hospitals and
universities, where power is independent of any totalizing
schema of class domination. "What happens at each site cannot
be understood by appeal to some overarching general theory"
{Harvey, 1989:45).

In the university, power is located in its customs,
which make up its culture. Some of these include the
following---the use of networks, formal and informal
interaction, and badges of ability. There are certain cues
and symbols of belonging. Accents, modes of dress and ways of
speaking are all important.

MICRO-POLITICS OF POWER

Levy (1982:47) sees the culture of the university as
being based on male characteristics. Schick also notes this |
pattern:

The context and discourse of the university have
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already outlined the identity of the person who will

pass through the classroom door. Thgt outline takes

the shape of a white male or anyone else who can or is

willing to conform to the norms set by this dominating

figure (1994:36).

Like Schick, Levy discusses the work of psychiatrist
Anne Wilson Schaef. She address the four major myths about
white male society. These have been outlined by Schaef
(1978) . First, there is the idea that the only society that
exists is that of the white male (Levy, 1982:47). These men
often say, "This is the way it works"™ or "It can't be done
that way." These statements are classified as "truth."
Second, white male societies are seen as inherently superior
to any other societies. Third, this system knows all and
understands all. Fourth, it is held that there are such
definitive categories as the logical, rational and cbjective
and that it is possible to entertain all of these at the same
time (Levy, 1582:48). In other words, certain customs, for
example, modes of action, and types of speech, are seen as
constituting proper academic scholarship (McKenna, 1991:125).
These customs not only stipulate what is "proper behaviour,
but also what are "proper" research pursuits and otherwise
Yemotional” or "political” pursuits. In other words, these

are "badges of ability."
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Sennett and Cobb speak about badges of ability in
reference to the working class and social mobility. Working-
class people realize that, in order to gain respect, to feel
dignified, adequate and legitimate, they must follow certain
rules and obtain certain "badges of ability" (Sennett and
Cobb, 1973:53-55). They must accept middle-class rules and
ways of believing. They must place an emphasis on politeness
and self-contrel. These badges of ability are symbols of
self-worth, dignity and belonging {(Sennett and Cobb, 1973:62-
65) . Dehli comments on this issue:

The hidden curriculum of higher education rewards

middle class students, thus producing and reproducing

class relations, From an early age I learned to
displace and express emotions, passions, joy, rage, and
conflict through reasoning, talk and distanced, third

person accounts (1991:64).

When these conventions are internalized, a form of
"common interest” is created. This brings wus into
"reasonable" relation to the state and also to one another.
Thus, we are taught that speech that is indirect and non-
aggressive, that is "reasonable,” is acceptable. We are
taught that this is the only way that our anger and our
politics can be tolerated (McKenna, 1991:126). However, in.
accepting this regulation, our politics and our views have

already been, to some extent, altered. McKenna (1991:128)
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notes that the rules of politeness and rxationality that govern
social dialogues relegate certain topics to the satatus of
"impolite," that certain tones of voice or emotions are
"irrational,"™ and that certain issues that are political are
labelled.psychologigal.

Rogabeth Kanter (1977), in her research on an American
corporation, discusses the cues and symbols of belonging in a
male-dominated institution. Although her study involves a
corporation, she says that her findings can be extrapolated to
all large bureancracies, including universities. She says
that a "masculine ethic" stressing rationality, efficiency
and a "tough-minded unemotional" approach to solving problems,
were seen as signs of competent management (Kanter, 1977:20~
22) . These characteristics were thought to belong to men.
However, all managers in the beginning were largely white men
of Protestant backgrounds from elite schools. When women
baegan to enter management, the "masculine ethic" was used
against them as a tool of exclusion (Ranter, 1977:22). Sone
of the accusations lodged against women were that they were
"temperamentally unfit for management,™ "incomprehensible,"
"unpredictable” and "not really ambitious" (Kanter, 1977:58)}.
Men made the following kinds of comments, "They changed their

minds all the time,” "I never knew what they'd do from one
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minute to the next," "With women’s lib{eration] around I never
knew what to call them, how to treat them" (Kanter, 1977:58).

Women were forced to conform to men's standards in
order to be seen as competent and to belong. This did not
always result in the desired ocutcemes. Kanter explains why
this was the case.

There was a decided wish to avoid those people with

whom communication was felt to be uncomfortable, those

who took time to figure out or seemed unpredictable in
their conduct. Deviants and nonconforms were certainly
suspect for this reason. Even people who looked
different raised questions, because the difference in
appearance might signify a different realm and range of

meanings in communication (1977:58).

Indeed, many female professors tend to be judged on the
basis of male qualities. For example, they are expected to be
impersonal, objective and unemotional. Those who teach from
a femininpe perspective and who consider such issues as gender
oppression and patriarchy, are more at risk to this kind of
evaluation. This is because within the academy, feminism has
been equated with "opinion" (Heald, 1991:144). For example,
a study conducted by Susan Heald (1989) on sociology
undergraduates at a Canadian university in the late 1980s,
revealed that only three out of ninety-four students enrolled

in a sociology course had anything positive to say about women

and feminist issues (Mg, 1991:104). One feminist professor
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found that the majority of students found her wmethod of
teaching to be "problematic.” She "digresses” somewhat from
the formal curriculum. One student wroﬁe offher as follows—--
"a slightly opinionated personality emerged on feminist issues
which is all right but sometimes took the topic under
discussion astray" (Ng, 1991:104) . Thus, students'
perceptions of proper conduct and professorial competence are
based on behaviours that are judged as traditionally male.
These include the following---a formal style of teaching,
little student give-and-take, the transmission of a given body
of content and little attention to process (Heald, 1991:144).

Styles of speech are also seen as either signalling
competence or lack thereof. They also are indicative of
belonging or not belonging to university culture. It is well
documented that women's styles of speech lead them to
participate in conversations in ways that silence them. For
example, women talking with men often use styles of speech
which tarn over the contrel to others (Smith, 1991:249). Forxr
example, wonen tend to use such interjections as "you know,”
and they are sometimes unable to name objects or to finish
sentences (Smith, 1991:249). Mary Belenky and her colleagues
comment as follows:

When women's talk is assessed against standards
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established by men's behaviour, it is seen as

tentative, vacillating, and diminutive (Lakoff 1975).

The pattern of discourse that women have developed,

however, may best be considered as an appropriate

response to women's work. The care of children, or
maternal practice, gives rise to maternal thought and
particular modes of relating to the world (Ruddick

1988) ... . [For example], mothers may intuit that

drawing ocut the child's ideas helps him or her to

articulate and develop emotions and thoughts

(1986:189) .

In terms of class, it is evident that lower-class
people must make conscious efforts to alter their styies of
speech in order to "pass" as middle-class (Sowinska,
1991:152). According to Langston (1993:72), "No matter how
qualified we are, those of us from working—-class backgrounds
are seldom viewed as competent as someone with the 'proper
middle-class mannerisms.' Furthermore, she says that she
feels the safest when teaching and doing research. She feels
the most threatened in meetings, serving on committees and
attending scocials, where she feels she does not belong.

Other cues of appropriate university culture include
styles of dress. According to Levy (1982:55), wearing "sexy"
or "sweet" clothes is a signal of incompetence. The "sweet
image" also includes the following---always smiling, always
nedding in agreement and refraining from taking a strong

stand. 7This destroys the image of firmness that is required

in order to be taken seriously (Levy, 1982:55). ILangston
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(1993:67) wrote the following: "I feel the need to dress up
and look professional...it's easier for middle-class white
male ceclleagues to wear jeans and sweatsgshirts and be respected
by students."

Ethnic and racial minorities are alsc judged according
te Eurocentric, white, male standards. Williams (1991:95)
wrote as follows---"my braids are described as being swept up
over my 'great bald dome of a skull'.” This was an exact
quotation from a student evaluation. Roxanna Ng, a professor
of Chinese background, notes that, because cof her small size,
she was often described as *cute" by many students and
colleagues. Despite the fact that these commentsa were often
meant as compliments, she does not know why she always thinks
of Susie Wong when addressed in this manner (Ng, 1991:105).

Physical characteristics {or being physically “normal®)
and sexual orientation are also evaluative cues of belonging
to university culture. Heald (1991:146) notes that she has
never revealed that she is deaf or that she is a lesbian,
because she wanted %o "pass" as normal. However, Himani
Bannerji, a sociology professor of East Indian background,
demonstrates that some women have +to strive to achieve
multiple "badges of ability" in order f£fit the "academic

image." She has this to say:
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Working in a course con "Male-Female Relations" which
I co-designed and co-taught for six years with a
colleague---who is male, white, oldex, taller, bigger
and full-time faculty---I saw the specificity of
student response towards me, where I had continucusly
to work against my subordination. Whenever expertise
or administration was at issue, my status as an equal
worker had to be forcefully underlined. It was rarely,
except technically, seen as my course as well
(Bannerji, 1991:73).
INFORMAL INTERACTION AND SUPPORT NETWORKS
Let us now consider interaction outside the office. Re
search has revealed that women have fewer discussions with
faculty members outside the office. They also have fewer
discussions with their research advisors on the advisor's own
research interests. Levy (1982:46) points out that this has
major implications for the graduate student, because much of
the "important work" in a bureaucracy is accomplished during
these informal social times. She explains the ramifications
of this pattern:
Inclusion in such activities would mean forming
stronger links with the white males who presently hold
the power positions. This would affect one's
experience as a graduate student as well as one's
future on the job market (Levy, 1982:46).
Part of the problem has to do with the mentor-protégé
system. A man has a greater chance of being taken on as a

protégé (Levy, 1982:54). 1In a largely white male institutien,

it is fairly difficult to find a female role model who suits
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one's "style of operation” (Levy, 1982:57; Dagg, 1989:29).
Levy recounts her own experience. She found that it was
easier to find female students who would become her role
models (Levy, 1982:57). This suggests that females have less
incentive to seek out female professors who might adopt them
as protégees. Kanter discusses the problems inherent in male
mentorship of females:
In a large, complex system, it is almost necessary for
power to come from social connections, especially those
outside of the immediate work group. Such connections
need to be long-term and stable and include "sponsors"
{(mentors)... . Sponsors often provide the occasion
for lower-level organization members to bypass the
hierarchy to get inside information, to shoxt-circuit
cumbersome procedures, and to cut red tape...
Sponsors are absolutely essential for women. They
offer behavioural advice and fight for them. However,
sponsors are often hard to find for women. Research
shows that leads choose to promote socially similar
subordinates (1977:182-183).
Part of this has to do with the fact that some men are not
sure how to interact with women other than as wives and
secretaries (Kanter, 1977:42). Sometimes they simply did not
know how to behave (Kanter, 1977:42; Levy, 1982:47).
Ella Haley (1588:32), a graduate student studying in
the department of sociology at the Univerxsity of Toronto, also -

discusses the exclusion of women from the mentor-protégée

system and the collegial network (old boys' club). Haley's
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study reveals that there are certain profeasors who harbour
negative stereotypes about women students. These stem from
their negative attitudes about "the potential of wonen
students to complete programs and to be productive scholars™
{Haley, 1989:32). This parallels EKanter's findings. Men
regarded women as lacking dedication, loyalty and "single-
minded" attachment, which they believed to be necessary to run
a company {(Kanter, 1977:6B).

Women may be able to partly compensate for some of this
lack of interaction with faculty or other such males by
forming support networks among themselves. Katherine Tracey
(1982:75), a professor, discusses the importance of support
networks among women graduate students. "In a predominantly
male institution we became each other's role models and helped
build linkages to the professional world to follow"™ (Tracey,
1982:75) .

People who belong to minority groups have even greaterx
difficulty engaging in interactions with faculty and students.
Bannerji (1991:69) noted that "Other students would talk among
themselves with ease and were willingly responded to by the
professors even when there were disagreements." These |
discussions would proceed as if she were not there. If she

interjected some comment about "other" literature (e.g. "black
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literature”) there would be a lull in the classroom. During
her interjection, students would look at each other and at the
teachers (Bannerji, 1991:69). Indeed, Sharon Rarnett
(1982:64), a professor, states that the foreign student, in
particular, experience a lack of support networks because
family, friends, spouses and children may be thousands of
miles away.
CON IOHN

This chapter began by describing the aims and goals of
this thesis. To recap, we plan to examine how the
inequalities that are associated with race, class and gender
in the larger society are carried over into the university
setting and how they affect graduate students' experiences.
We also consider the implications of the race, class and
gender dynamics for the production of knowledge.

The review of the literature revealed that there are
now more students of various backgrounds entering the
university than there were a few decades age. It is suggested
that this may have implicationa for the production of
knowledge in the academy. Race, class and gender do have an
impact on both students' and professors' experiences inr
university and, in turn, this shapes the production of

knowledge.
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While all students face barriers and obstacles, it
seems that certain students face greater difficulties than
others, Despite the constraints of many of these barriers,
human agency is important in enabling some students to contest
them. For example, the position of minorities in the social
hierarchy leads them +4¢ have different experiences and
different views of the world. Some gstudents of minority
background are able to draw on their own experiences, beliefs
and agency in order tc combat racial inequalities.
Incentives and barriers to contesting traditional university
structures will be examined in later chapters.

The qgquestion of how much of an impact these students
and professors have made on the +traditional university
gstructure is up for debate. Some believe that great advances
have been made. Alternative perspectives on the structure and
values of the university are being published, and non-~
traditional courses such as those relating to feminist issues
are being taught. Others feel that, even though the dominant
ideclogies and structures are being questioned from a greater
nummber of view points, this does not mean these alternative
perspectives are being taken seriously. These qguestions will-

be explored further in the following chapters.
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ENDNOTES

To a large extent, this relates to changes in immigration
patterns since 15970 (Mallea and Young, 1984:458).

This term refers to the knowledge that women derive from
experiences normally (but not always) based on their gender.
Thus, women come to feel that this body of knowledge is
particularly relevant to them and helps them to explain their
experiences of life.

Most of these personal accounts come from four books. Two of
these books are from the United States. The titles are as
follows--—-Working-Clagss Women in the Academy: Iaborers in the
Enowledge Factory (Michelle Tokarczyk and Elizabeth Fay, eds.,
1993), The Ph.D. Experience: A Woman's Point of View {(Sue
Vartuli, ed., 1982). The other two books are from Canada.

The titles are as follows-—-The Doctoral Thesis Journey:

Reflections from Travellers and Guides (Ardra Cole and David

Hunt, eds., 1994), Unsettling Relations: The University as a
Site of Feminigt Struggles (Himani Bannerji, Linda Carty, Rari

Dehli, Susan Heald, EKate McKenna, eds., 1991).

Samuel Bowles and Herbert Gintis (1976) offer a similar
argument, although their study was carried out in the United
States.

It should be noted that some middle-class parents also
disapprove of lengthy educations for their daughters.



CHAPTER 2
TEE SAMPLE
This chapter will familiarize the reader with the
sample. First, we discuss the methodology and describe how
the sample was obtained. We also provide a description of the
general characteristics of the sample. Second, a more
detailed discussion of the personal histories of specific
respondents will indicate the types of students interviewed in
this study.
METHODOLOGY
POPULATION
This research focuses on graduate students in the later
stages of their doctoral work. Students in third year and
beyond were interviewed. There are four main reasons for
choosing this group. First, a major theme of this study is
"the construction of knowledge." Doctoral students at this
late stage will be more able to address this issue, since they
will have more involwved and complex research projects than
those students writing M.A. theses. Many students at the M.A.

level are just doing course work. Those writing M.A. theses

52
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have undertaken more limited projects. Their work may have
less peraonal significance to them. Second, the latex years
of the doctoral programme are an interesting stage since the
consequences of various types of inequalities will have becone
apparent by this time. Of course, doctoral students sometimes
experience problems. They must deal with the fact that
funding is running ocut and the final stages of writing the
Ph.D. thesis are under way. Third, doctoral students are more
familiar with the culture of the university and are in a
better position to offer greater insights into university
life. Fourth, students at this stage generally know whether
they will complete the programme.

Initially, in the humanities and social sciences
several departments were chosen. The "physical sciences™ were
incorporated at a later date for reasons which will be
explained later. Students came from the disciplines of
English, history, sociology, classics and anthropology.

The physical sciences were incorporated in this study
for two reasons. First, minority women were heavily
underrepresented in the humanities and social sciences.
However, there were a fair number of them in the physical
sciences. Second, the experiences of science students

provides an interesting contrast in terms of graduate



54

students’ experiences and the theme of "the construction of
knowledge." These interviewees were drawn from the following
departments, Chemical Engineering, Chemistry, Computer
Engineering, Electrical Engineering, Engineering Physica,
Management Science (part of the Business faculty), Material
Science and Engineering, Physic¢s and Astronomy. For the sake
of gimplicity, all of these students are described as pursuing
graduate degrees in the sciences. All students in the
sciences are described as such in the thesis. Students in the
Social Sciences and the Humanities are not designated by
faculty. Thus, the reader knows that any student not
designated as a student working in the sciences belongs to the
other two faculties. These two groups showed certain
characteristic patterns. In addition, this diwvision of
students into just two groups serves to protect the identities
of students.
SETTING

The setting is a university located in a medium-sized
city in Southern Ontario. Many of the graduate students are
of middle-class origins and only a few are of working-class
backgrounds®.

THE SAMPLE

As has been described, the sample consists mainly of
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humanities and social science students. The number of
respondents from the sciences are somewhat less since this
group was used primarily for the purposes of comparison.
Similarly, there were twice as many women as men. Men's
experiences were compared with women’'s experiences. While it
might have been interesting to consider the experiences of
students with disabilities, this was not within the scope of
my project.

The majority of students are of middle-class origin.
There were alsc a substantial number who were of upper-middle
class origin. The third group, is comprised of a few
students, who did not see themselves as belonging to any
particular claas. Many of these were visa students. Only a
few were Canadians. The fourth group, which is gimilar but
somewhat less in terms of numbers than the third, comprised
those of working-c¢lass backgrounds.

Students were of a variety of races. Those Canadian
students who are of visible minority backgrounds are described
as such, We do not give details so that the identities of
students can be protected. Sometimes we just use the term "a
person belonging to a visible minority group”™ s¢o that the
student is not identified by race. Canadians who are not

members of visible minority groups are described as Canadians.
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Visa students were from the following regions: (L)
Latin America (2) Asia (3) the Middle-East (4) Europe (5) the
West Indies (6) Africa. All visa students, except those from
Europe and the United States, are designated as coming from
developing countries. The reader is then unable to identify
students from certain countries or regions. This protects the
identities of students. Of course, many of these countries
are quite wealthy and some students come £from moneyed
families.

Viga students were included for the following reasons:
(1) their experiences and cultural backgrounds will provide an
interesting contrast (2) many of the minority students to be
found on campus in the last stages of the doctoral programme
are wviga students. A description of the characteristics of
students by faculty will follow.

In the Humanities nine respondents are women and six
are men. The following numbers belong to each class division:
(1) five of upper-middle-class backgrounds {2) five of middle-
class backgrounds (3) three of working-class backgrounds and
{4) two who do not feel they belong to any particular class.
Ten students are white and five are visible minorities. Five
students are wvisa students and ten are non-visa students.

In the Sccial Sciences four respondents are women and
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none are men., The following numbers belong to each class
division: (1) two of middle-class backgrounds (2) one of a
working-class background and (3) one person who feels she does
not belong to any particular class. One student is white and
three are vigible minoritiea. Two students are wisa students
and two are non-visa students.

In the Sciences eight respondents are women and five
are men. The feollowing numbers belong to each class division:
(1) six of upper-middle-class backgrounds (2) four of middle-
class backgrounds and (3) three who do not feel they belong to
any particular class. Eight students are white and five are
visible minorities. Six students are wvisa students and seven
are non-~visa studentse.

Only full-time students were interviewed. These people
tend to be more integrated in university life. The goal was
to interview students who were probably likely to finish in
reasonable time. I did not place any upper limits on age as
I felt the experiences of older students might provide
interesting contrasts with those of younger ones. Their ages
ranged from twenty-five to fifty, with the majority being in
their late twenties to early thirties. |

I used a variety of methods when gathering my sample.

As I proceeded, I found I had to alter my original intentions.
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The reasons for this will be explained later. First, I began
by contacting various people in the various different
humanities and social science departments I had originally
chosgen, I tried to find out using informal channels the
numbers of students who were enrolled full-time in the fifth
and sixth years (the original years chosen for this study), in
the doctoral programme. There were approxXimately ten enrollied
in each department. I would, therefore, have adequate
numbers. However, there were very few students belonging to
minority groups enrclled in the years I wished to study. 1In
fact, there were only one or two in each department, and these
were mostly men.

At that stage I realized that I would have to expand my
range of years to include the third and fourth years, as well
as the fifth and sixth years. The third year was the lowest
year chosen since a major goal of my project was to explore
"the construction of knowledge." My intention was to discuss
the development of research topics. By the third year in the
doctoral programme, most students have at least handed in a
theéis proposal. In addition, I realized that I would have to
go beyond the humanities and social sciences departments andr
that I would have to interview any minority group women I

could find.
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I used a snowball technique. This involved asking the
few students who had replied to a letter I had posted in the
department, to suggest names of colleagues, both in and
outside their departments, who might be interested in
participating in my study. Most of my respondents were
contacted by this method. Sometimes other members of
departments suggested students I might contact.

After six  weeks of contacting students and
interviewing, I came to realize that the numbers of minority
group women in the humanities and social sciences in the later
stages of doctoral programmes were very low. The only
solution was to extend the group to include students in the
physical sciences. I followed the aforementioned procedures
in order to contact this group of people. A larger number of
these respondents were found through other members of
departments. Since science students have telephones in their
offices, I contacted most of these students by telephone,

Towards the end of my interviewing, I asked the
International Students Office to help me. Since I had already
discovered the names of potential research subjects in the
humanities and social sciences, I printed up a letter and
asked this office to gend it out to all the intermational

students in their files, who were enrolled in doctoral
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programmes in the physical sciences. This yielded two or
three additional replies, bringing my numbers to thirty-two?.

Protecting the identities of informants was a very
important consideration. Respondents are never identified by
a particular department or faculty. They f£fall into two
groups, those in the Sciences and those in the Humanities and
Social Sciences. Minor details have been changed in order to
protect students’ identities. Race and place of origin are
often given in very general terms. Where descriptions of
specific incidents might lead te the identification of
individuals, details have been changed slightly. However, we
remained true to the themes of the students' observations.
Clearly, we are providing the students' perspectives, and we
did not gather any information from faculty members. However,
just as we tried to ensure that nc graduate student could ever
be identified, we also tried to ensure that no faculty member
could be identified. Details that might lead to a person
being identified were either omitted or changed slightly.

INTERVIEWING

I chose to interview students. Interviews are
generalily more effective when one is exploring complicated-
igssues such those relating to race, class, gender and

consciousness. Moreover, an interviewer is able to make
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important obgervations and to interpret the responses to

questions asked in the interview. This is useful when one is

drawing conclusions as to what the respondent actually meant.

The interviews were recorded. Most took place in my office.

A few were carried out in the offices of the respondents.
THE QUESTIONS

Open—-ended gquestions were used. This limits the
researcher's structuring of responses. Therefore, a variety
of responses axe encouraged. Close-ended questions, on the
other hand, may lead one to overlook some important issues.
They also limit the range of possible answers.

The guestions asked about the experiences of the
graduate students in all facets of graduate school life. For
example, +they were asked about the following areas---
dissertation/thesis experiences, social and financial supports
and coping mechanisms. The respondent was told that he or she
was free to refuse to answer any question with which he or she
did not feel comfortable. The interview schedulie can be found

in Appendix A.

THE PROCESS OF INTERVIEWING
Initially, I was somewhat worried that my status as

black, female, and in my early twenties (younger than many of
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the respondents I would interview) might hinder the
establishment of rapport. However, I did not sense that these
characteristics affected my respondents, As a matter of fact,
I feel that many female respondents were able to be open with
me. My status as a black person also enabled students from

minority groups to be open with me.

PERSONAL, HISTORIES

This section presents profiles of graduate students who
are writing their theses. I will consider such issues as
their educational histories, their aspirations, their reasons
for coming to this university and theirxr reasons for entering
a Ph.D. programme. A more detailed description of the
characteristics of the respondents will follow. Examples of
both the typical and the special or unigque cases will be
presented.

CANADIAN STUDENTS
PROFILE #]

Elizabeth is a working-class woman of Canadian
background. She entered graduate school in her thirties. She
is interested in issues relating to race and immigration and
hag a friend who is a person of colour. She states that her

converszations with her friend helps her in her work because
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she can shed light on the racizt aspects of academia. She
makes the following comment:

We talk a lot, sinply because I can really grab on to
the racist aspect of things by talking to her. And
even before I met her, I suspected that the basic
theory of [my discipline] was racist. I used to call
it ethnocentric, but it's more than ethnocentrism,
because ethnocentrism iz simply saying that we like our
culture better than vours. And I don't see that as
being detrimental! But when it becomes elevated to the
level of some kind of power over other people, then it
becomes racist. My friend] sort of helped me to
confirp that these feelings I had were valid, He's
sort of a sounding board.

While Elizabeth's parents did not attend university,
all her siblings have graduated from university. The great
majority of our respondents have family mnembers with
university degrees.

Elizabeth says that her immigrant working-class
background has led her to have strong opiniong about class.
Few other respondents had strong feelings on this topic. She
says:

I came here [to Canada] in my teens, sc I had a notion
of what something else looked like. So I've always
looked at this society through critical eyes, because
it wasn't the same as the way I was brought up. And
when I would read this stuff, I began to realize how
mach my upbringing affected how I looked at [the-
literature in my discipline]. Of course, if you're
talking to people here about that they don't even
understand what you're saying. If they were born here,
they have a very shallow understanding of history and
they don't really seem to care about it. And that
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really affects the way they write about other pecple.
They tend to be less sensitive to what we as [scholars
in our disecipline] might be imposing on others. I mean
[people in my discipline] are supposed to be sensitive
to other cultures, So can you imagine what other
social secientists' attitudes are?

ACADEMIC HISTORY

It was her love of the social sciences that led
Eiizabeth teo pursue graduate studies. She states that she
chose this specific university because of the programme that
is offered. However, Elizabeth's student career has been
somewhat drawn out. She says that most students in her
discipline do not finish the doctoral programme in the five
vears for which they are funded. She adds that, there are
numerous reasons why she herself has not yet completed her
dissertation. She has this to say:

First of all, when funding ran out I had to take on
jobs to get money. For example, I worked for a year
and that allowed me to collect unemployment for a
while. I could not work on my dissertation full-time
because I had to work. You see, my children were still
living with me then. And when you're a parent, you
have to be more concerned about family respongibilities
and what you're going to do when funding runs cut. To
top it all off, I've had all kinds of problems with my
committee, because they don't like what I've written.
And they've been slow at reading my chapters and
getting them back to me. :

Elizabeth says that she does not know what she will do

with her degree, or even if she will receive it. As a
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student, she is dependent on her committee's assessment of the
quality of her research. However, she is confident that
people outside the university will be interested in it, and
that her dissertation will eventually be published.
Nonetheless, she says it will not bother her if she does not
receive the degree. She states:
If I don't get it, that's fine. At least I've done
what I really wanted to do. And I know somebody will
publish it. I've just been trying to get this part of
my life out of the way.
rPart of the reason why she is not upset about this is
the fact that she does not necessarily want to work in a
university setting. In the course of the research for her
dissertation, she developed a strong desire to work in the
areas of social work or teaching. She comments:
If there's one thing my dissertation has taught me,
it's to ke far more critical and more open-minded where
others are concerned. It has given me the basic
language to speak with. And I've spent time with
different people. Then my committee wants to take

these people's experiences and beliefs and negate them.
S0 I can sSee how immigrant who move here, having

different values and beliefs, may have many
difficulties,
PROFILE $#2

Brad is in his late twenties. He is Canadian and is in
the Sciences. He describes himself simply as Canadian. This

was the pattern for about half of the respondents. As is the
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case with the majority of respondents, several wmembers of
Brad's family have attended university. His father has a
Ph.D., while his mother has a B.A. and works as a teacher.
His brothers and sisters also have degrees.

Brad expresses some clearly articulated ideas about
class, This is not typical of most science students. He
places himself and his family in the middle class, He
explains his views of class as follows:

My family and myself are prcbably middle-class. But I

think I'l]l probably get a good job when I'm domne. So

I might be upper-middle-class. This is based mostly on

economics, although I recognize there are ethnic class

divisions as well. So educational and ethnic class
divisions are the big ones that I see. That would make
me of the white, male, educated class,

ACADEMIC HISTORY

Brad proceeded directly from his undergradunate work to
graduate school. This is typical of a majority of
respondents. His reasons for entering graduate school are as
follows:

It was something I wanted to do, and I had the marks.

T liked doing research, and this is what graduate

school gives me an opportunity to do.

Brad goes on to explain why he chose this particular

university for his graduate work.

I needed a good supervisor. I looked around the
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country for somebody who could take me. It was a
professional choice, basically. I needed a supervisor
who could get me a job. I went inte the [M.A.
programme] with an attitude that I was going to do
whatever interested me. And when I graduated from [the
M.A. programme] I knew that jobs were scarce, and it
was time to smarten up and do something that would get
me a job. The...department I was in for my [{M.A] was
esoteric. The people there were not very practical.

But the...department here is a very practical, money
oriented department. You do the research that gets you
money. S50 choosing this university was a strictly
professional choice. Funding wasn't an issue because
students in [this department] are funded very well.

Other science students also report choosing this university
because of the reputations of potential supervisors and their
ability to get them jobs upon completion of their doctorates.
Brad is not certain whether he will be done on time.
However, he says that most people do not finish on time. Some
only go a few months over time, while a few take several years
to complete their degrees. Be explains why some people take
more time.
Sometimes people choose a problem that does not work
out very well. It's important to choose a problem that
can be done. Sometimes people lose sight of what
they're doing. So they end up fcllowing tangents that
lead nowhere, and consume a great deal of time. I
mean, there are a lot of different reasons. In some
ways it is not reasonable to assume that somebody is

going to be able to finish a Ph.D. in three years. Four
years is reasonable.

Brad's goal is to get an academic pesition in a
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university. He hopes that this will include doing research.

This is his greatest love.

P I 3
Crystal is a Canadian working in the Sciences. Her
parents beth have university degrees. However, her mother did
not follow a career. Crystal gave the following explanation:
My mother graduated, but she stopped working when she
got married. So she's bgen a housewife most of her
life. At the time my parents got married, it was not
viewed very well that the wife would work if the
husband is working. It would be viewed as the husband

doesn't make enough money. It might not be the same in
Ontario.

