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Abstract

Though postsecondary participation has increased overaththef participation has
risen more sharply for middiglass students compared with workiclgss students (Knighton &
Mirza, 2002). E s p e c (2®9)finding that chidierufroro ardilies s Kr a hn
where at least one parent completed uniweesié almost three times more likely to complete
university, compared with children who come from families where parents did not complete
university While the extant quantitative literature provides a clear mapping of the terrain
concerning the underreggentation of firsgeneration students in universities, little is understood
of their actual experiences in university (Pascarella, Pierson, Wolniak, & Terenzini P2k04
& Kuh, 2005).

This dissertatiomxploresthe experiences of four femadens who are attending
Pillar University", a world-renownednstitution in Southern OntarioThey are all first
generation students as defined by Pillar Uniywv
completed university outside of Canadaurther, d the women are from immigrant families
(Kayla, Katrina, and Dani are firgleneration immigrants, having been born outside of Canada,
while Marina, having been born in Canada, is a segameration immigrant), which also
featuregprominently in their eperiences.

Althoughthe majorityof the qualitative research concerning fgsineration students is
in thenarrative researcl{Clandinin, 2013j}radition,theresponses (not stories) have been used
to elucidate themes across participants and have been void of context, thereby positing structures
that apply to groups as a whole. In order to deeply explore the experiences of the participants,
narrative inquirywas chosen afi¢ most appropriate methodoldggcause it is a way of

understanding experience when experience is seen as narrative composition (Clandinin, 2013).

! A pseudonym tenaintain participant anonymity.
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Intersected with the narrative inquiBourdieuan (1984) tools of habitus, capital, field,
and practicavere also employed in order to explore sociality, temporality, and place with a
particular attention to social class. Altogether, the inquiry was poissekfly qualitatively
explore the following questiothor first -generation studentshow do the stories of their lives
have a formative relationship with their habitus (i.e., the dispositions, beliefs, and values
that constitute their worldview) and, if so,how do their lived and told stories shape their
university experiences towards persience? In short, he stories of their lives, particularly
those during childhoada) served asonditions of existengshaping the habitus), (b) shaped a
resilienceoriented habitus, an@) projected storied futures for them as university students

Int erestingly, salient similar experiences
surfaced during analysis; these sevesonant narrative thread€landinin, 2013) suggest that
consistent with Bourdieuds worobsimilagrelaspdsed wi t hi
perspectives re#iing from similar conditions.Theseresonant threadssoevoke critique of the
domi nant neoliberal paradigm and valuing meri
fittesto concer ni argstence, which Irrefer to gs tmerdocratis s and p
narrative Their resonant threads highlight that the transition into and through university is not
always a rational codienefit analysis where a student elects to attend, achieves requisite grades,
andthen chooses an institution based on acceptafdesresonant threads vividly illustrate the
temporal nature of experience such that family, cultural, andételes of their lives, and
particularly during childhood, were formative in the developmémhagined future storied
identities for the participants as university students. The meritocratic narrative is only a partial
story. The idea that stories of our |l ives sh

future storied identities, whahave termed thstoriedfutures narrative, is another lens through



which university underrepresentation can and should be viewed. Such a lens attends to how
futures identities are storied during childhood (through family and self narratives) toghe ext
that some youth see some futuiramiversity attendance for examplas a natural progression,
while others do not. Examination through stosietlires narrative may contaianswers for
mitigating social reproduction tied to parental education ahdmcing generational mobility.

The problem is a social class issue and the solutitmsiding resilience and introducing future
storied possibilitie$ seem to reside within the entire education system and childhood in

particular.
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Chapter One: Why Should we Care About First-Generation Students?

Deliberations

It was one of those swelteringly hot days in July; so hot and humid that just standing out
in the sun without angxertion resulted in excessiaad uncomfortable sweating. | was 10 and
had to deliver the Oshawa Times newspapettfe regular paperboy, Maew, as he was on
vacation. Becausewas summer holidays, my mom and sister also joined me. We went
through the route and encountered barking dogs, angry customers (who did not receive the
Canadian Tire flyer from the prewis week), and little shade. Needless to say, the hour or so
that it probably took to deliver the papers felt like an eternigxafuciatingabour with
minimal reward or satisfaction. | hated it.

Once we returned hommy mom, sisterand | got somémonade and went outside to
sit in a shaded area of our yard, which was much cooler than @irconditioned housel
remember still sweating and being uncomfortab
and our lemonade, bute stayed outsidel remember complaining about the paper route and
how | never wanted to do that again. Though
need to work hard in life to earn moneytolve She shared stories aboul
worked, having to figt for overtimewhenever he could. He had to fight tarertimebecause
things were not very equitable where he worked; the supervisor would offer overtime shifts to
other staff and often leave dad out. This was always very surprising and hurtful tandarad
as the supervisor, Pat, was a family friend and my parents were appointed guardians to his two
daughtersSharon and Charlend remember being angry at these situations, inmagiat that
young age that | wanted to be in a more seniorwitle more authority so thad would not be

treated badly and coutdeat others in an equitable way.



The conversation turned to talk of school. My parents greatly valued education and
succeeding academically (very often sitting down and taking our spellopgzzing us on
history), so we talked about what higbhool would be ke. It was at that moment whén
realized that | didnot k nsocheol, soh asked.| My mem shid o k e d
that some people go to college or university, but retast workingin order to live(and shared
stories about cousins who had jotagh the Canadian Automobile Associatiand Nissah
Choosing something that was not requif@dsuccess in lifé postsecondary education
seemed very foreign to me and Imember feeling considerable fear about the concept of going
to college or university. | asked if | had to go to college or university, and my mom réphed |,
y o0 u demchodlliege or university to work apdu can stay here at home as long as you need
t0.0

Years later, | remembered that convamaas | was sitting in my higbchoolguidance
office exploringuniversities. | had no idea what to do, where to go, or why | was going, but the
crowd that Ihung around in higbchool wagyoing to university, so it seemed towkat | should
do. Mr. Mistoffeleesthe music teachegenteredsat beside mend asked me where | was
applying. Having been to McMaster (and knowing thatose friendvas going there), | shared
thatMcMaster,Guelph and Waterloo were my first three choices, but that | was paying extra to
apply to York University and Wegetlymalsowargesltol was
apply to the University of Totystmdents)Hebaidt f el t
that | was crazy to spend the extra money as institstivanted students like mstudents who
had high grades and were very i nviflorekded no wtta

the extra cash arapplied to all fiveuniversities.



