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The Experiences of First Generation,
Working—Class Women Students:

A Hualitative Study

By

Alice Denise Danford
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This study 'is a product of my own search for validation. As
a first -generation, <{(e.g. the Ffirst in my family to attend
colleger white working-class woman student many times I searched
my college library for materials ow working-class women .
Howeveyr, there is little research or literature on working-class
people, fewer on working—class women, and fewer still on first
generation, working-class women students. As Lillian B. Rubin

states in Worlds of Pain,

portrayals of the flesh-and-blood people who ﬁake up
America‘s working—class — portrayals that ¢ell  us
something of +the texture and fabric of their lives,
that deal respectfully with their manners, mores, and
values — are notably few. (S)
To illustrate just how invisible working—class women are in
research, FRohkerta Hall and Bernice Sandler's papers examine the
effect of chilly academic climates on what they consider special

groups of women. They emphasize the effects of a chilly academic

climate on women graduate students, women in  traditionally
"“masculirne” fields, women minority students, and older women
students, e might think ander the topic, women minority

students, the authors would mention working-class women. They do
not. Working—-class women students go unnoticed.

This study is twofold in purpose: (1) to express the need
for scholarly research on woerking—class women students, hoth
white and of color, and (2) relate the experiences of eight first
generation, predominantly white, working;class women students. 1

am particularly examining the experiences of first generation

students because, as one of my vespondents noted, we do not have



“the common upbringing, support, and socialization of the 2nd,
32rd generation college student.” OQOur fathers and forefathers
have been blue—-collar laborers; our mothers mostly homemakers,
gervice workers, or factory emplovees. {fiur parents have only
vague -ideas of ‘what to expect on a college campus. We are
forging new grouwnd in our families, and mostly doing it without
theiv guidance.

To facilitate the reader's understanding of the meaning of
important terms used in this study, the following definitions are
provided:

First Generation Student- A student whose immediate family

memkers, {(e.g. mother, father, and sibhlings) and extended family
memkers, {(e.g. grandparents, aunts, uncles, and cousins) have rot
attended a four—year college. The student 1s the first in her
f;mily to attend college beyond technical training reguived for
employment reasons.

Working-class— A vypeirson whose immediate and extended family

members are blue-collar workevs and are not educated beyond the
high schoocl level with the exception of techrnical fraining
attained for job related reasons,

Alienation— I  use Eyan and Sackrey's definition of alienation,
meaning: ‘'separateness from the academic community, of heing a
stranger, distanced from an authentic sense of self, and also
from one'!s past, the cultural network of earlier life" (73).

Literature Feview

In this section I will review some of the literature

pertinent to the first gereration, working—-class woman'’s



experience. In the wext section I will propose five hypotheses
which have heen generated from the literature. Then, I will
explain  the methodology for this study, discuss the results and
limitations of the study, and finally, suggest future avenues of
research and academic policy implications.

This culture?s lack of interest in the working—class
struggle is reflected, in one way, by the scarcity of literature
on the working-class expevience. A few researchers have,
fiowever, taken up this subject and underscovred the personal and
private dilemmas of the American working-class. Almost all of
the literature I use for this study examines in one manner or
another the reasons middle and wpperclass Americans feel
aypathetic or unsympathetic toward the working—class.

The prominent factor that researchers attvihute for the lack

of sympathy toward the working-class is the existence of the myth

of wupward mobility. Fyan and Sackrey in Strangers in Paradise:

Academics From the Working Class examine in detail the myth of

upward mokbility. According te the authovrs, the myth claims that
all American citizens *"are free to rise to the highest level that
Stheir talents permit.’? Ng ‘artificial’ obstacles stamd in
their way" (2. A gersnn‘s class yposition and occupational
status are determined by that person’s abhility and willingness to
achieve. It is a fair game with all the players beginning at the
game starting line. "Hevice, ittt is the individual’s efforts and
talent that are determinative, not the class inte which one is
born" (2).

Upon reflecting on this myth one can see that it is

pervasive, practically an American creed. Presidents and



presidential hopefuls espouse it, parents tell it to their
children, and the media wpresents it on television and‘ in
literature as if it is a common, everyday experience. If the
myth was true, Americans would most likely not be so intrigued by
the "rags to riches" stovies presented to them by the media. If
it was a common, everyday occurance, the popularity of this
phenomena certainly would decrease. If it were true the income
distribution in the United States would have changed much more
dramatically than it has since the early 13700°°s.

Fising from the depths of the working—class te the heights
of the upper class, or even the middle classes for that marnner,
is not a common, everyday occurance. Working-class people rarely
rise to the middle or wupper classes. Sennett and Coekh, authors

of The Hidden Injuries of Class compute from BRlau and Duncan’s

The American Occupational Structure that approximately only 18

agut of every one thousand sons of blue-collar workers rise to the
level of the professions {(22%). Sennmett and Cohb assert "even
fewer reach the pernultimate position of self-emplovyed
professional: about eight out of one thousand males from a
manual-laboring background do so" (229).

In the minds of Americans the myth persists. It
perpetuates in such a way that most working—class people buy into
the myth, internalize its message, and convince themselves their
positionm iv this society 1s their own fault. Sermett and Cobb
find "there is a split hetween conscious helief and inner
conviction” (%7) in the mind's of the working-class. Consciously

the working-class person may feel that s/he never even had a



chance, but privately "he [sic] feels ashamed for who he is,
Class is his personal responsibility..." (9?). Working—class
people commonly say one thing while believing another. They may
noet consciously and intellectually accept their class position as
their own responsihility, but internally they bhelieve their class
status 1is of their own making (251). Most working—~class ypeople
think the system is unfair but they internally hkelieve the myth
of upward mopbility is true. REuhin asserts that:
in the American myth...everyone can pull themselves up
by their bootstiaps if enly they have the will and the
bkrains. What, +then, are such people to say *to
themselves when they don't succeed? They know they
have the will, There’'s little left hut to accept that
they don'*t have the brains.... (36)

I¥ the working-class accept responsihility for their class
position, it makes sense that most other Americans feel little or
no sympathy for their struggles. The working-class have little
pity for themselves. Why, then, would middle and upper class
Americans feel empathy or sympathy for the disadvantaged?

The fact that the working—class denerally accept their class
status as their own responsibility reflects the extent to which
the purpeses of the myth have beern met. Fyan and Sackrey state
the purpose of the myth 1s,

first and foremost,...to justify the huge inequalities
of income and political power that are integral to a
capitalist social order. It has the secondary purpose
of keeping the ‘'mo—-bodies" in a state of political

impotence and frozen ky self-contempt for their own

n



failure, rather than fired by righteous anger at their

victimization. (2)
Further proof that the working—class is not "fired by righteous
anger" is the lack of class—cohesien in ‘this country. There 1is
little class solidarity in the United States in comparison to
other countries, like Great Britian, for example. America is
experiencing a sort of backla;h at any attempt at class
cohesion. MOrganized labor unions can serve as agents for class
cohesion. -Unions net only protect werkers, they g}so bhring
workers together, allowing them to feel solidarity with people of
their own class.

The unpoﬁularity of wunions has escalated in the recent

FReagan years. iion busting has hecome almast common practices
1

for many American hkusivwesses. The practice of anion hkusting

currently has the American government’s blessing. For instance,

strikes, have become wvirtually worthless for organized lahkor.
And Fonald Feagan's firing of the striking air-traffic
controllers, <(who were striking for more safety precautions, not
an increase in wages) set a precedent ketween the goverrmment and
organized workers. These firings were the first time the
government intervened in a dispute between management and labor
by firing the striking workers. Many surviving unicns now steer
away from strikes hecause they realize the futility of such an
sction. Instead they resort to other means of protecting their
workers like trying to gain more control over gpension funds, for
example.

The American government and the American public’s



perpetuation of the myth of upward mobility practically garantees
that the working-class will not overtly rehell. As Rubin states,
if there israny kind of working—class rebellion it is collective
action, instead "it is a rersonal rehellion against what are
experienced as personal constraints” (3d). Because the working-
class, 1like the other c¢lasses in America, subscribe to the
"individualistic ethic" of the myth of upward mobility, when they
fail to achieve their goals and dreams, they turn inward with
self-hlame (Rubin 19). This turniﬂg inward is especially
noticeakle with the working—class men who are husbands and
fathers. Fubin finds that "preoccupation...would seem to he the
mest remembered gquality akout fathers in professional familiess
withdrawal, the most wvivid memery in working-class families"
{37).

America perpetuates the myth of upward mokility in many
often subtle and caomplicated -ways. When working-class people
bkelieve their vwposition in this society is their own fault, the
self-khlaming ensures the perpetuation of the myth. Arnd the myth
will continue to perptuate if never challenged. There is little
chance of working-ciass people collectively challenging the myth,
As Fukirn states, the socialization

process by which this occurs is so subtle tht 1t is
intermalized and passed from parents to children hy
adults who honestly kelieve they are acting .out of
choices they have made 1in their own lifetime. (211)
Parents who turn inward with self-hate and hlame will give that
legqacy to their children and the cyecle will repeatedly continue.

To further insure that the working-class subcrihes to the



myth of upward mobility, and hence, continually blame themselves,
America has created the two yvear community colleges. I would not
deny the importance of the community college for a working-class
person. I would, however, like Ryan and Sackrey assert that
these schools promote a false hope for working—-class students
{32y, The community colleges are the fastest growing schools in
the mation, practically spilling over with working-class students
(323,

While awny form of higher education is presumahly hetter
than no higher education, most students at these community
colleges are there hecause of & lack of resources tﬁat could get
them into a four year university, not a lack of intellect. The
tuition and fee costs of community colleges make them an
attractive form of higher education foir the working-class. Cuts
in government subsidization of higher education have led to the
growth of community colleges. Fyan . and Sackirey assert that one
of the main reasons the two vyear, community colleges are
experiencing such growth is hecause the Golden Age of Education
(from 13&0%s to 19207's) is over. This Age hegan when the hahy
hoam "sent unprecedented nwumhers of youngsters off teo college at
the same time that there was occurring the great increase in
government subsidization of higher education"” (27). The Reagan
administration’s education cuts have helped to ﬁake the low-cast
community colleges practically the only viakle alternative for
the working—class.