Several of Crystal's siblings have graduate degrees.

Crystal firmly believes that there are class divisions
in Canadian society, but has difficulty explaining why they
exist. She comments:

Well, of course there are class division[s]l] in

Canadian society. To answer why this is the case

would take a long time. I would have to think about

that to make a good answer. Anyway, it's not an easy
question to answer.
She also believes that class is not necessarily a permanent
status. She has this to say:
My family, I would say, is middle-class, based on our

education and income. I mean, we're not rich but
we're not poor. I myself might be upper-middle
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fclass] because I'm doing well financially and when
I'm done I think I will get a high paying job. So I
think eclass status can change. It's alsoc not always
clear what these ¢lass divisions mean. I mean, while
I think I'm well off now and definitely will be later,
some may say I'm not because I don't have a car or a
house.

All of Crystal's relatives reside in another province.
She says this does not bother her. In fact, she feels that
leaving her home province has been a positive experience. She
camments:

I'm quite happy I decided to leave. I think I've
learned a lot being here. I'm studying with people
from different countries. The...department is quite
multicultural, and it's very interesting. It enlarges
your view of the world to talk with other people, to
find out the similarities or the dissimilarities. The
people I am talking with are very lucky, because not
every one from their home countries can do what they
are doing. And I guess when I talk with my family now
we don't have the same view of pecple from different
cultures. But I think my family are learning from me
though. So it's okay.

ACADEMIC BISTORY

Crystal did her undergraduate work in a branch of the
Sciences. She says she has two main reasons for pursuing
higher education.

One reason I [enrcolled in] graduate school is because

the work I would like to do for a living is in research

and development. And at the time jobs were scarce. So

I decided the best thing would be to go to graduate

school, instead of looking for a job that might be hard
to f£ind.
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She geoes on to explain why she chose this particular

university.

I decided to go into a certain field. So I asked two
profaessors who were teaching me during my undergraduate
0o recommend some other professors to me. You have to
be careful, you see, to take a profesasor who is
publishing and who is active in research, and also
takes care of his sgtudents. I mean, if you take
somabody who has fifty students he's not even going to
look at your work because he won't have time. So I
asked them, and I picked this university because of my
supervigor mostly. 2And I don't regret it! Location
and money were also considerations. I decided that, if
I stayed in Canada, it would be easier to get
acholarships by being a Canadian citizen. So it was
much easier to choose a Canadian university.

Crystal is confident that she will finish her degree

soon. She says that most people in her department finish on
time. Her goal is to find work in the area of her current
research.

IGN STUDENTS
BROFILE #4

Desmond is in his thirties, a visa student who belongs

to a2 racial minority from a developing country.

I come from a country where we have thirty-six
different ethnic groups. One of the major groups is .
the [group to which I belong]. I describe myself as a
member of [this] ethnic group.

Desmond has his wife and children living with him in
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Canada. All other family members live in their home country.

Desmond's parents were farmers. Like most of the students

interviewed, he says that several other members of his family

have attended university.

Desmond believes that there are clagss divisions in

Canadian society, Jjust as there are in all societies. He

says:

Dh sure [there are class divisions in Canadian
society), even though I don't know much about Canadian
society. But one cannot say there is any society on
earth without class divisions. aAnd definitely the
person from the rich background cannot pretend to
belong to the same class as a person from a poor,
deprived background.

Desmond says that class is a bigger issue here in

Canada than it is in his home country. He explains the

differences in the ways in which people experience class in

the two places.

Clazs is not such a big issue back home because of the
nature of what vou call family units. We do not have
single or nucleated family units. Sc¢ the moment you
become rich, you are respected as an upper-class
perscn. And being rich or wealthy does not depend on
money. It is based on how many people you can draw to
yourself. The more people you have, the more respect
you gain in the society. So that if you say you have -
money, and you have wealth and yet you have no one,
nobody respects you. I think class is more of an issue
here too, because you have issues such as racism.

Here, even if you have a degree, as soon as you step
out of your office you are shifted down to a different
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class all together because of your physical structure.
In [my country] that does not happen.

When asked if he belongs to a class, Deamond commented
as follows:

Well yes, I've considered that. Considering that in

[my country], universities are few, and the chances of
everyone who qualifies getting admission is very
limited. Once you get in and you get your degree you
definitely jump from the peasant class to a kind of
what I'll call lower—middle class. This is because you
really cannot solve any problem with your first degree
unless you are lucky enough to be employed by a
multinational corporation, and so on. You're normally
an ordinary teacher in high schoecl, and so on. Your
salary is as low as the guy in c¢ivil service.

Basically, you're just surviving. But nevertheless you
still belong to a higher class than the guy who just
graduated from high school. So we have all kinds of
structures.

ACADEMIC HISTORY
Desmond completed his undergraduate degree in his home
country. Desmond did not proceed directly to graduate
studies. He explains why this is so:

At the time I went to university, there was a programme
in [my country] called Natienal Service. You're sent
out after your firat degree to go and serve the nation.
You must do this. Even if you go straight to graduate
school and finish ten Ph.D.'s, you must come back and
do it. So I did that for a year, and then also went
back to the university as a [teaching assistant] for -
another year before I went on to graduate studies.

Originally, Desmond had planned to do graduate work in
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another area. However, through a twist of fate, he ended up
in a different field. He gives the following explanation:

I'd always wanted to go to graduate school, even when
1 was an undergraduate. I told myself that I wanted
one of two types of jobs, either to be a teacher in the
university or to work foxr the internal revenue service
where I would make money. {Be laughs.) So I worked
hard and got a good degree during my national sexvice.
I wasn't thinking of [my current area of study] at all.
But when the interviews took place I was far away and
I did not hear about it in time. When I went to
complain, I met [an administrative official)]. He would
sanction my application if I wanted to go abroad te deo
my degree. 30 I said ckay, you know beast. I do want
toc be a teacher. 8o I rewrcte the application, and
hexre I am.

Desmond provides an interesting account of his reasons
for choosing this particular university. He states:

I never heard of [this university] until a friend of
mine told me about it. Another friend of ours, who
had come here before us, sent an application from here
to this other friend. 8o when he was leaving to come
to Canada he passed through my place and talked about
this school. And that's how I got to hear about it.
By then, I'd placed applications to three other
universities in Canada. One gave me only two years
teaching assistantship and a fee waiver. But this
university was going tc give me a better financial
oEfer.

Desmond believes that he will be done by his fourth
year, and he says that he "must" finish by then. BHe offers

the following explanation:

After four years, you must fund yourself. And I really
want to finish in four years, because I want to go back
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to [my country]. There are a lot of things that are
waiting for one to do, like research.

Desmond's future career goal is to go back to his
country to teach. He wants to expand the range of material
that is taught to students. He says:

First, I want to show the links between [these

countries] and my home country. I went into the social

sciences because of these links. It's good for
students back [home] to know about this because of the
social, historical and cultural links. What they are
taught now is so narrow. A lot of areas have been
neglected in [my discipline], and I hope to change this
to some extent. I would also like to get rid of the
lecture format somewhat. I want students to have more
real experiences. Like I would bring in researchers

and writers. This would give the students a much
better understanding.

PROFI 5

Cynthia is in her late twenties. She is a visa student
from Europe. Cynthia's family have all attended university.
Her father and mother are both high school teachers and her
brother is a lawyer. She is married with a family of her own.
Cynthia says that she and her family are all upper-middle-
class. She believes that there are c¢lass divisions in
Canadian scciety and that distinctions are based en education,
on income and on one's social cirecle. She explains further:

I think we all strive to get somewhere in society.

And some make it, and some just get left behind for
various reasons. It's a cycle, and I think it has a
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lot to do with your upbringing. If you're encouraged
as a child, you get self-esteem and you think you can
do scmething. If you don't, and you come from an
abusive family, there's a very slim chance that you're
going to break that c¢ycle.

ACADEMIC HISTORY
Cynthia completed her undergraduate degree in her home
country. She then went on to graduate studies. Cynthia
pursued higher education in order to have the oppeortunity to
go abroad. She has this to say:
I wanted to go abroad, just to go somewhere else. And
I knew if I applied for a scholarship and got it, I
could go abroad. I just wanted to have a different
experience, and experience another university.
Cynthia goes on to explain why she chose this
particular university.
I applied for a schelarship, and I got it. And I knew
of this university through a professor who was working
at the university I was at. He told me of this well
known professor, who specializes in [my area of study]
at this university... . So this was my first choice.
Cynthia is currently in the 1late stages of her
Programme, and says that she will not have completed hex
thesis by the fourth year. She explains why this is the case.
I had a baby in the middle of the programme. So this -
set me back a bit. But I think the main reason is the
programme itself. It's too heavy. No student
[specializing in my area] finishes in four years.

There are So many course reguirements. All of this
takes a lot of time, and you usually end up with only
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the last year to do your disasertation. You need more

time than that to write a dissertation.

Cynthia's goal is to teach. She says that, while her
graduate classroom experiences for the most part were
positive, she thinks there are aspects of classroom teaching
that she will strive to improve. She comments:

I have said constantly that my classroom experiences

have been posgsitive. But I think it can be made better.

I f£ind that students are a kit apprehensive of what

they are saying, because they know they are being

evaluated. I will strive for a more open atmosphere
in the c¢lassroom, Jjust to make students more
comfortable. At the undergraduate level, I would try
to change the attitude of the students so that they
would be more responsible for what's happening in the
classroom; it's not only my responsibility but theirs

also.

PROFTLE $#6

Maya is in her thirties and is from a developing
country. She is working in the Sciences. She is married.
All of the members of Maya's immediate family have attended
university and several work as professionals. Maya does not
feel that class is an important issue. In this, she is
typical of many other students from developing countries.
However, she doesa believe there are classes in Canadian
society. She explains her position as follows:

You can see from the different situation ([s] [of
people]. Like the[ir] house[s]. So there is different
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income {levels]. Also [there is] different education

[levels].

Maya goes on to explain the differences in the way in
which class is experienced between Canada and her country.
She has this to say:

In [my country), class [is] not such an issue. You can
divide by lower, middle, higher. But most people [are]
common people. Like most compan[ies] [are] run by the
government and the wuniversity [is] run by the
government. If you work for [a] private company, you
get higher pay. I find today class division[s] over
there [to be] more clear. This [is] because some
pecple [are] working on their own business.

Maya sayas that she is not sure what class she herself
beleongs to since she is still a student. However, she
recognizes that most of her colleagues are from middle-class
backgrounds.

ACADEMIC HISTORY

Maya did her undergraduate degree in her country.
However, she did not proceed directly to graduate studies.

At the time, I [didn't] want to continue to study. I

want{ed] to get some working experience. Because in

[my country there is] no financial problem if you want

to continue your study. You just pass [an] exam for
the graduate study, then you can have the financial

support.

Maya goes on to explain why she eventually decided to pursue

graduate studies. She says:
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I work[ed] in [my country] after I finishl[ed] [myl
undergraduate [degree]. After working, I [felt] my
knowledge [was] not enocugh. The other reason I came
here [to Canada] is because I feel this iz a good
chance. Good oppeortunity to get a degree outside the
country. [People in my country] usually feel this is
a [more wvaluable] degree [than a degree from my
country] .
Mava discusses why she choge this particular university.
My husband came out here before me. So I came to be
with him. Alsc, I had nothing to do when I came here.
So I applied to continue my studies.
Maya hopes that she will finish her degree on time, but
says that she may go over time by a few months. She has no

gspecific future plans. She simply wants to find a job in her

field.

PROFILE #7

Roy is in his early thirties, a visa student from a
developing nation, studying in a branch of engineering. He is
married and has a young family. Many of the members of Roy's
family have university degrees. For example, hi=s father is an
administrator and several of his relatives are teachers. Most
of Roy's cousins have attended university.

Roy believes that there are class divisions in Canadian
society. He discusses why he thinks this is the case.

There are class divisions imposed on Canadian society.
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Some Canadians impose on foreigneras this [class
status}... . I have diascussed class in terms of
ethnicity, but it can be based on wealth too. But
ethnicity is the one that stands cut to me here in
Canada. I think this from my dealings in [this city],
outside [this city], and from the media. Pecple are
alwayas dealing with Afro~Caribbean Canadians as
"others,"” for example. We say, "He is of Asian origin"®
or "The Muslims are doing so and so." They are
Canadian, but they are taken out of the spectrum.

Roy goes on to discuss the differences between Canada
and his country of origin in terms of class divisions.

We do not have c¢lass divisions based on ethnic
background. This is something new which I have been
introduced to here. We have divisions based on wealth.
You have the wealthy. You have the poox. You have the
middle class. And you can integrate the whole society.
And you will find the middle clazs is very dominant,
but still there is the wealthy. You can define them by
cars, the residences. Clazs is not based on education,
ag it is here, either. 7This is because there's no fee
for the university. So it's up to you to get the right
grades and enter university.

Roy also provides an account of hia own class status,
both in Canada and in his homeland. He comments:

I am not in a class bhack in [my country]. But I am
here in Canada. I'm [a] graduate student, you see.

I'm here for some purpose or another. And then I [will
return] home. So, yes, I {[consider] myself [tc be a
foreigner, and a graduate student. I'm not putting
myself in lower or middle class, or anything like that.
I haven't compared myself here to any Canadian, you .
see. I compare myself to my celleagues, who are also
foreigners. I would not compare myself to my
supervisor, because he has more means than me, and is
wealthier than me. Back home, we don't have this
division by ethnicity. In terms of class, the middie
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class is so dominant on everything. Like in the
university, and the media. So we assume they are
representing us. So we don't feel any divisions in
that respect either.

ACADEMIC HISTORY
Roy completed his undergraduate degree in his home
country. He explains how he ended up in another branch of the
sciences in his graduate studies.

When I was applying for my [M.A degree], I was advised
to [alse] apply to other departments. And other
departments informed us they were locking for graduate
students. But [it] wasn't my [desire] to leave my
department. [However]l, I applied [for another branch
of science] here and was accepted. Now I have left [my
original area of study] for good.

Roy states that he wanted to pursue graduate studies
simply because it was a desire of his since he was an
undergraduate. He describes his feelings.

I love ([teo] study. I like to study and discover
things. Back in my country, there are two [main areas
of studyl. Some people [focus on] theory, and others
[focus on] experience irrespect[ive] of theory. And I
have been aware of [theory] all my life. So now [the]
academic trend is what is related to theory. 2aAnd all
four years of [my undergraduate study] was very eye-
opening for me. So that's why I [was] so eager to
continue studying. And also it's not easy to get a job
[back home) with [the undergraduate degree I have]. So
I think, again, there has been no option for me but to -
try to [get] a higher degree.

Roy goes on to explain why he chose this particular
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university:

I applied to different universities and [was] accepted
[at this university]. [T was not accepted] by any
university but [this one]. So it was my only choice.
Or [I would have to] delay coming for another year to
look for another university. But there was no need for
this, because I love [this university] from hearing
[about] it from my professors back home. Actually, I
applied here twice. The first time, they [set] certain
conditions I would have to meet before they accepted
me. I got another application one year after, sent it
again, and then I [was] accepted.

Roy is currently near the end of the doctoral
programme. He thinks he will be done on time. He adds that
most pecple in his department tend to finish on time. Roy
goes on to discuss his career goals.

I'm going back home. I think I will work in my
university. Teaching [is my main goal]l]. My research
will be independently ceonducted. In terms of teaching,
I {would] like to pass on my direct experience with
nuclear reactors to my students, since we don't have
reactors back home. In terms of method of teaching,
one thing I would like to do is encourage students to
give me feedback. I have found this [to be] a
difficult thing to do here. I want to know what they
think about the material.

CONCLUSTON

The goal of this chapter was to familiarize the reader .
with the kinds of students who were interviewed in this study.

We described the methodology. We presented information about
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the general characteristics of the sample and explained how
the sample was obtained. The seven personal histories provide
a picture of the various types of people who were interviewed.
The issues that were addressed relate to such areas as family
background, family history, feelings about the concept of
class, academic history, reasons for pursuing graduate studies

and future aspirations.
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ENDNOTES

The method used to determine the class origins of students was
as follows. They were asked about their parents' occupations
and educational achievements. In addition, they were asked
about their conceptions of the term "eclass." Most students
felt that class is based on the education and income of ¢one's
self and one's family. This information revealed the
following numbers belonging to each c¢lass division: (1)
eleven of upper middle-class backgrounds (2) eleven of middle-
class backgrounds (3) four of working-class backgrounds and
{(4) six who did not feel they belonged to any particular
class.

The numbers of respondents obtained by each method are as
follows: (1) twenty-seven were contacted using a snowball
technique (2) five were contacted by letter.



CEHAPTER 3
THE DYNAMICS OF CONSCIOUSNESS AND RELATED CONCEPTS
INTRODUCTION

This chapter explores the role of consciousness in
shaping the subjective experiences of graduate students. We
demonstrate that students' levels of conscicusness of race,
class, gender and, in some cases, age are related to their
perceptions of the wvarious situations and/or obstacles they
encounter in graduate school. Conversely, academia can serve
as an agent which heightens students' existing levels of
consciousness of race, class and gender. For example, Kate
McEenna describes an experience that raised her consciousness
of the politics of gender:

During my first term at graduate school I attended a
one-day popular workshop. What happened that day
helped me to become more conscious of the significance
of what does and does not get said, what gets written
down and what does not, and how these work to structure
possibilities for understanding and action... . The
group was to work together to construct a drawing that
addressed some issue we wanted to plan action around...
. We decided to focus on the problem of establishing
a wvomen's community health centre... . As our picture
began to develop, one of the women in the group brought
up the issue of abortion... . The facilitator, who up
to this point had been using our talk to add to the
images, steered the conversation to another directiocn
and did not include the abortion issue... . My own

84
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understanding of the day, as well as experiences in

other learning sites, caused me to...look at my own/our

tendency to defer to "authority--to him as a male, to
see him as the leader, teacher, and/or expert... ."

(1991:118-119) .

We show that a student's consciousness sometimes shapes
the form and content of his/her research. It will also become
clear that sometimes the structural forces in academia are
stronger than students' own subjective wvoices, and that
students may zometimes act in ways that are not in keeping
with their true desires. This issue will be examined in this
chapter. A more detailed discussion will follow in Chapters
Five and Six.

We now provide a general discussion of consciousness
and various related concepts, such as structure {(culture),
ideology (knowledge), identity {(subjectivity). More
specifically, the dynamics of consciousness will be explored
in order to give the reader insight into how these terms are
being utilized in this study. The second section examines
consciousness specifically in relation to graduate students'
experiences of graduate school. These issues are linked with
the material presented later in Chapter Five on classroom
dynamics and in Chapter Six on the experience of writing the |

dissertation. The third section explores how students’

consciousness of race, class and gender influence them in the
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construction of knowledge, especially in the development of
their theses. The last section will provide a brief summary

of the aims and findings of this chapter.

THE DYNAMICS OF CONSCTIOUSNESS AND CULTURE

Cne of the main premises of this chapter is drawn from
Rick Fantasia, who has studied the consciousness and actions
of American workers. Although his main focus is class
consciousness, he offers some useful insights into the
dynamics of consciousness in general. He views consciousness
as a concept that is not static, but, rather, is "structured,
fractured, or limited in one way or another by the cultural
processes that organize and reproduce daily life" (Fantasia,
1988:16) . It is Dbecause of this that it is difficult to
discuss consciocusness without reference to its constituent
parts. These parts are themselves products of culture and
daily life. Therefore, structure, ideology and identity are
all susceptible to change through cultural practices. This
means that consciousness is also a mutable concept. To borrow
a phrase from Karl Marx, "Man's conscicusness is determined by
his social being"' (Marx, 1978:119). Thus, each individual

has a different level of conscicusness depending on his/her
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ever-changing social environment and his/her place in the
social structure.

The following section will give a brief outline of the
concepts of atructure (culture), ideoclogy (knowledge} and
identity (subjectivity). Since these are highly controversial
concepts, it is important to explain how they are being
utilized in this study. However, it should be noted that it
is often difficult to discuss these concepts in isolation.

STRUCTURE

Structure and culture are very sgimilar terms. It is
difficult to discuss one in isolation from the other. This
ig, perhaps, due to the fact that structure is not very
different from that which is social (Dant, 1991:185). It also
goes without saying that culture is alse wholly social.
Therefore, the origins of both structure and culture are one
and the same. Before describing the relationship between
these two concepts, we must consider the definition of
culture.

We define culture as the unique and distinctive way of
life of the group, the values, meanings and ideas found in
institutions, in systems of beliefs, in mores and customs and
in social relations {(Fantasia, 1988:14). However, this does

not imply that culture is a static, cohesive entity. There is
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often discontinuity and rupture (Fantasia, 1988:14). Thus, we
can view various patterns of culture as giving rise to and
meaning to various structural features of society.
Conversely, structure can act back on and shape culture.
Structure, then, consists of patterns of culture that are
unique to a given society.

Individual conscicusness is limited and/or moulded and
shaped by various structural features of society. When there
are ruptures and inconsistencies in cultural life, the
reactions and actions of the individual will reveal the
various characteristics of his/her consciousness (Fantasia,
1988:16). They will also reveal the qualities, ambiguities
and inconsistencies of that structural feature. Lloyd Warner
carried out research in the late 1940s on factory workers in
America. He makes the following statement:

The best of all possible moments to achieve insight

into the life of a human being is during a fundamental

crisis when he is faced with grave decisions which can
mean ruin and degpair or success and happiness for him.

In such crises men reveal what they are and often

betray their innermost secrets in a way they never do

and never can when life moves placidly and easily... .

If is when all hell breaks loose that the powerful

forces which organize and control human society are

revealed (Warner in Fantasia, 1988:16).

The structural features of the scociety include the

individual's social position in terms of race, class and
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gender. Hence, when an individual is faced with a crisis, or
with an ambiguity in cultural 1life, his/her level of
consciousness of race, class and gender will shape how he/she
reacts. When an individual facesla crisis, he/she will also
draw on the ideologies and the knowledge to which he/she has
been exposed. This informs his/her actions and reactions.

However, it should be noted that individuals draw on idecleogy
and knowledge when planning their actions regardless of
whether there is a crisis. The next section exploeres the

dynamics of ideology/knowledge with reference to structure.

IDEQLOGY

Ideoclogy and knowledge are also linked. Their roots
also lie in cultural practices. One way of viewing the
relationship between these two concepts is to see knowledge as
having ideological effects. In other words, knowledge gives
rise to sets of beliefs, attitudes and opinions. However,
ideclogy is often viewed as having a power of its own. For
example, Peter Berger and Thomas Luckmann (1967:123) state
that "when a particular definition of reality comes to be
attached to a concrete power interest it may be called an'
ideology.” While it is true that this can be the case, our

own approach will be to treat ideoclogy simply as knowledge,
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not necessarily attached to power interests, which is drawn
upon to influence individual and group actions. With that
said, the following section explores the dynamics of
ideology/knowledge and structure in relation to consciousness.

Ideoclogy is a structural feature of scociety (Dant,
1988:57) . Culture is also a structural feature of society
(Dant, 1988:57). Following along this line of thought, it can
be said that "no human thought is immune to the ideoclogizing
influences of itz social context" (Berger and Luckmann,
1967:9). Thus, just as it can be said that culture shapes
ideclogy, so can ideolegy also act back on and shape culture.
In addition, we adopt the Marxian premise that social
knowledge must ultimately be seen as being intimately linked
to the material conditions of those who produce such social
knowledge (Marshall, 1994:138). Once again, we arrive at the
premise that man's consciousness is determined by his social
being (Berger and Luckmann, 1967:5).

Another way of stating the above is that what is
produced as knowledge is indicative of the values and the
sociological features (structural elements) of a given society
{Dant, 1991:3). However, this is not to say that all the
participants have given conscious agreecment that adoption of

what are deemed to be appropriate values and norms will be
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those which will structure their own lives. The individual
does have some autonomy to think freely and creatively (Dant,
1988:21). "It is important to remember that cognition is not
totally determined by socially given presuppositions and that
the individual can think creatively and reflectively on their
experience and that of the group" (Dant, 1988:21).

Hence, we have the element of human agency. In this
study agency is seen as a catalyst. Some people do overcome
formidable ideclogical obstacles in the course of their
graduate studies. However, it will also be demonstrated that
some students succumb to ideoclogical forces. Wile these
students may gquestion popular ideology, and even negate it,
they do for various reasons, end up accepting it. The reasons

for this are discussed in detail in the next chapters.

IDENTITY
Subjectivity and identity are also closely related.
Subjectivity is simply the self-conscious awareness of
individuals (Abercrombie et.al., 1994:417). Identity is a
more specific term. It relates to the individual's attempt to.
achieve some level of uniqueness in gituations that structure

his/her behaviour to a considerable degree (Lachmann,
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1991:138). Identity iz a key element of subjective reality
"and like all subjective reality, stands in a dialectical
relationship with society" (Berger and Luckmann, 1967:73).
"The development of subjectivities is intensely social and
circumscribed by existing social discourses” (Beald,
1991:136) . In other words, the structural features of a given
society will inform the identities of the individual citizens.
Berger and Luckmann explain this relationship between identity

and social structure as follows:

Identity is formed by social processes. Once
crystallized, it is maintained, modified, or even
reshaped by social relations. The social processes

involved in both the formation and maintenance of

identity are determined by social structure.

Conversely, the identities produced in the interplay of

organism, individunal consciousness and social structure

react upon the given social structure, maintaining it,

modifying it, or even reshaping it (1967:173).

Erving Goffman provides us with some insights into the
intricacies of identity. He sees the self as a product of the
interplay of what he ¢alis the wvirtual self and the actual
self (Lachmann, 1991:138). "“The virtual self is that defined
by the situation in which the individual finds himself,
without reference to individual characteristics" (Lachmann,
1991:138) . For example, a newly recruited soldier has his/her

behavicur dictated to him/her for all but a few hours of the
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day. A soldier is told what to eat, what to wear, what
activities to engage in, and even the type of speech to use
when speaking with others (Lachmann, 1991:138). However, it
should be noted that the wirtual self is often an idealigzation
of what the individual is supposed to be, given his/her
assigned place in society (Lachmann, 1991:138). For example,
a soldier is supposed tc devote his/her life completely to
serving the country.

The actual self is that which can be known about the
individual outside of his/her assigned place. For example,
the new recruit may have enlisted simply in order to please
his/her parents, not because of any deep desire to serve the
country. The interplay of the virtual self and actual self
results in behaviour (Lachmann, 19891:138). Thus, "if the
recruit feels he is more an individual than the regimentation
of his wvirtual self allows him to be, he may seek ways to
express his actual self, either by performing tasks assigned
to him with exceptional skill or by rebelling against the
defined conventions of conduct™ (Lachmann, 1591:138).

The interplay of the virtual self and actual self can
then be seen as giving rise to human agency. The self is a-
distinctively human ability which allows people to reflect on

their own nature and social world through communication and
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language {(Marshall, 1994:232).

THE DYNAMICS OF CONSCTOUSNESS AND GRADUATE SCHOOL

We will now discuss consciousness in relation to two major
aspects of graduate school, the experience in the classroom
and the writing of the dissertation. It will become apparent
that students vary greatly in their lewvels of consciousness of
issues relating to race, class and gender. Furthermore, their
experiences are sometimes shaped by more than one of these
factors. And they are shaped in ways that make them difficult
to separate. Students' perceptiona of issues relating to
race, class and gender shape their experiences in graduate
school. These then affect their responses to wvarious
obstacles they encounter in graduate school. Students'
perceptions of these issues also have significance for the
construction of knowledge, both in the classroom and during
the writing of the dissertation. Susan Heald describes the
nmechanisms that enable one to question the structures of the
university:
What enables/motivates/forces our moves into and ocut of
the subject positions available t¢ us are the various -
positions we have occupied in the past, captured in
memories (mental, physical, consciocus and unconscious),
reworked in the lights of events which both precede and

follow any given moment. In addition, Weedon claims
that for discourses to be effective, the subject must
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identify his/her interests as being best served by the
available subject positions within them. In this
sense, educational discourses are extremely volatile;
as the university becomes less and less a bastion of
white middle class males, there are increasing numbers
of professors and students who do not find their best
interests represented within the discourse... . We are
demanding new subject positions, new ways to be within

educational settings (1991:135-140).

Ultimately, it will be demonstrated that consciousness
is indeed not static and that it is endowed with
contradictions. While some students dquestion certain
structural features of graduate school, and realize that race,
class and gender inequalities exist, they do, at times,
succumb to these structural forces and neglect their own
desires. This means that at times students will follow the
rules, regulations, and directions of the university and
university officials, instead of carrying out their graduate
work in the way they feel they should. Sometimes students
reduce their experiences to explanations of variations in the
personalities of collieagues and faculty members. A detailed
explanation of the circumstances which allow and restrict
students’ agency is offered later. The purpose here is simply
to explore the dynamics of consciousness.

GENDER AND THE GRADUATE EXPERIENCE

The data presented later reveal that it is generally
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women who perceive gender differences and inequalities in
academia. For example, they offer accounts of the silencing
of their voices during seminars, either by male students or by
male professors. Women also perceive that gender shapes their
experiences more than men in the course of working as teaching
assistants and in producing their doctoral theses.
The greater gender consciousness of women can be linked
to the fact that their situation and experience as women in a
patriarchal social structure give them a particular
perspective on the world (Dant, 1991:184; Belenky et.al.,
1986:138). One woman of Anglo-Canadian background has this to
say:
I think there's a certain humility that goes along
with growing up as a member of an inferior and
oppressed class, As a group of people, you learn
humility. You guestion yourself, and you analyze
yourself. And you don't just assume that what you're
doing is wvalid, that what you're saying is profound.
But you can take that too far and be insecure, and feel
like you're an impostor. But at the same time,I think
it keeps you thinking.
Women's greater consciousness of gender can alsc be
linked to the wide range of feminist literature that is now
available to women. Jean Wallach Scott, an American

sociologist made the following observation:

Bookshelves are now being filled with biographies of
forgotten prominent women, chronicles of feminist
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movements, and the collected letters of female authors.

The book titles treat subjects as disparate as suffrage

and birth control. Journals have appeared which are

devoted exclusively to women's studies and to the even
more specialized area of women's history. The
production of materials is marked by extraordinary

diversity in topic, method, interpretation (1987:34-

35).