The Field of University Education

The current neoliberal and increasingly global milieu has significantly shaped our
conceptualizations of the contemporary university. No longer are universities institutions where
learning is pursued for iwn sake; instead, they are increasingly regarded by governments and
citizens for their utility in conferring credentials for succesa aompetitive global knowledge
economy. Angus (2009¢viewedthe evolution of western universities, offering a critical
analysis of their plight within our larger sogolitical context. He arguetthat, through
jettisoning core functions in response to market demands of a neoliberal and global context,
universities are no longer agents of enlightenment, but have become corporate entities
Asuccumbing t o t hAngude BB Mosgh orifiquisgdhe core fugcton ¢f
universities is outsidmy scopeneoliberalism and globalization are significamitextual forces
affecting student participation in higher education and will be discumsgsfty .

The current manifestation of neoliberalism incorporates classical economic liberal
ideology, where individual competition and a selfulating market are ee as key ingredients
for healthy function (Olssen & Peters, 2005). Intersected with the concept of the global
knowledge economy, the role of the stigteo ensurehat citizens are equipped with knowledge
for both individual and state prosperity; consextly, training and research functions of
universities are increasingly viewed as strategic tools in government policy (Slaughter, 1998).
This ideology, concomitant with the evolution of universities into realgation institutions,
represents higheradc at i on austputfsgstenwhichgan be reduced to an economic
production functiono (Ol ssen & Peters, p. 324
the skill to succeed. In concert with this pulse of change, employers are increasiuglyng

specific credentials for workforce participat



secondary certificate increased by 1.83 million [in 1997], while total employment for those who
didndt finish hi gbhOO0saoc h(oFoll p. 2E8)soQuiplebilydhay enmbrécad
credentials, trusting that sucbdification of formal educatiorepresents an individual as more
capable than one without a credential. It is, therefore, not surprising to see an increase in the
number of institutionsffering degree programs.

Though the quality of degree programs significantly varies (indeed, we may not be able
to accurately describe all degrees in the same manner), the reality is that a degree, in its broadest
conception, is revered in societyfopre esent i ng a fAguaranteedodo path
speaking, this appears true as averageCanadians with a university degree earned $61,823,
whereas those with a college degree earned $41,825 and those witksaehttghdiploma
earned $36,27@leras, 2005) A recent report of household incomes from the Ministry of
Industry (2013) concludes that higicome Canadians tend to be highly educated, wittP24f
those with a university degree being in the top 10% income group (the top 10% make at least
$80,400, with an average income of $134,900).

Canadians want degrees. Analyzing data from Statistics Canada, Fleras ilustrate
increased university partiagion from the 185 yearold cohort: enrolment in 1994 was%0
compared to seven percent @6B and three percent in 193Burthermore, Fleras illustrate
that by 2001, 15%of the population over 15 yeanad earned a degree, compared witl4alir®
1951. We are attuned to the utility of degrees, evidenced through increased participation at
universities and other degrgeanting institutions.

Notwithstanding the critiques presented by Angus (2088 can appreciate the pursuit
of degrees®s a meant remain competitive in our current context. From the perspective of late

modernity or the risk society, it is argued that citizens will mobilize resources to invest in



opportunities university degrees for exampgleébecause the investment will producergased
economic capacity to facilitate a better 11ife
social environment and take strategic risks as they make importantdifa r se deci si ons ¢
(Lehmann, 2009, p. 632). Furthermore, it is argued tistdrcal barriers associated with
identities related to class, gender, and et hn
correspondingly, an increasing range of alternative courses of action have opened up for

i ndi vidual so (L e howeverrthis asadtiorrequirps.closgrg&erutiny. H

Who are First-Generation Students?

University degree completion rates in Canada vary significantly based on social class: a
significant number of studies demonstrate that studentsHiginer socioeconomisackgrounds
(sometimes referred to as middie upperclass)are more likely than students frdower
socioeconomibackgroundgsometimes referred to as workintass)to earn a university degree
(Allen, 2003; Brennan & Naidoo, 2008; Finnie, LascelleSwWeetman, 2005; Knighton &

Mirza, 2002). It is becoming increasingly clear that familgckgroun andnot tuition fees

(within the current policy contexgffects who attends university (Finnie, Lascelks,

Sweetman, 2005). Brennan and Naidoo (2008%ttatel that increased university capacity at

multiple European institutions did not correspond to enhanced accessdents from lower
socioeconomic backgrournds il n most countries recent increa
participation rates among youpgople from lower socieconomic groups have been less than

the overall rate of increaseo (p. 292) . Si mi
for England (HECFE), Longden (200d¢monstrate that, when university capacity increased

from 1940to present day, participation increased significantly antpngstudentdrom more



privileged backgroundsUnfortunately, a plethora of studies demonstrate that the same
phenomenon exists in Canada.

Knighton (2002), through an examination of the SyreeLabour and Income
Dynamics, found that postsecondary participation for Canadian youth aged 18 to 21 was affected
by family background; specifically, 88% of youth with universsjucated parents pursued
postsecondary education, compared with 68% whasents were collegeducated and 52%
whose parents had a high school diploma or less. Similarly;T&dford, Cartwright, Prasil, and
Simmons (2003), using the Postsecondary Education Participation Survey data, redhiight
67% of Canadians aged 18 to 24 pursue postsecondary education when it is perceived as
expected by their parents, compared with 34% of youth whose parents do not expect
postsecondary participatipa finding that also reflected parental educationadli with more
educated parents expecting that their children would pursue postsecondary education. |
addition, as family earning increased, so did the likelihood of postsecondary attendance. For
example, 83% of students aged 18 to 24, whose famdieeé $80,000 or more, pursued
postsecondary education, whereas just over 50% of youth from families earning less than
$55,000 attended postsecondary education {Balford et al, 2003). BaiTelford et al. also
found that 70% of youth whose parents Bathe form of postsecondary education completed
their education, compared with 57% of youth whose parents did not have some form of
postsecondary education. Consequently, Knigh
household income [remain] strongdetsi nant s of postse8lpbndary part

Family classbackground (specifically pertaining to income and education) has a
particularly significant impact on whether an individual not only postsecondary education in

general, bualsouniversity sgcifically. According to Fleras (2005), in 1998 wealthy Canadians



were 2.5 times more likely than the poorest quarter to attend universiiyis highlighted
recently by Corak, Lipps, and Zhao (2003) who, through an analysis of Canadian studies
examinng family background and postsecondary
income families are more | ikely to dfartheend

evidence for this correlation. In examining four income quartiles ithess$30,000; $B000 to