Fubin finds her respondents have hardly arny real idea of the

costs of attending four year colleges. Most of her participants

[ni]



who have children guess the costs to he "maybhe a few hundred
dollars & vear or so" (207). She attributes their lack of
‘knowledge on the costs of attending college to “naivette; hkut
partly, also,...because they don't discriminate bhetween the local
Junior college and the university" (207). I argue that it isn’t
a matter of working-class parents’ inahility to discriminate.
Evern the 1least educated in this courntry wusually realize the
difference hetween a four year college graduate and a community
college graduate. In fact, working-class people are prokakly the
most acutely aware of status differences. Fubin says that for
the working—class “"very often, Ygoing to college?® means the two-
year community college in the neighkorhood" (Z07). The reason
they attend these community colleges is because they can only
afford a "few hundred dollars & year or so", if they can afford
that much. Why imagine or admit the costs keing any higher when
they know they can't afford anything more than this amount? So
the main reason working-class ;tudents are at two year community
colleges instead of "institutions with bhetter reputations, better
facilities, more prestige in the eyes of employers in the Jjohb

market...is hecause of their parents? income and kackground"

Faa
4
.

2y,

Fyan and Sackrey believe the community college eoffers the
working-class a false hope hy giving their students an incomplete
education that ultimately prepares the students for "lesser
stations" in  life (33). In a recent paper published hky the
Project on the Status and Education of Women, FRokerta Hall and
Bernice Sandley explain that:

ideally, the college environment as a whole should help



students acguire nowledge, build shkills and
and confidence, learn how to make informed choices, and
how to handle differences .... (1)
The humanities and liheral arts curriculum generally enakhle a
student to acquire these abilities, and also provide the core of

a sound education., Fyan and Sackrey helieve that the community

colleges ‘"typically wminimize instruction in the likeral arts"”
(322, Instead the twe year colleges are more like training or
apprenticeship schools. Even in the area of training they fail

the working—class student because such institutions typically
offer predominantly working—class fields of study like
cosmetology and automotive technology. The white—collar fields
of study they offer only prepare students for lesser stations.
For instance, they "will +train someone to ke an engineer’s
*aide’, rather thaw to be an engineer" (3Z). If a working-class
person desires to train in a predominantly white—collar field,
s/he can do so. Lltimately, the student will ke trained for a
lesser positinﬁ.

uf course, if exnpenses allow, the argument is that the
working—-class student can tranfer te a four year university after
completing the associates degree at the community college. But
is it  highly wnlikely that the student coming from a local,
community college will be akle to attend a more prestigous
university. First and foremost, the movre prestigous schools
admit students who are ypredominantly from the middle and uppei
classes. Even if admitted, many working—-class studerts canmot

afford the costs. Oftern the transferring student will attend an

10



in—-state university where tuition and fees are lower than the
norm ‘for colleges in that particular state?

The United &States Census Bureau projects that by the vyear
1220, 20 percent of the over 25 age population ¢(of all classes)
will have completed four or more years of college. This equates
to only one verson in five haviwg completed four or more years of
higher education (Rubin 203). Fubin considers the 13930
projection a rathey optimistic estimation (202). These education
statistics fail to differentiate between universities attended,
the quality of the education received, and the opportunities for
upward mokility bhecause of attewnding the particular college
(207 . As Fubin says, the tahles count "fouwr years as Teachers?
Normal...as the same as four years at Harvard cr
Dartmouth...." (209,

Working—class people rarely attend college, especially women
of coloyr and white working—class women. Whew they do, it 1is
almost completely without the emotional and finarncial support of
theivr parents. It is a myth that most working—-class parents
dream and save their movney to send their child or children to

callege. FRubin states, in order to plan for the future, people

must helieve it is possible to control their fate — a helief that
can enly ke held if it is nourished in experience. That seldom
happens in working—class life" (38). Instead, working—class

people are forced to maostly live from paycheck to paycheck, or if
lucky enough to hold a union Jok and earn highevr wages, they are
still the omnes who suffer the most from the fluctuations in the
economy. They are ‘generally the first to he layed off in

econaomic hard times. "While it may hbe true that the weekly pay

11



checks of some hlue—collar workers are higher than those of some
white-collar workers, it is the blue—collar workers who are less
likely to earn that paycheck the yvear round"” (2). For the
.majority of working-class people, "the difficult realities of

their lives often limit their very ability to envisage a future"”

{33 . This inakility to plan ahead is wnot due to what many
social scientists have accused their inabhility to delay
gratifications. Irregardless of popular opinion, working-class

people are mnot particulary prone to instant gratification.
Instead there are few gratifications to delay, so "planning for
the future seems incongruous" (37).

Fubhin’s yespondents' answers to the guestion "Do vou hope
vour children will go to Eollege?” are not surprising given their
lack of control in being akhle to plan their daily 1lives. The

participants indicate +they are mostly not sure 1f they want

their children -to attend college. "If they want to" they most
often reply. "Indeed, less than 20 percent of the families
answered a firm and uneguivocal ‘'yes" - even that small

proportion almost always referring only to sons not daughters®
€207, Fubkin finds that for working-class daughters there 1is
really ownly one sure way to attain their parents? respect -
through marriage (d41). Te move from givl to woman and attain a
;eSpected sgcial status, she must marry. When pushed about the
issue of their children attending college, the respondents
remarks indicate it is a distant issue for them. Fecause of
the lack of finances and the costs of attending college, most of

FEubin's working—-class parents say that if their children want



to go to college,

the only help they'll give their children will ke +to

let <them live at home without cost. The rest, the
children will have to do for themselves — an attitude
that rests net on their callousness or their

unwillingness to help, but orn their conviction that to
give the children more, ever were it possible, would ke
to spoil  them, to encourage them to take the
opportunity lightly.... (Z202)
This is certainly not the way most middle class pareﬁts would
view their child’s desire to attend college. Zinn and et al say
that for white wovrking—class women and women of color,
"completing callege and graduate education itself poses
financial, emotional, and intellectual challenges” (272). Small
wonder FRubin concludes that only those working—-class people who
are "the hardiest, the most amhiftious, the most motivated toward

some sypecific oeccupational goal will ever get through ceollege"

{e0sy .
There are those working-class people who are determined and
motivated “and marnage to attend college. I am. especially

interested in what hapvens once the working~—class student arrives
on  the utriversity campus. Fubin’s research does not examine
this area hbecause her respondents do not have children in

college. Sernnmett and Cohb's classic, The Hidden Injuries of

Class yprovides some insight into what the working-class student
and family experience when a working—class vyouth attends
a four year university.

Before delving into this matter though, I suggest two

13



criticisms of Sernett and Cobb’s study. The Hidden Injuries of

Clags is & beook which claims to examine the experience of the
Boston area working-class. The majority of Sennett and Cobb's
respondents are first, second, and third generation Italians.
Sermett and Cobhk acknowlege this, but they do not attempt to
differentiate between ethnic values and working-—class values.
Instead they attrihute all phenomena as class characteristics.
Tﬁis may he why Fubin's findings sometimes directly refute
Sernnett and Cohhb's. One is left thinking for instance, that
working—class parents invest in their childrens?! future and plan
ahead for their college education. Sennett and Cokbh fail to
consider whether the middled aged respondents? desivre to see
their children ohtain a formal education is a ethnic value. They
do not explore +the real possibility that for many ethnic
communities attaining a faormal education means hecoming more of a

legitimate American. FRichard Gamkino in Elood of My Blood: The

Dilemma of the Italian Americans uses Sennett and Cobh's

respondent?s  informatian when considering the struggles of heing
an Italian American (332). He seems to acknowledge the
respondents' ethnicity and considers their ethnicity in his own
work .

The second criticism is that SBennett and Cohh examine only
the working—class male’s eMperiences. They interviewed as many

wamen as men for The Hidden Injuries of Class kut they use the

womeni's interviews only when "they elucidate[d] something common
to +the experience of bath sexes™ (d2). Thelr reasoning for not

illustrating the women’s experiences is that they are exploring

14



"a social order that affects men in a different way than women"

{d2>. They also claim that they will publish a companion volume
of interviews with the women separately (4Z). The companion
volume must have never made 1t into print. My efforts at

lgcating its existence have heen fruaitless.
The omission of women is & common practice in  research.

Ffyan and Sackrey do net include women in Strangers in Paradise.

They say women professors are rare, and hence, difficult to
find. Ward arnd Grant document. the omission of women 1in
research. They find four- themes in which to analyze
"deficienties of sociological accounts®™ (140). The four areas
ares
Umission and underrepresentation of women as research
subjectsy concentration on masculine-dominated sectors
of social lifej use of yparadigms, concepts, and
methods, and theories which more faithfully portrayed
men'’s than women's experiences, and the use of mern and
male lifestyles as +the nerms against which sccial
phenomena were interpreted. (1400
Sennett and Cobh?s justification of omitting womewn from their
study equates to the theme corncentrating on "masculine—dominated
sectors of social life."

Sernmnett and Cobkbk begin The Hidden Injuries of Class with

Frank Rissaro who has worked as a meat-cutter for most of his
adult life until he lands an entry—-level, white—-collar job at &
local bank. Fissaro’s view Jjok and subksequent 1income 1increase
give him the opportunity to move his family out to the suburhs

and send his son, James to college. His reaction to James?



school is of particular interest here. Although Fissaro seems
supportive of James heing in college, he admits he resents James
and his success. In Rissaro's mind James' success puts him in
the league of the higher classes. Though he sincerely wants his
son to succeed, he does not want to lose James® respect. He fears
he is losing his son’s respect hecause to him, entry into the
middle class is synonymous with losing respect for the working-
class (132). "The vyouny of the working class," according to
Sernnett and Cobhb, “have a tremendous 'burden of hope' placed on
them"” (127). This burden of hope is & complicated matter for the
working—class son with tight family ties. If he doesn't succeed
in school, he hetrays his family by heing a failure. If he does
succeed, this invites him "to desert his past, to leave it and
the parents who have sacrificed for him all hehind" (131).