The idea that there is a link between the greater
gender consciousness of women and their exposure to "feminigt”
literature and ideas is supported by the fact that women in
the sciences are less conscious of issues related to race,
class and gender. One explanation is that science programmes
are simply not structured arcund the same issue=s as are
humanities and social science programmes. Therefore, women in
the sciences do not deal with the same issues. The material
presented below reveals that the women in the sciences
perceive little if anything in the way of gender differences
and inequalities in graduate school. Those women who believe
some gender differences and inequalities do exist often cannot
express the exact nature of what it is that they sense. One
woman from a developing country, has this to say:

I know there are differences between men and women in

the sciences, but I just can't put my finger on what

these differences are. I can just sense it. I know,
for example, that a man would never cry over a mark he

received on an exam like I would.

Other explanations of the differences in consciousness between
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science students and humanities and social science students
will be offered later.

It should also be noted that women sometimes encounter
situations where they perceive that a combination of factors
are involved, For example, a black woman, recounts numerous
situations where her status as both a woman and a black woman
has shaped her experiences., She says that, at times, it is
difficult toc separate out these factors.

RACE AND THE GRADUATE EXPERIENCE

Minority students offer accounts of experiences that
they perxceive to be shaped by race. Their heightened
awareness of racial issues is a product of what Linda Carty
{1991:15) ecalls the "“outsider within." She uses this term
specifically to refer to the experience of marginalization in
a largely white institution. In some situations, Black
students come to realize that their reality and experiences of
the world are somewhat different from the reality that is
presented as "everyone's reality" (Carty, 1991:18). Cur
research reveals that these contradictions in realities are
present in the graduate classroom, as teaching assistants and
in producing the doctoral theses. Himani Banneriji sheds some
light on this issue.

When I came to study as a non-white "foreign student”
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in Canada~---in streets, personal interactions, and in
the classrooms and halls of the University of Toronto--
-my learning continued. I was a student in the English
Department, where my self and interests were rendered
more silent than I would have thought possible. I
remember feeling confused and a growing sense of
frustration and rage. Nothing that was relevant to me
seemed to count... . Often I was the only non-white
student in these classes. Other students would talk
amongst themselves with ease and were willingly
responded to by the professor. I loocked for reasons
for their sense of a shared reality (1991:69).

One woman from a developing nation discusses how she became an
"outsider." She comments as follows:

In the my c¢ountry, we have a real sense of self. No

one is really categorized there on the basis of race.

There are many different kinds of people. At least,

I'm not used to being categorized as much as I am here.

It was only when I came +o Canada that I bhecanme

"black." It's almost as if I'm something other than

the norm.

However, in the case of minority women, race and gender
often cannot be separated. For example, Carty (1991:18) feels
that her "outsider within" status results from her being a
"Black woman sitting in a classroom in a white, advanced
capitalist country where privilege usually translates into
'white male*." One woman belonging to a visible minority
group, shares her experience.

I have had to sit in numerous classrooms where a white

professor, or male colleague is attacking me on the

basis of what I feel is a combination of racism and
sexism. Sometimes I don't think you can separate them.
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We are the "other"™ here in Canada. This, of course,
translates into the university. So when I'm having a
debate I feel it’s an attempt to force this predominant
white, Euro [centric] male discourse down my throat.

It's a power thing. They do not want to face the fact

that their reality is not necessarily the only reality

that exists.

It is not only minority women who feel that race has
affected their university experiences. Minority men, as well
as some white women, also feel that race has shaped their
university experiences. For example, some women who teach
classes on issues pertaining to race have had to respond to
the questioning of the legitimacy and wvalidity in their
teaching on minerity and black issues. This issue is
explored in greater detail in latexr chaptexrs. However, these
women also come to attain the status of "other." They realize
that they can only rxelate an approximation of the
minority/black experience to their students.

It should be noted that some students see theirx
"outsider” status as a pogitive attribute. They believe that
it gives insight and understanding into certain issues and
also it gives additional insight and understanding that others
do not possess. However, Carty (1991:15) believes that "While

there are definite benefits to be gained from the 'outsider

within' status, the drawbacks frequently outweigh the gains."
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She goes on t¢ say that no matter what one feels about one's
"outsider within" status, the struggle leaves one exhausted
{Carty, 1581:15).
CLASS AND THE GRADUATE EXPERIENCE

Some students offer accounts of situations where they
perceive that their class status has affected their academic
experiences. Those students from lower-class backgrounds
often assess their experiences against academic standards that
take middle-class values and perspectives as the norm. To
borrow Carty's term, in many of these instances these students
perceive that they are the "outsiders within." In comparison
to those of middle- and upper-class backgrounds, they are
lacking in cultural capital (Kadi, 1993:89). In other words,
certain behaviour, for example modes of action and types of
speech, are considered appropriate in an academic setting
{McKenna, 1991:125). For example, one Canadian woman of
working~class background, offers some insight into this issue.
She has this to say:

I come from a working-class culture where everyone

speaks their mind, I have learned that there are a

different set of rules for communication here in

academia. One of those is to be polite and not to get

overly emotional or hostile. I have learned to play

the game and fight against my inatincts. But I knew

this one colleague who did not know how to play. She
was constantly arguing with professors.
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Thus, in order to thrive in academia, some students
from working-class backgrounds must wrestle with their working
class identities. Joanna Kadi (1993:89) calls this phenomenon
"conquering the self.” Howaver, her personal history reveals
that the self is never wholly conquered. Individuals
vacillate between the "conguered self" and the "“liberated
self”; some feel that they are caught between "two worlds"
(Sowinska, 1993:160). This was discussed in greater detail
earlier.

Students from the middle class do not offer accounts of
alienation in terms of class position. A large number of
students were conscious of the advantages of their middle-
class Dbackgrounds. For example, one man of Canadian
background, pursuing a degree in the Sciences, has this to
say:

I know that I'm lucky to come from a middle-class

background. My parents have been able to help me ocut

at all levels of my education in terms of finances.
Some students are also conscicus of the plight of those from
working—-class backgrounds. For example, one man of European
background, comments:

I think many graduate students are from middle-class

backgrounds. A few might be of upper-class standing.

We have an easier time than those from working-class
backgrounds, because we know all the right forms of
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gspeech and actions. Those from the working-class have

been brought up differently. And I think a lot of

their parents don't have the education our parents do.

So they don't have the support we do.

It should be noted, once again, that some students
perceive that their experiences are shaped by class as well as
by other factors. For example, our research reveals that scme

working~class women cannot separate class and gender as

factors in shaping their experiences.

THE CONSTRUCTION OF KN

So what does all of this mean for the construction of
knowledge? As was stated earlier, when individuals encounter
situations in which decisions must be made, they draw upon
various resources to inform their actiens. They tend to draw
upon their past experiences and their knowledge. Mark
Sanford, a professor of sociology in the United States,
comments on this issue:

Students come into graduate school with already
esatablished attitudes toward achievement and
recognition in their chosen careers. These attitudes
are the product of many diverse social and
psychological influences resulting from previous
experiences in the family, in school, and with other .
people... . Whatever their psychoelogical sources,
attitudes become directives for behavicur and are often
subsequently affected by that behaviour (1976:75).
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These past experiences do, of course, inform present
identities and beliefs. Individuals may choose to abide by
what is considered proper social conduct and dominant ideoclogy
or they may choose to rely on what Carty (1991:23) calls
"outside knowledge." This is a refusal to give up what one
knows about the world when ancther reality is being imposed.
As was stated earlier, human agency allows people to reflect
on their own natures and on the nature of the social world
{(Marshall, 1954:232).

The material presented below in Chapters Five and Six
reveals that both of these patterns are followed. Students
may choose to abide by accepted academic standards. They may
also refuse to accept the dominant ideoclogies which attempt to
structure their behaviours and beliefs. Reasons for these
patterns of acceptance and rejection will be considered later.
Thus, our conclusions can be sBeen as both positive and
negative. Some scholars do guestion dominant ideologies and
do wvoice ¢pinions in the classes, in their papers and in their
doctoral theses, regardless of the conseguences. In contrast,
other young scholars, in their refusal to question traditional
forms of knowledge, reinforce cultural norms and cuatems which-
often serve to support race, class and gender inequalities.

Bannerji makes the following statement:
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It is obviocus that the preoduction of knowledge is part
of social production as a whole, and as much attention
must be paid to the social relations of "knowledge" as
to its content. Teacher-student relations in the
classroom, relations among the students themselves, and
the world outside the class which we enter in the
pursuit of "objective", "positive" knowledge, all
influence the form and content of our learning. All
social and cultural relations and forms, both of
oppression and privilege, directly and indirectly shape
what and how we learn... (1991:75).

CONCLUSTON

This chapter has explored the role of consciousness in
shaping students' consciousness. The first section offered a
general theoretical definition of the constituent parts of
consciousness, namely structure {culture), ideclogy
{knowledge) and identity (subjectivity). The goal was to
provide the reader with an understanding of how these terms
are employed in this study. The second section considered
consciousness in relation to students' experiences of graduate
achool. Students vary in their levels of consciousness of the
issues of race, class and gender. Various reasons for this
were considered. It was also demonstrated that race, class
and gender are often guite difficult to separate. They act
together to shape students' experiences. The last section

explored what these differences in consciousness tell us about
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the production of knowledge. Here, it was demonstrated that
students both accept and reject dominant ideologies. In theose
instances where the student rejects the imposed ideoclogy,
he/she is weakening those forces which tend to foster social
inequalities. In some cases, the structural force is of such
magnitude that the student will succumb to it and instead,
follow the rules of their committees. In this instance,
knowledge is created within old frameworks. In fact, those
forces which support social inequalities are Dbeing
strengthened. Reasons for stndents' acceptance or rejection

of dominant ideologies will be presented below.
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ENDN S

This quotation is taken from "The Economic and Philosophical
Manuscripts of 1844."



CHAPTER FOUR
C SROOM DYNAMYCS

This chapter explores classroom dynamics. in
particular, it deals with how students' experiences are shaped
by race, class, gender and (sometimes) age. Students'
consciousness of the importance of these factors have
implications for the construction of knowledge, both within
the graduate classroom and the undergraduate classroom where
students work as teaching assistants.

Cur data show that students vary greatly in their
consciousness of race, class and gender. Furthermore,
experiences are sometimes shaped by more than one of these
concepts in ways that make them difficult to separate out.

The dynamics of race, class and gender will be explored
in both the graduate and the undergraduate classroom. We
explore three factors affecting these dynamics: first, cues
and symbols of belonging, second, the construction of
knowledge and, third, the power of numbers. We then discuss
the issue of personality. Students sometimes offer_

personality factors as explanations for behaviour that could

108
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be seen as racist, or classist, or sexist. Following this is

an analysis of the data.

THE GRADUATE CLASSROOM:
POWER AND CULTURE

As was described in our review of the literature, there
is a close relationship between the systems of knowledge,
which dictate the norms and rules for the purpose of social
control and domination within particular settings (Foucault,
1989:45). Within the academy, white male characteristics are
often taken as the norm (Levy, 1982:47; Schick, 1994:8).
These norms determine which attitudes or behaviours are seen
as professional and which are seen as unprofessional. They
also determine which activities and behaviours are valued and
rewarded (Levy, 1982:48). However, the data presented in this
chapter will demonstrate that there are differences between
the dominant norms governing academic life and the styles and
behaviours of some women, some minority students and some
students from working-class backgrounds.

CUES AND SYMBOLS OF BELONGING
Cues and symbols of belonging are Jjust one aspect of

the customs that constitute academic culture. These cues and
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symbols include what is thought to be Yproper" dress, styles
of speech and accent. One Canadian woman offers some insight:

I think that there's a tendency within academia to
accept certain types of behaviour---the way you speak,
the way yvou behave, as appropriate. Your understanding
of social rituals goes a long way towards creating an
atmosphere of respect. And I think that professors are
far too quick to dismiss people who don't have those
social rituals down pat. They assume that it's some
kind of intellectual lacking on the part of the person,
when really it's just a lack of experience in some
cases.

GENDER. AND SPEECH

Some women offer accounts of the difficulties they
experience in expressing themselves in classrooms. Some feel
that men do not have these problems. Adrienne Rich (1979}
discusses this issue.

Listen to the voices of the women and the voices of

men; observe the space men allow themselves, physically

and verbally, the male assumption that people will

listen, even when the majority of the group is female.

Look at the faces of the silent, and of those who

speak. Listen to a woman groping for language in which

to express what is on her mind, sensing that the terms -

of academic discourse are not her language, trying to

cut down her thought to the dimensions of a discourse

not intended for her (Schick, 1994:24-25).

Some women mentioned men's enthusiasm for theory and
technical jargon and their own dislike of such styles of
discourse. They feel that men love to use these kinds of

speech and that women have difficulty understanding the
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associated 3jargon. They state that this makes them feel
uncomfortable. One Canadian woman comments:

..women think of things differently. And I could
think of the example of literary theory, and how men
who are doing literary theory love this Jjargon, and
they love to just spit it ocut. It seems that they're
just much more able to sort of get a hold of that
language, which is not universal.

Another Canadian woman offers a similar argument. She says:

...we're [women] Jjust trying to sort out the material
and perhaps they [{menl can use the rhetoric and the
jargon and the terms a little bit more effectively, in
order to mask the fact that they den't know it.

Women also described not feeling comfortable when
professors structured the course in a manner which required
and/or encouraged argument as a mode of discussion. One
woman, who belongs to a visible minority group, gives her
opinion of why she thinks this is the case.

Well, I mean it was pretty cbvious in that particular
course where I felt silenced that every other woman in
the class was feeling silenced as well. I think it's
a difference between an approach to discussion... . I
think many women don't really like to participate in
arguments, where you're Jjust putting down somebody
else's point of view. I've noticed that when we have
class discussions that sometimes men take on an
argqumentative, wvery hostile type of approach. I just
think that, for whatever reason, women are more willing
to listen and take others’ opinions into account. Men
seem ready to tear each other's arguments to shreds.
It's even worse when a woman offers a gendered opinion.

This student added that in a course in the area of women's
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studies in which there was not an argumentative atmosphere,
she felt more able to speak. She felt that other women also
felt more free to speak.

Some students perceived that "male language" tended to
be used as a basis for Jjudgement of professionalism. One

Canadian woman said:

The who idea of orals and the way wemen speak and the
way men speak is different. And what they expect in an
oral is a lot of testostercne. And they expect you to
challenge them, and they expect you to0 answer in a
certain way. And if you can understand, and you can
figure that out, you do extremely well. If you do like
a lot of women, and you speak in metaphor, or you hold
back or you allow men to speak...you can experience
some difficulty. My roommate experienced that sort of
difficulty when she was asked a real testosterone
loaded question...and answered. BAnd was attacked, and
didn't know how to attack back.

One Canadian man recounts his experience:
When answering, professors are looking for a
commonsense, straightforward answer. 2aAnd he expects
this from both men and women. But I think he might pay
more attention to how the woman articulates her
argument. He will be more on the lookout for her type
of response.
One Canadian woman, working in the Sciences, also
believes that certain differences in men's and women's styles .

of speech affect grades. She comments:

There were some negative experiences [in the
classroom], as far as some women in the department felt
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that there were discrepancies in communication between

female students to the faculty. In cases where we felt

both males and females did well, on comment sheets for

a male they might comment, "He didn't explain the chart

very well.” And for a female [they might comment], "Oh

she didn't understand the chart."
She goes on to explain that this matter was not brought to the
attention of professors, but was discussed among some women in
the class. She adds that most women in her department are not
gender conscious. She has this to say:

The majority of them [women] do not have many strong

feminist attitudes. I mean, when I was talking about

the differences in communication [between men and women
in seminars] I think a lot of women would not even
think of that. They [would] just think the world is

“honky dory." So I would say I am probably one of the

extreme in the department right now, which is [not]

very extreme at all.

Indeed, it has been documented that women are in fact,
more willing to listen to others and that they refrain from
speaking out (Belenky et. al., 1986:188). According to Mary
Belenky and her colleagues (1986:188), "...these have long
been considered signs of powerlessness, subjugation, and
inadequacy of women." One Canadian man gives an account of
what he sees as women's lack of self-esteem and their
tentativeness when speaking out in the classroom. He comments

as follows:

The women students tend to express their views more
tentatively than men. The male students tend to make
grand pronouncements with their tone of wvoice going
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down at the end. And women would generally go up at
the end---"Is this okay?" "Am I offending anybody?"
"Is this right?" [He raised his tone of voice here,in
imitation of the women].

Some students alsc perceive that social c¢lass background
affects the ea=ze with which one speaks in the classroom.
SPEECE AND CLASS

Students of weorking-class backgrounds are also judged
in terms of their styles of speech. One lesson that they come
to learn is that middle-class rules of politeness are held to
be the norm in graduate classrooms (McKenna, 1991:126). Thus,
speech that is non-aggressive is acceptable, and tones of
voice that are emotional are “irratiocnal"” (McKenna, 1991:126€).
One woman of Canadian working-class background, recounts an
experience that she feels was shaped by class and gender. She
says:

...women's experiences are different, and they're
liable to interpret [books], especially books written
by mostly male ethnographers, differently. We looked
at this one bock on [a certain kind of theory], and a
lot of [this theory] offended me, because it was so
Western and basically North American in outloock. 2and
I could pick up on that right away, because I wasn't
born here. In my [working-class] culture, anyone is
allowed to voice their opinion, despite age or sex. He
[the professor] told me to criticize the bogk, and he -
was very anncyed with me. He actually threw the book
down the table at me, and said he didn't want to talk
about it anymore! I think my gender, and especially
my class position, had something to do with this
episode. He procbably saw as disrespect, my challenging
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his ideas. But in my working-class family we were
allowed to speak our minds.

Another Canadian woman tells a similar tale.

I think it's typical [classroom experiences] for people
who have been brought up to be polite and consider
other people’s feelings. This was not always the case
for me... . In my working-class family, we all voiced
our opinions and said what we wanted when we felt like
it. This was not seen as impolite or irratiomnal as it
is here in academia.

Most students recognize the advantages of being middle-
class in academia. Many suggest that their families played a
part in promoting formal education and in teaching them
middle-class wvalues, which make them feel comfortable in
academia. One woman of minority status, a wvisa student of
middle-class background makes the following point:
I knew at first when I came here [from a developing
nation] I would have to make a lot ¢of adjustments. The
adjuatments were basically more in terms of age than
anything else. I was coming into a situation where
averyone was S¢ young. But class, no. I £fit in.
Since I have the same kind of sensibilities.
One Canadian woman of working-class background, gives a
different point of view. She describes her experience as
stemming from her working-class background. She comments:
I was not raised in a family where we sat around the
dinner table and discussed philosophy or something.
Whereas I know some of the people [who study at this

university] , whose parents were very well educated, had
a very different upbringing in that way. And were
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exposed to even literature...earlier. And they didn't
have to catch up in the same way that I have felt [I've
had to]. Yes, they were more comfortable.

Accents are one element of speech patterns. Some
students feel that their accents are not the source of any
significant problems. They often talk of it in the terms of
others being "patient"™ or "understanding.” One man, a wvisa
student from a developing nation says:

I have not [found] it [my accent] to be a problem.

Sometime[s] I have to repeat [what I have said] but I

find that professor[s] and student[s] are very patient.
One woman, a visa student from a developing nation, studying
in the Sciences, offers a similar view. She says:

My accent has not been a problem. I think this is

because there are so many minorit[ies] in the sciences.

So my accent goes unnoticed. Sometime[s] I have to

repeat myself but no one has made me feel

uncomfortable. They [have] been understanding.

Other students give a different point of view about
their accents. Some feel that both students and professors
are not always "patient"” or "understanding."” One woman, a
wvisa student from a developing nation has this to say:

I found at times [my accent] prevented me from talking.

Students make it obvious that they are straining their

ears to listen to you. Sometimes they make you feel

like you don't know what you're talking about. I mean,
you've done all the readings, and you don't get to talk
because no one will give you a chance to talk. This is
frustrating. The professor himself does not encourage

you to talk. You just feel useless. Not to mention
this affects grades, especially peoints for
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participation.

Another wvisa student from Europe, pursuing a degree in the
Sciences, gives a similar account, but also suggests that
competition and ethnicity are factors that limit his voice in
the classroom'. EHe comments:

I think my accent lead[s] others to believe that I know
nothing. I feel [that] others lock at me like I'm
crazy. But other than this I think students [are]
trying to get on [the] good side of the proflessor].
I mean before the gquestion or the discussion is open,
the guys whe think they know everything are talking,
but talking nonsense. Even the Canadians [students]
say this is too much. If you get more air time, the
others get less air time, and your marks will increase.
So it's nonsense. Also, [there are] some topics I
don't know much about. Like when we were discussing X
Mart, my knowledge was limit[ed] because we don't have
such [a] thing back home. So why speak?

Some students perceive their accents to be problematic
because they cannot find the words to express what they mean.
Some say that this prevents them from speaking out in class.
One woman, a visa student £from Europe, describes her
experience:

Often I want to say something, but I do not. I feel

it's because of my accent. My English is net as good

as others and I feel uncomfortable to speak [out].

They might think I'm not [capable of] understanding the

issueg [we are discussing]. And sometimes I can't find -

the words to say what I...mean.

Another visa student, from a developing nation, pursuing a

degree in the Sciences, elaborates on this issue.
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Sometimes if you have the question you need to think
about how to point it out in English so that the

professor understand(s] wyour guestion. And also
sometimes maybe when you ask the questions, [the]
professor cannot [understand what you mean]. I know

most foreign student[s] have this problem, especially
the students [from my country].

STYLES OF DRESS

Styles of dress are alse evaluative cues as to who

"belongs"™ and who "does not belong" in academia. Some men and

women feel that the way one dresses conveys authority and that

some types of dress are not appropriate for graduate school.

Cne Canadian man gives his view of this issue. He relates his

own experiences to class.

I found if I wore a Jjacket, which is a very small
change, I would be treated differently. Colleagues and
professors would comment on how good I was looking, and
presumably how I was doing financially. I suppose I
can afford to buy this jacket because I'm middle-class.
I think some other students of poorer backgrounds may
not be able to do this. But I think it's interesting
that some students with much wealthier backgrounds
[than myself] would dress like slobsz and they would be
regarded with less respect.

One woman from a developing nation, studying in the Sciences,

gives her opinion of what she believes to be "inappropriate™

attire for graduate school. She szaysa:

As an undergradfuate], I used to dress in a manner
which I felt was original. And I knew nocbody else wore
these clothes I wore in the science classes. I would
wear short skirts sometimes. And for a long time I was
aware that it was problematic. I felt students and
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professors were evaluating me. I'm older now, so I
don't go for the really wild things anymore. And I
don't think that's appropriate for gradfuate] school.

This student goes on to describe the experiences of a fellow

graduate student who did not dress "appropriately." She has

this to say:

There was this really beautiful woman who was doing a
degree here. She would wear skirts, sometimes kind of
short. I think a lot of male students and some
professors noticed her body more than the fact that she
was also a very good student. So if you dress like
that, vyou can't seem to avoid that kind of reaction.
I don't know if you would call this kind of thing class
related or what. But I guess the professors have an
easier time relating to someone who is more normal
looking. If I'd been wearing mini-skirts or a mohawk
or something, it might have made an impression on them
in the wrong way.

One Canadian woman recalls an instance in which a class-mate

did not know how to play the "middle-class game™ in terms of

dress.

She comments as follows:

There was a student here cne time who was a friend of
mine. She was of a working-class background like
myself. But there were a lot of "middle-class games™
she didn't know how to play. I already mentioned that
she did not know how to speak to professors and
students, so she would end up in a lot of arguments.
But she also did not know how to dress. She would wear
these sort of old locking, hippy-type clothing. I
don't know how much of it was that she could not afford
other clothes and how much of it was that she actually .

liked this style [of dress]. Other students and
professors would always look at her in a sort of
disgusted or evaluative manner. I mean, it didn't

bother me [that she wore those types of clothes]. But
I think you have to dress a certain way if you want to
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convey authority and {if you want to] get any kind of
respect. That's just the way it is.

The next section considers classroom dynamics in the

construction of knowledge.

CON. CTION OF RN GE
The production and distribution of ideas are regulated
by powerful people. These people claim the right to define
what is appropriate, legitimate, important thought (Mackie,
1988:7). Carol Schick addresses this issue:

The male domination of interpretive thought fcocund at
Canadian universities is indeed pervasive. Such
factors as the curricnlum, the method of instruction,
the sex of the instructor, the organization of the
department, and the structure of the university all
contribute to the reproduction of Anglo, Western, male,
middle-c¢lass, thought... . The interpretation of texts
and contexts...is nowhere more problematic than in the
classroom, where the method of teaching becomes part of
the informaticon that is taught. In many ways the
classroom interaction, the structure, and the implicit
philosophy is at least as important for the learner as
the curriculum (1994:18-19).

The next section will explore students' accounts of the
constraints and freedoms they experienced in the production of
knowledge in graduate classrooms.

CONSTRAINT

Some students offer accounts of how they felt
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constrained in their speech and/or writing. They suggest that
there were attempts to refute what were considered to be their
"feminist viewpoints." One Canadian woman has this to say:

My research deals with women. So I [picked classes
taught byl professors who [I felt would] agree with me.
In the case where [I had a disagreement with a
professor], one of the main causes of our disagreement
was [over] the issue of feminist studies. And yeah,
I think the guy [is] a raving sexist. He does make a
distinction between how he treats men and women in the
classroom.

Another Canadian woman tells a similar tale. Her experience
involves other students.

I found thexe was a lot of strife [in classrooms] as

a result of where I stood in terms of feminism. I
think a lot of it arose out of ignorance and fear,
rather than any real difference of opinion... . As

soon as people, especially men, hear the term
"feminism," or perceive that your argument is a
"feminist argument,” they're already up in arms to
argue with you. I think the term has a lot of negative
connotations attached to it. When I think back, it was
mostly men that I argued with.

Some women told of conflicts that were not necessarily
related to "feminist issues." One woman from a developing
nation says:

I think they [my classroom experiences] may not be
completely typical. I mean, I've heard a few other
people who have expressed frustration, or difficulty, .
especially with gender issues and feeling that they're
not free to do what they want or say what they want
because they're women. I mean I hear quite a bit of
that.
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However, some women attribute their experiences to their
location in a gender, as well as in a racial and/or class
hierarchy. One woman, a visa student from a developing nation

has this to say:

My department is composed of what I guess you'd call a
typical "white, male camp." I know I've often felt
like an intruder, especially in class discussions.
When I would try to interject anything related to my
OWR exXperiences as a person of colour, sSometimes I
would sense that they did not regard what I was saying
as important. I guess this has to do with race on the
one hand. Because this subject area was created and
designed for the Western, white male. Most of what has
been written was produced by this same group of people.
What I can't figure out though is how much of this has
to do with gender. There are only a few women in my
department. Sometimes I felt that my male colleagues
were arguing with me just to prove that their thinking
is superior.

A Canadian woman, belonging to a wvisible minority group,
offers her view of this issue. She says:

Well, when I started critiquing and challenging their
[professors’] assumptions, they would get so upset they
would walk out, storm out, because I was challenging
their divine right, as white people, to define the
world around them, including mine and every other
person's, including women... . By and large, there
were a lot of good people. But again, it was obscured
in a lot of Jjargon that was middle-class, white
discourse that had little to de with any realities I
was interested in. So I just went along with it...
It has to do with racism and sexism. They're just as
powerfully effective in silencing you and demeaning and
intimidating you.

She continues to explain that, not only was her spoken word
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negated, but so was her right to construct written material
based on her culture. She said that in some of her written
work she felt compelled to use "white people’'s text and
language" to make sure that she received good grades.

Similarly, a Canadian woman says that in an ocral
examination she felt that she had to answer in a manner which
she knew the professor would favour. Her primary goal was to
ensure that she would pass. She links her experience to
gaender and class differences. She states:

Ag far as the conflict I got into with [this

particular] professor, absolutely [class and gender

were factors], because he, as a professional, upper-
middle-class, male,...has a completely different
experience than I as a working-class female from the
prairies has. He just does not see women's work the
way I do. In my oral testing he gave me that question

and I was forced tc answer in his terms to make sure I

did well.

Minorities also offer accounts of having their
experiences and their interestz negated, and sometimes not
regarded as legitimate or wvalid. They perceive the reasons to
be due either to the lack of experience of the professor or to
the narrow focus of the course content. One man, a visa
student from a developing nation, describes his experience:

In a course that I took, I was very disappointed in the

pro-British focus. I figured that this is a very

internaticnal university and there would be numerous
writers and researchers of different backgrounds. I
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was wondering about minority writers. Where were they?

Another visa student, from a developing nation, recounts her
experience. She says:

There is difficulty in writing either because the
professor does not have that experience or is not
interested. So you fall back on Western ways of
analyzing things.

Another woman, who belongs to a visible minority group, has a
gsimilar tale to tell.

In [one particular] course I took, the professor did
not know what te say about a book we were studying.
He needed an African background to teach it. He could
not teach it properly and he left us hanging, with a
lot of questions unanswered. In a course on women I
had a similar experience. We did things like women and
ageism, but they were always handled from a white
woman's perspective. It was like-—-"Well, today we're
dealing with women of colour!" (sarcastically)

Some students who do not belong to minority groups also
feel that professors possess great power in determining which
ideas are seen as legitimate and credible or at least more
legitimate and credible than other ideas. This is often
accomplished using the technique of “"gentle persuasion."” One
Canadian man comments as follows:

I felt sometimes that the professors had a veryr

specific idea of what the answer should be, especially

in [my discipline] ...a very conservative discipline.

I think they would frame questions that to their minds
had a very specific answer. But it wasn’t really a
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political answer, it was just an intellectual answer.
There was no real limit on the freedom of expression of
ideas, but there was a sense that certain ideas were
more “"correct" than others.

A Canadian woman giwves her view:

Some professors' angles more than others colour a lot
of the discussion. You are not forced but "encouraged"
to stick to these angles in discussions and papers.
And you will follow what you believe they will favour,
because you want to get good marks.

FLEXIBILITY
It is interesting to note that there are also a number
of accounts of flexibility in the production of knowledge
within the classroom. Even in the case of the visa student
from a developing nation who was disappeointed by the narrow
focus of course texts, the end results were positive. He
comments on how he influenced his professor:
Az I said, I was very disappointed in the course
materials offered in that clasas,. But the 1limited
reading materials exposed me to how institutions can
marginalize other people. On the bright side, I asked
my professor if I could study some authors of my choice
and I was allowed. The following year I noticed that
some of the texts I had read and used in the term paper
were added to this course list of required texts. It
was great to see these minority authors added. I can't
help but feel that my cobjections had something to do
with this.