$49,999 $50,000 to $66,99%Nnd $67,000 and higher), Knighton found that youth whose parents

were in the highest income quartile were more than twice as likely to pursue university than

youth with parents in the lowest income diler In addition, 49% of youth with university

par

uni

educated parents chose university compared with 17% of youth whose parents had a high school

diploma or less Finnie (2005), though an examinatioaf the 1999 data from Statistics Canada,
found that youttare over three times more likely to pursue university when both parents are
universityeducated, compared with youth whose parents have a high school diploma Bsless.
a result, we have an established system of higher education that continually repechriomic
and social benefits for students frémgher socioeconomic clasadkgrounds. This is a social

concern that should be explored more rigorously: the perpetual exclustowl@fhtsfrom lower

socioeconomic backgrounféf®m higher educationleavs t hem wi t h Af ewer opp

meaningful participation in an economic system that increasingly requiresquastdary

credentials for accesstowgllayi ng jobso (Whitehead, 2006, p.
Althoughsocial class matters, it is rarely discussed insttt®larshipgconcerning

university student participation (Aries & Seider, 2005; Lehmann, 2007). Fleras (&0t

class as fipersons with similar f amilesigecbackgro

More specifically, classes are defined as groups of individuals who share a common relationship

to scarce and val ued r explanedthatelass(a)exystsasd 1) .

Gr a



conceptual categories of people and not as sets of peloptisisions are founded on deeply
embeddedharratives and dispositiotisomprised of values and beliets)d not simply a
function of strata, which include income, education, and occupation; (c) exists because of
granted societal rights to own and excladeers from owning property and educational
credentials for example; (d) is most recognized as an agoalty-based construcand (e)
systems are complex.

Thoughpostsecondargarticipation has increased overall, the rate of participation has
risenmore sharply fostudents from higher socioeconomic backgrounds compared with students
from lower socioeconomic backgrow@nighton & Mirza, 2002).In the chapter titledChoose
Your Parents Carefully: Social Class, P&#condary Education, ar@ccupational @tcomes
Krahn (2009)presentéddata suggesting that Canadian midcliss yout are better poised for
success Specifically, Krahrsummarizd that middleclass youth(a) perform better in high
schoo] (b) are more likely to participate mgh-school academic strean(s) value post
secondary educatiofd) have higher educational and occupational aspiratiehbave earned
an array of possecondary credentialand (f) are more likely to be in managerial or professional
positions that arallel expectationsinhighc ho o | . Especially pronounc
that children from families where at least one parent completed university are almost three times
more likely to complete university (56%gompared with children who come frdamilies
where parentdid not completainiversity (21%). This pattern of participatilmd Lehmann
(2009)toconcluddisoci al c¢cl ass remains the most stubbo
educational attainment in Canadao (p. 632).

Our belief and trust in the concept of meritocracy requires examination in the context of

these clasbased patterns. Taylor (199%)tiqued the functionalist perspective of late



modernity by highlighting soci eythywhese gener al a
credentials are fnearned by those who have the
competeo (p. 40) within fia meritocratic selec
Taylor furtherarguelt hat A1 n v irnihdustriblizeg society haddosmaleducation

become an instrument by which disadvantaged and impoverished groups can achieve a
substantially greater degree of soct al and ec
Dar wi ni an A s ur philogophythairélegatds any fyge pfturelerrepdesentation to

lack of ability and ignores historical barriers, perpetuates the myth of meritocracy. This

phenomenon is especially pronounced for{fysheration students, who are the first in their

familiesto attend university (Andres, Adamitrache, Yoon, Pidgeon, & Thomsen, 2007;

Knighton, 2002; Krahn, 2009; Lambert, Zeman, Allen, & Bussiere, 2004; ParReddwin,

2009; Tinto, 2007). Firsgeneration studentgenot only less likely to persist to deg

completion, butarealso less engaged with the academic and social aspects of the university
experience and, consequently, do not experience the same psychosocial and cognitive

development reported by ndinst-generation students (Pascarella, Pier§éolniak, &

Terenzini, 2004; Pike & Kuh, 2005p5ummarized by Ziemniak (2010), firgeneration students

are lesslikely to: (a) be encouraged to attend postsecondhyyunderstangostsecondary

processes and cos{s) be in academitevel or universig-positioned streams in higgthooj (d)

go to graduate schadk) live in residenceand (f) persist to graduation. Similarly, first

generation students ameorelikely to: (a) come from low socioeconomic backgroun@3 be a

member of an ethnic minorityc) possess lower educational aspiratjgd} prefer and succeed

at community college (e) work oftcampusand (f) leave postsecondary before graduation.
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comparison to students whdsenilies have a history afniversity attendancéhese overall
trends are striking and disconcerting.

Firstgeneratiorstatus is an interestirgpnstructthat intersectsvith the previous
discussion of classAlthoughfirst-generation students are usually from lower socioecanom
backgrounds, some may be considered as coming from higher class backgrounds based on the
occupation of their parents and household incorttugh the capital bestowed ayniversity
degree would babsent The fact that firsgeneration students are not likely to persist through to
degree completion strongly suggests thatfdget ofsocioeconomic clags associated with
unique values, attitudes, and beliefs, in addition to urfigdy and selinarraives, when
compared with noffirst-generation students. These claased worldviews shape how one
interacts with her or his environmentas clagsso met hi ng beneath your cl
skin, in your reflexes, in your psyche, in the very corecolyr b ei ngo ( Kuhn, 1995
Lehmann, 2009)which affects social behaviaur Building on GQGonaéhbtbos (20
class reflects deeplgmbedded and lasting dispositions and is not simply defined by income,
education, or occupation, itbeconrep par ent t hat s waluespadd vi dual 6s
dispositionsin addition to cultural, social, family and self narrativ@szome a rich field for
explorationas they are alhfluenced by classIn such a case, being a fiugtneration student
reflects a certain classased orientation, in which codes about university culture are embedded.
An underresearched perspective in literaturec oncer ns t he expl orati on
classbased worldviewand narrativesould be explored as a way of unstanding their
university experiences. That is, exploring how clagsed stories inform behaviours as students

without a family history of university attendance interact withdoeninantculture comprised of
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students with a history of univetgeducation.Such an approach strongly resoumndth
Bour di eubds (drildads) wor k on

Bour di e u 0 s Distihchd® 4ontaifs cobuist ,conceptualizations of claased
behaviours resulting from an analysis of 1,217 respdaosgasurveyadmnistered in 1963 and
19671968. Here, Bourdieu assedt hat At aste classifies,: and it
taste divides classes and the resulting divide is considered sacneskdrod legitimate social
differences Such tastes are latgemplicit anda function ofupbringing and education,
resulting in a strong tendency towards social reproductitsbases this on comparison
between workinglass andaniddle/upperclass people, where tacit codes differentiate
appreciation of culturajoods. Referencing different perceptions/tastes with masid art,
Bourdieu demonstratetiat workingclass people prefer arts reflective of legitimate (or popular)
culture, as they have difficulty seeveryng the v
i mage to explicitly perfor marduppasciasspeoptere®a ( p. 5
function of their upbringing and education endowing them with different cultural codes,
appreciate and recognize the worth of art for its form (versus funct®o)ur di euds conce
be discussed more fully in the next chapter, but hésemportant to introduce the concept of
habitusas a way of exploring the experiences of fgeheration university student$aste and
practice within a clasbased society requires exploring experience as understood through
B 0 u r ddorestwuéid habitus:

It is necessary to reconstruct what has been taken apart, first by way of verification but

also in order to rediscover the kernel of truth in the approach characteristic of common

sense knowledge, namely, the intuition of the systematic natlife-efyles and of the

whole set which they constitute. To do this, one must return to the prantigeng and
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practicegenerating principle, i.e., class habitus, the internalized form of class condition

and of the conditionings it entails. (Bourdid994, p. 101)
Habitus can be thought of as a mental structu t hat e mb o d i-hes®rica coptextr s on 0 s
(e.g., family background, culture, education), while concurrently and tacitly making meaning of
soci al i nt eract i on social woHde Thesé gndusng digpasitionsrguideg o ne 6
social interaction and, though malleable, largely reprotlueeonditions of their genesishich
includes the stories of our lives.

Habitusis shaped byhe social, cultural, family, and self stories of sacichistorical
context andbecause we live storied lives (Clandinin & Connelly, 208@)ies can serve as
portals to understanding habitaisd experienceFrom a Bourdieuian perspective, exploration of
the stories of our lives serves to unraveldbeichistorical habitushaping conditionand
provides a deepeunderstandingf social behaviour or practice within a given fieldAs such,
astoriedlens serves as a powerful way for understandingdfivéetg e ner at i on st udent
history, contextand interactions interseas they experience university and make decisions
about attendance. Specificallyhile parental educational attainment is a strong and appropriate
indicator of(or proxy for)social clasandpredictor ofwhether a child will ptsue university
studies(Andres & Krahn, 1999; Lehman, 2007), my rese@obs deeper texplorehow the

storied livesand habitus of firsgeneration students shape their university experiences.

Research Context and Exploration

Concerns with access tmiversity and persistence through degree completion have been
identified reflective ofthe cycle of social reproduction as a function of parental educational
attainmenthathas existed for a number of yeal/ithout significant change, Canadian society

will maintain a system of higher education that continually reproduces advantage for students
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from privileged backgrounds; however, theorization of university student persistence has largely
ignored social classnd habitus asonstrucs, providing littledirection for improving these
circumstances (Lehmann, 2007; Tinto, 2007).

Althoughscholarship in the area bifst-generatiorpersistence is indeed growing, there
are a plethora of opportunities to further advance our understanding. (B0@8) highlighted
that schol ars fihave not made the | ink between
field] and actual e dsuggeattthadbfutumel reseancitneeslsts explotep . 2 )
the nature of behaviours that support [gesice foffirst-generatiorstudents.Tinto (2007) and
Parkin and Baldwin (2009) assedthatadditionalexamination of persistence as a function of
socioeconomic status needed in the discourse and Lehmann (266@ that there is need for
additioral Canadian studieshere scioeconomiclass is embraceas an important variahble
Further, Lehmann (2009) suggestbdt future studies shou&kplorethis phenomenon with
different methodological approacheBhis research projed positioned to addres®ids in the
literature by exploringhelived experiencesf first-generation university studentadeed,
notable student success scholaase critiqued the absence of student experiences in the
literature. For exampl@®ike amd Kuh (2005) highlighedthat, while we know that first
generation students are |l ess |ikely to persis
about their college experiences and the ways those experiences compare to the experiences of
studentsvho have college ducat ed parentso (p. 276). Pascal
Terenzini (2004 plsohighlightedthat little is known about firsgeneration studerds uni ver si ty
experiences, includintdpeir psychosocial and cognitidevelopment duringniversity: they
reference onlpne study from 1996 that explored figggneration studergxperiencs with,

anddevelopment resulting fromupiversity attendance. Exploring how figgneration students
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experience and benefit from themiversity expaences and how such experiences support or
hinder persistence, is a ripe area for research. Exploring experience, however, requires an
attuned research lens thidaminatesthe richness of experiengeghile also weaving in and
contributing to existingcholarship.

Althoughcurrent research in thearrative researchradition has beehelpful (Clandinin,
2013) the power oharrative inquiry(Clandinin & Connelly, 2000is better suited to exploring
experience and challenging macrosbcanstructs ogrand narratives (Clandinin & Conneliy)
order to significantly alter the cycle of social reproduction that has negatively affected first
generation students (s€hapter Threéor a discussion on titerms narrative research and
narrative inquiry) Yarow (2000)suggestdthat policymakers need to scrutinize current
approaches and embrace those that incorporate human meaning, including beliefs, values, and
feelings. Shelescribd the renewed attention to narrative inquiry as a methodology concerned
withunder standing meaning that has the potenti a
veracity of the writi ngsearchpragramsmustprepdrtc@darly Thi
to appeal to policy makers in provinces like Alberta where the isas not been recognized.
Narrative inquiry as a methodology, with exploration that is concurrently inward and outward,
backward and forward and acrasxiality, temporality, and plag€landinin & Connelly,
2000) is poised for eloidating enhanced uedstandings othelargely unexaminedxperiences
of first-generatioruniversitystudents As a result, my primary research question is as follows:
for first -generation studentshow do the stories of their lives have a formative relationship
with their habitus (i.e., the dispositions, beliefs, and values that constitute their worldview)
and, if so,how do therr lived and told stories shag their university experiencesowards

persistencé
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Althoughthequestion serves to ground this research, a number of addijieestions
emerge | share them here, not fasmal secondary research questions, buggpouse questions
that arose for me from the literature and contributed to the interview questistisitid in
Appendix 4. For examplehow does universitgxperienceshape the habitus of firgeneration
students? How do firggeneration students make meaning of their iréral interpersonal
worlds and how does this intersect with their past, ptes@d future concepts of self?o brst-
generatiorstudents persist ttending to a experienced habitus dissonance and, if so, how do
they manage this dissonance? Is satténdingstressful and, if so, how is this experienced and
what are the impas®? What aspects of their experiences in the academic and social realms
contribute to this dissonance? Conversely, what aspects are experienced as sujploative?
aspects of the university field bring the habitus into consciousness and how would first
geneation students describe this habités®m a narrative perspective, what social, cultural, and
family stories do firsgeneration students hear about univengitgr toattendingand as they
attend® What stories do they tell themselves about unive(isity whataretheir self
narratives)? What experienceduring university disrupt their seffarrativesandhow do they
experience thiglisruptior? How do students make sense of their experiences as indwidual
seeking membership infareign milieu? How does the institutional context, intersected with the
policy context, affect their experiences? What might students share about their experience
through more attentive and lotgrm reseacherparticipant relationshg? Using the conceptof
habitusand narrativegi.e., stories we live and tell)s too$, thesewonderswill serve as guide
to inquiring intothe experiences of firgfjeneration university studentBlarrative inquirywill
enable deeper explorationidsa t t ent i on s hhow dand why apartichla evérneis ai | s