Frank and James koth ther, are in a difficult crisis that was not
an issue for Rubin’®s respondents. Rubin states, they have "the
reassurance” that their children will ”not "he lost to an alien
way aof life, a way of life that parents can't and don’t want to
understand" (203).

What ahkout working-class women who go to college® What do
they experience® Due to the second wave of the women'®s movement
there 1is kecoming increasingly movre research availakle on women.
It is interesting to note however, that much of this research is
for the most part written by women. Most of the studies are also
primarily akbout white middle class women. Zinn and et al find
that women of color and white warking—class women are "virtually

excluded from consideration as vital bhuilding blocks in feminist

le



theory" (291). While women are often excluded in scholary
research, women of color and working—-class women are ggnerally
omitted in male scholarly research and feminist research.

A recent publication written by Field BRelenky, McVicker
Clinchy, Fule Goldkergh, and Mattuck Tarule examines and
categorizes women's processes of learning. The authors of Women's

Ways of KEnowing interviewed some women from what they call "lower

class origins” (1&0) or what I prefer to call the working-class.
Unfortunately, the authors seem to dwell on dysfunctional
working—class families =~ families that are characterized hy
alcoholism, "silence, hierarchy, and wviolence”" (1&£0). The
authors lead one to bkelieve that all working—-class families are

characterized by unhealthy attributes.

Mot all working—-class families are dysfunctional. Mary
working—class families, thouwgh yoor, manage to maintain a
healthy, family environment. Most working—-class ypeople wonld
most likely resent their families bheing referred +to as

dysfunctional, even if the family dynamics fit the definition of
dysfunctionalism. The term, dysfunctional, carries with it an
inherent Jjudgement when applied to the working—class. It
insinuates that something in the family has gone wrong. The
family ov someone in the familly is kehaving in an unhealthy
manner. The term does not take into account the outside forces
which usually cause the dysfunctionalism. The authors of Women's
Ways of Knowing fail to show an understanding or sensitivity to
working—-class people.

Rubhin offers a much more sensitive account of the dynamics

of working—class families. She believes the characterictics

17



considered dysfunctional in a working—-class family are actually
coping mechanisms — urnhealthy perhaps, but ronetheless, reactiorns
to the stresses of poverty. She explains that families deal with
the stresses of being working-class in different ways. Some
working-class families are among the "settled-living". They
struggle and wsually succeed at maintaining a sense of being

among the "respectahle" poor. thers are the "hard-livers" who
have grown tired of endlessly struggling against the forces of
poverty.. They usually have escaped +through alcohol akuse,
desertion or violewce (30D, Fubin uses these two terms because
they rest "on differences in a family lifestyle and avoidis] some
of the rnegative connotations of so many characterizations of
working—class life™ (305, She also explains that hard-livers,
though usually considered dysfumctionai, are in a Sense
rebelling. They -are the nonconformists who "carmot or will rot
accept their allotted social status" (3d4). Most of the families
Fubin interviewed fluctuate from settled-livers to hard-livers
and vice-versa. The hard-livers will become settled-livers when
financial proklems are rnot so overwhelming. Predeminantly
settled-livers will hecome hard—-livers when economic troukles are
too mick for the family <to khear., In this context,
dysfunctionalism is an inappropriate term when applied to the
working—class. (It may not ke an appropriate term for families
of any class for that matter.) The word carries with it teo much
"hlaimivng the wvictim" which makes many working—class people
uncomfortable with its use.

What the authors of Women's Ways of Knowing discover akout
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woerking-class women who come from hard-living families is quite
informative. thlike more advantaged female children, even if
they ¢grew up in a dysfunctional family, working—class female
children whe grow up in hard-living families have little chance
at acquiring the ability of seeing "multiple perspectives on
truth and wvalues" (&3). The authers helieve more advantaged
children have "opportunities for international travel,
discussions and dekates with worldly parents and diverse friends,
the popular media, and challenging 1liberal education and
educatars" (&3, So even if the family has a hard-living
element, for example, alcoholism; the more advantaged childven
are meost likely able to find outside sources of sustenance that
will ‘“promote thelvr development elsewheve" (160). Most of the
poor woemerr who are interviewed ky these authors are not akle to
move beyond their family environments. Either their families or
schools fail them. Whew hoth fail them, there is little charce
for working-class female _children to transcend their family
environments. A few manajge to, however. The waomen who transcend
their family environments are women who as children,
learned ¢to immevse herself in at least one symhkol
system for a very early age. This might have bheen
music or art, but most often they found another world
thyough books and literature.... Most found important,
decent velationships ouwtside of the home....A few
created such relationships for themselves through the
sheer power of theiv imaginmations, hy endowing their
prets and imaginary playmates with those attributes that

nourish the human potential. (1&62-1&3)
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The authors of Wamen's Ways of knowing find that the

majority of the womewn they interviewed from working—-class homes
are what they call subjective knowers. Subjective knowing is an

early stage in the authors’® five categories of the learning

process. Subjective knowing entails seeing truth as "an
intuitive reaction - something experienced not thought out,
something felt rather then gpursued or constructed" {&9).

Subjective knowers are dualistic because they Lkelieve theve 1is
one right answer, one truth, and it is within themself waiting to
be hirthed (5d). hviously, such forms eof thinking are nrot
encouraged in our scientifically orientated society. forms of
intuitive thinking are discouraged and negatively cateqorized as
femimine. The masculine, ohjective and rational form of thinking
is valued in our society, and thus tauwught in our schools.

Even women who are farther along on the
authors'developmental scale have difficulty makinwg the necessary
transitions intoc a more "masculine" mode of thinking that is
necessary to succeed 1n higher education. The authors explain
that although there has hbeen a sigrnificant

increase in  the number of women students in  higher
education and professional schools, faculties, usually
predominantly male, argue against a special focus on
women students and resist  opern dekate on  whether
women's educational needs are different from men's. ()
If women’s needs are different, (which the authors show they
arey, most womenn conform to the male model i to sucgceed 1in

college. The highly obhjective, rationalistic manwner of thinking



iz vwot necessarily the healthiest form of learning for women, mnor
for men. According to the authors, women usually enter the
university with less confidence than men. They know that for
generations it has hkeen assumed women have less powers of
fationality than men (217). Particular models or teaching
methods can then be "at best redundant and at worst destructive,
confirming the women's own sense of themselves as inadeguate
knowers" (223).

The doukting model is one teaching method which can ke
especially detrimental for women and is unfortunately, used often
i academia. The doukting game, so toe speak, 1s usually played
bhetween & person who has most of the power, (the professor) and a
much less powerful person, (the student). From my own euperience
I have come to understand that the point of the game, orr the type
of avrguing is to make the studenmt prove she can hkack her
argument, opinion with facts. I imagine many women despise this
model not hbecauwse they don't have the recessary infoermation to
prove their arguments, but because they lack the confidence which
is necessary to react appropriately under those circumstances. I
despise the model hLecause I feel my argument or opinion is

invalidated if I can't pirovide the necessary proof. The authors

add anothgr dimension to why women dislike the model. They
explain:
women find it hard to see doubting as a “game"; they
tend to take it personally. Teachers and fathers and

boyfriends  assure them that arguments are not between
persons bhut ketween positions, hut the women continue

to fear that someone may get hurt. (105)



Fearing someone will get hurt probably stems fknm women’s
socialization to take care of people and to nurture at all costs.
The aunthors conclude "on the whole, women found the experience of
teing doukted debilitating rather than ernergizing” (227).

Thel idea of arguing for argument’s sake is also a strange
notion for women. For instance, according to the authors, woemen
rarely engage in reasomed discouwrse or critical arguing among
friends (105). "The classic dormitory bull session, with
students assailing their eppenents? logic and attacking their
evidence, seem to occur rarely among women" (105). BHut it seems
to he an amiabhle form of discourse hetween menr. It certainly is
emphasized hky professors in the classroom. When prompted to
engage in argument iw the classroom, women are often reluctant to
do so, even if explicitly encouraged (103%). For women, this is
"ceremonial comkat" awnd i1t "often seems just silly" (111).

The women interviewed for Women's Ways of Knowing express

the need!for supportiveness and confivmation inwstead of doukting
and ceremonrial comhat. Supportiveriess and confirmation seem to
ke the polarity of typical educational envirornments, though. I
fact, "in the wmasculine myth, confivmation comes not at the
beginnirmg of education but at the end” (133). Hence, graduation
is referred to as commencement. If confirmation came during the
college vyegars, so0 many women who experience self-doukt might ke
akle to overcome these dehilitating feelings. Hall and Sarndler
cite a study which finds “"there is persuasive evidence that in
selecting and reacting to educational environments, females tend

more than males to ke attuned to the personal supportiveness of
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these environments"” (Campus 2). Hall and Sandler stress the need
for a supportive educational climate for women., They descrikbe
activities wusually referred to as extra-curricular as really

being co—curricular because "they are complementary and crucial

parts of the learning process" (Campus 1). Co-curricular
activities often invelve mot only students but faculty. The
authors helieve "faculty memhers who take time to socialize with

their women students may hely them to overcome doukts ahout their
own intellectual competence and thus develop greater self-esteem"
{2). This 1is especially important when considering several
studies have indicated that male faculty tend to affirm male
students more thamn females (Classroom 2).