Similarly, in the case where a woman belonging to a wvisible

minority group felt that at times, a professor did not have
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the knowledge to teach a particular course, she was also
allowed to go beyond required texts and choose her own
materials. She comments as follows:

[That particular] course was the only course I ever
experienced where I just studied what I wanted to study
all year. BAnd it was just really neat. And I could
really identify with these experiences.

Some of the accounts offered by students are indicative
of how some students can feel a sense of liberation in
influencing course materials, while at the same time others
feel constrained. One Canadian man says:

I think that the professors I had were fair. Not
surprisingly, they chose a great deal of the required
books, but I had a fair bit of input my myself. On the
wheole, I'd say they were pretty lenient. And the texts
covered a wide range of topics.

Another Canadian man gives a similar view. He comments:

The materials for my courses covered a broad range of
topics. I was pleased with the topics anyway. I was
also allowed to choose a number of books myself. So
the whole experience was good.

However, a Canadian woman gives an opposing view.

I think the lists [of required readings] were quite
rigid. I did not have much input myself. I would have
liked to see more reading about working-class
experiences and women's experiences. But we're dealing -
with male professors, who are middle- or upper-class.
They believe certain topics must be covered. And these
topics don't include some of the things that I'm
interested in.



127

Another Canadian woman makes the following comment:
The materials for my courses could have covered a wider
range of topics. The focus was pretty narrow. I wish
that I could have added more books about women's
history. But there are so many other topics that
professors feel are important to cover that you den't
have much say. A lot of this has to do with how
professors structure their courses. One professor gave
his students thirty books to read instead of sixty.

We now consider the significance of the relative sizes of

groups for the dynamics of race, class and gender.

THE POWER OF NUMRERS

According to George Simmel (1577:208), the significance
of numbers for social life is that "numerical shifts transform
social life.”"” In other words, in any given social situation,
the dominant characteristics of the majority will allow the
majority to have control and power owver that situation.
Shifts in the proportion of majority to minority may result in
shiftg of the distribution of power, Rosabeth Kanter has
written about the social relations between men and women in
large corporations®’. She discusses the issue of the imbalance
of power between majorities and minorities. She comments as
follows:

The presence of a person or two bearing a different set

of social characteristics increases the self-
consciousness of the numerical deminant population and
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the conscicusness of observers about what makes a
dominant class. They become both aware of their
commonalities and their differences from the token, and
to preserve their commonality they try to keep the
token slightly outside, to offer a boundary for the
dominant (Kanter, 1977:10-11).

Indeed, one Canadian woman describes the unfolding of

her consciocusness of the plight of minorities. She makes the

b )

following comment:

I was never really aware of the difficulties of my
female colleagues who are not white. As 1I've discussed
before, I know that women as a <¢lass, we have
difficulty in engaging in a sort of argumentative
approach to discussion. But I have come to realize
through a friend of mine, who is a woman of colour,
that she has to deal with the extra factor of race.

She was in a couple of my classes. In the first one
we took together, she was one of two women of colour.
She did nct say much, and when I asked her why, she
said that she did not feel that the issues related to
her experiences. She also said that the times she's
tried to bring her own opinions into class discussions
she would be attacked... . But I did not really
understand what she was saying until we took a
particular class dealing with women, together. Because
there were more women in this <¢lass, I think we all
felt we could speak more. I also noticed that the
women of colcour in the class were more than anxious to
lend their own opinions and experiences.

Scme minority students perceive that their numbers have
implications for the legitimacy and importance attributed by
others to their voices in the classroom. They alsc feel that

their numbers have implications for their own willingness to

have their voices heard. "Minority members have potential
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allies among each other, can form ceoalitions, and can affect
the culture of the group" (Kanter, 1977:9). One Canadian
woman, who belongs to a visible minority group, comments on
this issue. She says:

All the stuff they had [class curriculum] was written
by white males. So they were basically in power and
control, and didn't have any room to hear the wvoices of
other alternative views. Sometimes I would say what I
thought. But sometimes I would hold back, because I
didn't have the patience or energy to engage in yet
another argument... . I'm always frustrated at having
to defend what I see essentially as my identity, my
very essence.

Another woman, who belongs to a visible minority group, had a
similar experience.

What composed the negatives of the classroom was just
that sort of feeling of kind of not being able to speak
totally freely. The frustration of that course was
pretty big. I don't know [she reflects], yeah, I like
the professor. I don't know if it is a personal thing
but like I say, just being the only brown person in the
class, always...made me inhibited...

A further experience is related by another woman, a visa
student, who also belongs to a wvisible minority group. She
makes the following comment:

When there is at least one other wvisa student in the
class, you're recognized more. Just the presence of
another makes you feel different, as you always feel -
[that] some people don't understand you... . If you're
stating an opinion, sometimes that other visa student
can lend a hand in explaining it. I think somehow this
lends more c¢redibility to what you're saying.
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In the Sciences, the presence of larger numbers of
minerity students leads some students to believe that there is
less tension in the classroom. One Canadian man, working in
the Sciences has this to say:

I have not witnessed any kind of conflict in the

classroom that was caused by racial factors. I think

that thig is because the Sciences are [highly]
international. S0 race is not an issue in the
classroom... . Every other person in the classroom is

from somewhere other than Canada, or at least is not of
white background.

One Canadian woman, studying in the Sciences, voices a similar
opinion. She says:
There are a lot of foreign professors and students [in
the Sciences]. And professors are used to dealing with
all kinds of backgrounds. I can't even think of who is
white or not white. I really have to think.
Another science student, a wvisa student from a developing
nation has a similar perception of the situation.
Over half of the student[s] in my programme are [of my
ethnic background]. So this [race] is not a factor in
the classroom. [People of my background] have done
good work in the past too. So the professors have no
problem.
PERSONALITY
Some students perceive that personality can play an
important part in shaping their experiences. One Canadian man

gives the following account:
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I think that my personality and the personality of all
graduate students has a lot to do with the quality of
our experiences. If you have an attitude that says you
don't really want to be here, or if you get into
arguments with your professors and other students,
you're not going to have a good experience.

Some students believe that, in addition to race, class and
gendar, personality is important in shaping experiences. One
Canadian woman states:

I think that this guy [the professor] is a sexist. But

I also think that personality has a lot to do with our

argument. Qur personalities are quite different,

One man, a visa student from a developing nation, working in
the Sciences gives his opinion.

I think accents are part of the reason people don't
speak out. It also depends on the personality of
pecple. Like there is one girl, she's in...the
programme with me, In [a particular class we have
together], she never talk[s] [like myself]. Se I can't
say it's just because of my language, or because in her
case she's a woman. It's personality as well.

Other students, who describe experiences that they feel
are shaped by gender, race and class, sometimes fall back on
personality as the more important element in the explanation
of these events. One Canadian woman gives such an account.

I think my experiences were more personality-based than

gender-based. Some professors simply structure their

courses differently than others.

One woman visa student from a developing nation, working in
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the Sciences, gives her view of the relationship between
personality and women's speech patterns.
I think men have an easier time speaking in class.
Women worry about what others will think. This is
because of difference{s] in personality, not gender.
The next section will explore how factors such as race, class

and gender affect students' experiences as teaching

assistants.

WORKING AS A TEACHING ASSISTANT
This section exploresa the experiences of those graduate
gtudents who work as teaching assistants in undergraduate
classrooms. Some students feel that race, class and gender
also shape their experiences as teaching assistants.
Furthermore, the dynamiecs of race, class and gender have
implications for the construction of knowledge.
CUES AND SYMBOLS OF BELONGING
AUTHORITY
Some students perceive that women have greater
difficulty establishing their authority in tutorials. Some
women also feel that men have less difficulty controlling
their classes. One Canadian man comments as follows:
I have heard from female cclleagues about situations

that I don't think I would be put in. I've heard from
a few female colleagues that they think that because
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they're amaller or women, certain students think they
can come in and bluff their way through situations.
[They have] this minor bullying going on that I would
never have to deal with. 8o in that sense, there could
be a difference [between men and women's experiences
as teaching assistants].

One woman, a wvisa student from a developing nation also
discusses this issue.

I've had this discussion with other women colleagues
about teaching undergraduates. And, at one time or

another, we have all felt that students react towards
us in a negative manner because we are women. For
example, the odd time I‘'ve felt that a male student is
arguing with me just for the sake of argument, or at
least trying to assert his power over me. I alsc think
that both male and female [undergraduate] students
question female [teaching asaistants') ability to teach
to a greater extent than males. [For example], when I
grade papers I find I have more students coming to
question me about their marks than my male colleagues
in my office.

Another Canadian woman also suggests that students are more
willing to qQuestion a woman's credibility than a man's
credibility as a teaching assistant. She has this to say:
A lot of women talk about things like marks and
students really bickering over marks and not being

happy. And, you know, they're getting the sense that
this person is really challenging their authority... .

I have felt this way at times myself... . So I feel
that being a woman doea affect the teaching experience
for sure. :

However, minority students also have to deal with the extra

factor of race. One woman wvisa student from a developing
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nation, discusses the guestioning of her authority and relates
her experiences to race and also to gender. She comments:

Egpecially at the beginning of a school term, I have
sensed that students are not used to a black person as
a figure of authority. At least not at the front of a
classroom. In the first few moments I walk in, I see
the surprised looks on their faces. Some also have a
questioning lock as if they want to ask, "Are you sure
you're the teaching assistant?" I remember cne time,
it was the first day of class, and a student poked her
head in my classroom during the class and said "Oh I
must have the wrong classroom.” The next week she
showed up and said, "Oh I didn't realize the tutorials
were on Tuesday” as if she thought I had not remembered
her from the week before. I think students are just
not used to a black person as an authority figure.

This, compounded with being a woman, makes it worse.

A male visa student from a developing nation recalls a similar
experience. He says:

I think they [the students in my class] were surprised

to see a man from my country teaching a course on a

Western topic. They believe that only Americans or

Canadians are competent to teach.

TYPES OF DRESS

Styles of dress and appearance are also evaluated by
graduate students and undergraduate students. Graduate
students perceive that undergraduate students are more likely
to respect teaching assistants who dreas "appropriately." A
Canadian man discusses dress and authority. He comments as

follows:
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I give a seminar on T.A. [Teaching Assistantship
Training] Day on how to dress. I think it's important
to dress well, especially the first few times. Because
these days authority is cheap, and we need to get a
hold of as many of the trappings of authority as
possible. This is important for both men an women.
You want to convey authority. And whether you be a man
or a woman in a t.a. [teaching assistantship] position,
your ability to project authority can become
established quickly depending on how you do it. This
goes for the graduate classroom and graduate school in
general. I have seen people who dress outlandishly or
poorly, and others lock at them as if they're strange.
It's all abhout respect.

Another man, a wvisa student from a developing nation, working
in the Sciences gives his views on "appropriate" dresas.

I think that t.a.s {teaching assistants] should not
dress in certain ways. Like I see guys [teaching
agsistants} going to class in ripped jeans. Although
they tell me this is [the current] style! (He laughs.)
Students will not respect you if you dress like this.
Women, in particular, should dress [well]l]. I mean, I
have women friend[s] whe tell me they have |[a
difficult] time controlling the class. So they should
not dress in things like short skirt[s] or they should
not wear heavy make up. The class will not listen to
them then.

One woman from a developing nation, has a similar view of the
situation.

I take particular care with what I wear, especially on
those days that I teach. I feel that men are ready to
insult [you] and [to] test your authority any chance -
they get. The last thing I want to do is to give them
an extra tool to use. I mean, I would not wear
anything too short or too tight. I have a friend who
sometimes dresses in this manner, and she has been
asked ocut a couple of times by her students. She's
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sort of disturbed by this, because she says it makes
her feel as if they don't see her as authoritative,
since they feel they can approach her in that manner.
I told her maybe she should not dress the way she does.
But I don't think she feels this has anything to do
with it. I certainly do.

However, one woman belonging te a wvisible minority group,

perceives that often experiences in tutorials are not Jjust

based on one factor, but on many. Gender, race, dress and

appearance can all be important.

by the

issue .

Yeah, I think being a woman, being a person of colour
affects my experience of teaching. I feel when I first
come into a room of students I don't know, it takes a
little while before they sort of...(she can't seem to
find the words to express what she means). I’'ve heard
this from other women, that they have to establish
credibility. They really have to establish that first,
where a man entering the room has that just by the dint
of being a man. He walks in and already they’'re ready
to give him credence because he has the authority of
being male. Whereas being a woman of colour, I feel
this is not the case. I don't have the long flowing
hair, and I often dress differently than they would be
used to.

Age is a further criterion by which one can be judged
students in one's tutorial. Only women address this
One Canadian woman comments as follows:

I think my age and expertise has a lot to do with the
acceptance of my authority in the classroom. I mean,
I was an elementary school teacher for many years.

I've taught many tutorials and sessionals. I also have
a grown child. So there is nothing that these students
can throw at me that would embarrass me or bewilder me.
The students learn fairly quickly that I'm not teo be
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messed with. I think this is an advantage I have over
younger women. In the past, when I've taught
sessionals, I have had younger women who do tutorials
for me come to me about the problem of authority and
control in the classroom. I try to give them advice on
how to establish their authority.

One woman, who belongs to a visible minority group, a visa
student from a developing nation, presents a similar argument,
but alsoc relates her experience to her class position. She
has this to say:

I know that other students who are people of colour,
especially women, have told me that they feel their
students do not give them respect. I really don't know
how students feel about my racial background. At least
none of them have been open about it. But I've often
thought that my age has a lot to do with the ability
I have to exert control over my students, and also to
receive regspect from them. You can physically see that
I am mach older than a lot of t.a.s [teaching
assistants]. I think in the students’' minds, age is a
sign of wisdom. Another thing is that I come from a
middle-class background. In my home ccountry, the
middle class live side by side with the so called
working class. So I am able to cross the boundaries
quite easily. I can deal with and relate to students
of any background.

A Canadian woman adds her thoughts. She says:

I find as I age, male students guestion my authority
much less. (She laughs.) I think that students just
equate wisdom and authority with age. I still have the
odd battle with men who want to show me who is boss.

But these instances are very infrequent now. I think
I've also become more diplomatic in how I state things.
This is something that iz not a forte of the working
class. If you just blurt out things, especially if
they relate to touchy or highly controversial topics,
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students will be on you in a second. I‘'ve been away
from my working-class family since my early teens. So
my lessons in middie-class mannerisms began a long time
ago. Don't forget, I worked in offices for many years
too. But academia has made me more aware of carrying
myself in a certain manner to get approval or to win
respect.

ACCENT
One's accent can alsc affect how one is judged as a
teaching assistant by students in tutorials. Some graduate
students feel that their accents hinder communication with the
students they teach. One man, a wvisa student from a
developing nation, comments:

Sometime[s] it take[s] a while to understand what the
student is trying to say to me. Sometime[s] I take a
while to understand the student. I wish my English was
better so I could help them to understand the issue(s]
better. Most [students] are patient but some seem
frustrated when they [have to] repeat themsel[ves].
But I feel bad, mostly for them.

Another wvisa student, a woman from a developing nation,
studying in the Sciences, gives a similar opinion. She says:

I think my English has improve[d] since I c[a]lme here.
But student[s] still have [a] hard time understanding
me . I think they still learn the material. But we
spend [a] lot of time just trying to understand each
other. I think scome of them feel I do not know the
material. I would like to be able to communicate

better sc¢ I could be more helpful to them.

Another visa student, a man from a developing nation, pursuing

a degree in the Sciences, recounts his experience. He has the
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fellowing to say:

The bad thing about my accent is teaching the
student([s]. I often feel embarrassed when I cannot
understand what [the] student is saying to me. I feel
bad too when I cannot express what I have to say in a
way they can understand. Most studentis] have heen
nice. But one time a student complained to [the]
professor. He said he was frustrated that he could not
understand me. And he said he felt I did not know
what I was doing. That bother[ed] me, because I did
know.

One Canadian man sheds light on this issue.

I realize that I might have an advantage over those
teaching assistants who do not speak English as
fluently as I do. I've had colleagues who have accents
tell me of their problems in communication with their
students because of their accents. I've also had
undergraduate students come and complain to me about

t.a.’'s [teaching assistants] who have accents. Some
want me to clarify something that they £felt their
teaching assistant did not explain well. However, I
often suggest they go to their assigned t.a. [teaching
assistant] and work it out with him or her.

TEE CONSTRUCTION OF XN GE

If there is any questioning of the authority of the
tutorial leader, it is women, not men, who are questioned.
What does this mean for the construction of knowledge? Since
men's ideas {(and even their presence) are more often regardedr
as legitimate and important, this means that students give

them more authority to define what is legitimate and
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important. According to Dorothy Smith, (1591:246), if women
have less authority they have less power in the construction
of knowledge. The forms of knowledge and the process whereby
knowledge is constructed will continue to be predominantly
"male.” And any attempt to negate these types will be judged
as not credible or less credible. Schick comments:

The masculinist interpretation of knowledge and
practice at the university has so successfully
projected its own ways of seeing social reality that
ita view is accepted as common sense and as part of the
natural order (1994:7).

White women who teach and construct knowledge about
minority issues are sometimes questioned and challenged by
some minority undergraduate students. In other words, these
students raise the question of whether one should or should
not be teaching about ezxperiences that one c¢an never
completely experience oneself. One Canadian woman has this to
say:

I have been a teaching assistant for various classes.
So I've had to teach some issues about minorities,
mostly in relation to women of minority status. I have
had professors and colleagues ask me if I feel I should
be teaching about issues that pertain to realities that
are not my own. I say that I have nc problem with
this, because in today's society, having a white woman -
making others aware of the inequalities that minorities
face is a good thing. I'm not saying that minorities
have no power in dealing with their problems. But
having a white woman on their side can add strength to
their battle.
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Another Canadian woman has a similar opinion. She comments as
follows:

I have taught as a teaching assistant and as a
sessiocnal instructor. As a sessional instructor, I
often incorporate issues of race in my curriculum. As
a teaching assistant, I was never required to discuss
issues about race. But I would raise them myself in
tutorials. I want my students to realize that there
are other realities out there other than their own.
Cne time a colleague of mine sat in on a few tutorial
sessions. He asked me if I felt I had the right or the
authority to raise issues of which I do not have first
hand experience. I said that there are many other
issues that do not relate to race of which I can never
have direct experience but I teach those. I also said
that you have to be careful when teaching issues
pertaining to race. You have to be aware that you are
not an aunthority. And in a class full of white
students you have to make this clear.

However, one woman who belongs to a visible minority greoup,
believes that having minority issues discussed by a person who
does not belong to a minority group can have its
disadvantages. She says:

I taught for a particular professor one semester. He
chose to have his students study a book by a minority
group author who wrote about his experiences. I was
really upset that semester because he did not teach
this book properly. He took it totally out of context,
and he did not understand at all, the points the author
was trying to make. I told my students that I have
another opinion about the book. I don't know if the -
professor will hear about this. BAnd if he does, I
don't know what will be the end result. But I could
not just sit back and have what I consider my reality
and experiences falsely interpreted and worse yet told
to large numbers of studenta. I think it's good that



142

he wants to add issues of race to the course but he has
made me wonder if non-minority teachers should teach
our stuff if they don't really understand where we're
coming from,

A Canadian woman offers another ezxample of the disadvantages
of teaching about issues relating to minorities. She says:

Being a non-minority [person] teaching minority issues
can have its advantages. I think that a class full of
whites might feel more comfortable dealing with issues
of racial oppression and discriminaticn if a white
person addresses these issues. Coming from a minority,
they might feel attacked or in some way uncomfortable.
On the other hand, sometimes if you have a lot of
students of colour in the class, there is some
resentment on a white person standing there talking to
them about racism. I had a friend, who is also white,
whe had this experience. A student came up to her and
said that she resented having a white person teaching
the course.

PERSONALITY
Some students feel that the personality of the teaching
agssistant is an important factor 1in the undergraduate
classroom. One Canadian woman has this to say:

I think the personality of teaching assistants has a
lot to do with the interactions and enjoyment of the
teaching experience. Some of my colleagues are quite
dismissive of undergraduate students. And some act as
if they resent the "incompetence” of their students.
I think this type of attitude will lead to lack of
enjoyment of teaching. It can also lead to tensions in
the classroom. Some professors and students seem to
recoil from the ethnic mix of [students in this cityl.
But I think it makes it kind of fun.

Another Canadian woman, studying for a degree in the Sciences,
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gives a similar opinion. She comments as follows:

I enjoy teaching undergraduates. I know some of my
colleagues don't. But I think their personalities
prevent their enjoyment. Some of them just see it as
a burden and something extra they have to do. Some of
them deon't seem to have much respect for the
undergraduates, like they're superior or something.

Some students feel that personality is an even more
important factor than race, <¢lass and gender in shaping
teaching experiences. One Canadian man says:

While I think race and gender and class can have an
impact on the teaching experience, I think personality
has a lot more tc do with it. From what I've heard
from other colleagues, it's their own attitudes that
lead to positive interaction or negative interaction in
classrooms. Undergraduates are not stupid. If you
don't really want to be teaching, they will pick up on
that.

One woman, a visa student from Europe, offers a sgimilar
comment:
Teaching is fun. At least that is how I see it. I know
others don't enjoy [teaching}. And some of my female
colleague[s] tell me they have problem[s] with men
because they are women. But I think their approach and

their attitude has a lot more to do with their
trouble([s] than sexism or gender or what have you.

ANALYSIS
THE DYNAMICS OF CONSCIOQOUSNESS

As was mentioned earlier, students display wvarious
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degrees of consciousness of race, class and gender. 1In some
instances, age is also a factor. In some cases, it is
difficult for students to separate out the relative importance
of these factors in shaping their e#periences. Furthermore,
the dynamics of consciousness have implications for the
construction of knowledge. We have seen cases where students
both accept and reject dominant ideoclogies. Some explanations
for challenging the system were offered in the previous
chapter. For example, the location of some students in the
gender, race, and class hierarchy 1leads +to a special
consciousness of the inequalities in academia and, therefore,
to a questioning of the system. In addition, the greater
consciousness of these concepts of humanities and social
science students as c¢compared to science students was
attributed to differential exposure to social issues. Science
students are not exposed to subject matter that would
sensitize them to these issues. Let us now consider those who
do not challenge the system.

It is obvious that some students do not perceive that
there is anything wrong with the current system. However,
even some who do realize that the dominant ideologies
governing academic life may support and condone inequalities,

do not challenge the system. What is the common thread that
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encourages all students (despite their varying levels of
consciousness) to support the system? It is the importance of

the academic record.

THE IMPORTANCE OF ASSESSMENT AND THE ACADEMIC RECORD
Students at all levels of education are taught that
teachers' assessments of them are important (Sanford,
1976:vi). This is called an academic record. The "academic
identity"” determines the c¢ontent of the academic record
(Sanford, 1976:9). Mark Sanford explains the importance of
the academic¢ identity and the academic record for the student:
The academic identity is an image of the student that
makes up his personal reputation as an apprentice and
schelar. [It] 4is mainly a record of official
accomplishments, but it also includes more informal
judgments which are formed when the student performs
before a group or a ¢lass or engages in conversation
with his professors. This identity is used to decide
how each student will be rewarded; it determines his
suitability as a newly recruited graduate student, his
eventual comparative rank in his department, and his
placement after graduation (1976:9).
Thus, students may employ various "system-beating" strategies
{to be discussed shortly) in order to ensure favcurable
academic records (Sanford, 1976:3). This type of behaviour
indicates a dependence on the aystem, since the student

strives to appear as if he/she is in agreement with the aims
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of the institution (Sanford, 1976:3). It should be noted,
however, that not all students will try to beat the system.
Science students, in particular, are less likely to exhibit
this kind of behaviour. The following discussion will explain

this issue.

DIFFERENTIAL VIEWS OF "OBJECTIVITY"

The information which students receive about their
performance varies widely in clarity and content. For
example, students in the physical sciences tend to have a
clearer idea of their assessments, and the information that is
communicated to them is fairly objective (Sanford, 1976:9-10).
Sanford (1976:10) discusses the =situations of students in
other fields:

The guality of academic work in the humanities and
social sciences, on the other hand, more often allows
for a wvariety of interpretations, and a graduate
student in these fields of study may have considerable
difficulty in obtaining unequivocal cues from
professors concerning his promise as a scheolar and his
relative standing in comparison to other students.

Graduate students in these fields usually have a more

difficult time learning exactly what the assessments of

their abilities are, and thus are usually less certain
about their academic identities.

Furthermore, a student in the physical sciences achieves a

greater awareness of his/her academic identity at an earlier
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stage than those in other disciplines. This ia partly because
these students are channelled into independent research sooner
{Sanford, 1976:11). "In some science departments students
begin to do research almost immediately upon entrance, whereas
in the humanities and social sciences the opportunity to
engage in specialized research comes only after two or three
years of course work™ (Sanford, 1976:10-11}.

In addition, students in the physical sciences have
less distrust of the evaluation system. The majority of
science students interviewed by Sanford felt that the
evaluation of course work was based on clear, guantitative
criteria (1976:56). This is Dbecause examination in those
fields generally include problem sets which 1leave the
professor little opportunity to employ qualitative criteria
for assessment (Sanford, 1976:56).

Another related issue is financial support. Many
science students are supported either by a fellowship or by
some other form of institutional financial aids {Sanford,
1976:81). Thus, grades and external evaluations did not
affect whether a student would be able to finish the programme
(Sanford, 1976:81). Most students are gquite aware of the-
greater financial support accorded to students in the physical

sciences. Consequently, the winning of scholarships is
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probably of greater importance to those in the humanities and
social aciences. Since professors must offer recommendations
for a student to win a scholarship, humanities and social
science students might be more careful in protecting their
academic identities. "The implication is ¢lear: a higher
percentage of those whe distrust the system try to beat the
system" (Sanford, 1976:58). The student's main goal becomes
the passing of examinations rather than the acquiring of

knowledge (Sanford, 1976:16).

SYSTEM-BEATING STRATEGIES

One strategy that can be used to obtain the favcurable
opinion of those in positions of control is simply to conform
to their expectations. In graduate school, there are rules
and regulations that indicate how a student should conduct
his/her studies (Sanford, 1976:16). These include the
requirements that a student must satisfy in order to graduate.
Some of these are the completion of required courses, the
passing of preliminary examinations and the writing of a
digsertation (Sanford, 1976:1€).

Another system-beating strategy is to conform to the |
opiniong of others. "This conformity is not so much a

response to social pressures as a tactic to influence social
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responses: a student will conform in order to appear
attractive to professors" (Sanford, 1976:24). Sometimes it is
necessary %o accept professors' opinions. Grades are
important in graduate school, and professors often believe
that their own views are superior (Sanford, 1976:25). One
student in an American study states, "I get the impression
that, if I went against one of their ideas on an exam, I'd get
marked down" (Sanford, 1976:26). Linda Carty recalls an
instance where she perceived that students did not challenge
a professor because of their concern over grades and
assessment.

..in the political science class...though there were
two Black® male graduate students sitting in on the
course, they did not challenge the profeasor all year,
nor did they support me when I did. Yet they would
come to me after class to let me know that I had their
support... . Often we [Black women] have to work
separately from Black men because, though we share a
great deal as victims of racism, patriarchy allows
them certain privileges which we are denied. Whatever
those privileges were perceived by my male counterparts
in that class, they were not about te rigk them by
getting on the wrong side of the professor... . Since
they were being supervised in their graduate work by
the same professor, they were in that class for one
reason, to fulfill his expected wishes (1991:6).

It would be wrong to believe that students always agree
with a professor's ideas in order +to gain favourable

evaluations (Sanford, 1976:26). Students can truly respect

the work, insights and opinions of professors. In addition,
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students who are system-beaters will not necessarily conform
to the opinicons of all professors, but more than likely they
will conform to those who they perceive as being able to
advance their careers (Sanford, 1976:26) .
PERSONALITY

The data reveal that some students perceive that
personality is an important factor in shaping their
experiences. In fact, some students believe that personality
is a more important factor than race, class and gender in
shaping their experiences. In these cases, personality is a
perceptual filter that has been adopted through cultural
practices. It prevents students from seeing racism, sexism
and classism. There are also instances in which students
recount experiences that they perceive to involve racism,
classism, or sexism. But they fall back on personality as an
explanation. In these cases, personality may be the strategy
used by the individual +to manage or deny unpleasant
encounters. Another explanation might relate to Kadi's
concept of the "conquered self,™ discussed in Chapter One. If
those who have been oppressed come to realize at some point
that they have been oppressed, and even if they develop an
awareness of the nature and source of this oppression, they

can still vacillate between the new identity and the old
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identity which has developed over many years.

CONCLUSION

The classroom is one avenue through which knowledge is
disseminated. Accepted types of knowledge are to a large
extent based on Western, middle-class, male ideclogy (Schick,
1994:3). Those who occupy different positions in the social
hierarchy often find their realities at odds with those
defined by the dominant ideology as universal. Schick
comments:

...I saw that the university's definition of knowledge

was not Jjuat racist or sexist, but ensured that

marginalized voices could not speak in anything but
previously defined roles. We cannot interpret the
world in ways that represent our experiences if the
criteria for what is worth knowing has already been set
for us. Furthermore, if our interpretations are
categorically defined as unacceptable and "other," then

our otherness is also unacceptable (1994:4).

This chapter has explored certain aspects of classroom
dynamics through +the examination of students' personal
accounts and their subjective feelings about their
experiences. As was mentioned earlier, students vary greatly

in their consciousness of the significance of gender, race and

clasa. The dynamics of consciousness have implications for
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the construction of knowledge. More specifically, students’
consciousness of these issues will influence what they say in
clagss and what they write in papers and in examinations. Some
students conform to the dominant ideologies, while others
choose to challenge them. Various reasons for the differences
in consciousness of students were offered in the previous
chapter. A number cof reasons were put forward for students'
acceptance and rejection of dominant ideclogies. This chapter
has elaborated on reasons for conforming to academic rules
and regulations. Fear of receiving poor grades provides an
incentive to abstain from challenging the system. This is the

case even for the most radical and outspoken of students.
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NOTES

Other students also mention the existence of competition in
the classroom. They feel this is an attempt to score points
for participation and/or to get into the good graces of the
professor.

As was mentioned earlier, although Kanter writes about men and
women in a corporation, her research results can be
extrapolated to all large bureaucracies, even to the
universgities.