storiedéor what a narrator accomplishes by de
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reader or | i st en e rwhich(eRables®ore tnanakenceptdadiBferenges 1 3)
(Riessman) about a grouplthoughRiessman highlights the capacity of told stories to carry
meaning through narration, her point can be extended to lived stories that are then relived and
retold (Clandinin, 2013). &h retellingof lived experiencealso illuminate understandings of
expeienceshat are possiblenly through theact of relivingand retellingvheremeaning is
attached to experiencasd once disparate events are stori@dshort, inquiy plungesnto the
minutia ofindividual experience and leads to tthevelopment oharative accountgClandinin
& Connelly, 2000) co-constructed between participant and researcher, vphashde a glimpse
into how participats experiencéheir lives inuniversity i a narrative view of their experierse
It also lenddo the possibilityof making theoretical propositions conceptual inferencesbout
first-generation studenta/hile maintaining gersoncentred commitment and keeping
i ndividual 6s @6ntacto i ed experiences

Further,based on the work of David Camy approach igroundedn a conceptual
assumption thahe stories we live by have a reciprocal formative relationship withhabitus
(disposition,values, beliefs, and attitudes), which, in turn, shape behaviours in our social world
Indeed, as a structured struedihat structures (Bourdieu, 1984), the habitus also shapes what
stories are heard and how they are interpreted, thus also filtering the shaping of its own structure.
Carr (1986)explairedthat all our stories begin before birth: our families, cultures, and society
are comprised of stories that we are born into. Gamtinuedd ur t her to say ¢t hat
existence is to be understood as a matter of assuming and acting out the partsedebgrime
already existing repertoire of roles, finding oneself caught up in already ongoing stories
including oneds own IlhigHightedar imporiad po{nfpwe ai@ Boyn. Her

into stories that shape our saHrrative, which also,roa deeper level, shapes our habitus and
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conceps of our place in society (s&ghapterThreefor a fuller discussion of the intersection of
habitus and narrativeMy understanding of this relationship is presented in Figure 1
(Conceptual Positioning oft&ies of our Lives and Habitus), illustrating how the stories of our
lives (e.g., cultural, famal, institutional, linguisticand selfnarratives) have a formative

relationship with the habitus.

Figure 1 Conceptual Positioning of Stories of our Liaasl Habitus

Stories of our Habitus
Lives (e.g., values,
(e.g., cultural, dispositions,

social, family, and beliefs)
and self)

Stories shape the habitus, whick
then, in turn, structures how the
social world is experienced
including howmeaning is
interpreted from stories.

The research question presented abswet only important to me as a firgeneration
student myself, but also as a practitioner in the arstudent affairs and services with
approximately 1%earsof experience Though I initially saw my career path within formal
education as a teacher, | became intrigued by the informal aridmoal educational milieu of
residence halls during my time on student staff from 1998 through to convocation in 2001 in
Ontario. This experience was the impetus to my professional career, which began at the
University of Alberta in 2001 in the Department of Residence Services (then Housing and Food
Services) as a Residence Coordinator. | moved to be Director of StedeiceS in the Faculty

of Law in 2005 and then back to Residence Services in 2007 as Associate Director Residence
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Life. In 2012, | moved to Toronto ardsumed the role éfssociate Director Residence Life at

the University of Guelphln early 2014, | wa provided with the opportunity to slightly alter my
career patloy leading the Career Education teanthesAssistant Director Career Education at

the University of Toronté a role that enabteme todrawheavilyfrom theoreticalconstructs

from this regarch. In summer 2014, | was presented with the opportunity to assume the position
of Dean of Students at Centennial Coll&égen institution with approximately 50% first

generation students and a significant immigrant population. | am currently empldjes

position (while adding the findinessing to this dissertation) and am eager to explore how this
research can be put into practice.

It is because of my experiences within &iberta and Ontario contextsat Ichoseto
explore thestories of experiences of first generation studantsmy research will be conducted
atthePillar University (a pseudonym fdine purpose of maintaining participant anonymity)
Because participant identification and recruitment will rely on Rdlar University
administratively defines a firgfeneration student, the definition of a figaneration student for
my research purposesasstudent whose parent(s) and/or guardian(s) did not complete
postsecondargducation in Canada This is consistent Wi currentresearch in this area, which
hasfocussed on the educational level of parents/guardiansastargely ignored the impact of
(a) parents or guardians completipgstsecondargducatioroutside of Canaddb) grandparents
completingpostsecondargducationand(c) siblings who are completing or have attended

postsecondary

2 Interestingly, most institutions in Ontario define a figeneration student as one whose parent(s)/guardian(s) did
not complete postsecondary education anytime or anywhere, which is consistent with the OntaricASsigtante
Program. Varying definitions are indeed an isasiavill be discussed Bhapter 8hapter sixparticularly related to
capital.
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The introduction irChapterOne (Why ShouldVe Care About FirstGeneration
StudentsPwasconcerned with demonstrating the social concern of ureggesentationofr
first-generation students in universities and that suttenoa of participationdwe roots in our
classbased social structureSpecifically, that university culture is representative of more
privileged perspectives that tacitly exclude fgeneration studentChapterTwo (Unique
University Experiencgexplores thgghenomenon furtheéhrough an extensive literature review:
Bour d is¢haodization of clasBased behaviouis presented and firgfeneration student
underrepresentation is discussed, drawing particular attention to theorization tretpbegnce
university as a largely foreign environment with different codas they are accustomed to.
This chapter also contains an exploration of the governmental policies and university programs
in Alberta and Ontario in order to appreciate the extent to which the social concern is understood
and attendetb. ChapteiThree(Narrative Inquiry and Habitusdiscusses narrative inquiry as an
appropriate methodology for exploring how figggneration students experience university,
including a more detailed discussionhaibitus the narrative nature of experienaaed how
narrative inquiry is positioned conceptualy theborderland®f critical theory and post
structuralism A full overview of methods (including recruitment and interview questiisns)
also presented in this chapter. Tiedd texts(data in narrative inquiryo-composed with
participantsareshaped intmarrative account¢Clandinin, 2013pand arepresented ilChapter
Four (Journeys Towards UniversjtyChapterFive (Resonant Narrative Threadsxplores
resonanharrativethreads that surfaced in each indwal narrativeaccount and that resonated
across all four narrative account$ie narrativethreads that emerged @hapterFive are

discussed ilfChapterSix (Putting the Pieces Togethewithin the existing scholarship. Chapter
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Seven(Reflections an#Vondering} presents final thoughts and reflections on the issue of first

generation underrepresentation, putting forward conceptual inferences for future research.
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Chapter Two: Unique University Experiences