The differential treatment of women and working-class people
on college campuses is exacerkhated for womevn of color. They face
the effects of double stereotypes, sometimes triple, hbased on
gendey, race, and class. Hall and Sandler say that "women
minority students...frequently find the generallcampus climate at
predominantly white institutions the major barrier to
intellectual and ypersonal development and to the completion of
degree work" (Campus 11). Women of color "report much less
informal interaction and encouragement from faculty and others
than majority students" (11). They indicate feeling like
unwelcomed ' gyuests on  the college campus. The classvroom
environment can be especially uninviting. aften faculty are
uncomfortabhle dealing with women of color. Many times they "act
on the basis of a variety of assumptions about minority women's
capabilities and attitudes"” (Class 12). Hlack women especially

report feeling that the faculty either expect them to ke

[
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incompetent or to ke the brilliant exceptions to their race (12).
Conseguently +they often are either ignored in class ovr singled
out as tokens. As tokens they are asked to answer gquestions in
representation of their entire race. For instance, a hlack woman
will often be asked "to give the 'black woman's view'" instead of
her individual viewpoint (12). Because of sterectypes and media
portrayals some women of color also may ke seen by male faculty
and male stuadents in terms of their sexuality. It is a common
practice in media to portray ethnic women as sexually irnsatiable.
The steveotypes that result from these portrayals can lead to
sexual harassment or faculty distancing themselves from their
students who are wamen of celor (1Z). It is crucial then 1if
womey are to advance as equally as male students developmentally
and intellectually, that they receive confirmation and support
during, not after their academic careers.
Hypotheses

Drawing from the ideas previously discussed, the definitions
pirovided, and my own speculations derived from persanal
experience as a first generation, working—-class woman student,
the followinyg hypothesis have heen generated:

Hypothesigs Cne, Part A - Before entering college, the parents of

the working—class waoman have very little control in the decision
cf whether their child will go to college nor in which school she
will attend. The actual decisions are made almost exclusively by
the prospective student...

Hypothesis One, Part B — ...and are based ov one or more of these

factors: the costs of tuition and fees, the availakility of
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scholarships in relation to the cost of tuition and fees, and the
proximity of the college to the working-class woman's home.

Hypothesis Two - Initially the first generation, working-class

WOoman student feels alienated ky and from the academic
institution, both professionally and personally.

Hypothesis Three - Affter surviving the weeding—-out process and

thues, having keern in college for at least two years, the working-
class woman student still feels alienated by and from the
academic institution she is attending,

Hyrothesis Four —- A network consisting sometimes of family

memhers, hut mostly friends, significant others, & few
professors, academic advisors, and women's services serves as a
support system for the working-class woman student.

Hypothesis Five — During her undergraduate studies arnd afterward,

the working-class waman student experiences a sense of aliemation
by and from her family.
Methodology
The data for this study were collected by using an open-—
ended questionnalre. The primary reasons for usirg a
questionnaire as oprosed to a oral interview format were that I

wanted to interview participants living in different regions of

the country. I did not have the neccesary fimancial resources
for transcribhing lengthy interviews, The actual guestionnaire
was ten pages in length containing 42 gquestions, v the average

it took the respondents two weeks to return the guestionnaire.
Some participants were able to veturn it in less than a week, a
few took as long as a month. The guestionnaire contained

gquestions directly relevant to the hypothesis as well as
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|



supplemental gquestions intended to give me & sense of the
respondent - that would have been more obvious with an in-person
interview (see questionnaire in Appendix A.)

The respondents were located by using -the networking or
snowball system. I hegan with two women 1 knew who were first
generation, working—clasg women . Both agreed to answer the
guestiormaire and also offered to give questionnaires to other
women they knew who were first generation, working-class women.
The otter women then filled out the guestiormaires and informed
me aof women they knew who fit the criteria of the study. The
criteria wused in selecting respondents was that she was a first
generation, working-class woman student, {or had been) and had
completed at least two years of undergraduate work at a four year
college., In this marmner I generated eight respondents, including
several woamen who I did not know personally. I used eight
respondents because the guestionnaire provided for rich data and
extensive analysis. ”

The rvespondents vary in age, regions of the country where
they were raised, and the level of education they have attained.
They are similar in the sense that they all are first geweration,
working—class Women students who have campleted their
hachelor degrees at a four year university, with the exception of
one student who is near completion. They are all white also,
except for one respondent who is hlack. Initially I wanted
respondents who hegan their education and finished their
undergraduate work at a four year university. I soon discovered

that finding working—class women who fit this criteria would he

26



difficult. As I have already discussed, hecause of a lack of
financial resocurces most working-class students must hegin their
formal education at a community college. Because of the
difficulty locating respondents who had started and finished
their education at four year scheols, 1 decided to inciude
respondents (three to he exact) who initially attended 2
community college aﬁd then transferred to a four year
institution.

The resyondents in this study are arnomalies in many ways.
Simply attending a four year university makes them the exception
to the rule in working-class families. All but two are mot
married, which means they have rot accepted the expectation that
for them to gaiw the family s respect, they must marry. Another
unigque characteristic of these respondents 1s the level of
education they have 1irveceived. Most are either currently in
giraduate school or have already attained doctorate degrees. Twe
are currently colliege professors which is a major achievement for
working—class women. Fecall that Senmett and Cohk assert that
only 12 out of every one thousand sons of blue-cellar warkers
rise to the level of the professions. Fyan, Jake and Sackrey
use only male working—-class professoirs because they had such
difficulty locating working-class female professors. The
respondents high levels of education means they are not only

highly intelligent hut also determined to foster that

intelligence through formal education we matter the emotional
and fimancial ohstacles. Because these women are so highly
educated, they are rnot microceosms of working-class women. This

does wnot mean they don't identify themselves as working-class
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because they do. Instead it just means they are atypical
working—class women.

Like the authors of Women's Ways of KEnpwing I propose to

share some of the personal experiences of eight first generation,
working-class womenn who either are or have been undergraduate
students, For example, 1 examine: (a) how they managed as
working—class women to attend a four year college; (b} how they
felt once on the colleyge campus; (c) how they survived and
succeeded through their undergraduate years; (d> and how their
relationships with their families changed over time. I identify
eack respondent by reference to her undergrgduate major and
academic area.
Data Analysis and Discussion

To consistentiy analyze the data for each hypothesis, I
created one method of measurement to use for all the hyypotheses.
In this method the respondent’s answers were recaorded wsing x's
to mean the answer confirmed the hypothesis, y's refuted, and z's
meant the answer neither confirmed nor refuted. Hsually =z's
equated to the fact that the responrndent did not arnswer %the
guestion at all or gave an answer which was irrelevant to the
hypothesis. I developed a chart, giving each resypondent a number
from onrne to seven. The respondent’s numbhers were place at the
top of the chart, and on the side the numhers of the ¢questions
intended to support or refute the hypothesis, Then I coded each
respondent’s answer to the questions used for each hypothesis.
If the response confirmed the hypothesis, I marked an x. If the

arnswer to the gquestion refuted the hypothesis, I marked a y. If



it did not refute or support, or if the question was not
answered, I marked a z. After coding the respondents’ answers
te all the appropriate questions, I tallied up the number of %'s,
y's and z's. The numker of x's determined the status of the
hypothesis. The relevance of the numbker of %'s was drawn from a
statistical chart I created:

Percentage of X's

O-20% = strong refutation

ZO-d 0% refutation

dO-£0% = neutral

f

&6-80% = confirmation

20-100% = strong confirmation
By wsing this chart I was able to consistently analyze each
hypothesis instead of relying toeo heavily on my own subjective
opinion.

The Ffirst hypothesis deals with the working-class woman's
decision to go to college and the mamnmer in which the decisiown
was made. I broke this particular hypothesis into two sections
in order to effectly analyze. Part A states:

"hefore entering college, the parents of the working-class

woman have very little control in the decision of whether

theiv child will go to college wnor in which school she will
attend. The actual decisions are made almost exclusively
ky the yprospective student...”

The guestions intended to solicit this information are:

103 Why did you decide to go to college™

115 Why did vou decide to go to a fouwr year university?
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12» How much imput/control did you have in the decision
to go to college?

13> How much imput/control did your parentg, siklings,
friends, or acquaintances (such as guidance
counselors) have in the decision?

The responses to these qguestions indicate a strong confirm-—
ation that the parents of the working-class prospective student
have wvery little control in the decision of whether she will
attend college., They have little influence in deciding which
school she will atténd, also. Instead +the decisions are made
almost exgclusively by the prospective student. Each respondent
indicates she had complete control in the decisions. For

instance, the guestion "how much imput/control did you have in

the decision to go to college?” evoke the following responses:

"1 had total control in the decision." “I feel that I had the
control in making the decision." "20%4 was my input,”" and "it was
my decision exclusively." Many of the responses indicate that

not only did they have full control, their parents had 1little
divect influence in the matter. There 1is noé any ‘mentian of
parent’s strongly encouraging ov pushing the respondents to go to
college., An english major says, "at hbest, I received only passive
suprprart  from anyone." The parents of these working-class
prospective students are incredihly inactive in the decision-
making process. This is wot so surprising in light of Rubin's
findings. The respondents in her study, for the most part, do
not really intend for theivr children to go to college, especially
their female children. They expect their children will
ultimately live the same kind of lives, mayhe slightly hetter, as

they do. Many of the participants in this study indicate their



parents had other plans for them - plans that were specifically
kased on the fact that they were female. The biology major has
this to say ahout her mother’s plans for her:
I think her aspirations for me were: getting some sort
of "training" after high scheol so I would have some
skill to "fall hack on" if (god forbkid) that was
necessary. I remember hev telling me once that she had
taken out an 1nsurance policy when I was bhorn that I
could cash in when I was 13. 8he said it wasn't much -
but maybe I could wuse it to go to school to Lhe a
keauticiam or a secretary.
tinfortunately her mother died when the respondent was a sophomore
in high school. So she mever knew what her daughter did with the
insurance policy. The respondent did not wse the policy to
lrecome a heautician or a secretary. Instead she cashed it iw her
first vyear of college, the most firnancially difficult year for
her. The insurance policy helped her become a professor. Her
story illustrates what many of the yparents expect of their
female children i1s not what they eventually hecome. The english
majoi also reveals her parents’expectations of her. She says, "I

remember dquarrelling with my mother akout my wanting to take a

college ypreparatory course in  high school. She was very
insistent that the secretarial course was a wiser choice. My
father would not involve  himself in our dispute.” This

respondent went on to attain a kachelor of arts degree and she
has completed a year and a half of graduate work.
Mone of the respondents indicate their parents wished them

i1l will or were malicious in any manner. Instead they were
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simply passive and inactive in their female child's pursuit of an
education. They simply did not participate. They did not, or
could not plan ahead for their child's education, Most of the
respondents’ families are traditional working-class families,
holding traditional working—-class values. Working class families
tend to view their male children as bhreadwinners and their female
childvren as future wives of breadwinners. So there is for them,
very little reason to extravagantly plan ahead for theinr
daughters futures.