This has also been documented in a Canadian study by Ella
Haley (1989:33).

As used here, the term "Black" refers to people who are not of
the white majority. This includes anyone not of Anglo-Saxon
or European decent, for example, Chinese and Latin Americans.



CHAPTER S
THE DISSERTATION

UCTY

This chapter will discuss the experiences of graduate
students as they choose research topics, conduct research and
write their dissertations®. The construction of knowledge
will be a major theme. There will be a particular emphasis on
ideology. What is generated as knowledge/ideclogy reflects
the values and the features of a society (Dant, 1991:3). 1In
this instance, we are dealing with the university setting, and
with graduate students and the members of their supervisory
committees.

It should Dbe noted that the dynamics of
ideology/knowledge are more important in some areas than in
others. In many disciplines, issues relating to race, class
and gender are not relevant. However, in the social sciences
and in the humanities these factors are often relevant, though
less so in such fields as demography and statistiecs.

Nonetheless, in the sciences as well as the humanities and

154
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social sciences the gquality of relationships between graduate
students and the members of their supervisory committees has
significant implications for the content of their
dissertations.

The form and content of knowledge are shaped by race,
class and gender (and sometimes age). These act as filters
through which ideology is shaped, moulded and contested. The
findings are similar to those presented in Chapter Five, We
show that students wvary in their consciousness of race, class
and gender. Furthermore, experiences are sometimes shaped by
more than one of these factors, in ways that make them
difficult to separate.

These dynamics involved in the construction of
knowledge affect each stage of the production of a
dissertation. These stages include the choosing of a topic,
the choosing of a committee and the process of conducting
research and writing up the resultz in the form of a
dissertation. As in the previous chapter, one important
finding is how graduate students wuse the concept of
personality as an alternative or perhaps parallel explanation
of how experiences are affected by race, class and gender. A&An
analysis of the perceptions of graduate students with regard

to the usefulness of their dissertations will shed light on
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the extent to which they believe they are producing new
knowledge. These perceptions do, of course, have implications
for the process whereby ideclogies are continually being
contested in the university setting. The following section
will provide an analysis of the data, with an emphasis on the
stresses that students encounter and the great importance they
place on the most important pieces of work they have ever

produced, their dissertations.

CHOOSING A TOPIC

One of the most important steps in writing a
dissertation is that of selecting a topic (Smith, 1982:37).
Refining and defining the topic in order to make it manageable
is alse of great importance (Smith, 1982:38). However,
finding a gpecific topic is often difficult. Ellen Regan
(1994:138) , a graduate student studying in the early 1990s, at
the Ontario Institute for Studies in Education, calls this
task a "germinating process." This means that the research
problem generally beging in one's general area of interest,
and is then narrowed down to a sub-field of the general area
(Regan, 1994:138). It often takes a great deal of time and a
great deal of consideration of all the possible areas that one

would like to explore, before one can find a topic that is of
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interest and is also manageable. Catherine Comuzzi, who was
a graduate student in the early 1990s, at the Ontario
Institute for Studies in Education, describes the difficulty
of this task:

I am somewhat embarrassed to admit that I went through

three different topics, three propoesals, two different

methodologies, and three different committees before I

finally settled on and felt committed to my final topic

(1994:44).

Some graduate students enter the graduate programme
with specific research interests in mind, while others have
general ideas or no ideas at all. When students perceive the
"choice" as being completely their own, their personal
ideoclogy is drawn upon to a greater extent than in those
instances where the supervisor plays a major role in the
decision. In both instances, race, class, gender and
sometimes age shape the choice of topic. However, for science
students, these factors shape the choice of dissertation topic
to a much lesser extent. Nonetheless, there are some common
factors that students in the sciences and those in the
humanities and the social sciences have in common when
choosing topics. These include: pursuing work in an area of -
interest that stemmed from an undergraduate degree or an M.A.

degree. Some make choices simply cut of interest. Some are
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thinking of the relevance of the topic¢ for future jobs. In
reference to jobs, Mark Sanford (1976:33) who conducted
research on graduate sgstudents, says "Choices are often
determined by the student's degree of conservatism and by a
consideration of how many jobs may be available in the new
areas in comparison to the more traditional ones.” The
following discussion will address these issues.
STUDENT'S CHOICE
In terms of race, minority students, especially visa
students, often choose topics related to their own cultures.
For example, one woman, a visa student from a developing
country makes the following comment:
I chose this topic because I have always had the desire
to understand my own culture. One of the issues I am
locking at is the issue of skin colour and identity.
I've noticed ever since I was little that one's skin
colour is related to cne's status. Obviously, those
with lighter skin colour have greater prestige. This
hags always been of interest to me.
This student feels that her choice of topic is alsce informed
by her own middle-class upbringing and by her age. She has
this to say:
My choice of topic was also a product of my class and
my age. I grew up in a culture in which the middle -
class lived side by side with the "so called" lower
class. Therefore, I've always been comfortable
interacting with those of the lower class. And through

reading and taking classes here, I came to realize that
class dichotomies can be meore pronounced in some
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gsocieties than others. So I decided to expiore this
question of identity in terms of my own culture. In
terms of age, I think that I'm more focussed than a lot
of younger students. I'm pursuing something that has
always been of interest to me. Age has a lot to do
with this. A lot of younger students are really
worried about getting jobs when they're done, and their
choice of topics might be influenced by this.

Another visa student, from a developing nation, feels that his
choice of topic was a product of his culture as well as job
considerations. He says:

I I[chose] this topic because this religion [is]
dominant in my country. I'm proud of my country's]
traditions. Also, I have [a] lot of background from my
undergraduate degree in this area, and I figure[d] {a]
Ph.D. would not be too difficult. And I figurefd] I
could teach in my country. Teaching jobl[s] [are] very
stable in [my [country]. They pay well, and there are
many teaching job{s].

Those not of minority status also choose topics related
toe their cultural backgrounds. One Canadian woman made such
a choice. She also explains why she does not look at issues
of class in her dissertation.

Well, it [my cultural background] certainly has
affected my choice. I mean, my background is British,
Irish, Scottish and Welsh. And I guess that‘s why I
chose to do this thesis topic. And I'm not looking at
class issues, which you keep asking me about, probably
because I'm from the upper-middle class. If T were
from another class and felt oppressed or something, I
might be more apt to investigate those questions.

However, class sometimes directly informs students'
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choices of dissertation topics. For example, one Canadian man
relates his choice of topic to his working-class origins and
to the ease with which he crossed class boundaries.

My family is basically of working-class background.
But in cone generation, me and my siblings, through our
education, have become middle-class. Class divisions
and aspirations, I guess, have been an interest
inspired by watching my own family. And this
philosopher who I discovered in my M.A. year, discusses
such igsues. And I grew up with those same thoughts
and ideas.

He goes on to discuss a further reason why he chose this
topic, and relates it to his lack of concern about future
jobs. He says:

The other reason I chose this topic is simply out of

interest. I'm not sure how feasible it will be in

terms of getting a Jjob. But I know a lot of my
colleagues are really werried about getting jobs when
they are done. I think this adds a lot of unnecessary
stress to their graduate work. I don't really care
about what job I will get. I mean, I took a year off

to go te Eurcpe, which puts me a year behind where I

should be. This would concern a lot of students, but

not me.

Gender often informs women's choices of dissertation
topics. Furthermore, the goal is frequently to address those
past interpretations of women's issues that the student
perceives to be toc narrow or incorrect. For example, one

woman, who belongs to a wvisible minority group, links her

choice of topic to both race and gender issues. She comments
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as follows:

Well, Y have been reading a lot of [literature] since
my undergraduate degree on women and race issues. You
know, a lot of feminist literature. And I just saw
areas where things were missing. 2and then figuring
that being a woman of colour, and, like I said, feeling
the need lately to connect with my own [people], I
thought [a particular course] on women's autcbiography
would be perfect. I wanted to critique a lot of the
[literature] written about women and about my ethnic
group.

Another Canadian woman discusses how gender informed
her choice of topic. She says:

My department is one of the most male-dominated

departments in this university. This is the case in

terms of both faculty and curriculum. 1 noticed, even

as an undergrad[uate], that writings were mostly about

men. I always wondered what the women were doing while

these men had centre stage. Se now that I have a

chance, I want to write about the experiences of women,

which I feel has been greatly overlooked.

INFLUENCE OF FACULTY

In scome instances the choice of topic involves
considerable discussion and negotiation between graduate
students and their supervisors. Thus, ideologies are
presented and discussed and some kind of consensus is reached.
Sometimes students' original ideas are rejected, and the
resulting choice may be seen by the student as less than-

gsatisfactory. The rationale from the point of wview of the

committee members is often that they are preventing the
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student from making a serious mistake®’. However, the student
sometimes does not share this point of view. One Canadian
woman comments as follows:
I know a lot of people who have difficulty coming up
with a topic that they are interested in, that is
suitable for their committee. I know students who are
discouraged from doing topics that they find very
interesting. I know there are professors who would not

have approved my topic, because of some of the feminist
issues that I address.

In terms of race, there seems to be a relationship
between students® choices of topics based on their cultures
and supervisors' lack of expertise in these areas. It should
be noted that faculty are not allowed to supervise students
working in areas in which they d¢ not have expertise.
Therefore, as fields change, there is a natural tension.
However, students do not always accept this point of view.
For example, one woman, a visa student from a developing
nation comments on this issue:

I wanted to look at the social history of the kinds of

things that black people were doing in a certain

society. But [my supervisor] felt that he wasn't
qualified enough. And he thought it was too much work.

At least that's what he said! So I Jjust accepted it.

Either T was going to spend all my time arguing, or I'd

just do what he said, and get on with it and have as-
few problems as possible.

Another wvisa student, a man from a developing nation makes a
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gimilar point:

I know some foreign students have problems finding
supervisors and committees that have the expertise to
supervise their topic. But in my case it is not that
my supervisor does not have expertise in this area.
The problem is he gsees this issue in a different way
than I do. I think a lot of this has to do with a
difference in my culture and his culture. So I had to
change the topic significantly. I am lucky though. I
know of one student whe came from my part of the world
in [another department]. He went back because his
supervisor did not accept his ideas and they could not
work it out.

Some women feel that gender is a factor in the kinds of
negotiations that go on between themselves and their
superviscrs as they choose a topic. For example, one woman,
a visa student from Europe says:

Through reading and writing papers in my M.A., I became
interested in this topic. But I realized that not much
importance was allotted to women writers of this time
and in this area. 8o I decided I would pursue that.
I also realized that I would have to find someone who
would be interested in this, and, most important, see
it as a wvalid tepic. So I asked some of my female
colleagues for advice. Some mentioned one woman
professor who has some feminist interests. Not that
I'm necaessarily heavily into feminism. But I knew a
lot of male professors would not want to deal with
gender issues. So I approached her and we discussed
what I wanted to do. She liked my idea, but she made
some suggestions which changed my topic quite a bit.
But the final topic is even more appealing to both of
us. Yeah, so I think gender had a lot to do with my -
choice of topic and my supervisor's enthusiasm to
pursue it.

Another Canadian woman feels that the misgivings of her
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committee with regard to her topic are related to gender and
class issues. She comments as follows:

I think that women normally pick "safe topics," not one
that's a2 male domain. At least that's the way I see
it. Part of my problem is that I chose a topic that's
a male domain. I don't think [my committee] thought I
could handle it. But when you come from my culture and
having my class background [working-class], you beccme
aware of how politics and economics affect individuals.
The thing is they [my committee] don't recognize that
a lot of their theories are racist to the core and
based on views of a privileged class---the white males
versus the less privileged groups they study. I think
they let me go ahead with the topic because they
figured in the end they could influence my analysis of
the data. I think a lot of women might have given in
and not done the topic, or they would have analyzed the
data in the fashion their committee desired.

TEE SCIENCES

Science students, more often than those in the
humanities and the social sciences, collaborate with their
supervisors in choosing dissertation topics. It is rare to
find a situation where a science student enters the graduate
programme with a specific topic (or even a general topic) in
mind. There are a variety of reascns for this and they are
iinked to the nature of scientific work.

The first reason has to do with the nature of
scientific research. It involves team work. In addition,
many science students receive part of their income from

teaching assistantships and part from professors' grant money.
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Grants are given for research on specific tepics. Therefore,
it is common for students to be working on aspects of projects
in which the professors are involved. CObviously, these topics
are not chosen by these students. The second reason is that
in the sciences professors sometimes conduct research under
contracts. They are funded by companies that require specific
research. Students who have such supervisors have the option
of working on these kinds of projects. Again, they will not
be choosing their own topics. Third, when science students
chocse supervisors, they often have their future empleoyment
prospects in mind. They talk of the topic having "real life
applications.” Sanford (1976:32-33), in his research on
American graduate students in the 1960s, discusses this issue:

When Chemistry students were asked about how they came

to select their research directors, they often

mentioned that their professors were working in areas

which were believed to show promise of producing

important scientific discoveries. The students wanted
to be in new and different fields and to do work that

would be recognized... . Students obtained clues about
the most prestigious areas from the professional
journals in the field... . Almost every student

interviewed claimed that his current field was
currently "hot" or fashionable, or at least that it
would be so in the near future.

One woman, a wvisa student from a developing nation, pursuing

a degree in the Sciences has this to say:

My supervisor has a reputation for having contacts with
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many companies. And when I started working with him,
he informed me of the types of things that are "hot
topics.” What we ended up choosing is a good topie,
because it has "real life applications,” and this is
better for getting a job.

However, not all students will choose a currently fashionable
topic. And some may decide to play it szafe, choosing a more
traditional area which is already established (Sanford,
1976:33).

A related consideration in terms of choosing a topic
and future ijobs for science students is how "solvable" the
research problem is. In the sciences, publication only occurs
if a project solwves its research problem,. Of course, most
science students feel that having a publication to their names
would be an asset in their careers (Sanford, 1976:34). One
Canadian woman, studying in the Sciences comments:

I know students who have done two or three different

topics. This is because they get part way through and

realize the problem is not going to be solved. If the
problem is not solved, this is not good for many
reasons. First, the student and the supervisor are not
pPleased. I mean, they are not satisfied. &And most
important, you do not get publication. This is
important for a future job. It is good if your work
is recognized. I mean, even if your problem is solved
and you do not publish, people will be suspiciocus of
how good your work really was. ‘

Even in those cases in which students do not

necessarily have jobs in mind, their choices are often
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restricted because of the nature of science. The finding of
a suitable topic often comes after months or even years of
experimentation. Students in the sciences sometimes describe
this as a process of "evolution." One Canadian man, working
in the Sciences remarks:
He [my supervisor] gave me the topic and his point of
view. And I thought it made sense. So I sgtarted
working on it. After about five months of
experimenting, I can better define my topic. And then

after a year, it was better defined and so on. 1It's an
evolution, you know.

DEPENDENCE VERSUS INDEPENDENCE IN CHOOSING TOPICS

It should be noted that, while some students like to
choose topics themselves, others do not always f£ind such
independence desirable. Some prefer or require more guidance
in the choosing of their topics. This is not unusual among
students just embarking on their research. William Alexander
(1994:2) recalls how, when he was a graduate student, he would
ask for advice a nunmber of times early in the process, only to
have his questions answered with further gquestions. At the
time, he waa frustrated. But now, as a professor, he
understands why this was the case. He explains the situation:

The supervisor and committee might ask questions for

clarification and even criticize the problem if not
clear, or the methodology inappropriate. But they
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generally do not see their job as providing specific
direction---an appropriate stage one response under
normal circumstances {Alexander, 1994:6).

Another reason why some students work on their own is because
supervisors regard them as weak students and do not want to
entrust portions of their research to them when there are more
competent students available to them. One man, a visa student
from a developing nation, working in the Sciences, discusses
his experience of choosing a topic. He says:

For my thesis, I was totally free to choose my topic.

And I [found] myself kind of in an ocean, not knowl[ing]

what to do. My supervisor wantied] me to find my topic

on my own, but I need[ed] more guidance. So he helped
me a bit to discover it.

Those who have the freedom to choose their topics often
comment that they are independent. Some also believe that, at
the stage of writing up the dissertation, independence is
essential. For example, one Canadian woman holds this view.
She associates her independence with her age.

I really liked the fact that I was free to choose my

topic. I think a lot of students are locking for what

they "should" be doing, and are often trying to please
their superwvisors. But I think independence is a must
at this stage [the dissertation stage] of the
programme. You know what...I think maybe my age has -

made me more independent, because I know exactly what
I want teo do.

Another woman, a visa student from a developing nation, tells
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a gimilar tale:

I think a lot of students who are much younger than
myself are looking for what they "cught" to do, instead
of what they really want to do. And many are looking
for guidance from their supervisors. Well I've 3just
been around a lot longer. I have more than one degree,
and I'm doing this because I'm more independent at this
age. I'm also more focussed, and I've just come to
know exactly what topic I want to do. When I pursued
my first M.A. degree, that was for job purposes. But
my outlook changed. Now I'm pursuing something out of
pure interest-—--something just for me.

CHOO COMMITTEE MEMBERS

The behaviour of committee members does, of course,
have significant implications for the experiences of graduate
students. Thus, "the selection of committee members is a
critical decision because advisers and committee members can
alsc be major deterrents to the process” (Vartuli, 1982:11).
This is because support, encouragement, feedback and
evaluation from committee members are important for the
student's success in the dissertation Jjourney (Comuzzi,
1994:46; Vartuli, 1982:13). In addition, their opinions are
cften drawn upon in the course of the development of the
student's research topic. Thus, their ideology shapes the

form and content of the dissertation. Students tend to choose
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committee members they perceive as having similar points of
view. If the viewpoints do not coinéide, then problems may
emerge (Alexander, 1994:4). One woman, a visa student from
Europe says:

I know some people have big problems. But I did not.

I <think the reascns for these problems is he

relationship between supervisors and students, and

sometimes the committee members and students.

There is, of course, some flexibility and some
constraint in choosing committee members, even in those
instances in which the student perceives the choice to have
been his or her own. Furthermore, science students are more
likely to defer to their supervisors in choosing committee
members than are students in the humanities and the social
sciences. This means that they rely to a greater extent on
their supervisors' perceptions of other faculty members' ideas
and viewpoints.

STUDENTS’ CHOICE

Students often choose supervisors on the basis of prior
knowledge of their work. For example, students may gain
familiarity with the individual from courses taken at both the
undergraduate and graduate levels. Students may also acquirer
information through conversation with other professors,

secretaries and/or students. For example, Ratherine Tracey
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(1982:74), a professor in the United States, recalls her
graduate years and says, "I soon learned that significant
information was communicated informally from student to
student about courses and professors." Students coming from
other universities often gain information from professors at
their former universities about the character and reputation
of certain professors at the new university. As a matter of
fact, some students state that the main reason for coming to
the university is to work with particular professors. For
example, one woman, a visa from a developing nation, studying
in the Sciences says:
Back home, when I was considerling] applying to
graduate studies here, one of my professor[s] told me
of a professor [whom] he knew here. They had met at
[a] conference many years ago. He said that this
professor does good werk, and does work in the area I
was interest [ed in]. So that is the main reason I
came here, and how I [chose my] supervisor,.
Furthermore, when students in the humanjities and social
sciences enter graduate programmes they are assigned advisors,
usually peocple specializing in the student's area of interest.
Thus, the advisor often becomes the student's supervisor.
Since most ascience students in this sample did not do

undergraduate work here, they often conduct informal

interviews with professors scoon after their arrival, They
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then choose one to become their supervisor. For example, one
woman, a visa student from a developing nation, pursuing a
degree in the Sciences comments:

I do not know why, but before I came here I receiveld]
a letter explicitly saying that I should not contact my
potential supervisor. From what other studentis] tell
me, they receivel[d] a similar letter. So I had no
contact whatscever with my supervisor before I came
here. Then I decide[d] when I got here to conduct some
interviews with professors. And then I [chose] one.

Despite the freedom to choose supervigors and committee
members, there are often a limited number of faculty who
specialize in the student's area. In fact, some supervisors
may not have the expertise to supervise the proposed topic.
This is especially problematic for minority students, who
often want to do topics that relate to their own cultures.
For example, one woman, a visa student from a developing
nation comments as follows:

I had problems finding professors in my department with

knowledge of my country. I had to go outside my

department to the humanities. There, I found a man who
iz also from my country, and he doces European
literature and especially black literature.

A Canadian woman had a similar experience.

No cne in my department really does work in this area.

This is not a typical topic. My committee members were

not too happy to be chosen, because they have to do a
lot of work to learn about my topic.
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In terms of gender, many students comment that women
faculty are few in number. Brian MacMillan (1989:2) notes
that in Ontario universities, at the faculty level, the number
of women is limited. This situation is even more pronounced
in the sciences (Bellamy and Guppy, 1991:185). For some
women, this is not a problem. However, others feel that they
would like to work with women, especially when the topic
involves issues relating to gender. One Canadian woman says:

I had to go outside my faculty to find a woman to be

on my committee. It really disturbed me, because of

my heavy concentration on women's issues. I just feel

the need to work closely with a woman, because she
would be more able to relate tc women's issues.

Sometimes women who want to pursue a topic relating to
feminist issues have difficulty finding suitable supervisors.
Carol Schick addresses this issue:

Feminist students in particular frequently have to
teach their supervisors something of a feminist
perspective so that these faculty members can supervise
them. Not surprisingly, the results are often
unsatisfactory with the students being told that their
feminist orientation is unacceptable (1994:57).

Indeed, one Canadian woman describes the problem:

One of my female colleagues was quite frustrated when
she was trying to find a supervisor. The problem had
to do with her topic, which had to do with feminist
issues. There was one woman who could have supervised
her. But she did not want her [as a supervisor]
because of some personal differences. So she went to
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this one professor, a man, who told her quite bluntly

not to use patriarchy as a category because it was too

"fuzzy." So she decided to do another topic. I felt

bad for her,.

While some women are bothered by the lack of
availability of women faculty, others feel that it is better
to avoid women. The reason for this is that they feel some
women faculty can be more oppressive than men. "It should be
noted that there are gender-cbsessed women who can be even
more harmful to women than men”™ (Levy, 1982:57).

Science students also realize that female faculty are
fewer in number than men. However, women students in the
aciences do not perceive this to be as pressing an issue as do
those women in the humanities and the social sciences. In
addition, they do not perceive there to be any negative
ramifications in terms of the production of knowledge. One
Canadian woman, working in the Sciences has this to say:

I would like to see meore female faculty, just because

I sense it is unfair that there are so many more men in

my department-and all of science, for that matter. I

don't know, I can't figure it out really, but I think

a lot of it has to do with the fact that women are

still doing a lot of the [work] in the home. I mean,

grad[uate] school takes a lot of time.

Another woman, a visa student from a developing nation,

pursuing a degree in the Sciences comments:
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There are definitely a smaller number of women than men
in my department. This does not bother me. But it
would be nice to see more. You know, just to see that
having children, a husband and a career are all
possible. I mean, women still have to do more than men
in the house,. Sometime[s] I wonder if this is why
there aren't that many women professoris].

However, the general consensus among science students
is that gender is not a major consideration in terms of
choosing committee members. One Canadian man states:

I don't think gender plays a role in terms of committee

members. The only question you ask about a scientist

is, "How well does he do science?" There's no
difference between men and women in doing physics.
INFLUENCE OF FACULTY

In =ome cases, once a supervisor is chosen the gradunate
student and supervisor work together to choose the other
committee members. Some students prefer this method, because
they trust the advice of supervisors who usually have intimate
knowledge of faculty members, something which students do not
possess. Linda Williams, a former graduate student, comments:

With his experience in the department, my supervisor

knew in whose field my interest lay and which

individuals would be "good" to have on my committee,

politically and academically (1994:155).

This is especially true for foreign students and for others
who have not completed their undergraduate or their M.A.

degrees here. These students are not already familiar with
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faculty. For example, one man, a visa student from a

developing nation, found this to be his experience:
I had choice. But it was mostly my supervisor's idea
who would be on my committee. When you come here, you
may not know any faculty. You know your supervisor
basically. 8So I met with him, and he suggested who
would be the best choices for my committee.

Another visa student, from a developing nation, had a similar

experience:
My supervisor pickled] my committee memberis]. I was
new to the department. I figure ([d] he would have
better judmment [than myself]. No, this did not bother
me.

The next section will explore students' experiences when

conducting research and when writing it up in the form of a

dissertation.

WORKING ON THE DISSERTATION
Relations with committee members, especially with one's
supervisor, are of prime importance throughout the development
of the dissertation. "Styles of supervisors should match
thesis students' styles and the journey goes more smoothly if
both parties know and adapt to this style" (Alexander,
1994:4) . The following discussion will explore the kinds of

pProblems that students encounter when working on their
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disgertations. We pay particular attention to issues relating
to race, class, and gender and ideology.
FLEXIBILITY
There are numerous ways in which being of a minorxity
race, class and gender can either help or hinder one when one
is pursuing graduate work. For example, students of visible
minority backgrounds are sometimes considered authorities when
the topic under study is related to their cultures. One man,
a visa student from a developing country comments:
My committee is actually learning from me, since I know
more about the topic than they. They are now reading
about [these particular poets], and they're enjoying
it. 8o I have quite a bit of freedom in pursuing the
topic, since they see me as somewhat an authority on
the topic.
Another visa student from a developing nation, gives a similar
account. But she also relates her experience to gender.
My committee is very flexible. They give me the
impression that I know more about my society than they
do. For example, I had total freedom in designing the
questionnaire, because I know what questions are and
are not acceptable in my society. I think I have a lot
of freedom, too, since I am a woman dealing with
women's issues. So they see me as having first-hand
experience with the topic.
Other women, not necessarily of minority status, also '

find that their gender is something perceived to be a positive

attribute, especially when there is another woman on the
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committee. They phrase their experiences in terms of "being
able to relate to the teopic" if the topic focuses on women's
issues. They also talk of "being able to relate to each
other"” because of a common gender. One Canadian woman says:

I like the fact that there are two women on my

committee. They're interested in topics of family,

also [in]women's issues. I just feel they are able to
relate to the topic——-and to me. We can relate to each

other, because we have similar experiences. And I

think they take a special interest in me on a personal

level because of that.

Being middle-class was mentioned as being a positive
attribute. Having the same mannerisms and feeling comfortable
in a predominantly middle-class setting was important.
Indeed, Donna Langston (1993:72) discusses the comfort of
understanding middle-class behaviour and the sense of
discomfort when one does not. This pattern is also reflected
in classroom dynamics. Thus, =students are generally aware
that there are advantages to being middle-class in the
university setting. O©One Canadian man has this to say:

I think we're [my committee members and myself] from

similar backgrounds. They're alseo white men with

beards. So we're sort of a type or of the same class.

We speak the same language when it comes to [the

philosopher I study], who is also of the Christian .

tradition.

Older graduate students sometimes benefit in certain

ways’. For example, some mature students feel that, because
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they are closer in age to their committee members, there is
more respect for their opinions. Furthermore, mature students
tend to see themselves as being more independent than younger
students. They do not have to rely as much on committee
menbers for direction. Committee members alsc appreciate
this. One Canadian woman believes this to be the case:
I think I haven't run into a lot of problems because of
my age. I'm closer in age to my committee members than
a lot of younger students, and I just think there is
respect because of <that. I'm alsc much more
independent at this age. And I know exactly what I
want to do, which I think my committee alsc reapects.
However, it should be noted that some students perceive
that race, class and gender do not have anything to do with
their experiences. One Canadian man states:
You know, Jjust because the other members of mnmy
committee are white and also male, I don't think that
has anything to do with the way I interact with them.
I don’'t think in general, race, and class, and all that
really come inte play. I think for most students, it
either works or it doesn’t. They either get along with
their copmittee, or they don't.
CONSTRAINT
There are also cases in which students feel constrained
in the production of knowledge. Alexander (1994:7) suggests
that, in most cases, the desires of committee members for

changes in content or interpretation stem from their beliefs

that the dissertation will be more adequate. BHBowever, he goes
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on to explain that this is not always the case.

If the supervisor is insecure, overly sensitive to
eriticism or brand new and naive about the process,
then he or she may be particularly hard on the thesis
student. The student is left with the complex task of
protecting the reputation of the supervisor, the
committee, the department and the university
{Alexander, 1984:7).

One Canadian woman comments on the issue of disagreements
over perspectives:

It comes down to a fundamental disagreement about how
one perceives the world. I mean, for my committee
members to accept the way I lock at things at face
value would mean they'd have to give up the way they
look at things. And they're not going to [do that].
That's cne thing I've learned, academics will not give
up the way they look at things. AaAnd they only give
them up very slowly if at all.

In terms of race, we noted several instances in which
the ideclogy of the student did not coincide with that of
his/her committee members. For example, one woman, a member
of a visible minority group, discusses a disagreement with her
committee members over the issue of theory.

My committee wanted me to incorporate post-modern
theory, but I was not happy about this. If you go
right back to the assumptions of white society's
theories and their methodologies, they're racist. You
can't take the racism out. 8o I tried to do this, and
what I ended up with was a reflection of two realities,
one my own and the other white. And it just wasn't
working. So I rewrote it, and I threw all the theories
out, and just came at it from an another perspective.
Whether they pass it er not, I don't care. I'm not
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using my people's tragedy to prove one ridiculous
theory or another.
Ancther mincority student, describes difficulties that
developed because of the lack of experience with issues
relating to her ethnic group among her committee members. She
makes the following comment:
My committee has been just as supportive as they can
be. But I feel there is a peoint beyond which we just
do not understand one ancther. I’'ve been increasingly
feeling this need to have someone who knows exactly
what I'm talking about. &aAnd not this sense of the
blank stare or the feeling of, "Who is teaching who
here?"” I went to an all black university, and you talk

to somebody, and they know exactly where you're coming
from.

When one is pursuing a topic related to one's own
culture, one is often hindered by difficulties in obtaining
material. One man, a visa student from a developing nation,
recounts his experiences:

I am sometimes frustrated at the distance I have to

travel to obtain materials. A lot of times I have to

go to the universities [in a city some miles away]. I

mean, I'm frustrated that [this university's] library

has very little literature [in my area of study].
Other students indicate that they often have +to wait
considerable lengths of time for materials to arrive from
overseas. One man, a visa student from a developing nation,

says:
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I encounteraed some...problems in terms of finding
enough materials in the library. I write home for
things, but it can take a long time to arrive.