Bourdieuian Framework

The field of higher edcation operates within a complex web of interactions, which
include government, industry, otheducational sectors, and citizets name just a fewWith
respect to peoplegjentities arevastly rich and complegencompassinmtersections oface,
gender, sexualjt history, context, and class), giving rise to the important and necessary
challenge for social systems to ensure participation in the social faorensure equitable
opportunities for engaged citizenship for all peopl€kis chapter provides immersion into the
scholarship concerned with social class, with a focus on the work of Pierre Bourdieu, whose
conceptual framework serves to illuminate clbased patterns of behaviours. Further,
governmental policies are examined fraraocial class lens to explore the extent that they
facilitate or hinder equal opportunities and outcomes for underrepresented populations. In short,
university attendance as a function of social class is explored within the context of governmental
policies, particularly how they relate to figéneration students.

With university attendance, a clasased cycle of participation and reproduction has
existed for a number of years. Here it is necessary to underscore the importance of attending to
access ampersistence as unique facets of underrepresentation as they embody the ideals of equal
opportunity and equal outcomes, respectively:

Equal opportunity focuses on the rights of individuals to be free from discrimination

when competing for the good thingslife. It operates on the principle that true equality

can only come about when everyone is treated equally regardless of gender or race. By

contrast, equal outcomes concentrate on the rights of historically disadvantaged groups to
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a fair and equitablshare of scarce resources. True equality arises when differences and
disadvantage are acknowledged as a basis for divvying up the goods. (Fleras, 2005, p. 65)
As mentioned in the previous chapter, taste distinguishes classes and is largely reproductive,
being a function of education and upbringing. Perceptions towards university education are no
different and underpin decisions concerning both application and enrolment. Specifically, being
a firstgeneration student means that certain cultural codee starldviews concerning
university participation and, thus e experiences areieh source for understanding
Bourdieuianapproachs appropriatéor exploring the phenomenon of firgeneration student
underrepresentation and the goahohievirg participation equity; his framewogkttends to
cycles of privilge and reproduction, with the goal of improving circumstances.
Discussions of social class have been greatly enriched through the contributions of
French sociologist Pierre Bourdieu, wholsedrization of clasbased practice is made easily
accessible through his development of key concepts, which provide a framework for analysis and
have the potential tesonate with diverse audiencBso ur di eudés (1984) <concecg
social clas isappropriate for examiningniversity student persistence as his theorizing is aimed
at fAproviding a more accuratieoaod( detaal ed200
Indeed, researchers who have explored the pherammagan experiential ieel (Lehmann, 2007;
Reay, Crozier, & Clayton, 2009) have found that fjsheration students experience university
in qualitatively uniquavays (when compared with ndimst-generation students) in a manner
congruent with BourdSpaeadisf it halodl984)wm@icepinahd iod u @&@d a
social reproductiorenables us to examine the repeated patterns of privilege that have plagued
first-generatiorstudents by drawing attentionpeoactice that is, individual actioat the

i ntersecti on adpitabnagidesfieldh dahese cansrucaprmailaically
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depicted by Bourdiea s A [ ( h aadli )t]Jus4 (fciaeli d ), are gohallmark diic e 6 ( p .
framework.

Habitus refers to learned dispositions, which idelbeliefs, attitudes, and values, based

on an individual 6s family backgr oundabofai@ler ger ,
that habitus is a Asystem of | asting, transpo
functionateverymment as a matri x of perceptions, app!

represents a tacit perspective of the world that individuals with similar lifestyles share: an
unconscious understanding of the afitalbasmany of s
forms, but all are symbolic (nematerial) forms of power in a given field: (a) Money and other
monetary resources are referred t@esnomic capital(b) social capitalrefers to the social
networks where one has influenegd (c)cultural capitalencompasses many facets, which
include knowledge about highly valued social artefacts, mannerisms and practices associated
with t hclassdi ugpmpaercr edent idefihedt. he Hoanwadp t( 20f0 1f)i el d
embodiment of the rules of tigame]italics added] as well as the site wherein the struggle to
own or control these rules takes placeo (p. 2
dominated who behave or praeti(a function of their habitus and capital) in a manner to
advance their currentstatu.h e i mportant assumption underpinrt
practice is mediated by symbolic power, which is inherent and masked in social interactions,
perpetusing social hierarchy.

The field of higher education is entrenched with classed struggles fdirst-generation
students, evidenced by theeratureand statistical evidenaemonstrating that university access
and persistence behaviouendoe diferentiated by class;dhis, practice in the field of higher

education i s | ar gel yandcapid s phenomenon groblechagicnt 6 s h a
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and unjustdr first-generatiors t u d élmetpehlem iis particularly acute for first generation
students, most lacking in cultural capital, who experience the greatest degree of inadequacy,
inferiority, Aresd&Seider,2005np. d48)t The econcep( of habitus and the
salience of narrative inquiry as a methodology will be discuss#uefunChapterThreeto

illustrate the appropriateness of such a methodology to explore experience.

The University fAChoiceodo Process

The secondary school experiencesirst-generatiorstudents indicate an orientation that
is largely associated with thdirst-generatiorstatus andorrespondindpabitus. For example,
Lehmann (2004) found that a s ttracld @ apprénticeship ac e me
programs in high schoalas strongly correlated with family background, as those with
universityeducated parents were more likely in the acadetngam. It is no surprise that many
scholars conclude that family background, particularly parental educational level, is a strong
predictorof success in secondary school aodtsecondaryp@rticularly university attendance
(Knighton, 2002; Lehmann, 2004; Reay, Davies, David, & Ball, 2001; Rinnie, 2005; Vryonides,
2007). In a recent study of prospective college students in thed Biiates, Gibbons and
Borders (2010) found similar patterns concerning parental educational level; specifically, that
prospective students who were the first from their family to attend postsecondary education
indicated lower seléfficacy expectations, men compared with nefirst-generatiorstudents,
and also experiencedlitany of barriers including finances, lack of collesgricated role
models, lack of preparation, and lack of desire. Further, when examining the Survey of Labour
and Income Dynamic&nighton (2002) found that 88% of Canadian youth with university
educated parents attended a postsecondary institution, compared with 68% whose parents were

collegeeducated and 52% whose parents had a high school diploma or less.
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These clasbased corlations are especially pronounced when examining university
participation, as children of universigducated parents are more likely to obtain a university
degree. In Canada, Knighton (2002), using data from the 1998 Survey of Labour and Income
Dynamics examined postsecondary participation as a function of parental educational attainment
and income level and found that youth whose parents had higher educational attainment were
more likely to pursue postsecondary education. Most relevant to our discisstiat higher
parental educational attainment was associated with children choosing university over college,
which indicates practice as a function of social class.