Part B of the first hypothesis states that the decision of
which school to attend is:

"hased on one or more of these factovs: the costs of tuition

and fees, the availakility of scholarships in velation to

the costs of tuition and fees, and the proximity of the

college to the working-class woman?s home."”
The following dquestions are intended to support ov refute this
part of the hypothesis.

143 What cellege(s? did you attend and where was it in
relation to your home?

1) Why did you decide on that particular school?

The ryrespondents? answers to these gquestions confirm the second
part of the first hypothesis. The decision of which school the
warking—class prospective student will attend is based on one or
a combivnation of the following factovrs: the costs of tuition and
fees, the availahility of scholarships in relation to the costs
of tuition and fees, and the proximity of the school to +the
waoman?s home.

All of the women interviewed initially attended a college
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located within 90 miles of their home. The majority of the
respondents enrolled in a school that was not any more than five
miles from where they called home. Furthermore, several of the
women, indicate proximity of the college as heing the deciding
factﬁr. The political science major ironicaliy later did ther

graduate work overseas kut first atterded schoals in her hometown.

She went to these schools hecause they "were close toc home." A
communiication major indicates both proximity and costs as
determinative. She chose the college hecause "1t was close by
and very i1nexpensive." Furthermore, as she explains securing a

scholarship was an extra incentive.
I was 1living with two other women wha had recently
gotten out of the army. {The university] was close hy
and cheap — they were going and we all had the GI Bill
~ youu lpose it if you don't use it within tern years -
and it was movney — so I decided to go.

The availakility of sch&iarships and other forms of aid
are a crucial factor which allowed some of the women 1n  this
study to ke more selective in their gellege choices. The musig
student says that she went to school on a music scholarship,
grants, loans, wark-study and help from her aunt and wncle. (She
is was one of two whe had some fiwmancial suppovrt from extended
family relatives.) ©SEhe attended a small, private school. When

asked why she decided on that particular school she indicates

that first, "it had an excellent music school”, second, "it was
small arnd seemed personakle”, and thivd, "it was impressive
because it was expensive." Unlike the majority of the women, she
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was able +to choose her school bhased on the quality of a
department regardless of costs. The music scholarship though,
probkakly played & role in heing ahkle to he selective. The
biology student also chose her school in part because
of departmental reputation. She went to a college which was 20
miles fvrom hev home that "had a very good bioclogy department...”
This woman is the only respondent who attended college during the
1760's, a period when there was likeral subsidization of higher
education. She says she "had a Basic Opportunity Grant, a
scholarship, and an NDSL fund loan," and work-study. The Basic
Opportunity Grant and the NDSL are difficult to obtain now even
for the neediest students.

A psychology major in attempting to explain why she attended
a private college says she rveally doesn’t "even kwniow that there
vere clear deciding factors." She says that:

I feel like deciding factors might come into play move

with someone who has informatiorn on the costs and -

benefits of 2 and 4 year programs and can then weigh
that iwnformation; I feel it wasn't that clear to me,
but that I just did it.

She further explains that while attending this private, expensive

college she was not aware that their tuition and fees costs would

ke considered high. She did not know the typical costs of
atténding a university. All this reflects how baffling choosing
a school can he for a working—class woman. The psychology major

ultimately explains that she chose the private college hecause of
its promotional jingle. Ske remembers she liked the name of the

college. In high school, at a college fair, a representative of
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the college related a "catchy phrase" that played on the colleges
TAME . She thought it was "cute and decided to go." She says,
"I'm heing very seriousj; I had no idea really what they were like
academically, nor did I realize that this should be a concern or

a decidingy factor.' Her account certainly makes the point that
she did not really know what factors most students consider when
Choosing a college.

Unfortunately, most of the women interviewed indicate in one
way or another that the academic reputations of their schools was
not the top priority. Like this women, some did not even kwrow it
should be a serious consideration. HBecause they did not have any
expevrience in this new game, nor a rule hook, most of these women
chose their schools hkecause of the costs of attendance, or the
availakility of scholarships and the proximity of the school to
help defray the costs. Several of the women did not even see the
college they would ke attending until after they had committed to

attend. The women'®s responses indicate then, that for the most

part these first gevreration, working—-class women studernts have

not chosen their schools first and foremost on academic
reputation. The wuwality of the university’s education is
secondary to other more pressing matters. How much tuition and

fees are, chances of securing aid, and how close the school is
te home are the primary factors inveolved in  the decision of

which schoonl to attend.

The second hypothesis states:
"imitially, the first generation, working-class woman
student feels alienated by and from the academic



institution, both professionally and personally."”

The guestions intended to support or refute the hypothesis are:

17) Did you go to "new student” orientation? If yvou did

not, why? If vou did, why? Describe vyour
experience. (Please ariswer but not limit yvourself
to these kind ef questions: Were you alone? How

did you feel?)

22y What were your initial feelings and attitudes ahout
your classmates? Did those feelings and attitudes
change over time? If so, when and why?

23y What were vour initial feelings and attitudes akbout
your professors? Did your feelings and attitudes
akout vyowr professors change over time? If so,
when and why?

27y If you lived in the dorms, did you participate in
dorm activities? If you participated, why? If you
did not participate, why? .

20y DidA vout initially hbecome & memher or hecome
involved in a student orgarization or activity?® I
yvou did, please descrike the organization or

activity and why/how you kecame involved in it.

Fty If wyou did wnot hecome invelved in a student
organization ovy activity, is there a particular
reason why you did not?

The analysis of the data for these questions indicates the
hypothesis is refuted. GSpecifically, ten of the responses refute
the hypothesis, fifteen confirm it, and seventeen answers are
irrelevant to the hypothesis.

When writing these guestions I hypothesized that wovking-

class women students who participate in rertra-curvicular

activities do not feel alievated from the academic imstitution.

I eguated participation as an indication of feeling a sense of

belonging. Five of the respondents lived in the dorms. Of those
five, four participated in dorm activities. The music major
says, "I +tried fo participate in most activities hecause I am a

[
o



social person...” An educational media major says that there
were mnot many dorm activities kut she did participate "mostly
at the urgings of ... friends.”" The psycholugy major was even
hall president. She was involved during high schoel in student
council. So she continued her involvement in student government
ditring her first vyears of college. The respondents who
participated in dovm activities were also active in other extra-
curricular organizations. The music major was especially active
in several different music groups. She says, "1 loved
music and wanted to ke involved, It was also eupected that music
students would ke in several organizations." The media major
"joined several Chyristian student organizations for fellowshiyp,
suppovt and friendship." For & variety of reasons then, many of
the women participated in extra-curricular activities. Assuming
that participation indicates feeling a sense of helonging on the
college campus, then these women appear to have not felt
alienated by the academic institution. '

The ireny of these women’s statements is that almost all of
them indicate in a previouws guestion that they did feel

different, strange or alienated from their academic environment.

For the question, "what were your initial feelings and attitudes
akout vyour classmates?..." five out of seven of the women
EXpPYEss feelings of alienation from their classmates. Two of

the women who actively participated in extra—-curricular functions
also indicate feeling different or estranged from their
classsmates. The music student says, '"the hasic feeling was one

of snobkiness.” She feels her classmates thought they were
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petter than her, especially "fratermity and sorority ypeople.”
Even the psychology majovr who held the position of hall president
indicates she immediately felt different from her dorm—mates.
She says:
I think of my attitudes toward the other women who
lived in my dorm. While many of them came fram smaller
towns too, I still realized that they had more money
than me; for example, my roommate had tons of clothes
and shoes... My second day there they were all (well
most) interested in ternnis matches on T.V. af course
they all played ternis and I didn’t know anything ahbout
it. I realized even then that this was hecause of my
hackground. ...
Sthe qgoes on to explain that her feelings of not fitting in  only
intensified over time. Even while she was hall president she
felt bitterness toward her dorm-mates. kWhen she tranferred to a
larger and cheaper university, she left with "the attitude that
they were a bunch of rich, shallow, immature brats.”

Hev feelings toward her past dorm—mates are certainly
strong. According to John McDermott her feelings are a result of
experiencing what he terms the "“laying—on of CultuPE."d Sernnett
and Cobb explain that working—class students are often

made to feel inadequate by a "laying-on of culture”
practiced in college by their teachers and the more
privileged students — a process that causes people to
feal inadequate...hy subjecting them to an unfamiliar

set of rules in a game where resypect is the prize.

(26-27)
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This woman's experience with her dormmates and their excitement
over ternis matches is an example of "laying—oﬁ of culture.”
Several of the respondents give remarks that show they
encountered similar experiences. The communication major says,
"I felt 1like so many people were snoks..." From reading her
guestionmaire it does not appear she gemerally had difficulty
making friends. But on campus she "felt alone and uncomfortable
a lot." She also remarks that she "felt like an alien." This
feeling of alievation continued for Her throughout her academic
Career.