A student's class and political perspective can affect
his/her experiences. One Canadian woman of working-class
background, describes her difficulties with her committee and
links these problems to clas# and gender differences. She
makes the following point:

Coming from a working-class background, I'‘'ve always
been aware of political and economic differences
between groups. And a lot of it revolves around power.
This trickies down into my thesis also. I'm saying
that this group of people do not like our Western
institutions, and they like theirs. My committee does
not agree with my interpretation, because they're from
a more privileged class and they want to believe that
in no way are we abusing these people. They're also
of the old boys' network, and think they have the power
to negate a woman's point of view.

Another Canadian woman of working-class background, tells a
similar tale:

I've said before that, in my working-class family, we
were always allowed to say what we wanted. Age and sex
were never factors in voicing our opinions. I think
this has caused some trouble with that one committee
member [mentioned earlier]. When I would have
discussions with him about the content of my thesis,
he seemed angered when I did not agree with his point
of view. I don't think he euapected me to speak up as
much as I did. And he probably expected me to back
down. I know part of this has to do with class. But
some of it has to do with gender. But I'm not sure how
much of a factor it is. Be made it quite clear that he
did not like my "feminist slant,” as he called it. So
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I really hope we can get him off my committee.

One Canadian man offers a different point of view:

There are certain rules that govern academia. And I
think if you want to get along with others you should
follow them. I have heard of people whe get into
arguments with their supervisors and committee members.
And I would not doubt if some of this has to do with
class differences. I mean, I come from a working-class
background. But I choose not to wear my working-~class
beliefs on my sleeve.

THE SCIENCES
Science students are much less conscious of issues
relating to gender, race and class. Women are somewhat aware
of gender differences, but they often state that they are not
sure what these differences are and that they cannot pinpoint
the nature of these differences. For example, one woman from
a developing nation, studying in the Sciences, remarks:
I sense there are differences between men and women in
deoing our work. But you know, I can't put my finger on
exactly what these differences are. I had a male
supervisor before I switched to my present supervisor.
And while they're both nice people, I just feel more of
a bond and a common understanding with [my female
supervigor]. Part of it is that she has a husband and
c¢hildren, and she makes me see that a career and a life
are possible. This also makes her more understanding
of the difficulties I might have as a woman in pursuing
a graduate degree.
Howewver, most science students do not perceive there to

be any differences based on race, c¢lass or gender in the
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university setting. The explanation they often give is that
the sciences are very "internaticnal." One Canadian woman has
this to say:

There are people of many different cultures in my
department, and [all of] the sciences as a matter of
fact. I think the professors and students are just
use[d] to dealing with all sorts of different people,
and I'm just another one. I don't think it's an issue
that I'm white or Francophone. What about the one from
India? What about the Chinese? Or South American?

Another reason science students offer is the nature of
their work. They do not deal with social issues. One man, a
visa student from a developing nation, comments:

I am working with mathematical things, =so race and
gender and all those background things don't come into
play. We're not looking at social issues. I mean, how
can one get excited about E=mc2?

One Canadian woman cffers a similar explanation. She says:

In the sciences, race, and class and all that really
does not come into play. I mean, we're just not
dealing with highly charged emotional issues. The only
question you ask about a professor is how well does he
or she do his or her work? And how much time does this
person give to his or her students? Our criteria for
evaluation are somewhat different, I would think. I
mean, we are either getting close to solving the
problem, or not. Or using the right equipment, or not.
Maybe science studentas are not as worried about
personal copinions entering evaluations.

DEPENDENCE VERSUS INDEPENDENCE IN PURSUING RESEARCH

It should be noted that, while some students like
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independence in pursuing their research, others prefer more
guidance from their supervisors, especially during in the
initial stages (Alexander, 1994:5). Sometimes students do not
receive as much guidance as they would like. One Canadian
woman, studying in the Sciences, comments:

Academically, my [committee members] are pretty good.
My supervisor is helpful, but he's net as focussed on
my project as I would like him to be. He sort of just
didn't give me a lot of direction, which I'm not really
sure ig his job any more. At this stage, maybe I
should be more independent. But I don't think it's
something that can be helped. He really has a lot of
projects he's tied up with.

Another woman, a visa student from Europe, finds herself in a
similar situation.

Sometimes I wish my supervisor would provide more
direction. I think that he just want{s] me to discover
things on my own. S¢© he's not trying to be difficult
or anything. He just thinks this is the best way to
learn. Part of it might be that he is wvery busy. He
has other student{s] to supervise, and [he has] his own
work too.

Those who prefer less guidance from their supervisors
often link their preference to their desires for independence.
One Canadian man says:

My work has basically been self-guided. I know some -
People consult their supervisors about every little
detail. That might work for them, but I can't help but
feel that at this stage you should be somewhat more
independent. If you're not, I think yocu're in some
sort of trouble.
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Other students see their desires for independence as being
linked to their age. For example, one man, a visa student
from a developing nation states:

I don't require a lot of guidance from my supervisor
or my committee members. I know some students require
more guidance than I do. I can't help but feel that
my age has something tc do with this. Most astudents
are ten to fifteen years younger than myself. Some of
them are locking for what they "should" be doing. I
guess, at one time, I was like that. But now I'm
pursuing something I really want to pursue. And I
don't really care to defer to professors to gain their
respect. Perhaps younger students feel they must do
this. So my age might be an advantage, because there
iz an automatic respect from professors.

PERSONALITY

While we have described several instances in which
graduate students feel that race, c¢lass and gender (and
sometimes their age) have affected their experiences, others
feel that personality is more important. One Canadian man
makes the following comment:

I have heard of instances where students have had

problems with committee members. But I think, in most

cases, what stood out was personality differences more

than anything else. I mean, my family is of working-

class background. And I could come in here raving

about my working-class origins. But, I choose not to.
Why would I want to cause trouble for myself?
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Even those who describe situations in which they feel
that race, class or gender had been significant, often
downplay their experiences and tend to see any problems that
arose in terms of personality differences. A Canadian woman,
who belongs to a visible minority group says:

Gender does not matter, because women can be just as
oppreasive as men. A woman might not have liked my

focus on my people's experiences or my disregard for
theories either. 1It's really the personality ¢f the

professor that counts.

Science students, in particular, feel that personality
is more important in determining behaviour than race, class or
gender. One man, a visa student from a developing nation,
working in the Sciences, has this to say:

When I was choosing a supervisor, I considered [a woman

from my home country]. Then I thought, she knows more

about me than others. Back in [my country], if a

professor asks you to work all night, you do it. So I

thought she might expect more from me. I also heard

she causes trouble for students in the department. So

I think the personality of the person is what counts.

A man could be just as nice or just as mean as a woman.

Some students simply believe that racism, sexism and
classism are discussed toc much. For example, one woman, a
visa student from a developing nation, working in the Sciences
states:

Actually, I am quite tired of people jumping on the

race or gender argument or what have you. 1It's only
since coming here that I have heard of this race
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division, and this division between man and woman. I
think female[s] in Canada have made good improvements
toward equality. And they act like men are treating
them so bad, and like there will be a war between the
sexes. I think, in [the] graduate programme anyway,
it's the personality of the people that matters.

STUDENTS' P PECTIVES THE IBUTIONS TO ERNOWLED
MADE BY THEIR DISSERTATIONS

Students' perceptions of the usefulness of their
dissertations reveal their feelings about the new knowledge
they are producing. Furthermore, these perceptions have
implications for the various ideologies that are being
contested. We now explore these issues.

Some visa students believe that their research will
help others in their home countries. For example, one male
visa student from a developing nation, studying in the
Sciences says:

Since I am getting my education abroad, I will take

this knowledge and experience back home, where I will

pass it on to my students. It will help them get a

broader knowledge of the topic. I mean, we do not have

nuclear reactors back home, so they can never get
firgst-hand experience. But I did. So this will help
them.

Another visa student offers a similar account:

I hope my dissertation will help other women back home
and in the Third World in general. I did a lot of
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reading before I chose my topic, and I came to realize
that a lot was written on women'szs reproductive health.
So I thought I would look at othexr problems women face.
It seems that the literature is saying that all women
know how to do is to produce, and that the only
problems they have are in relation to reproduction.
So I hope it does help other women, especially those
back home.

Thogse who are not of minority status also tend to think their
dissertations will help others. One Canadian woman makes the
following comment:

I think I will send [my dissertation] back to [the
country I studied]. And I think it will help them. It
will give them the words by which to stand up for
themselves against unwanted Western customs.

Some students feel that their dissertations will
correct misinterpretations and explain previous perspectives.
One Canadian woman remarks:

I think one of the main problems with feminist history,
up to this point, has been a tendency to isoclate women
from other forms of history, and toc treat women's
history as a separate discipline... . What I think my
thesis does is to draw women back inte the larger
picture. And, yes, gender is a crucial part of it.
I'm in that school of women's history, a kind of
revigionist women's history, that realizes that the
history of women can only be understood in relationship
to the history of men.

Others believe that they are contributing new knowledge
in an established area, or developing a better understanding

of a new area. Science students often say this. One Canadian
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woman, working in the Sciences comments:

There's a lot of people publishing about this topic,
and they view the process [a] certain way. When they
work with this material, they do it in what I would
call an archaic fashion. 1It's very "trial and errox.”
Nothing is very [well] thought [out] and planined}], and
I think my work will contribute to a better
understanding of the process.

Another contribution of the dissertation is the
provision of new information on a neglected topic. For
example, one man, a visa student from a developing nation
gives the following account:

I think it [my dissertation] will [bring more
recognition] to researchers and writers [who] are not
mainstream. I think I've already had [some] influence
here [by influencing the content of] course curriculum.
And back home I plan to expose students to these [works
of neglected researchers and writers]. Even back home,
they teach only [works by particular authors].

Another student, a Canadian man has a similar reaction:

I think in looking at Canadian-American relations in
history, sometimes we stress the differences between
the two countries, and at other times we stress
similarities. Often in this process there hasn't been
a focus on loecal issues to see how they relate to the
wider issues., So I think I will be discussing a topic
that is often neglected.

Some students believe that their dissertations have
provided wvaluable critiques of previous perspectives. One

woman visa student from a developing nation says:
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I think it [my dissertation] critiques the discipline
itself and my region in terms of identity. It
addresses, head on, the issue of colour and power
relations, and who constructs them, and who continues
to use them, and why. I think it has relevance for the
discipline in terms of [encouraging academics in my
department] to critically lock at themselves. It loocks
at the whole question of "the other" and past
constructs of identity.

ANALYSIS
THE DYNAMICS OF CONSCIOUSNESS AMD THE CONSTRUCTION OF
KNOWLEDGE
The interviews reveal that there are instances in which
issues relating to race, class, gender and, in some cases, age
are associated with ideologies that are contested in the
university setting. While students occasionally disregard the
wishes ¢f their committees, there are also cases in which
students have willingly or unwillingly accepted the ideas of
their committees. For example, some visa students uwnwillingly
adopt the perspectives of their committee members, because
they want toe avoid any complications that would delay their
degrees and force them to pay further tuition fees. One man,

a visa student from a developing nation has this to say:
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Why would I want to argue with him [my supervisor],and

cause problems for myself? I hoped to have written it

[my dissertation] from a more religious point of view,

but mostly I just want to get the degree and not have

to pay extra fees.
One Canadian man offers a similar account:

I feel it's important to have your supervisor on your

side. Not only knowledgeable, but also sympathetic to

the kinds of things I'm looking at. However, I'm not
going to take any controversial view that would cause
me any problems.

Another reason for refraining from questioning dominant
ideologies is the student's awareness of the importance of
his/her assessment and the academic record. These issues were
discugsed earlier in relation to classroom dynamics. Students
at all levels of education are very much aware that teachers’
assessménts of them are important (Sanford, 1976:iv).
Students recognize that formal and informal Jjudgements affect
their academic records (Sanford, 1976:9). Furthermore, the
academic record determines whether or not the student enters
gradnate school, his/her rank in the department, and his/her
eventual placement after graduation (Sanford, 1976:9).
Therefore, the need to maintain a gooed academic record
discourages the student from questioning the present academic

system. They are also discouraged from questioning what is

considered to be established ideology.
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It should be noted that producing a dissertation that
is in accordance with one's true subjective beliefs can be
particularly difficult. It is the single most important
Piece of work the graduate student has to tackle. It is the
most important indication of his/her abilities as a graduate
student. The quality of the dissertation determines his/her
future as an academic. In addition, it is a very long and
tedious process. Thus, the student may refrain from
questioning the approaches of his/her committee members, in
order to ensure that the dissertation does not take longer
than is necessary. For example, some visa students have
suggested that they do not want to challenge their committee
members, because they do not want tec have to pay further
tuition fees or to delay their returns to their home
countries.

PERSONRALITY

While some students perceive that factors relating to
race, class and gender shape their experiences in academia,
others believe that persconality is the most important factor.
In these cases, personality is a perceptual filter that
prevents students from seeing racism, sexism and classism.
There are also instances in which students recount experiences

they perceive to involve racism, sexism or classism. But they
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then fall back on personality as an explanation. In these
cases, seeing the prcoblem in terms of personality may provide
the individual with a means of managing unpleasant encounters

and denying the existence of the underlying problem.

CONCLUSION

This chapter has described the experiences of graduate
students who are conducting research and writing it up in the
form of dissertations. The construction of knowledge is a
main theme. We consider how the dynamics of race, class and
gender, and in some cases age, shape, mould, and construct
ideologies in the university setting. Examination of issues
relating to race, class and gender reveal that students vary
in their consciousness of these concepts and, therefore, in
the extent to which they are likely to question ideologies.
However, it has been demonstrated that it is not always the
case that a student who perceives the system to be unfair will
openly guestion it. Some of the reasons for deferring to
faculty members were described. For example, students need to
have strong academic records.

These dynamics involved in the construction ofi
knowledge were examined at each stage in the student career.

First, there is the choice of a topic. Second, one must
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choose committee menmbers and conduct research. Then, one must
write the research up in the form of a dissertation. Our
discussion of the importance of personality reveals that
consciousness is not static. And it is imbued with
contradictions. Some students see personality factors as
parallel and sometimes alternative explanations toc experiences
shaped by race, class and gender. In some cases, this
prevents students from seeing the inequalities of race, class
and gender. In other cases, seeing problems in terms of
personality clashes, provides a coping mechanism which allows
students to deny the seriousness of the problem. The final
section explored students' perceptions of the contributions
made by their dissertations to the construction of knowledge.
This offered insights into what students' feelings are about

what they are actually producing and its value to society.
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ENDNOTES

Students in the fields of the humanities and the social
sciences often use the term "dissertation" tec refer to a
doctoral thesis. Science students use the term "thesis." To
simplify matters, the term "dissertation™ will be used
throughout.

Some of the serious migtakes include choosing a project that
requires too much work, or one which has been 30 well
researched that no publication is possible from it.

Some current literature (for example, the various experiential
accounts offered in Cole and Runt) suggests that older
graduate students tend to pursue research relating to their
prior careers. This is not the case in our sample. One woman
had chosen a topic for her M.A. thesis that related to her
prior job, but her later degrees were undertaken purely out of
interest. Ancther woman had been an elementary school
teacher, and had left the profession when she married. Upon
deciding to return to the workforce, she realized that she
would need more than a B.A., in order to be competitive.



CEAPTER 6
COPING MECHANT
INTRODUCTTON

This chapter deals with coping mechanisms. Students
often find that graduate school is demanding, both physically
and emotionally. This is especially the case during the stage
of doing research and writing the dissertation. *“The thesis
travel is challenging, exhilarating, richly rewarding,
arduous, seemingly endless, and very lonely" (Cole, 1994:35).
Some students report that it is the hardest thing they have
ever done. A student can become egocentric and can lose
perspective on life (Vartuli, 1982:11). Margaret Patterson,
whe worked on her Ph.D. thesis, in the late 195803, at the
Ontario Institute for Studies in Education, says:

I found that during the data analysis and discussion

rhases of my thesis, I became totally absorbed in my

thesais and had great difficulty focusing on such

necessary things as my day-to-day work, my family, and

personal responsibilities (1994:120).
The loneliness experienced at the stage of writing the
dissertation is problematic for many. Ardra Cole, a professor

at the Ontario Institute for Studies in Education, explains:

191
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Writing a thesis is a very lonely and all-consuming
process and no one outside the academic community
understands, or really even cares to know, exactly what
you are doing or why... . It is difficult, if not
impossible, for someone unfamiliar with the process, to
understand it. It is unfair to expect otherwise
(1994:39).

Therefore, many require other sources of rewards and

validation. Katherine Tracey offers some suggestions:

The key to maintaining physical and emotional health

during the doctoral process seems to center around

developing and maintaining an adequate support system,
and maintaining a physiopsychosocial balance of

meaningful activities (1982:67).

A student's support system often includes the follewing
people: advisers, peers and family members (Vartuli, 1982:4).
Indeed, much has been written about the importance of friends,
family members, colleagues and committee members in providing
academic and social supports throughout the process of writing
the dissertation (Alexander, 1994:10; Comuzzi, 1994:47;
Vartuli, 1982:4).

In exploring coping mechanisms, three main issues will
be discussed., PFirst, there are financial issues. Second,
there are supports and academic advice. It will become
evident that some sources of support are more accessible to

some students than others. It will also be demonstrated that

race, class and gender often shape the abilities of students
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to cope with the demands placed on them at this stage. 1In
addition, experiences are sometimes shaped by more than one of
these factors, and in ways that make it difficult to separate
out individual factors.
FINANCIATL, CCNSIDERATIONS

Most students, at some time during their academic
careers, face financial difficulties. However, this iz a
greater problem for some students than for others. The first
section deals with the various material resources to which
students can turn for financial support.

PART-TIME/FULL-TIME WORK

While some graduate students survive on the wages they
receive as teaching assistants, a few must seek supplementary
income. This may entail obtaining jobs off campus. Once
their funding has run out, graduate students often have to
seeck employment in order to support themselves. If one is a
parent, finding a job is of even greater importance. For
example, one Canadian woman makes the following comment:

I can't say being a parent made things more difficult.

I mean, it made me a lot more organized about the times

I would work [on my dissertation]). I know some people

say they can't work between these hours and these

hours, because it's not their rhythm or whatever.

Well, when you're a parent you just have to do things

when you have to do them. But you know what was more

cf a strain was being more responsible in terms of
getting a job when funding ran out.
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Another Canadian woman gives a similar account of the
financial implications of being a parent. She states:

Being a parent has affected me in at least two
different ways. On the positive side, it gives me
motivation to do very well, to get the scholarships, to
get the job [she teaches sessiocnals], or whatever. 1In
fact, I am the financial support of our family, since
my husband and I decided we wanted one of us to stay
at home and raise the kids. I'm not sure I'm self-
motivating enough to have worked that hard without the
motivation of the kids.

Science =students tend to be better funded than
humanities and social science students (Haley, 1989:33). One
Canadian woman, working in the Sciences has this to say:

I think science students, in general, are better off

[Einancially] than arts students. I think I'm better

off. At least this is what I gather from talking to

other students, especially humanities students. They
don't get paid a lot.

Another ezplanation could be that when funding runs out
for science students, they are sometimes supported from their
advisors' research grants until they complete their
Programmes. These sources of funding come from professors’
govermment grants for research. One Canadian man, pursuing a
degree in the Sciences, says:

My funding will run out in a month and a half. But I

have made an agreement with my supervisor to pay me
after that. You see they [supervisors] have money from
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NSRC'. And whether they pay you or not depends on your

own particular case. If your supervisor can afford it,

then, ves.
One Canadian woman, studying in the Sciences, offers a similar
account:

I'm lucky that my supervisor has agreed to pay me, but

this only covers the rent and tuition. 8o I am worse

off than when I was funded. But on the bright side, I

have my parents, who are very generous. They send me

money when I need it.
The following section will consider parents as sources of
finaneial support.

PARENTS

Sceme students can rely on their parents' help when they
are facing financial difficulties. Some state that, while
their parents have not given substantial financial support,
they have been there at crucial times. One Canadian woman who
belongs to a visible minority group says:

Well, they haven't helped me substantially, but they

have been there when I was really feeling a strain.

You know, they'd lend a couple a hundred bucks here and

there. And my dad bought me a computer one time.
Other students feel that their parents provide substantial
financial help. One Canadian woman from a visible minority
group, pursuing a degree in the Sciences has this to say:

Oh yeah, they've been a great help...for important

things like holidays and a car. When it looked like I
needed a vehicle, they gave me their old car, which is
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in fine working order. I don't need it absolutely, but
it makes life a lot easier. They also send me money
without me asking. I could get by without their help.
But because of them I ¢an afford all the little extras
that make life more tolerable.

This student links her ability to rely on her parents for
financial help to her cultural background.

I think I'm typical in getting help from my parents in
terms of [my cultural] community. The parents are
always there for the kids, and families stick together.
I have friends who are [of the same cultural
background] that did graduate work or went to law
school or medical schoel. BAnd I'd say their parents
helped them out as much as mine helped me. I mean,
they never had to worry about going hungry.

One woman from a developing country tells a similar tale:

I think I'm atypical because a iot of students have
debts from [their undergraduate years] that they carry
over into graduate school. My parents paid for my
undergraduate schooling. Part of this, I think, is
because of my culture. I think family support is much
stronger in my culture than what I've seen of Canadian
culture. My parents would be happy to support me as
much as they can even now. It's not a question of
you're eighteen or twenty-five, and you're on your own.
And I mean, it's just =ince I've been in graduate
school that I've been financially independent. They’'ve
helped me all along.

Some students link their ability to rely on their
parents for financial support te their class backgrounds. For
example, one Canadian man comments as follows:

Well, my parents aren’t lending me any extra money.

They're lending me money they've saved for their
retirement, and I'm feeling quite guilty right now.
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Since funding has run out, I've been borrowing twe to
three hundred dollars a month from them. I'll probably
owe them about twenty thousand [dollars] by the time
I'm done. But, you know, I'm fortumate that I can
borrow from them. If they were working-c<lass, they
might be completely reliant on government pension,
which would put them at a very low level. And they
wouldn't have any reserves to spare.

Some science students alsc feel that their class
position has had positive effects on their careers. One
Canadian man, pursuing a degree in the Sciences, describes his
situation:

Yes, [my class position has had an impact] in the sense
that I wouldn't be here in the first place if it
weren't for my parents' class position and their help.
I wouldn't have been able to afford to go to
university. Or if I did go, and kept going, I would
have had staggering loans by now.

One Canadian woman comments:

I know that I cannot rely on my family. They do not
have the money. And for that reason I have been
pushing myself to get done in the four years. And X
know people in their fifth year, when you don't get
funded anymore, have completely relied on their
parents. And because I know I can’t, I'm doing
everything possible to get done. I think I alsoc face
additional stress because, if I don't get a job when
I'm done, or don't get done, I'm in trouble, because I
can't rely on my parents. I'd have to get a job. &And
I wouldn't be able to work on my thesis. Whereas
friends receive cheques from their parents every month
80 they can continue. And they are thirty years old!
I mean, it kind of annoys me,

Some visa students also rely on their parents for
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financial support. However, this is sometimes difficult
because of the fluctuating exchange rates. For example, one
woman from a developing nation, says:

When I was [back home, my parents] provided everything.
I didn't have to worry about anything. They really
can't help now, because the exchange rates are so
terrible.

Another wvisa student, a woman from a developing country,
describes having similar problems:

Well, they haven't helped me considerably. But there
were times when they helped a great deal. Like at the
[M.A.] level, when I first came here, and my husband
hadn't arrived yet in Canada, my parents would send me
a little bit of money now and then. They could not
help toe much, because of the value of our money in
Canada. But I also consider it financial help that my
mother would send me clothes. Because I c¢ouldn't have
afforded to buy clothes anyway. Even though they
didn’t always send me physical cash, they helped,
because I could spend my money on other things. So
they did help in that respect.

Some visa students report that their parents pay for
their airline tickets. Parents pay for them initially, when
they came to Canada, and also when they return to wisit. For
example, one man from a developing nation, pursuing a degree
in the Sciences, comments:

After I came here, they couldn't help too much. You -

know, the money exchange. But last yesar I got my

flight ticket to go back. 2And when I came here too. So
they always pay for that.
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PARTNERS /SPOUSES

Those graduate students who have partners or spouses
often rely on them for financial support. Those involved in
common—-law relationships often report that their partners do
not necessarily support them or give them money. However,
they pool resources or rely on one another when there is a
shortage of money. A Canadian woman describes her situation:

We lend each other money when one person is flush and
the other person isn't. It eguals out. So I wouldn't
say he gives me money. But it's good that he's there
as sort of a safety net. So I think I'm luckier than
others in that sense. And also I have my parents, who
would help if I needed it.

Those who are married often report that their spouses
support them. Often because their spouses have full-time
jobs. One visa student from Europe relies on her husband.

I think I'm lucky because my husband has a fairly

well-paid job. I'm much better off than most of the

other students.

Some students who are married report that their spouses
do not necessarily support them. However, they do share their
incomes. They also see this as advantageous. One woman, a
visa student from a developing nation, working in the
Sciences, comments:

It's not like [my husband] gives me money as such. We

pool ocur resources. It's comforting teo be able to rely
on each other if one of us is out of money.
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SCHOLARSHIPS

There is a general consensus among those who hold
scholarships that they are lucky to have won these, and that
they are much better off financially than those who do not
have scholarships. For example, one Canadian woman, pursuing
a degree in the Sciences, finds this to be the case:

I sure am lucky to get a [scholarship]. It has been of

substantial help. And yeah, I think I am better off

than those that do not have acholarships. I was able
to buy a car, clothes, a dog. (8he laughs.) I was able
de a let of fun things.

Those who do not have scholarships are also conscious
of the better financial positions of their colleagues who have
scholarships. One man, a wvisa student from a developing
nation, studying in the Sciences has this to say:

I know if you are a Canadian getting NSRC or O0GS®

you're getting almost fourteen thousand [dellars]. So

yeah, they are better off. They don't have to pay as

much tuition as I do, and this year they brocught in a

new law so visa students have to pay OHIP®,

However, some students who hold scholarships, while
they consider themselves to be lucky to have attained such
awards, believe that others whe have parental support are

equally lucky®. They feel that they are in even better

circumstances if they also have scholarships. One Canadian
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woman of working-class background, comments:

I'm lucky to get this scholarship. But some people who
don't have scholarships have parental support, which I
don't havae. So perhaps it evens out. &And I guess
those who have scholarships plus parental support are
even luckier!

Another Canadian woman gives a similar account:
I guess I'm atypical, because I have the SSHRC’
[scholarship]. But, on the other hand, I don't have
the outside funding that many people without SSHRC do
have. Like I know pecople who get their visa bills paid

by their parents, and their plane tickets home, paid
for. So I think in many ways it probably evens out.

It is interesting to note a few of the students
interviewed perceive that there is a gender bias in the
awarding of scholarships. More specifically, some students
feel that the new Affirmative Action policies in wider
Canadian society have trickled down into the university, and
now affect the awarding of scholarships. Some men who were
interviewed believe that Affirmative Action is resulting in
reverse discrimination against white men. For example, one
Canadian man says:

I have not received any I[scholarships]. I believe

that, as a white male, I'm virtually shut out from

receiving 0GS and SSHRC [schelarships]. It's all tied
to the government and the whole question of Affirmative

Action, and so0 on. So if wyou're studying trendy

initiatives, trendy fields, then the funding council
smiles upon that.
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One Canadian woman provides the following counter-argument:

I think some pecple, especially men, would say that I
received the scholarship because I'm a woman. I
obviously do not accept this. I think my funding is
dependent on my marks. I really do. I worked hard to
get good marks. I'm not going to rely on the
r"government policy" argument. And no one knows how
they make their decisions anyway.

Another Canadian woman says:

When you're a woman in graduate school, you have the
added pressure of always being told you get everything
because you're a woman. It got so bad when [another
woman in my department] and I got the [scheolarships]
that one of the men was very upset. It didn't matter
what sort of records we had!

One Canadian woman who belongs tc a wisible minority group,
makes the same point:

I think I got my scholarships because I'm a hard
worker, and I've established a reputation for being a
worker. My marks are very high. My reputation, which
I have built for myself, also leads people to ask me to
do projects related to certain issues and they fund me.
But I've earned this,

A Canadian woman, working in the Sciences, gives her opinion
of Affirmative Action and issues relating to gender.

If you get the scholarship just because you're a woman,
then it doesn't have the same meaning. This is why
sometimes when people make a big issue about women. I.
don't like it, because they miss the point. They have
a goal, but they don't go about it in the right way.
They Jjust end up making the point that women are
different.
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VISA STUDENTS
Most students believe that visa students are in a worse
financial situation than their Canadian counterparts. This
perception is in part related to the fact that visa students
cannot receive govermment scholarships. One woman visa
student from a developing nation, has this to say:

If you're a wvisa student, as scon as you come here
you're put in an economic situation that is worse than
most of your colleagues. I mean, we only have access
to a certain amount of money. We can't get
scholarships, and our tuition is higher than other
students. If it weren't for my relatives, and being
able to live at their place, I don't think I could have
done it.

Graduate students are generally not allowed to work,
except as teaching assistants. BSome visa studentsa feel this
restriction makes life especially difficult for them. One
woman from a developing nation, comments as follows:

Being a visa student means I can‘t do any work outside
campus. This meang I only have access to funds from my
teaching assistantship. However, I do have funds that
my husband contributes. If I had the copportunity to
work, even on campus during the year, it might be a bit
different. I know all visa students have this problem.
They wish they could do some extra work to make things
better. But they can't, so they're frustrated about
that. I would say money is my biggest concern and
pPressure as a graduate student.

Canadian students are also aware of the often moxre
precarious financial status of visa students. One Canadian

man working in the Sciences, says:
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Being a Canadian makes a difference financially. The

foreign students don't have access to this kind of

funding [scholarships]. I don’t think their lifestyle
is nearly as fun.

It should be noted that there are different categories
of visa students. Among visa students, there is a common
consensus that certain scholarships are better than others.
For example, some scholarships pay the student's tuition fees.
One woman from a developing nation, pursuing a degree in the
Sciences, says this:

I'm a CIDA® scholar. It's one of the best. At least,

I've heard that from the people I know in the

department. It's Canadian funded, I think. The CIDA

pays my tuition fees. So what I would have paid for
tuition I get every month to spend. So in that sense,

I think I'm better off than some other visa students.

And I have my parents to help me too.

Another student from a developing nation is in the same
situation:

My tuition is paid by CIDA. So I'm luckier than my

spouse, who has to pay it out of the teaching

assistantship.