When considering data concerniiigt-generatiorstudents and university chotoceaking
processes, Reay, Davies, David, and Ball (2001) summdahaethe process is both emotional
and material forworking | ass st ude nt gnaking dJeemed to beemparcd oi c e
process of psychological sedkclusion in which traditional univetsii es ar e often di s
863) and that fAdespitecliasseasuidgnnaébleeisr oé x |
[university] choice process are qualitatively different to that of their more privileged middle
cl ass ¢ ouBtle Wphauchtssoag afidppersistent correlational evidemwe must
wonder about t he ex tsdon(orispédrcaited byfjcstigeneratierds t r ul y e
students; however, through a Bourdieuian ke®rizationabout these patterinspossible

Thefieldof f or mal education is theorized to f a:
dominant, which would be middland uppexclass families, as it is an institution of the
dominant; therefore, as Grenfell and James (1998) adspedagogy is an instrumeoit
socialization instead of instruction. Academic performance and socialization into academic
compared with applied t r eams are seen as reflectiwve of a

and uppeiclass students are able to perform weltaus®f their intimate familiarity with the
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content and, because of family capital, are able to access better schools to support their
performance (Krahn, 2009). Consequently, these students are well positioned for university
attendance and view universityattlance not as a choice, but as a rite of passage. Conversely,
students from workinglass backgrounds experience a disconnect or dissonance with the
educational system resulting from their habitus; consequently, they aretdikedyn applied
versus uiversity-poised academistreams in high schoollhe choice to attend university, for
these workineclass students mssessed in terms of whetherpdmyment opportunities are worth
the risk.

Walpole (2003summarizd thatstudents wittparent(s) and/oguardian(swith
university degreegiew university participation as a natural progressiamereastudents from
familieswithout a tradition of university attendanaes more likely to evaluate participation
from a cost and potentialrploymentbenefitperspective. @Gnsequently, it is difficult to ignore
Athe endurable nature of expectations and the
AdamutiTrache, Yoon, Pidgeon, & Thomsen, 2007, p. 154). Indeed, very recent research
indicates that nofirst-generatiorstudents more easily become role experts in universities,
resulting from family experiences with higher education (h&hitus consonangend
knowledge about institutional operations and opti@alier & Morgan, 2008Vyronides,
2007). First-generatiorstudents, however, do enter university, but their experiences are

gualitatively unique when compared with their mid@lad uppeiclass peers.

Transitions
The day | was dreading finally arrived. August 31, 1997. | was packingtto go
university and wondering why the hell | made that decisiomgretted not listening to my mom

who suggested that | live at home and go to Durham Collegjgould have also listed to my
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music teachers and coaches who said that | should contittuenwsic and finish my piano
studies. |regretted not listening to any of this advice as | was beginning to physically feel the
anxiety of leaving home.
| needed to deal with the anxiego when a friend called to go out for a last drink, | did.
We wert to a pub in Whitby and talked about how great tsghool was and that things would
be quite differenhow. Then, we saw the breaking news on TV that Princess Diana was in a car
accident and was in critical conditiofror some reason, | tookthisasa gn t hat | shoul
to university and so went home, continued watching the timwagh the nighand thought that
the next morning would be the same, except fo
My parents had tdrag my tired bodyput ofbed. | remember my dad packing the car
with everything- somehow he always managed to make everything fit perfieeihyl we left.
We | eft early, as is my dadodés style, which ca
realization that going to univaity was real, but we rght get there¢oo early, before they were
read/ for me to move into residence!
We drove for what seemed like an eternity: down the 401 to the QEW and then to the
403. Banners were affixed toamy of the overhead bridges witlogans fromvarious residence
halls:i Whi dden, Whidden, Whiddenébash, bash, bash
daughter§s Mc Kayo (those sorts of sayings were quit:
started reframing the first week as welcomingenatd of a Afroshingo exper
relieved and disappointed thaymesidence, Matthews, wanot mentioned, and | stressed about
not being in the fArighto residence or i1 f | h a
wanted to dagair?)! Then the exit finally came, Main Street West, and we took it. fddue

was so visceral so that, when we saw the McMaster sign on the hospital, | felt as if | could throw
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up'! Things then moved fast, andoutiwvédid. Atthe s ur e
curb were a group of students wearing the same colour soccsyshging, dancing and
chanting. My dad asked what kind of craziness this was, and | mentally hid within myself, but
then the door openedéfoMtess,piyreist,, yheosw web oduct, yweu
Zane took me from the car to get my room keys from the Moulton service desk, asking
me questions about where | was from and what | was looking forwaradtb abiversity life.
After theinitial extroverted energyave that iwhen the car door opened, it was nice to have a
calming moment and talk with someone who had a very helpful and supportive way about them.
Much of that first day was a bl ur. I dono
from the car to my room (ekrned after that it was the orientation volunteers and the staff who
undertook that incredible chofesomething that | later did for firgtear students during my time
on staff in years two to four of my undergradudes or how | unpacked, but it ajot done. |
remember my mom and dad sitting with me on my bed resting after the ordeal of unpacking in
the hot and somewhatt al e air of my residence room. We
thinking the same thing; that we had always done so naggitter as a family that it was quite
strange to not have my sister there to experience this new chapter with us (she was with her new
boyfriend and was in an affamily headspacéi t 6 s i roni c that my sister
parents and clibogeng evér). see t hat
The time finally came. Il didndét want my p
| eave. ltdéds always an interesting tension wh
where driving forward means that the landsaaypist change and the familiar view in the

forefront becomes secondary to the strange world ahead. Indeed, this was a strange world, not
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just for me, but also for my parents and my extended family. | was the first in my family to
attend university and, fdhe first time, realized this.
When my parents left my room, | just sat there and took it all in. The door was closed
and my roommate hadndét yet émad v dotleeisnmbmentsio t he s
remember looking at the door as it was kirfich security blanket that enabled me to be in this
new and strange place, but at the same time sheltered me from it. As | stared at the door, |
realized it was slowly appearing closssme inner courage had pulled me towards it. | opened

the door.