The question that asks the vespondents about their feelings
toward their professors elicits a few comments that reflect
alienation. Two of the respondents say they were intimidated or,
afraid of their professors. A radio and television major, the
only black woman in this study says, "initially I was afraid of
g;l professors. After time went on I tealized they are people
alspo.” Her's and other respondent’s feelings of intimidation is
certainly directly related to class differences. Working—class
children are taught to respect,' arnd almost hold in awe, anyone
whe is in a positiorn of power. While respecting professors is
important for the student/teacher relationship, fearing
professors is counterproductive to the student’s learning
FYrOCEsSs. The political sc;ence major says, "I generally held
them in awe and was guite shy and nen—assertive. These feelings
and attitudes did rot change appreciably over time."” If a woman
student doesn’t feel comfortakle appyoaching professors, it 1s

guite possible that her intellectual, academic, and emotional



confidernce will remain low. As Sandler and Hall point out
informal angdg formal interaction with professors can help to
foster a woman's self-esteem.

During the first three years of my undergraduate work, I was
particularly intimidated by professors. I rarely went to their
office hours unless abksolutely necessary. While I would
participate in class, I was too uncomfortakle having one aon one
interaction with my professors. I chandged my behaviaor only
hecause I firally realized 1t was detrimental teo my growth as a
student. I literally forced myself to seek professors out,
question my grade or ideas that were discussed in class. Hhen 1
did seek out professors I actﬁally received a lot of ypositive
feedhack that helgped my self-esteem amd made me feel like I
"deserved" to be in college. While it isn't a professor’s sole
responsibility to interact with stﬁdents, I helieve it is partly
their responsihility to initiate interaction, Initiating
itnteraction with a working-class waoman student caw benefit her hy
sometimes helping heyr to feel 1like she belongs on the college
campus, that she isn’t an unnoticed guest,

By confusing behavior with attitudes I helieve I asked
gquestions for this hypothesis which are not always appropriate
in eliciting the respondent’s feeling of alienation ovr kelonging.
I've come to realize that just hecause a student participates in
extra~curvriucular activities, this doesn’t recessarily mean she
feels welcome on the college campus. The real praohlem lies in
framing gquestions which can gauge feelings of alienation or
feelings of helonging. I helieve 1 could have asked different

gquestions, phrased like: How comfortable did you feel on vyour
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college campus? How comfortahble wére you with_interacting with
your professaors and classmates? These kind of gquestions might
have more effectively elicited the respondents feelings.
The third hypothesis states:
"After surviving the weeding-out process and thus, having
keen in college for at least twao years, the working-class
woman student still feels alienated by and fyrom the academic
institution.”
The guestions used to support ovr vefute this hypothesis are:
27> If it is possihle, please relate how you see your-—
self as having changed academically, emotionally,

and mentally form vyour initial experiences of
college to vyowr last semester of undergraduate

work.
Z2) Did vou ever hecome invelved in a student
organization or activity? If so, whenrn and why?

If not, why?

The third hypothesis 1is directly related teo the second
hypothesis; the only difference is the time Tactor. It is
obhvious then that the third hypothesis is refuted. I used the
same logic as hefore — assuming participation equates to a lack
ef alienation. The same respondents who earlier indicated
feelings of aliemation alse indicated in question 32 that they
participated in extra-curricular events throughout their academic
career.

The fourth hypothesis deals with the necessity of a support
system, It states:

"A mnetwork, consisting sometimes of family members, but

maostly friends, significant others, a few professors,

academic advisors, and women’s services serves as a support
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system for the working—-class woman student."”
The questionms used to support or refute the hypothesis are:
24) Was there a professor who was especially supportive

or non—supportive during your undergraduate
studies? If so, please relate your experience.

it
Lk
S

During your initial experience of college did vyou
have any frievds who were supportive or
encouraging? If so0, please explain what your
relationship was like with them. For _.instance:
Were they friends you knew before college? Cr did
yau meet them at school™” Did they have & similar
hackground as yours?

Zd) During your undergraduate studies did you ever have
what you consider a support system? If so, please
describe that support system, who it was made up
of, and what it meant to you.

A
|

At the school you attevnded were there any student
services availahkle specifically for women? If so,

did you use them? If you did, when and why? If

you did not, why?

The responses to these question indicate a strong confivmation of
the hypothesis. All kut one respondent say they had what they
consider a&a support system. This support system was made up of
close friends, significant others, professors, a few advisors,
and sometimes when available women'®s services,

The respondents indicate they had at least ene supportive
professorr who made a lasting itmpression on them. It really is
net remarkable that all the wamen have come into contact with a
professor who was especially supportive and thus memorakle. Most
former college students could reflect on a particular professor
who was influential during their college careers. The impoviant
point some of these womevi make is how a&a professor’s support
affected their self-esteem. I helieve a professor's support is

crucial for working—-class women who enter the academic

envirornment without a frame of reference for what they are about

d2



to encounter. Not having this frame of reference carn gprobably
lead to plaguinyg self-doubts for the first generation, working-
class woman. Many of the women I questioned indicate they had
difficulty kelieving in their intellectual capabilities. MWhile é
few women mention that supyportive professors helped them Ly
writing letters of recommendation and other tangihle actions,
most of the women emphasize how the professer affected the way

they felt akout themselves. For instance, the psychology student

says this akout a Women's Studies professor: "She was very free
with positive feedhack. Which did wonders for my self-esteem.”
The ewnglish student as a child dreamed "ohsessively"” about

attending a particular highly respected wuniversity and was
strongly influevced by the support of her Jjunior college
literature instructor. In hey words, "he encouraged me not to
givé up  the ... dream." The professor even went so far as
react strongly when the respondent dropped out of junior college.
She says, "whern I dropped out, he wrote my father to deplovre my
action and toe enlist my father®s help." 1t toak this woman "more
than ten vyears to get there"” but she eventually realized her
dream and attended that particular university. UOn that campus
she met another professor who was especially supportive. She

says her history instructor “"was very encouraging and really

hoosted my confidence."” The music major says her fiute
instructor gave her "positive support" and "really kept" her
"going". The radio and television major explains that when she
was having difficulty in her spanish class, "my professor was

really helpful and understanding. He even told me to stop trying



to study when I don’f feel into the study mood. 1Just give
vourself some time and things will come kack to you' was one of
his hbest lines."” He eventuwally left her college and she
expresses how much she would like for him to return “because he
was a great professor.”

These comments reflect how beneficial the affirming model

=

can be to working-class women students. Previously, I discussed
the detrimental effects of the doubting model on women students.
I strongly believe the affirming model can have long—term,
important henefits. For instance, in the case of the pyschology
major, the encouragement, support, and affirmation aof wprofessors
divectly influenced her decision to go to graduate school. She

says she was introduced to a counseliny psychology professor who

became her advisor. "He was always very nice and available" when
she ‘"needed to tatk about psychology and grad schooll” He
offered %0 write her letters of recommendation, kut more
importantiy, he gave her "a lot of support and i1nformation."”
The Women's Studies professor previously mentioned also
encouraged her to g0 to graduate school. She says, "hoth

fprofessors] just helped me to heliewve in myself arnd my ahility
to go to grad school." Her account is a testament to the
importanmt role professors can play in having a positive influence
on working—-class wamen students. |

A supportive professor can influence a working—class student
bhoth academically and emotionally. This kind of support 1is
especially significant when considering the work of Elaine H. El-
Khawas. In her study, she finds women undergraduates exhikbit

less confidence toward their prepaﬁation for graduate school than
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their male counterparts (7-8). Furthermore, Alexander W. Austin
finds that women students actually experierice a decline in their
academic and career aspirations during their undergraduate. years
(11d4,12%). The support of professors like the psychology student
experienced may contribute significantly in moderating a woman
student’s self-douhts. In this particular case, the supportive
guidance influenced her future educational goals.

All of the women who went to & school that offered student
services directed specifically to women eventually wsed those
services. While the women did not indicate these services were
their primary source of support, they did suggest that just the
existence of these services provided a sense of assurance, The
radio and television majer actually entered college with the help
and guidance of a student services called Special Services. She
SAYS:

Special Services was é support group for héndicapped
students, first generation students, ard fivancially
depressed students. This program introduced me to ...
[hevr university] and new friends. If it wasn't for
Special Services I doubt I would have made it through
my 1st year. Special Services was federally funded so
it was killed by Ron Reagan [sicl.
Her account 1is a testament of the need and bewnefits of student
services aimed at first geweration, working—-class students.
Special Services had a twofold effect on  her. First, it
introduced her to the college environment giving hev support and

guidance. Second, it allowed her to make friends who are also
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first generation, working—-class students.

One of the interesting findings from the gquestions akout a

support system is that some of the women say their support
system was made up of friends who were also working—-class. The
music major savys, "I really feel it was our similiar backgrounds
that drew" her friemd and her together. But most of the women
indicate that while their friends were their primary source of
support, some also add that their firiends were not workivg-
class. The hiology major says this her akout close and

supportive friends, "my college friends did not have a background
similar to mine (nig one di& that I knew of — a few folks who were
farmers? daunghkters came the closest).” By addivrg that their
friends were different from them, the respondents remarks left me
feeliny like they were always aware that their friends weren't
working—class, and that they felt working-class friends were
missing ",from theiy suppeort system. Because c¢class is &
characteristic which can't easily be identified, it is often
difficult for working—class women students to find otheir
working—class women students. Finding other working-class
students is important; otherwise these women prokakly would not
have added that their friends were not working—class. This 1is
where a student services like the radio and television student’s
Special Services can be so helpful for a working-class student.
Through a service like this ore, a working—-class woman can he
introduced to other working-class women, Her experiences as a
first generation, working-class woman student can he validated hy
other students who are similar to her.