Another type of scholarship available to visa students
is the Bilateral CIDA. One student from a developing nation -

discusses why he would have been in a more advantageous

financial position 4if he had received this type of
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scholarship.
It would have been much better if I had the CIDA
Bilateral scholarship. This is govermnment to
govermment, where your family is taken care of. There

would be money for my wife and the and the child, even
if [my wife] wanted to go to school.

Some wisa students can also receive a waiver that
allows them to pay Canadian fees instead of the higher visa
student fees. One woman from Europe says:

When I started the programme, I got a waiver. 8So I

payed Canadian fees, which was a great help. I think

you get this differential waiver depending on your
marks. I'm not sure how I got it. All of a sudden,

I just had it. And I think I'm lucky because of that.
However, it is not always that easy to get a differential
waiver fee. One man f£rom a developing nation has this to say:

When you are a visa student, you have to pay higher

tuition fees, and you have to fight with them for the

differential fee waiver. I think the only criterion
is your marks. But the first year I came here my marks

were good. Then I got it. So that makes things a lot
easier.

The next section considers the social supports of students.

SOCIAL SUPPORTS
PARENTS' EDUCATIONAL/LIFE EXPERIENCES
Many students report that their parents have great

influence on their education, at all stages. Some students
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believe that their parents' lack of education resulted in
their desire for their children to attend university. One
man, a visa student from a developing nation says:

My peasant illiterate father believes in education.
So he pushed all of his children, including his
brothers, to go to school. He didn't have the
opportunity, so he made sure that we all went to school
and stayed in school. And he provided the home; that
is a home of love and care and that kept us going.

Another visgsa student from a developing nation, describes a
similar situnation:

At home, we struggled. My father died when I was

nine, so my mother struggled. I think because of that
she encouraged me to get an education. So I would not
end up in her situation. My father had als¢c encouraged
me to get a good education. He himself was an
immigrant, and found that getting a good job was
difficult. So he definitely saw the walue of a good
education. And he had me taking private lessons and so
on.

Other students suggest that they wanted to pursue
higher education because of their parents' university degrees.
They had a certain social inheritance. For example, one woman
from a developing nation, states:

{My parents] are both well educated. Education has

always been an important thing in our family. They

encouraged my brother and myself to pursue our -

education and to take it as far as we want to ge. And
there's never been any barriers to going.

Another Canadian woman, working in the Sciences, describes the
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influence of her parents.

I think that my father influenced me to consider a
career in science. He works in this area. My mom also
encouraged me to go into science, although she does not
work in this area. So I think they were a big
influence on my education.

A woman visa student from a developing nation, pursuing a
degree in the Sciences, also comments on the importance of her
social background:

My parents always said it was good to get an education.
And I guess they influenceld] me, just because I grew
up in that background. My father is a professional
back in [my country]. And my mother is too.

Other students directly see connections between their
parents' class atatus and their own education. For example,
one Canadian woman comments:

My class Dbackground certainly did [affect my
aeducation] . Both of my parents are professionals,
which I guess would make us at least upper-middle-
class. My parents were in training up until I was
fifteen. So there's a certain lifestyle that I'm quite
familiar with. However, because my father is a
professicnal, this has led to significant opposgition
from him. He thinks that I should be doing something
more practical than [studying in the field I have
chosen]. So I've had to stick to my guns a few times,
and that hags led me to feel quite secure about what I'm
doing. And to feel that what I'm doing is important.

Another Canadian woman describes the importance of class
background:

I think that the fact that I come from a middle-class
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family has clearly affected me. The idea of
university, well, there was no question that my
brothers and sisters and I were going! Although my
parents have never supported [financially] my
university [careerl. They have never given me a cent
towards it.

One Canadian man, pursuing a degree in the Sciences, offers a
similar account.
I think the fact that I am in [science] is directly
attributable to my middle-class background and the fact
that both my parents have university degrees. They
also have nice jobs and a nice house. And you just
think you're naturally going to do the same thing.
One Canadian woman comments on her lower-class background.
My lower-class background probably affected my
education in that I did not go to university right
away. You see, my parents did not go to university.
And again, that's part of class. I took a course in a
technical institute, just to get a job. So I worked in
an office for years, and it never occurred to me to get
a university education. What was the point?
What this student experienced for the greater part of her life
iz what Joanna Kadi (1993:90) addresses in her account of her
own working-class childhood experiences. She discusses the
nature of the working-class child's environment. Children do
not question their working—-class status or their parents' lack
of education. WNor do they question their own tendencies to .
drop out of school at an early age. Consegquently, they do not

pursue higher education. These young people have certain
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perceptions of the way "life should be" or the "natural order
of things" (Kadi, 19983:90).

Another woman of lower-class background, discusses the
lack of emotional support from her parents. This graduate
student, a Canadian woman, remarks:

I would say my parents' lower-class background has
definitely affected my education. Some of my friends
are lower-class, and we've discussed the lack of
support and understanding from our parents. They think
we're not working somehow, and we can just go grocery
shopping on a Tuesday afternoon, because we're home
anyway. But the basic point is they just don’'t think
we're working. You know, I don't even know how I came
from that family. I leook at the world in an entirely
different way. I mean, if I tell them they're being
racist, they just don't understand, and tell me to shut
up. I can't even participate in conversations with
them any more. And I think that's partly my fault.
I've isclated myself through my education. I can't
relate to them any more. And that bothers me. I'm
more comfortable with my colleagues.

OTHER. INFLUENCES
Some students report that people other than their
parents also influenced them to pursue education. Other
family members were sometimes important., One woman, a visa
student from a developing country says:
My aunts, my mother's sisters, were all very
influential. I think that they‘'re also vaery aware of
the wvalue of a good education. As I've mentioned
before, in the my country, in addition to skin colour,
education is the only other way up in terms of status.

So they see my education as their education, something
they have never had. It's not just something for me,
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but for the [wholel family.

Other students feel that the educational achievements
of particular family members served as examples. Once again,
we sSee the importance of social inheritance. One Canadian
woman makes the same point:

My older sister has always served as an example in
terms of education. When I was ten or twelve, I went
up to visit her at university, and I saw university
life. And that was the point [at which] I decided I
was going to university. I think this might be typical
of a lot of us, having other family members who have
been to university before us.

Another Canadian woman tells a similar tale:

My sister has a Ph.D., and my brother nearly has his
M.A. I think that, because my sister went through this
ahead of me, it has made it a hundred times ecasier.
Because I knew what to expect, and I had someone who
knew exactly what I was going through.

Another socurce of influence for graduate students is
friends. For example, one Canadian man discusses the
infliluence of his friends and links this to class position.

I think the friends I grew up with were somewhat an
influence on my education, and this will reflect
economic class. Most of my friends are white, and most
of them are men. And they all have gone on to higher
education as well. So I guess having similar
backgrounds and values, we all thought higher education
was the natural thing to pursue.

One woman, a visa student from a developing nation, reports
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that a friend of the family was very influential.

There is a very good family friend of ours [my family]
who has always pushed me to do things... . She's
always been there, since I was little, saying, "Don't
let anyone tell you that because you're a woman you
can't do this and you can't do that... .* She was a
paediatrician. And so, coming from her, I knew that it
could be done. And she was successful at it. She's
been a good role model for me.

One Canadian woman belonging to a wvisible minority
group, feels that her friends are influencing the direction
her dissertation is taking. She relates how these friends
contributed tc her understanding of issues relating to gender
and race.

I think the association with my friends in the theatre
groups and the feminist community affects the things I
want to study and the outlock I want to take in my
digsertation. They confirm that this alienation I'm
feeling, in terms of having no other blacks arocund in
my department who can relate to my experiences, is not
nonsense. This is because some of these people hold my
views in terms of differential experiences based on
race. BAnd, in terms of the feminist community, they
confirm that the alienation I feel as a woman is indeed
real. 8o this encourages me to address these issues in
my thesis, and make them seem all the more important to
me,

Some students feel that their teachers, even those at
the high school lewvel, influenced their educational careers.

For example, one Canadian woman, pursuing a degree in the

Sciences, reports:
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Some of my teachers in high achool, for better or for

worse, were influential. So you had both sides. 1

remember one math teacher who was really helpful, but

the [science] teacher was the worst. So I'm surprised

I'm in [science] right now!

Others report that professors at the undergraduate
level were important. One woman, a visa student from a
developing nation, studying in the Sciences says:

There were scome professors in my undergraduate

programme that I think were influential. They served

as role models in that you see how much they enjoy what

they're doing. And that makes you want to do it too.

FRIENDS

Friends are another source of support. Studants'
networks inclode colleagues, both within the student's own
department and in other departments, friends outside the
university, especially in those cases where students have come
from far away, parents and other family members and, finally,
partners/spousges. However, most students mention multiple
sources of social supports and only a few described faculty as
friends.

COLLEAGUES

Some students report spending a great deal of their

time with other colleagues. Linda Levstik, a professor of

education in the United States, recalls her graduate student

years, and explains why she believes friendships with other
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students are essential.

Graduate student friends can listen and share their own
experiences. They know and syumpathize with the
problems of their colleagues. They can see the humor
in it all. Cne day, for ingtance, I observed my three-
year-old playing with her dolls. She had decided to
move on to something else, so she carefully laid each
doll in the carriage, kissed them gently on the
forehead and said, "Be good, now. Mommy has to go to
class." A neighbour to whom I related the incident
shook her head and sighed. My graduate student friends
laughed and shared similar tales (1982:100).

Colleagues can also help when there are periods of low

productivity during the research and the writing of the

dissertation. Solveiga Mieztis, who studied at the Ontario

Institute for Studies in Education in the early 1990s has this

to say:

Peer support and external validation can be invaluable
at critical times to enable students to get over thesis
blocks and dispel the debilitating attacks of self-
doubt. I felt I was back on track and I was able to
seek out the statistical advice which I needed to
complete the analysis (1994:102).

One Canadian woman, working in the Sciences, discusses her

relationship with her colleagues.

Oh yeah, I spend a lot of time with other graduate
students here. Most of them I hang out with are from
ny department., My only other close friend is back in
Quebec. But here, yeah, we do a lot of fun things
together. Professors do not really join us. Only when
we have departmental activities.

Cne man, a visa student from a developing nation, pursuing a
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degree in the Sciences, gives a similar account.

I socialize a lot with students, other colleagues from
all different departments. Since I am in [a student
group], I made lots of friends. They're not all [from
my country] though. We do lots of things. Like we go
[to] Tuesday night movies. Two of my colleagues are
not only people to have fun with, but they help me with
my thesis. When I am having problem[s] with writing,
they will sit down and discuss [the problem] with me.

Bowever, some visa students report spending most of
their time with other wvisa students or students of their own
nationality. For example, one man from a developing country
says:

I spend a lot of time with other [students from my

country], but not with a lot of students in my

department and definitely not professor([s]. [Myself
and colleagues from my country] discuss our homeland
and sometimes school, but not often.
One woman, from a developing country, working in the Sciences,
gives a similar account:

Both academically and socially, I spend a lot of time

with colleagues. This is mostly the case with the visa

students or others who don't have family around. We
jJust sort of do things together on a regular basis.

Some students report that they spend very little time
with other students. There are a variety of reasons for this. .

One reason is that, once course work is over and the student

begins to work on the dissertation, the writing and analysis
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is often carried out in isclation. One Canadian woman
describes her experience.

I used to spend more time with colleagues. Now, I
spend a lot of time working on my own. What happens
is when you're doing course work you're there at the
university. Now, I find I don't work in my office, but
at home. And the friends you make in your courses are
normally the ones you keep. As the years go by, so
many new faces come in, and it's not as easy to become
familiar with them as if you were taking courses with
them. With all the work I have to do too, I £find you
can easily come in and get side-tracked with
socializing. Now, I =zip in and use the library. But
most of the time I'm at home working.

Another reason for spending very little time with
colleagues is marriage. Seme students alsc have children.
Sharon Barnett, who worked on her Ph.D. in the late 1970s,
says that this was her experience in graduate school:

Married students tended to have more friendships
outgside the program and to participate more in non-
academic groups. Single students tended to center
almost all contacts within the program (1982:66).

Rosalind Williams, who worked on her Ph.D. thesis in the early
1980s, explains why this might be the case.

The woman with a husband waiting for dinner or children
at home will not be able to stop with friends for a
drink or dinpner after a late afternoon class.
Likewise, she may have difficulty finding time to get -
together with other students outside class to work on
a take-home exam or to do joint studying (1982:89).

One woman, a visa student from Eurcpe has this to say:
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I used to socialize more with students, but I think
what has happenl[ed] is social circles have changed.
Like when my husband got his job and got to know people
from work, we startfed] socializing with them. And
after I had my children, I became closer to women who
also have children, like my next door neighbour.

Another woman, a wvisa student from a developing nation,

describes her experience.

Before my husband came [from my country], I spent more
time with other students, mostly other wvisa students.
Mow, I don't hang around the university as much as 1
used to. I want to go home to spend time with him.
And I feel more compelled to make dinner on a regular
basis. So more of my time is being taken up. I can't
afford to spend so much time socializing any more.

One man, a visa student from a developing country, pursuing a

degree in the Sciences, makes a similar point:

I can't spend much time with students. I mean, I have
so much of my own work. And when I'm not doing my work
there is my wife and child to comsider. Of course, I
have to spend time with them.

Other students suggest that the main reason why they

spend little time with other students is because they are

coming to the end of their programmes. They need to immerse

themselves in their work in order to complete their theses on

time.

One Canadian woman, sStudying in the Sciences, says:

Not any more. I used to. I'm working a lot harder
than T used to, and 80 I don't have any time for that.
I want to give [my thesis] the best shot in terms of
being done on time. &And any free time I do have I
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prefer to just spend going home or going to my dance
group to relax. And I prefer to spend lunch hours
working rather than socializing now.

A further reason for spending very little time with
colleagues i3 a sense of alienation or the lack of a feeling
of belonging. One Canadian woman comments:

Until this year [I spent time with colleagues and
faculty] . Since I've had this problem with my
committee, egpecially my supervisor, over my
dissertation, I just don't want to be around here. In
terms of students, well, I was never terribly close to
many. But some I don't even want to see now. You see,
word gets around about everything in our department,
and I don't need any snide remarks about the problems
with my committee.

One Canadian woman who belongs to a wisible minority group,
discusses her feelings of alienation from other students. She
relates this to gender and to race.

I've never socialized much with students. 2aAnd a lot
of this has to do with the "blank stare” I've been
talking about. I mean, even if people seem to be
sympathetic to what I'm telling them, you still get
this look. And vyou know they don't really understand.
I actually feel alienated from students and faculty
toc. That's why as a black feminist I socialize more
with people and groups outside of the university... .
I belong to theatre groups composed of minorities and
some feminists.

Some students regard their parents and/or other family -
members as their best friends and see them as important

sources of social and emotional support. One woman from a
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developing nation gays:

My family are my closest friends, actually. My parents
are very supportive of my pursuing a Ph.D. My brother
is going through the same thing, and he and I talk all
the time. So we're very supportive of each other.

Another woman, a visa student from a developing nation has the
following to say:

I would say my family are the c¢losest [friends]. I
mean, most [of them] are back home. But if I call and
I'm complaining or upset, they will try to comfort me,.
My parents and siblings write often as well, and they
always give me words of encouragement. So they're my
main source of support, I would say, and my best
friends aiso.

Those students who have partners or spouses often
indicate that they are their best friends and alse sources of
emotional support. One Canadian man says:

My wife is my best friend. We don't always discuss my
school work. Especially after working on it all day,
I don't want tec talk about it. But if I'm having
problems, she's there to listen, and give some comfort
and sometimes advice. So she's been a real asset to
me .

One woman, a visa student from a developing nation, gives a
similar account.

My husband has always been a good source of emotional
support. Whenever I feel down or I feel like giving
up, he simply says, "Oh just take a vacation, and when-
you come back to [your work] you'll feel better.” And
he understands because he just got his Ph.D. And he
knows what it’'s all about.
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Another visa student, a man from a developing nation, working
in the Sciences, also says that his wife is important.
My wife is the closest [friend], especially when we

came here. We found ourselwves in [a] strange place.
So wa rely on each other for confidence.

ORGANIZATIONS
Some students feel that they benefit from belonging to
groups and organizations. Students report a vwvariety of
reasons for joining. One commonly mentioned reason is the
desire to engage in an activity that is different from work.
One Canadian woman says:
I don't belong to any clubs in [this city]. In [a
neighbouring] province, I belong to the NDP [New
Democratic Party], which means I do a lot of political
work. It's much more £fun than working on my
dissertation! I guess the main reasons I belong are
because it's interesting and it's Jjust something
totally different than school work.
One Canadian man has a similar view of the importance of
organizations. However, he adds that his involvement in
organizations also helps to relieve stress.
I belong to [a student group on campusj. I think it
adds something to my life. I mean, it's a long haul,
the PLR.D. If you don't have these other things, I
think you're likely to become unbalanced. [Belonging
to this group] relieves some stress by just changing -
the mix of things you do. It's just important to take
your mind off your work every once in a while.

Some students report that they engage in physical
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exercise, because this is something different from academic

work.

They alsc find that it helps to relieve stress. One

Canadian woman, working in the Sciences, comments as follows:

Every day at lunch time, I go for a swim. I f£find it
relaxes me and it relieves stress. It's good to get
away from your work. T find, when I go back to my
work, I can concentrate much better. I think everyone
should do something that's not associated with their
work.

People also join organizations in order to socialize.

This is especially important for visa students, who do not

have family members here. One woman, a visa student from a

developing nation, working in the Sciences states:

I belong to [an organization on campus for students
from my country]. This [provides] you with more social
activities. You will get to know more people. All my
family and friends [are] back home.

Another woman visa student from a developing nation, also

values

social,

the student organization te which she belongs:

I belong to [an association of students who are from
my country]. I don't socialize with students even in
my own department. If I do, it's with other students
from my country. Other students are nice, but somehow
I just feel different. So that's mainly why I jeined,
for identity and socialization. We normally don't talk
about Canada. So it's a way of bringing home here. I
mean, when I came here I missed my family so much. I
Just cried a lot, and ate a lot of ice cream. (She
laughs.) Soon after I joined this club.

Some students join organizations for a variety of

religious and spiritual reasons. Cne man, a visa
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student from a developing nation, studying in Sciences says:

I belong to [a religious group] on campus. [Pecple of
my religion] should pray five times a day. There is a
prayer here on Friday. When I came here, I asked
around to see what was available, because religion is
important to me. Then it became social. We have some
activities, and we have a small magazine. But I'd say
the religious part is of greater importance than the
social part.

One woman from a developing nation, gives similar reasons for
belonging to a religious organization. She has this to say:

I'm a3 member of [a religious group] here on campus.
Faith is a very important part of my life. It's
probably the most important thing. It's a way of
getting in touch with other [people of this religion]
on campus, and doing things and organizing things. So
it's partly social, but mostly religious.

Other students report joining organizations in order to
help others. One Canadian woman remarks:
I help out at a women's centre downtown. We help women
that are abused, or poor, or whatever the case may be.
I belong just to help those that are less fortunate
than myself. I feel like it's selfish to Jjust be
involved in my own work and nothing else.
One Canadian man, studying in the Sciences, has a similar
altruistic approach:
I [belong to a group that helps immigrants] and also -
[te]l] an organization that tutors inmates. These are
volunteer organizations. I belong to them for social

conscience reasons, I guess. Just to help,

Some students report joining organizations for
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professional reasons. One Canadian woman gives this reason.
I'm quite active in [a group that is interested in the
same issues I address in my dissertation]. 1It's the
field I'm interested in, and I want to meet with other
people who are interested in that field and exchange

ideas. Part of it is social, and part of it is
professional.

One man, a visa student from a developing nation, pursuing a
degree in the Sciences, describes his involvement in a
professional group as follows:
I belong to a science group. I want to get in touch
with other colleagues from different countries, to see
what they're working on. 8o it's [a)] good career move,
It's good to get your name on the list, and people can
contact you if they want to know more abcut your work.

It's part social, I guess, too. You can meet pecple,
even if [it’s] not face to face.

ACADEMIC SUPPORT

MENTORS
A mentor is an experienced and trusted adviser. Some
students report having had mentors at various stages in their
academic careers (Bolig, 1982:18). For example, a Canadian
woman who belongs to a visible minority group, discusses her
experience of mentorship at the undergraduate level, and links
her experience to her status. She says:

I had a couple of mentors that were really good. They
gave me the whole political strategy of the university.
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[They] kind of laid things out for me. I met both of
them in my undergraduate [years]. I really only have
contact with one of them now. They taught me the ins
and outs of the university, and they just validated and
acknowledged that there is racism. It was just to hear
me out, when I was blowing my top or wanting to

quit... .

One Canadian man, working in the Sciences, describes the
mentor he had when he was an undergraduate.

1 had a mentor at the undergraduate level. He gave me
advice on what universgities to choose for my graduate
work, and, basically, what and what not to do in terms
of my future career. He was really wise and very
inspirational.

One Canadian woman, gives her account of mentorship at
the graduate level and links her experience to gender. She
comments:

I had a mentor at the [M.A] level. She's unfortunately
gone now. She seemed to me to be different than any
other professor, sc much so that she was inspirational.
I thought that maybe I can get through all of this.
And I can be like her, and organize my teaching
assistants like her, and teach my classes like her.
She gave me verbal advice, mostly in the context of
teaching. She was very supportive, just by helping me
to get through the programme and being able to talk to
her. I think, in my case, since she was a woman and I
am also, this had an impact [on our relationshipl. I
think it might be easier for the men to find mentoxs,
because there are more male professors around. In
fact, talking to someone yesterday, she said that she -
can't find a female role model at all in the department
anymore. I mean, the one that may have been good is
gone now.
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One Canadian man, studying in the Sciences, describes his
experience of mentorship.

My current supervisor is a mentor in the sense that he
advises me, not Jjust on research, but also on
professional matters. He makes suggestions that will
help me in my future career. I mean, sSome supervisors
are better at [mentorship] than others. I happen to
have one that's good, and I was sort of loocking for
this. But I had no clue that I was actually going to
get it. I mean, a mentor is someone that cares about
how you're progressing or somecne that sends you to the
right conferences, who introduces you to people, and
who is interested in the development of your chances
of getting a job. Some supervisors never consider
that. They're just interested in what research you're
churning out.

LACK OF MENTORSHIP

Some students report not having mentors. There are
various reasons for this. One is that the student simply does
not see the need for a mentor. For example, one man, a visa
student from a developing nation, discusses his lack of
interest in finding a mentor, and links this to his culture.
He makes the following comment:

I don't need a mentor. You see, in [my countryl we

don't have mentors at all. You get advice from your

parents., You don’'t get close to your teacher, because

it's not allowed. You don't even talk to your teacher.

So I'm not sure about the issue here in Canada.

Cthers who do not feel the need for mentors link this

to their own independence and sometimes to their ages.
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Ancther Canadian man says:

If I had anyone even close toc a mentor, it would have
been at [the M.A.] level. Other than this, no. This
probably has to do with my age. I think I'm more
independent than some people at this stage of the
Ph.D., only because I'm older and a bit more
experienced in certain things. I think it might be
more important at an earlier stage.

A number of other students stated that they would have
liked to have had mentors early in their graduate careers.
This could be linked to the anxiety and insecurity often
reported by students in their first year (Vartuli, 1982:3).
For example, one Canadian woman, pursuing a degree in the
Sciences, remarks:

I think I would bhave liked a mentor in the beginning
of the programme, when I got here. I would have liked
somebody to tell me which directions to take in texms
of my research. Is my work correct? Should I have
more results? Are my results normal? Yeah, at that
point, I would like to have [had] one. But I know more
ahout what I'm doing now.

Some students simply do not see the need for mentors.
One woman, a visa student from a developing nation, studying
in the Sciences, comments:

I never had one, and it never bother[ed] me. ([In] my

opinion, I don't think most students need an advisor.

I am not asking anyone [to be my mentor]. I don‘t want

to copy anybody, and I don't want somebody to tell me

{what to do] all the time. I'm not taking one person
as God or mentor.
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However, other students report that they regretted
their lack of access to mentors. Women are most likely to
suggest that this is a problem. They often link their lack of
access to mentors to issues relating to gender. Indeed,
Phyllis Levy (1982:47) documents that a male student has a
greater chance of being taken on as a protege. Levy offers a
possible explanation: |

Many adult males are simply uncomfortable with women.
Men often do not know how to communicate with women as
equals and competent professionals; they have
experience only in playing the roles of son, brother,
husband, father, and sex partner and cannot play the
role of friend or colleague. Finally, there are those
men who cannot see a woman as anything but an object
for sex (1982:47).

Furthermore, in an institution staffed largely by white males
it can be fairly difficult to find a female role model who
suits one's "style of operation" (Levy, 1982:57). For
example, one Canadian woman links her lack of access to
mentors to gender as well as to class. She says:

Oh, it bothers me immeasurably. I have not been able
to talk to anybody in a position of authority about my
thesis and the problems I'm having with my committee.
I just can't talk to [my committee], because I'm not
even sure they can understand what I'm trying to say or
do. I am not going to toe the middle-class line, and
do what they tell me to. I'm not going to write what
I think is incorrect, I think this is why I don't have
a mentor. I mean in {the field in which I specialize]
we don't bhave any women [professors], so I can't really
turn to anyone who might be able to relate to me on a
gender level. Basically, I think women just see the
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world in a totally different way than men, and I really
believe a woman would be more supportive of the views
I've taken. I think a lot of women, at least in my
department, can't find female mentors. So they're
going cutside the department.

One woman, a visa student from a developing nation, gives a

similar account. She also links her experience to race.

I would have liked a mentor, especially here in a maje-
dominated department. I think that a few of my male
colleagues do have mentors. And they find it easier to
have mentors, because there are so many male professors
in the department. They probably find it easier to get
along, perhaps because of the comfort thing, being
white and being male.

Cne Canadian woman, pursuing a degree in the Sciences,

describes why she would have liked tc¢ have had a mentor.

mentor

When you're going to graduate school, you're always
thinking about children. When am I going to have them?
How am I going to support them? It would be nice to
see how a woman juggles that, a career and a family,
and all those other womanly duties. It is much harder
for women to find mentors in science. The guys could
pick [from many male] professors to be their role
models or mentors.

One Canadian man believes that women find having a
especially helpful.

From what I've seen in my department, and what I've
heard from [my partner], women, in particular, need
mentors. I think a lot of this has to do with the
alienation they feel in this context. I mean, a lot of
departments are still male-dominated, and I think women

have to put up with a lot of gender related remarks and
put downs.
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Indeed, some students suggest that, within their own
departments, they feel that women have closer relationships

with their supervisors who are also women. One Canadian man

states:

I think, the way I've seen it, is some of the females
might have closer relationships with their female
supervisors than males with their male supervisors.

One Canadian woman says:

I'd say the women faculty members do have closer
relaticnships with their students than the men. And
the women faculty members usually are supervising women
students. [Usually only] women faculty deal with
feminist issues, and you don't find a lot of men doing
feminist [work]. And maybe it's because I have a male
supervisor that I don't have this kind of eclose
relationship with him.

One Canadian woman who belongs to a visible minority
group, offers a different reason for her lack of access to
mentors. She makes the following comment:

In my case, I don’t think being a woman has so much to
do with it [my lack of access to mentors] as race. I
think it's easier to find a mentor if you're white. I
think this is specific to this area and this university
though. I mean, at one particular university there's
a whole heap of black professors that black students
can choose from. Like I've said, there are professors
here who are sympathetic. But unless they're black,
and have had my experiences there will always be a
wall there.
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DISCUSSION OF RESEARCH
An important part of the process of writing a
dissertation is having people with whom to discuss ideas.
These sources include academic friends, supervisors, family
members and partners/spouses. Discussion of one’s research
with family members or partners and spouses is often described
as being quite general. For example, one woman from a
developing nation has this to say:
I discuss my work with my supervisor, and my committee
to a lesser extent. Occasionally, I discuss it with
other graduate students. I also discuss it with my
family members sometimes. But more in generalized
terms, not about the specific details. I don't seek
help that often, but there are times when I do need
some input or advice. And I do have people to turn to.
Another woman from a developing nation, studying in the
Sciences, gives a similar account. She comments:
Oh absolutely! My entire office is available to talk
to. They all work under my supervisor, so they have
some idea of what I'm doing. There's also my
supervisor, and, once in a while, my committee members.
They're all there. All you have to do is knock on
their doors. There have been times, I must say, when
I was really stuck, and at least one of these people
have helped a great deal.
Others feeal that they can turn to their
partners/spouses to discuss their research. One Canadian

woman, working in the Sciences, makes the following statement:

I discuss my research with my supervisor and my
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husband. But my husband first. He's in [my area of
studyl, so he knows what I'm talking about. It's
really nice, because it's so abstract, what I do, that
I can't explain it to anybody else. He's been a real
help, and I consider myself lucky.

It should alsc be noted that science students often
turn to post-doctoral fellows’ for help. One man, a visa
student from a developing nation, studying in the Sciences,
has this to say:

If I'm having [a] problem with my research, I will
normally talk to the twe post-doc[toral students] in my
group. If they advise me to go seek my supervisor or
another person, I will. I really see them as very wise
as they bave workied] in this area long before me. I
don't really speak to my committee. We meet twice a
year, as a group, and discuss my progress. But I'm
satisfied with the help these two post-doc[toral
students) give me.

Some students report that they lack pecple with whom to
talk when they need to discuss their research., One reason for
this is that very few pecple are familiar with the student's
topic. One male visa student from a developing country says:

I can't really brainstorm, as such, with anyone.
There is one other colleague I can talk to, but on a
general level. As for my supervisor, he, himself, is
now just getting into reading about [these issues].
I'm the one who's introducing him to these issues.
He's very far behind. However, I know people at other
universities. Like [a university that is nearby] is.
very strong in my field, and I can call any time for a
discussion. So, while I wish there were more people
close at hand sometimes, I know I can find others. But
I have to go to greater lengths to reach them.
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One Canadian woman from a visible minority group, alsc reports
a lack of people with whom she can discuss her research. She
states:

Well, I could talk to my supervisor, I guess. But,
like I've said so many times before, those who aren't
of my group can't really relate to my experiences.
Actually, I feel so alienated right now that I've been
kind of avoiding my supervisor. I much prefer to
discuss my research with my friend [a student who
belongs to the same group and whe atudies in another
department]. I just get so much out of it. We're like
sparks, and it just clicks and away we go and it's like
real recognition.

Other students report that they have no desire to
discuss their research with others. They often link this to
independence. One female visa student from a developing
nation has this to say:

Well, I guess there would have been people to

brainstorm with if I'd went looking. But I never did.