Almost all of the women did not include their family membhers
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as souwrces of support. The exception to this is the radio and
telivision major. She remarks several times that her parewnts are
behind her "all the way." While one respondent’s remarks do not
substantiate this claim, it may be possihle that ethnic working-—
class parents are more likely to he supportive of their children
going to college. On the whole, a parent?s support is rarely
mentioned. The music student indicates hev mother’s support was
not the kind she needed anyway. She says:
I talked to my mother at home a lot bhut she did not
give the same kind of support. Whenevey T felt
hopeless, she would ask if I wanted to come home! I
did ot like that idea and therefore picked myself hack
up and went on.
For some reason fthe music student's mother was not akle to give
her the ewncouwraging support she reeded. It 1is actually
guestionahle as to whether her mother’s réaction was really
supportive. In ovne sense the mother?s comment can ke seen as
feeding dinto the student's already ewisting self-doubts rather
than encouraging her endeavors. Parent’s reactions to their
daughters educational pursuits will he discussed further next.
The final hypothesis states:
"During her undergraduate studies and afterward, the
working—class WOMAN student experiences a sense of
alienation by and from her family."
The gquestions that address this hypothesis are:
21> What was your relationship with your family memhers
like hefore entering college? Did yvour relatiaon-

ship change over time? If so, whenrn did it change
arnd what do youw attribute the change to?
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d40) How did vyour family react to vyour educational

pursuit and/or your successful completion of your

degree?
The information the respondents provide confirm the hypothesis.
The majority of the women experienced a sense of estrangement and
alienation from and hy their families. For most of the
respondents the change was gradual beginnming with their entrance
intoc college and worsening and they progressed. Some of the
respondents were close to their family memhers bhefore entering
school and thern experienced a change in the relationship during
school. fGthewrs were not particular close to theiv family memhbers
anyway, so the relationship further deteriorated.

This 1s not to say that parents of working—class women
students do not take pride in their daughters' accomplishments.
Most of the respondents indicate that upon their successful
completion of the undergraduate degree, their parents exhibited
pride in them. The psychalogy student seems surprised when she

recalls, "my parents actually had a small graduation party for me

afterward." The communication major directly acknowledges her
suprise. She says, "After I graduated I made a visit home. My
motheyr told me she was proud of me and gave me $100. I was very

surprised,”

These women express surprise akout their parents ohvious
shhaw of pride hecause their parents have for the most part hbeen
unsupportive through their daughter’s wndevgraduate years. . Some
of the respondents? parents are resentful or intimidated by their
dauwghters. ffepeatedly the reswpondents remark that on one hand

their parents are wvery proud of them, but on the other their
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parents began to treat them rather differently. The biology major
SAYS , "I know my father is quite proud of me...But as I acquired
more and more education, my parents — and %teo a greater extent -

my extended family...seemed somewhat suspicious of me and awkward

around me..." The psychology student, whose parents threw her a
graduation party, says she thinks her mother resents her. The
political science student?s parents seem to hide their true

feelings behind more acceptakle ones. She says when she finished

her undergraduate degree, her parents were "proud hut skeptical
of its true worth." Her "hrothers gloated when" she "did riot get
a great paying joh." It appears underneath the skepticism is

resentment. Otherwise heyr brothers would have hkeen sympathetic
when she didn’t get a well paying jokh. Othey women express
similar experiences. The music majov says about her father, "I

feel he respects me more and scmetimes I feel he fears me hecause

he thimks I know alot {sic] from going to college." Her father's
reaction is similar to Frank Rissaro’s in  Sernnett and Cobbk's
study.

The respondents view this change as occurring not only
because they have attained formal education, hkut hecause higheir
education has changed them., Many acknowledge their attitudes and
heliefs either changed in college or they grew more adamant in
their alvready existing heliefs. The pychology student says her
viewpoints are drastically different from her family’s. "I
think, too, that my Mom sometimes has a hard time with my
feminisem; I think there’s a mixture of feelinyg envy, respect and
anger." The prohlem seems to lie in the fact that two different

worlds hegin to clash. The parents still hold on te their



traditional values (and rightfully so0) while the daughters
emhrace new values. Foth groups have difficulty accepting the
other's values. For instance the biology student says:
As I progressed through school, my interests changed
samewhat... I «came toc like classical music — and some
of those interests just set me apart froem my family.
My father would call attention to this by saying I was
becoming "high falootin" ovr "a snok"....
It was wnot just that her intevests changed though, but her
heliefs bgcame more pronounced.
I had always keen liheral ypelitically... However, after
several years of college I hecame evenrn more liberal and
this made my father very uncomfortakle. He referred to
me several times as the family's "jew and niggev lover”
- even introduced me once that way to a.fPiEﬁd of his.
She explains her father’sﬂbehavior is a result of him keinyg a
likte the character, Archie Bunker.

Same of the respondents take part of the responsihility for
the alienation they experienced. They acknowledge they also
alienated their family members by becoming very verkal in their
heliefs oy heing intolerant of their parents and siblings. They
also give excuses to justify their parent’s feelings toward them.
The psychology student whose mother has prohlems with her
feminism says: "I thinks she feels threatened hy me and my
education, mainly because she didn't graduate fyom high school
and really sees herself as stupid...” In this way, the women can

forgive their parents. At the same time, they understand their



parent’s feelings. Unlike what their parents might think, some
of them have not went to college and emhbraced middle class
ideals. Marny of them are still firmly rooted in their sense of
bheing workimg—-class. They understand amd are sympathetic to the
plight of the working-class hbecause they too experiernce the same
difficulties. They take pride in being working-class — for they
realize an education does not necessarily mean acceptance into
the middle classes. As the communication major explains,
"working-class is 'knowing wheyve vyou came from and never
forgetting it." And marny of them express dislike for middle
class customs and values. They probalkly would not want to join
the ranks of the middle class even if they were invited. I am
sure many struggle daily with keing a working—-class woman ftrying
to participate arnd succeed in a middle class environment. For
example, the psychology major, who is doing her doctorate work
now, firnds herself constantly guestioning and challengivyg the
traditional psychological methods and models she is kheing taught
in graduate ‘school. She realizes many of them are created in the
mirnds of middle class scholars who have little understanding of
working—-class heliefs and values. She finds some of the methods
and models particularly biased against working—-class people. And
she wonders why she is working toward a Ph.D. in a field which is
s¢ often ohklivious to the diversity of people in this country.
Although she 1is wvery successful, she also realizes success
doesn't change who she is, and hence, where she came from.
Getting a Ph.D. will mean she is a working—class doctor of
philosophy; she will mnever be a middle class doctor of

philosophy, Mayhke that dis why the respondent who majored in-



communication is reluctant to go to graduaate Fchool. She is a

working—class woman who questions middle class values. $She says:
"I still feel at odds with the academic world and ail
its values on intellectualism. I have trouble with a
society that grants so much power and authority to many
with college degrees (and money) when lessons learned
from life are given such little merit. I struggle with
the idea of pursuing a higher degree partly hecause of
the academic world and my inability to completely
embrace it."

As long as this society refuses to ackrowledge that it is

stratified, and wuntil uwpward mokility is recognized as a myth,

and the distribution of power in this country is granted equally,

these women will continue to struggle with their class statuses.

Summary

This study is iﬁtended to explicate the experiences of eight
first generation, working-class women students. I examirned how
a *first generation, workindg—class woman chooses the initial
college she will attend. For the most part she decides on the
particular school solely on her own, Her parents have little, if
any, contrel in the decision-making process. The working—-class
woman generally must place great emphasis on the costs of tuition
and fees, her ability to secure scholarships and financial aid,
and how close the school is to her home. Marny of the women
indicate they felt alienated by the academic institution. They
build a mnetwork consisting of friends, significant others,

professors, some advisors but rarely parents. The network serves
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as a support system for the werking-class woman student. During
her undergraduate years and afterward, the woman experiences
alienation from and by her family. This reciprocal process
includes clashing of new values with old values.
Limitations
By interviewing these women after they had completed their
degree, I had to depend on the accuracy of their reflective
capabhilities. As with any study which relies on retrospection,
the participants?! memories are always in gquestion. Most
respondennits  tell the truth but the passing of time distorts
actual events, The bhiclogy major who became a professor and
research explains it well. She cautions me when she says,
in some ways, 1it's been hard for me to separate out
insights I actually had during my college vyears from
conciusions I drew later,.. it's difficult to separate
(and even remember) what I thought ther from what I
kriow and think with the vantage point I have now.
This 1is & legitimate drawhack with a retrospective study. The
problem is with gualitative research studies there are few
feasible options. Longitudinal studies usually reguire years of
time and much finarncial investment. I think there is a kenefit
to using ppev—ended guestionnaires in a retvospective study. In a

verhal interview the respondent is asked a guestion and must soon

respond. The researcher probably isn’t rushing the participant,
but the researcher is physically theve waiting for a reply. The
participant has more time with a guestignnaire, and the

researcher 1s not evewn present. The respondent can think ahbout



the dquestion for as long as s/he wants. S/he has more time to
separate hetween fact and fiction, hetween what really happened
and what s/he likes to think happened.

There are drawbacks to the gquestiormaire format. Many
people find it difficult to express their thoughts in writing.
They are mare verhally orientated. I faced the proklem of writing
specific questiﬁns that couldn*t ke elakorated on when necessary.
I also could not further exuplore the respondents’ answers. What
they wrote on the guestionnmaire is what I analyzed.

I have been taught to ke critical of studies which don't use

a large "subkject pool". Ordimarily I might criticize a study
which omnly uses eight respondents. Eut many “subject pools" in
research studies are teo small. Why invalidate these women’'s

lived experiences hecause there was naot enough of them™ The data
they provided was rich arnd gquite extensive. What they told me in
their guestiormalilres was what they experienced as first
genevation, working—class women students. Throughout the study I
stuggyled with trying net to over—-generalize the espondents?
experiences - not hecause theve were only eight women involved -
kut hecause each woman has an  i1ndividuaal, uwnigue experience.,
fach woman is the exceptiow to the rule in her family. Therefore,
I have tried to allow epach respondent’s voice to he heard.

I have tried in this study to also include the wvoices of
working—class women who are women of coler. When the working-
class woman of color responses differed dramatically from the
white wamen's responses, I wroted it. This study mainly focuses
on  gender and class. I have tried to illustrate how women of

color are effected hecause of their ethnicity in academia. Bt



as Baca Zinm, Lymnn Webher Carnon, Elizaketh Higginkbotham, and
Eornvie Thorton Dill state, it is "difficult to delirneate the ways
that classism excludes...women of color who are from the
working—-class" (294). When the compounding variakles of class

and ethnicity comhiwe, it is difficult to determine which factor

is taving the detrimental effect. A woman often faces
discriminatian hbecause of a combination of hoth factors, not
just her ethnicity and not just her class vpositian. I have

chosen to focus on class in this study and have usually refrained
froﬁ discussing class and ethnicity. Mot all of the respondents
in this study are heterosexual either. Therefore, I have also
rot considered how leshianmism comhines with class.

Future Avenues of Research

This study should indicate the need for scholarly vesearch

en first generation, " working-class women students and  on
working-class women 1in  general. Specifically theve 1is a
necessity for longitudinal studies that counld trace first

generation, working-class women students? experierces during
college. Alsg there is a streng need for studies which examine
the comhination of ethnicity, class and gender. How these three
factars comhine and compound one another have rarely heen
examined.

Other areas which need to be studied are important for
college and university policies. As discussed earlier in  this
study, a student services office was quite beneficial and
effective for one working-class respondent. Unfortunately,

education 1is curvently being hit hard ky hodget cuts, Chre
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universgities, wusually the first areas to ke eliminated are
services that specifically deal with special groups of students.
Student services do not always have to be federally funded teo
exist though. There are always alternative forms of funding
availakle, for instance, using a portion of students' fees +to
begin and maintain a first generation support service is an
option. It really is a gquestion of the universities commitment
to people who have diverse needs.

Institutiomalized discrimination is wusually subtle but
rampant o most college campuses. Foi instance, most
universities state in the fin#ncial assistance section of their
handhbooks that theiv philosophy toward financial aid is: It 1is
primarily the responsibility of the parents and/or student to
finance the costs of an educatior.' A philosophy of this mnature
institutionally discriminates against wovrking-class people. In

most middle class families, the parents are able and willing to

fivancially invest in theiw child’s education. In fact, they
view their child’s educational purswit as  an investment.
Working—-eclass vparents usually camn not afford to even contribute

to their child’s education. Whern they can, they often won't

hecause they hold a different set of values than middle class

people. Working—class parents believe it is their child’s
responsibkility to fund an education. How caw a working—class
student he expected to pay faor her or his own education? Their

parents and educational institutions expect them too, though. As
a rvesult, working—class stuadents have an unequal chance of
attaining & formal education. Many institutions would prohbahbly

argue that there is federally funded types of aid for

n
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disadvantaged students. While this may ke true, ajd is becoming
very difficult to obtain and rarely is enough. A working—class
student will eventually pay more for the same college education
that a middle class person receives hecause s/he will have +to
take out more federally funded loans. foeriﬂg college workstudy
and paying minimum wage to students is not committing to giving
disadvantaged students an equal chance, either. It is diffigult
to bkelieve that one university handhook actually hoasts of having
employed over 5,000 students in one year. Paying 5,000 students
3.32 an hour means this university has acquired a cheap lahor
force.

These are the ohvious and most desperately needed ways a
uriiversity can he sensitive to working-class people’s wneeds.
There are other ways that are just as vital. grie such area is
faculty awareness of their students diversity and divergewt
needs. Faculty c¢an play a major role in fostering a student's
educational pursuit, Ry being sensitive to the ﬁeeds of working-
class women, ethnic women, and women in general, faculty can
interact with these students in a heneficial marmer. They can
confirm their womenn students and wvalidate their feelings.
Employing teachingy methods such as the affirming model can
improve theivr teaching techniques. A1l of these different ideas
can he taught in a conmsciousness vaising workshop for faculty.
It is wup to each university to commit themselves to offering a
fair and egual education to all ypeople, regardless aof race,
class, or gender, and to provide & campus which welcomes and

seeks to understand the needs of these people.



The field of class research is abundant in opportunities.
Scholarly work could provide validation for so many women who
feel isolated and alone in their experiences. At the least, 1
hope this study can provide validation for the eight first
generation, working—-class woman who shared theiyr stories and made

this study possihble.
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Appendin A

1. Did you grow up in & neighborhood? If so, where was it?
2. What were the socio-economic hkackgrounds of your neighbkors?
3. If you did wot grow up in a wneighhorhood, what kind of area

did you grow up in7

d. What kind of irncome—earning work did your parents do?

S. Did vouw have any brothers or sisters? If so, how many?

&, What were you in relatien te them? Oldest, youngest, middle
child?

7. Please list your immediate family memhers and how much

education they received. (Please include vyourself. It 1is
also not necessary to use actual names, just their relation
to you. For example: Mother - High School graduate,
Step—-father - Minth grade.)

2. What were your parents’® attitudes about secondary education?
{Grade school and high school)



9. What were your parents associations/attitudes toward higher
education?

r

10. Why did you decide fto go to college?

il. Why did you decide to go to & four yvear university?
{(Please give all deciding factors.?

12. How much imput/ceontrol did you have in the decigion te go to
college?

13 How much imput/control did your parents, siblings, friends,
oy acguaintances (such as guidance counselors)? have in the
decision?



id.

15.

What college{s) did you attend and where was it in relation
to your home??

Why did you decide on that particular school?

Had you ever heen on a college campus bhefore you entered
school® If so, how often and what for?

Did you visit the campus of the college you eventually
went to before attending?

If you did, did your parents, sihblings, or friends visit
the campus with you?

Did you go to "new student"” orientation? If you did not,
why? If you did, why? Descrihbe your experience. (Please
answer but rnot limit yourself to these kind of questions:
Were yvou alone? How did you feel?)

&1



21. What was your relationship with your family members like
pefore entering college? Did your relationship with them
charnge over time? If so, when did it change and what do
yvou attribute the charnge to?

22. What were your initial feelings and attitudes akbout vyour
classmates? Did those feelings and attitudes change over
time? If so, when and why?

ﬂ.
FJ



2Z. What were your initial feelings and attitudes about your
professors? Did your feelings and attitudes about your
professaors change over time? If so, when and why?

24. Was theve a professor who was especially supportive or non-—
supportive during your undergraduate studies? If so, please

relate your euperience.

i
- -

Initially how did you do in terms of grades? Did your
initial grades remain the same or did they change over
time? If they improved or declined, when and what do you

attribute the improval or decline to?

&3



What were your initial feelings akbout success and failure?

26,
Did those feelings change? If so, when and why?

27. If it is possihle, please relate how you see yourself as
having changed academically, emotionally and mentally from
your initial ewperiences of college to your last semester

ef undergraduate wark.

Where did yvou live initially and why did you live there?

-
28,



did you participate in dorm

2%. If you lived in the dorms,
If you did rnot

activities? If you participated, why?
participate, why?

30. Did youw initially become a member or kecome involved in
a student organization or activity? If you did, please
descrihe the organization or activity and why/how you

kecame involved in it.

3 If you did rot initially become involved 1n a student
organization or activity, 1s there a particular reason why

you did not?™

Did you ever hecome involved in a student organization or
activity? If so, when and why? If not, why?

i
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33. During your initial experience of cellege did you have
any friends who were supportive or encouraging? If so,
please explain what your relationship was like with them,
For instance: Were they friends you knew hefore college?
Or did you meet them at school? Did they have a similar
background as vyours?

3d. During your undergraduate studies did you ever have what
you consider a support system? If so, please descrihbe that
support system, who 1t was made up of, and what it meant to
you.

33. At the school vou attended were there any student services
availahle specifically for wamen? If so, did you use them?
If you did when and why? If you did not, why?



(%]
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How and when did you choose a major? Why that particular
major?

During school, did you work?Y If so, how often and how
many johs during aone semester?

If vou worked, did you want to or have to? Why?

If you had to work, did your work ever interfere with
your studies? If so, how and why?

&7



a0,

d1.

<%
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How did your family react to your educational pursuit and/or
your successful completion of your undergraduate degree?

How do you define "working-class"?

Is there anything vou would like to add that I have not
asked? Do vyou have any gquestions or additional commernts?

[Fd
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Notes

1
See Fon Chernow's "Grey Flarnnel Goons: The Latest in Union

Busting."

4

Southevrn Illinois University, for example, claims to have
the lowest tuition and fees costs for a four year urniversity in
the state of Illinois. I have many times been informed by
professors at SIW that the university has a high enrollment of
woerking—class students. I would not, however, agree with one
professor®®s comment that SIU is a working-class school - a high
enrollemnt of working—class students does not necessarily equate
inte a working—-class school. Factors such as teotal enrollment of
middle class students wversus the numbers of working-class
students enroclled, and +the class status of professors must bhe
taken inteo account. As Eyan, Jake and Sackery point out most
professors come firom middle class homes (7&). Southern Illinois
Univerity?s higher than nermal enrollment of working—-class
students may ke partly attributed to its lower tuition and fee
costs. Herce many working-class students transfer from local,
community colleges to SIL.

4

L=

Also see Nadya Aisenkeryg, and Mona Harrington's Women of
Academe. University of Massachuset Press: Amherst, 1902,

d
See John Mcdermott, "The Laying on of Culture," The
Nation, vol. Z02, no. 10 (March 10, 19£9).
See Nadya Aisenkeryg, and Mona Harriwngton's Women of
Academe. University of Massachuset Press: Amherst, 193&,

1
£
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