I never felt the need. I think it has to do with my

age again. When I decided to go to graduate school, I

knew exactly what I wanted to do. And I just didn't

feel I needed any input from anybody.
One Canadian woman from a visible minority group, gives a
completely different reason for not seeking others with whom

to brainstorm.

[I only discuss my thesis] with this group I'm
studying. It's their community, their [values and
their way of life] being written about. They are the
only ones that have the right to decide what is
written, how it's written, what needs to be in my
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thesis and what he important points are.

The next section will deal with the relationship between

support and completion.

ANALYSIS

Students' perceive that their levels of support,
{financial, social and academic) have implications for their
rates of completion. We now deal with finances and completion
rates.

FINANCES AND COMPLETION RATES

Some students believe that their financial status has
impeded the completion of ¢their dissertations (Holdaway,
1994:1; Sheridan and Pyke, 19594:85). For example, taking on
a part-time job, and sometimes a full-time job, before the
completion of the programme sometimes slows down a student’'s
Progress. Some women point out that having children, which
sometimes requires the taking on of part-time and/or full-time
jobs, can slow one down. For example, one Canadian woman .
says:

I'1l say having children did! When you have children,
finances are even more of an issue. It's not just
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yourself you're worrying about. Some students, who are
single and do not have children can go on unemployment
at wvarious stages. But when you have children, yocu
need a substantial amount more. At one time, I put my
doctoral work aside for a year so I could earn enough
money to support myself, my family and continue in the
programme.

Another Canadian woman makes a similar point:

I'm not sure how much longer I will take. But I think
having a husband and children has slowed me down
immeasurably. Until recently, I have been the sole
financial support of my family. Children also take up
a lot of your time. You have to play with them, read
them stories, tuck them in. And the list goes on and
on!

Indeed, Linda Williams discusses the stress often associated
with being a married woman with children and also pursuing
doctoral studies.
Juggling between Kindergarten and babysitters, making
suppers and cleaning house, driving to soccer and music
lessons, I was able to collect my data by June 13. I
understood what women live through! For the rest of
June I could just be Mom with the exception of a few
Jetters and phone calls to complete this stage. My
supervisor and a colleague jokingly suggested I should
Wwrite my thesis on the transition to mom (1994:156).
Financial constraints can sometimes force students to
complete their programmes on time. This is often the case for
visa students. For example, one woman, a visa student from a

developing nation, experienced this pressure. She also talked

of her maturity and of her high level of motivation®.
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I have passed my defence and I just have a few final
things to do. Yes, I did complete my degree in four
vears. I 3Jjust worked really hard. Being a visa
student, I cannot work here when my funding runs out.
And I cannot receive any loans from the Canadian
government. So part of my drive was because of
financial reasons., But I think I'm very motivated at
this stage of my life. I knew from the very beginning
what topic I wanted to do. 32And it was a topic that I
was really interested in. I think a lot of younger
students make the mistake of doing a topic that they
think their supervisor would like. And therefore, they
might not really be interested in the topic. This
could slow them down.

Ancther wvisa student from a developing nation, gives a similar
account:

I think I will be finish{ed] on time. I have to
{finish], because when funding run{s] out I cannot get
money from anywhere. And I'm also anxious to return
home .

One Canadian woman also perceives that financial constraints
will encourage her to finisgh on time. She links this to her
working-class status.

Oh, I must finish on time! My parents are not in a
financial position to help me out if I go over time.
Whereas I know a lot of middle-class students have that
option. Actually, even if my parents had the money, I
don't think they would help. As I've said before, they
think that I'm getting too much education. I'm also
not willing to accumulate loans or to¢ work, because I
know this will slow me down. So I must finish on time.

Most science students report that they will finish on

time or go only a few months over time. Some suggest that it
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iz the higher levels of funding that science students receive

that leads to earlier completion (Holdaway, 1994:5). One

Canadian woman, working in the Sciences says:
I'm positive I'll be done on time. Most of my
colleagues feel they will finish on time too. In the
sciences, most people finigh on time, or only go over
by a few months. From what I know of my friends in the
humanities and the social sciences, I think funding has
a lot to do with this. We get a great deal more money
than they do.

Those science students who say they will not finish on time do

not attribute this te finances. The reasons they offer will

be discussed below.

SOCIAL AND ACADEMIC SUPPORTS AND COMPLETION RATES

Some students believe that one reason for extended
completion times is numerous regquirements. For example, one
woman, a wvisa student from Europe, comments:

Ho [I will not finish on time]. I think the programme

is too heavy. There's no [students in my area of

study] who finigh in four years. There are toco [many]

course requirements and comprehensives. All of this

takes time to fulfill...
Another woman, a viga student from a developing country,
offars her point of view:

I don't think four years is feasible. You have courses

and comprehensives. And all this time, you're teaching
when you're supposed to also be working on your thasis.
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Sc you really don't start [working on the dissertation]
until fourth year. BAnd writing takes [a}] long [time].
You're not Jjust churning out chapters. Writing Jjust
doesn't work that way. And peocple have lives other
than academic work. So other things might crop up.
And for most adults things do crop up-—--marriage,
death, children.

One Canadian man, pursuing a degree in the Sciences, describes
how unforseen occurrences can set one back.

I will go over time about six to eight months. The
reason for this is that my brother died. That was very
difficult and set me back.

Another reason for going over time is the resgsearch
itself. Sometimes the programme of research does not unfold
as the student had planned (Holdaway, 1554:5). Science
students often give this reason. For example, one Canadian
man, working in the Sciences, remarks:

There's a lot of different reasons why students do not
finish on time. Sometimes you choose a problem that
doesn't work out very well. It is important to choose
a problem that can be done. If you choose a topic that
doesa not work cut very well, you will probably have to
choose another and start all over again. This takes a
lot of time. Some people lose sight of what they're
doing. So they end up following tangents that lead
nowhere and consume a lot of time. This is often a
problem for science students.

Science students also suggest that there can be problems with
equipment and instruments. These are beyond the control of

students. One woman, a visa student from a developing nation
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has this to say:

For a lot of science students, there is one problem
that can slow them down. You cannot really control
this. We often deal with instrument[s]. And sometimes
they just do not co-operate. So sometimes you have to
wait days or weeks for them to decide to co-operate or
to be fixed. I guess there are instances where you
lose time. It can't be helped.

Another reascn offered by students for going over time
is lack of appropriate supervision (Heldaway, 1994:1; Musella,
1994:110). One woman, a visa student from a developing
nation, studying in the Sciences, makes the following comment:

There are different reason[s] for finishing late. One
has to deo with your supexvisor. Some supervisor|[s]
[have higher standards] for the gquality of [the]
thesis. Some say, "Okay! That's done." Others say,
"No! You missed this and this." Some professors
correct thes[es] very quickly. And others just leave
it there for half a year or one year, and then correct
it,

Indeed, Donald Muasella, a graduate student who studied at the
Ontario Institute for Studies in Education, in the early
19903, comments on this issue:
We all know the example of the professor who has an
average turn around time of four to six weeks. Using

the businesas metaphor, this seems to me to be a waste
of money and time for the student (1994:110).
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CONCLUSTION

This chapter explored financial, social and academic
supports as coping mechanisms for graduate students. We have
demonstrated that students have different levels of access to
these sources of support. Some students feel that their race,
their class and their gender, have implications for the levels
of support they receive. This affects how well they cope with
the demands of graduate school. Some students also feel that
age and maturity have helped them to cope better.

Some students perceive that the levels of support they
have received had implications for the length of time taken to
complete the dissertation. For example, some science students
feel they complete on time, or shortly thereafter, because
they have mnre.generous funding. Some women with husbands and
children feel that their progress is slower because they must
find jobs to support their dependents and/or their families
consume a great deal of their time. A further consideration
is the selection of students. If good students are selected,
they will probably complete. However, it should be noted that
students tend to view themselves as all being rather similar
and do not see ability as a factor. Nor do they discuss ther
significance of a student's undergraduate education and the

extent to which he/she is prepared for work at the graduate



245

level. 1In conclusion, it seems that how one copes with the
demands of graduate achool has implications for the quality of

the experience and the time taken to complete the degree.
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ENDNOTES

The Natural Sciences Research Council supports research in the
sciences in Canadian universities.

All graduate students in all faculties are eligible to apply
for the Ontario Graduate Scholarship.

OHIP stands for the Ontario Health Insurance Plan.

It is possible that students are trying to avoid seeing too
mach difference by offering such statements.

SSHRC stands for the Scecial Sciences and Humanities Research
Council.

CIDA stands for Canadian International Development Agency.

Post-doctoral fellows are students who have already graduated
from a doctoral programme and who have received scholarships
enabling them to c¢onduct research and teo teach at the
university.

Edward Holdaway's (1994:5) study suggests that high motivation
is an important predictor of successful completion of a
doctoral degree.



CHAPTER 7
SUMMARY
INTRODUCTION
When we began this study, we started from the premise
that research often has demonstrated quite clearly that the
inequalities of the larger society tend to be reinforced and
perpetuated in the educational setting. We also pointed out
that recent literature demonstrates that the inequalities of
race, class and gender shape one's experiences as one
completes a degree. Therefore, in order to understand who
does and does not complete a degree, we need to understand
what is involved in the process. We also felt that these
findings would have implications for the construction of
knowledge. Hence, we felt that the university would be an
ideal setting in which to explore such issues. More
specifically, we decided to look at the experiences of
students in the later stages of Ph.D. programmes. This is the
case since a main area of focus is the construction of
knowledge and it is here that budding scholars are free to

preoduce knowledge. Furthermore, students in the later stages

247
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are often working on their dissertations. We felt that this
would enable us to explore the possible freedoms and
constraints in the production of knowledge. In essence, we
would be exploring the extent to which the university is an
arena where the politics of social inequality, in its various
forms, are negotiated. We would also be able to explore the
extent to which the inequalities of race, class and gender
prevent people from challenging dominant ideclogies.

Our conceptual framework stemmed from our decision to
use data derived from interviews with students. We realized
that students face tangible abstacles, such as financial
strains. However, they also face other types of obstacles,
for example, feelings of not belonging in the academic
setting. Thus, students' views and perceptions about
themselves and how they fit into the university setting, their
goals and their ambitions inform our study. We relied on such
key concepts as ideology, consciousness, identity,
perceptions, subjectivity, structure and agency. In order to
contest dominant ideoclogies, a person must develeop a certain
kind of awareness. Students' perceptions of their own
beliefs, their social backgrounds and their experiences allr
shed light on the mechanisms that enable some students to

perceive inequities and challenge ideclogies, while other



249

students do not.

OVERVIEW OF THE FINDINGS OF THE DATA

THE DATA

The data reveal that students have varying levels of
consciousness of race, class and gender. Some students
perceive that these factors do, in fact, shape their academic
experiences. The students who hold this view tend to be women
and members of ethnic minority groups. For example, one
woman, a visa student from a developing nation, suggests that
she has more difficulty gaining respect from undergraduate
students because of her race and her gender. She says that
students are not used to seeing a minority group woman as an
authority figure in the classroom. She is but one example of
those students, mostly women, who believe that it is difficult
to separate out the factors of race, class and gender in
shaping their experiences. However, one's social position is
not always felt to have negative implications. For example,
one woman from a visible minority group, believes that while
her background has created some difficulties, it has also
allowed her to have what she perceives to be a richer and-
broader understanding of life than most other people.

Some students believe that such factors as race, class
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and gender have only minor effects or no effects at all in
shaping their experiences. Those who hold this view tend to
be white, middle-class males and science students. For
example, one Canadian woman, working in the Sciences, believes
that these factors are not significant because there is a
large number of minority students in the sciences. Therefore,
she feels that both students and professors are familiar with
and comfortable working with those of minority backgrounds.
She also does not believe in the concept of class. This is
not to say that all of those who believe race, class and
gender have not shaped their experiences in academia do not
perceive that the exzperiences of other students might be
affected by these factors. For example, the majority of
middle-class students perceive that their class position gives
them greater financial advantages than those of the lower
class. One Canadian man feels that his middle-class
background allows him to borrow money from his parents. BHe
recognizes that this is not available to classmates of lower
class backgrounds. He also believes that his class position
makes him more comfortable with the social rituals of
academia. |

Some mature students believe that their age has shaped

their academic experiences. For example, one Canadian woman
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feels that her age has been an aszset in her experiences as a
teaching assistant. Her former career gave her skills that
many younger students have yet to learn. In addition, she
believes that because of her age students do not question her
authority as much as they do younger teaching assistants.

The data confirm another of our initial propositions.
One's social position does appear to have implications for the
production of knowledge. Some students feel that their social
position has helped them in their research. For example, one
woman, a visa student from a developing nation, believes that
her status as both a woman and a woman of colour has helped
her in pursuing her dissertation. She feels that, because she
knows the customs and values of her home country much hetter
than her committee members, they have allowed her more freedom
te conduct her research than otherwise would have been the
case. Other students believe that their social positions have
created some obstacles.

We also found that one’'s social position affects
whether one doea or does not contest dominant ideoclogies.
Those students who display a greater conaciousness of race,
class and gender are more likely to perceive inegqualities.
Therefore, they are more likely to contest dominant

jideoclogies. TBowever, there are other factors besides the
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awareness of these inequalities that determine whether or not
a student will contest dominant ideoclogies. For ezample, some
students will not pursue ideas that are not in favour with
their committee members because they do not want to delay the
completion of their theses. This is egpecially the case for
the wvisa student. Another factor in determining the
likelihood of contesting dominant ideclogies is assessment and
the academic record. This will be discussed below.

Some students believe that their social backgrounds
affect how they cope with the pressures of graduate school.
Some believe that their social backgrounds have forced them to
develop coping skills. For example, one Canadian woman feels
that her gender has resulted in forming close relationships
with her female committee members, especially her supervisor,
who she sees as her mentor. She suggests that they can relate
to her experiences as a woman, and especially to the pressures
she faces as a woman in academia who also has a husband and
children. However, some women feel that, because there are
fewer female faculty than male faculty, they have difficulty
finding mentors. One black woman feels this way. She adds
that she feels alienated because there are no black wnmen.
professors with whom she can speak.

One interesting finding is the importance of students’
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perceptions of the role of persconality. Some students reduce
their explanations of experiences to discussions of
persconality. For example, ane Canadian woman beliaves that
the difficulties that she had with a particular professor over
feminist issues were more the result of personality
differences than of gender differences. Some students believe
that personality is a more important factor than race, class
and gender in shaping their experiences. For example, one
Canadian man believes that his female colleagues' complaints
of difficulties in controlling undergraduate students relate

to their individual perscnality traits rather tham to gender.

ANALYSIS

In reviewing the data, we suggested that one's position
in a race, class and gender hierarchy has implications for
one's level of consciousness of the significance of these
factors. Those who believe that their experiences in academia
are shaped by these factors tend to be women, ethnic
minorities and those of the lower class. Their experiences
are shaped not just by the structures of the university, but
also by those outside. While it is possible that one could

become conscious of these issues in academia, it seems that
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this consaciousness stems from experiences in earlier stages of
one’'s life. For example, women have struggled for many years
against the forces of patriarchy that have allowed men to be
the dominant sex. They sometimes find that the discrimination
they face in the world outside the university is also present
within the university. Of course, gender discrimination is an
experience that women as a group experience. Men do not
experience it, they may not be aware of it and they may tend
to deny its existence. This social positioning may make women
more conscious of and more willing to accept feminist
approaches in the humanities and the social sciences.

Science students display lower levels of consciousness
of race, class and gender because their academic work does not
explore these issues. On the other hand, the work of sccial
science and humanities students does deal with these issues.
This may perpetuate, reinforce or develop the student's
consciousness of these issues. And students who are
interested in these issues, will o¢f course, be attracted to
these fields.

We also suggested that a student’s level of
consciousness of race, class and gender determines whether orr
not he or she is likely to contest dominant ideologies. Those

students whe possess higher levels of consciocusness of these
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issues are more likely to perceive inequalities. Therefore,
they are more likely to contest dominant ideologies. However,
there are several reasons why this is not always the case.
One reason that was mentioned earlier was the student's desire
not to prolong the length of time required for the completion
of the dissertation. Another reason is assessment and the
academic record. Some students are more concerned about their
marks and personal assessments, which will affect their future
careers, than they are about producing research that is in
keeping with their personal beliefs.

We believe that personality plays a dual role in
students' assessments of their academic experiences. In some
cases it is used by tﬁe student as a <¢oping mechanism. It
allows the student to reduce the impact of unpleasant
experiences. In other cases, it is serves as a perceptual
filter that prevents the student from seeing the inequalities

of race, class and gender.

FUTURE PROSPECTS

PROGRESS AND OBSTACLES
There is some question about the advances that have been made
in achieving greater equality. While many people believe that

great advances have been made, they also believe that many
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obstacles are yet to be overcome. Jessie Bernard, a well-
known American sociologist, uses the "half-filled glass"
analogy to describe these views. In specific reference to the
impact of the field of Women's Studies on sociology, she says
"The half-filled glass, though not empty, is far from full"
{(Bernard, 1987:210). The fellowing discussion will address
some of the advances that have been made and also some of the
obstacles that remain.
THE DEBATE

In terms of sheer numbers, great progress has been
made. For example, in the USA in 1969 there were only sixteen
courses in the field of Women's Studies. In 1982, there were
about twenty-thousand courses and four-hundred and fifty
degree—-granting programmes (Bernard, 1987:194). In addition,
there were no fewer than thirty centres conducting research on
issues relating to women (Bernard, 1987:195).

This has resulted in a great number of books,
conferences and publications (Bernard, 1987:195; Thibault,
1988:88). This means that there is now much more research on
women's views and experiences. One result has been the
weakening of the structure of patriarchy (Schick, 1994:82-83). |
Carol Schick discusses her view of the progress that is being

made :
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The feminist intent of social change is a slow process
that takes place daily in classrooms as people support
each other... . Women articulate the political, self-
reflective, and historical practices of their lives;
their experiences are recognized and recreated in the
writing and interpersonal activities they share with
other women. Women affirm the right to use both the
heart and the head in learning, and to speak, argue,
and debate in classes without translation (1994:82-83).
Bernard believes that attitudes towards women's issues
have also changed. In 1969, the field of Women's Studies was
sometimes the object of ridicule (Bermard, 1987:195). Today
the most blatant forms of sexism are no longer acceptable and
they are not tolerated (Bernard, 1987:195). Desgpite these
advances, some women wonder whether they are net sometimes
being "ghettoized." The concerm here is that amongst the
various disciplines, the field of Women's Studies receives
little recognition and the ramifications of feminist theories
are not taken seriously (Bernard, 1987:196). Gisele Thibault
echoes this concern. She says that many have suggested that
feminigt research is "biased," T"trivial" or T"trendy"
{Thibault, 1988:88). "Considerable numbers of academics
continue to view the whole idea [of Women's Studies] with
suspicion, disdain, or indifference” (Bernard, 1987:206).
Methodology is not a major focus of this study.

However, several points are worth mentioning. It is well
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known that the traditionally accepted methodology is
guantitative research. It is thought te be "objective" and
"unbiased" (Mackie, 1988:5). Those who have an affinity for
this type of methodology have a preference for "hard" data,
laboratory experiments, isolating and contrelling variables
and using statistical tests of significance. However, some
regearchers in the field of Women's Studies believe that a
qualitative approach, involving intuition and experience,
provides insights and findings that cannot otherwise be
researched (Bernard, 1987:206). However, scholars who prefer
traditional methods often question the reliability of such
research (Bernmard, 1987:206). To suggest that disciplines
need to adapt their ideas or methodologies is te challenge
professors' beliefs about what they understand to be the
fundamental assumptions of their disciplines.

Bernard describes the expansion of the feminist
research network to include women from all over the world.
This does not mean that these women have been included only as
objects of Western research but as researchers themselves
(Bernard, 1987:195). These women meet at conferences in order
to offer insights and to exchange ideas and criticisms. |

Linda Carty attests to the great strides that have been

made by minority women. However, she also notes that many
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obstacles remain. This is evident to her when she teaches
undergraduate students who make blatant racist and sexist
remarks (Carty, 1991:40-41). Himani Bannerji is also of the
same opinion. She says that, while white feminiats have
invited mincrity women to join their cause, they do not take
into account the specific histories and experiences of
minority women. These are often very different from their own
(Bannerji, 1991:82-85). In not recognizing these differences,
white feminists do not acknowledge their superior class
position. Therefore, they are perpetuating and reinforcing
class divisions.

Another obstacle that will be mentioned here briefly is
the "political correctness" (PC) movement. This is a neo-
conservative group involving such groups as the media and
intellectuals. This movement initially targeted anti-racist
and feminist groups within universities, labeling these as
"forms of tyranny that destroyed academic freedom and merit"
(Richer and Weir, 1995:3). This movement gathered force in
the early 1990s. The great success of the political
correctness ﬁovement as a news theme was adopted by those
lodging a neo-conservative campaign against what has come to
be known as the "“inclusive university"™ (Richer and Weir,

1895:4) . This campaige includes the objections from
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universities when policies relating to sexual harassment and
discrimination are implemented. They cry out that these are
limits on academic freedom (Richer and Weir, 1995:8). Some
faculty fear that they will have their behaviour challenged.
Of course, this would 1limit their autocratic authority
{{Richer and Weir, 1995: 9).

Given that the power of the political correctness
movement comes largely from the mass media and serves to
delegitimize movements designed to achieve greater eguity and
the claims of marginalized groups by denying them authority in
the public domain, certain comments must be made. The effects
of this movement carry over into the university. Stephen
Richer and Lorna Weir, professors of Sociolegy in Ontario
universities, suggest that the challenge of building the
inclusive university is not simply a matter of adding numbers
of women, ethnic minorities, lower—-class and disabled
individuals. It is essential to contest the political
correctness movement, both in relation to human rights and
affirmative action peolicies and within classrooms (Richer and
Weir, 1995:11). For example, while it is difficult to remedy
the situations in classrooms where men are "garrulous" and
women lack the confidence to speak, human rights policies

prohibiting sexwal harassment (including sexual remarks) can
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give scme degree of power to female students (Richer and Weir,
1995:5-6) .

Despite these obstacles, there have been changes for
the better. While some may believe that we have numerous
obgtacles yet to face, we must remember the starting point.
In the 1960s discussions of issues relating to feminism and
racial inequities were often ridiculed and marginalized. Now
most universities have courses that address these issues.
This is indeed a great step forward. Much has bheen written,
both inside and outside the university, to enlighten people
about the inequalities in our society. The very fact that I,
as a black woman, am able tc write this thesis, with the
support of two white committee members and one minority
committee member, in itself says a lot. Finally, I agree with
Bernard that most sociologists, and I would add many other
academics, will come to realize that the composition and
culture of the university is changing and that this is
something they will have to accept and/or deal with. Bernard
has this to say:

It might happen cone day when the brightest doctoral

candidate in the department asks if he can do his

dissertation on a feminist-oriented topic and his
mentor realizes that his usual down-putting,
discouraging remarks---about how bad it would be for

his career if he did write on a feminist-oriented
topic---fall on uncomprehending, if not incredulous
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ears. And that he is going to have to run fast to keep
up with the oncoming generation (1995:210-211).

FUTURE RESEARCH

We now offer some suggestions as to how this topic can
be developed through future research. The first suggestion
relates to sampling procedures. There were a very small
number of minority group women in the later stages of Ph.D.
programmes to be found on campus. While the information that
was offered by those minority women who were interviewed was
wvery rich, a greater unde;standing would emerge if we had had
a larger sample. Thus, it is suggested that further studies
be conducted in other cities and in universities with more
minority group students. For example, it would be very
interesting to conduct a study of this type in certain
universities in New York city or California, where sc-called
minority group students outnumber white students on some
Campuses.

It is important to remember that we did not ask about
students' perceptions of how factors relating to gender, class
and race would affect their ability to find jobs or to be
successful in careers in their fields. It is likely that some

of the students in the sc¢iences who did not perceive these
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factors to be important at the doctoral stage might feel that
they would be more important at later stages. It is also
important to remember that many Fh.D. students are not vyet
fully aware of how the academic world functions, or of the
importance of recommendations and informal networks in
academia.

Another approach is te look at the perspectives of
faculty. This research examined the student's perspective.
Students emphasize the "sameness" of each graduate student.
If one were to talk to faculty, one might find that the
process of supervision is perceived by some faculty as being
different for each student.

Finally, some additional issues might be addressed.
For example, one could explore students' perceptions of their
chances of being successful in their chosen careers.
Students' views of the importance and wvalidity of wvarious
methodologies might also be explored. Here we are referring
specifically to quantitative and qualitative approaches in the
social sciences. For example, students might be asked about
any problems that they had encountered when wish:i.hg to use
certain methodologies. Research on the students' experiences |

of writing comprehensive examinations might be explored. This
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could provide interesting information, as this appears to be
one of the most stressful stages in graduate students’

careers.
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APPENDIX A
THE STIONS

FERSONAL DATA

1. What department are you studying in?

2. What vear did you start the M.A. programme?

3. What year did you start the Ph.D. programme?

4. what stage are you at in this programme?

5. Are you a part-time or a full-time student?

6. Are you a wvisa student?

7. What year were you born?

8. What is your ethnic background? prcobe: Anglo-
Saxon (English) French Canadian Native Canadian European
(specify) Asian(specify) African(specify) West
Indian(specify) Othexr (specify)

9. What is your father's occupation?

10. What is your mother's occupation?

ll. Bave any cother members of your family attended
university? If yes: What type of degree did they attain?

12, Where do you reside?

13. With whom do you reside? (married/single, children,
common-law relationship, parents) probe: Do you have
children?

14. Is your partner a student as well? If vyes probe: Is
he/she employed on a full-time basis?
15. Do you think there are classes in Canadian society?
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probe: Why or why not?

16. Do you consider yourself to be a member of a class? I
yes probe: Which class?

17. What is your definition of class? (What do you mean by
class?)

ACADEMIC HISTORY
18. Where did you do your undergraduate degree?
19. What was this degree in?

20. How long did it take you to complete your undergraduate
degree?

21. When was your undergraduate degree completed?

22, Did you go to graduate achool right after you completed
your undergraduate degree? If no probe: Why not?

23. How do you explain how you got to graduate studies?

24, Why did you choose this university? procbe: Was it a
gpecific faculty member/scholarship/location/programme?

25, Bow did you find the course work section of your Ph.D.7?
Probe for classroom dynamics:

26, Did you feel free to express your views:

27. Do you feel classroom discussions were restricted in any
way? probe: Do you feel that the fact you are a woman has
anything to do with this? {The subject “woman” might be
replaced with "man," black woman," "“wvisa student," "working-
class™ etc.)' For visa students or others with an accent
probe: Do you think your accent/language skills have any
affect on classroom interaction?

28, Were classroom discussions relevant to your own
experiences?

29. Do you think that your experiences/feelings are typical
or atypical of most graduate students? (The subject "graduate
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student” might be replaced with "man," "black woman," "visa
student, " "working-class" etc.)?

30. Why did you choose the courses that you took?
31. Did you do your M.A. at this university?

32. Bow were your experiences of your M.A. similar or
different than your exzperiences of your Ph.D.?

Now let's discuss you as a teacher/teaching assistant.

33. wWhat are the positive and negative aspects of teaching
undergraduate students? probe: Do you feel that the fact you
are a woman has anything to do with this?

34, Do you think that your experiences are typical or
atypical of most graduate students?

35. Do you feel you allowed your students to express their
own views?

CURRENT RESEARCH
Can you tell me something about your dissertation research?

36. How did you arrive at your research topic? probe for the
following:

37. Did you enter university with a specific research
interest in mind? If no probe: How did it develop? If yes
probe: How has it changed?

38. What influenced your choice of methodology?

39. How free did you feel to pursue the topic you wished?
probe: To what extend did faculty influence your choice of
topic? :

40. To what extent did other graduate students influence your -
choice of topic?

41. How do you feel about your supervisor and other committee
nembers? probe: Are there any women on your committee? Was
this your own choice?
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42. Do you think that the fact you are a woman has anything
to do with your dissertation experiences?

43. Do you think that your feelings/experiences are typical
or atypical of most graduate gtu ?

44, What are the positive and negative aspects of your

current research?

COPING MECHANISMS
FINANCIAL CONSIDERATIONS

Can you tell me something about how you have funded yourself
throughout university? :

45. Did you have to work part-time/full~time?

46. Did your parents help you out?

47. Did your partner help you out?

48. Did you receive locans or scholarships?

49. Now that funding has run out how are you managing? (if
applicable)

50. How does being a parent affect your studies? (if
applicable)

51. Describe a typical day in your life?

852. Do you think that the fact you are a woman has affected
your financial situation?

53. Do you think that your feelings/experiences are typical
or atypical of most graduate st £a?

OTHER MEANS OF COPING
SOCIAL SUPPORTS

54. BHow do you cope with the pressures of being a graduate
student? probe for the following:
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55. How has your parents' educational/life experiences
influenced/affected your studies? For wvisa students probe:
How does having your family members back home affect your
studiesg?

56. Are there people other than your parents who have
influenced your education?

57. In what ways do you see continuity and discontinuity
between you and your family?

58. Who are your closest friends?
59. With whom do you discuass your research?

60. Do you have a mentor(s) to advise you? If no probe: why?
Does this bother you? Do you feel that the fact you are a
woman has anything to de with this?

61. Do you think your feelings/experiences are typical/
atypical of most graduate studentg?

62. Do you belong to any organizations on or off campus? If

yes probe: What are your reasons for being a member? If no

probe: Have you ever belonged to any such organizations?
Follow up:

63. Do you spend a lot of time with other students/faculty?

64. Are there other people to brainstorm with to get
intellectual input?

65. Do you feel that being a woman you have different
concerns/experiences/pressures/strengths?

66. Do you feel your class position has had an impact on your
educational pursuits? probe: why or why not? Do you think
your feelings/experiences are typical or atypical of most
people of your class position?

CLOSING QUESTIONS

67. For those who have not completed their fourth year: Do
you think you will finish in four years? Why or why not?
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68. What do you plan to do with this degree?

69. What kind of contribution do you think your dissertation
has made/will make?

70. If you were to become a professor are there any changes
you would like to make to the university system/curriculum?

71. Would you like to add anything?

72. Have I missed any important issues?
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NOTES

This will be the case in all forthcoming questions where
"woman" is indicated.

This will be the case for all forthcoming questions where
"graduate gtudent" is indicated.
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