First Generation Students and Persistence

Lambert, Zeman, Allen, and Bussiere (2004) found that youth who dropped out of
university were more likely to be from families with lower levels of education. More recently,
Andres, AdamutiTrache, Yoon, Pidgeon, affdhomsen (2007), through one of the few
longitudinal studies in Canada, found that students earning the highest academic credentials were
from more privileged backgrounds. Despite these and other correlational studies indicating that
students frontower socioeconomic backgroun@xperience significant disadvantages in the
educational system, research theorizing the phenomenon and offering insight to improve
circumstances has been scant (Krahn, 2009; Parking & Baldwin, 2009; Tinto, 2007; Walpole,
2003). These sentiments are el oqu e Rithbughwedommari zed
know that access to university continues to be constrained by social class, we know little about
factors contributing to droppi ngies bhoweverf uni ve
both underscore the observations above and begin theorizing why and how such behaviours

occur, notably drawing on the work of Pierre Bourdieu.
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Utilizing a Bourdieuian framework, Lehmann (2007) conducted 25 interviews with
students who choge leave university without graduatiggs of whom were firsgeneration
students) to explore persistence decisions/experi@amcefound that social class, as a function
of parental education level, playedignificantrole in departure from universitpffirst-
generatiorstudents. Specificallf,ehman found that students with universsgucated parents
left university as a result of academic failure, whilst-generatiorstudents left for non
academi c Note aGgfointst: i mig i niét,y 6n,0ta nédf eneolti nbge iunngi vaebrl s
peopl ed were key reasons fotyeveéeptudaOby. wi Ltab
theorizedthat these students experiedéea f undament al di scontinuity
their workingclass habitus ahtheirmiddlec | ass goal s and destination
significant fearand intimidation having enteredlargely foreign milieu where they have no
familiarity or reference points. @hsequently, workinglass students, through the felt conflict
betwveen their habituand that of the institution, olse to leave resulting from not finding an
identity-reaffirming space, dedpitheir proven academic ability. Indeed, Lambgaman,
Allen, and Bussier€004)commented h at @A | a cr&cordetby rhostfirsb-gemeeatson
students as the reason for departing from postsecondary studies prior to completion.

Lehmandos ( 20 0 Tfirst-genéraiastudentalépartara as @ means to
ultimately reconcile habitus dissonance is an important argpienvay of understanding student
departure, which rests fAon the assumption of
ultimately reasserts itselfo (p. 106). Vi ewe
when a student leavéise institution and finds a plagéhere their habitus experiences
consonanc#vith the environment, such apprenticeship programs, technical schools,

universities with more diversity or, as recently sgethe Canadian contextewly established
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universties (Statistics Canad@007. This aspect diabitusbrings a new and important
perspective when contrasted to the dominant paradigm congestottent departugresented
by Vincent Tinto.

As previouslymentioned, Tinto (2007) suggestiat more resarch is needed
concerning departure and class differencepllievel that his theory of student departure may
still serve as a way to understand the phenomenon; that is, students who do not integrate into the
informal and formal realms of the academmc @ocial fabric of the institution are more likely to
departVi ncent Tintods (1993) t he¢heNosthAméricast udent d
paradigm for understanding student persistenc
theory predicts thahe greater students integrate into the formal and informal academic
componentge.g., high grade point averages and conversations with faculty members) and social
fabrics (e.g., leadership positions and sense of belonging with peers) of the insthetimore
l' i kely they will persist to degree completion
students with diverse backgrounds enter higher education with initial goal and institutional
commitment levels and, through interactions in the avadand social realms of the institution,
commitments are modified: academic integration reinforces goal commitment, whereas social
integration reinforces institutional commitment. Increased integration enhances goal and
institutional commitments, resutyy in persistence (Pascareflarerenzinj 2 005) . Tinto
model has provided researchers and student affairs practitioners with a theorized means of
viewing student departure; however, many researchers have illustrated significant shortcomings
with Tintods t heor y, rusderepreséniedstutiehtyand callsfor farfhgrl i c a
research that employs qualitative methodologies and foregrounds class as a variable (Berger,

2000; Braxton, Sullivan, & Johnson, 1997; Longden, 2004; Rendon, Jalomo, & Nora, 2000;
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Zepke & Leach, 2005). The<ritiques hold true when examining figggneration student
persistence as Tintods concept of integration
leaves institutional culture largely unexamined, privileging it as a norm thagénsratio

students must burrow into

Lehmannds (2007) incorporation of a Bourdi
be quite a different qualitative process for students with a woidtags habitus and perhaps
more similar to those diboriginal studens. Marker (2004) found th&tboriginal students in
his study desired relevance, reciprocity, respect, and responsibility and left because the
institutional habitus (being largely unexamined from an Indigenous epistemology) could not
adequately attend tbeir worldviews which formed part of their habitus. Marker specifically
critiqued constructs of retention premised on integration, highlighting that Indigenous students
were searching fanore A similar disconnectiors evidentbetweerfirst-generatiorstudents
who struggle with the habitus dissonance they experience in universities, resulting in their
eventual departure.

Firstgeneratiorstudents who persist through university also experience habitus
dissonance; however, the few studies investigatirggphenomenon suggest that instead of
attempting to resolve their habitus dissonance by seeking habitus consonansty tiezge
A ma n thaglissonanc® I n beisgawanemtbeir difference enables them tdapt and
exist in both thevorking-class and middielass worlds, though this is not tvitut its challenges
and strains.

When discussing the difference they experiencexktfinst-generatiorstudentsharel
thatthe awareness of being different from their workatass family andrfends began very

early in life and includeda) experiences related to family struggles to sustain a comfortable
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lifestyle (and resulting parental suggestions that educhottus the key for improvemenip)
placement in academgtreams in high schaa@nd (c) teachers who recognized angported
their academic potential (Lehmann, 2009). Reay, Crozier, and Clayton (2009) atsbavote
students witta workingclass habituslescribe their early school experiences as bdédiega i f i s h
out of emadmpared witlv bther workirgass students. These studeagpear to have
developed a sense of veiby, strong selreflexive dispositionanddesire for mobility that
formed part of their habitugery early in life, though it is unclear how thisooired AsBryan
and Simmons (2009) describe, the workahgss students always felt different from those in
their immediate community, which may help us understand their experiences in university.

Aries and Seidef2005) found that workinglass students in their study coped with the
dissonance between their workinfass habitus and the middte upperclass habitus of the
uni versity by compartmentalizing Adi fovilgr ent p
themtocee xi st 6 (p. 435) so that they could dAafit i
conclusion shared i n Br yfastgeremtbrAfpalatmao cokege ( 200 9
students. Not only did thestudents manage their workhatass imagebut they also mimicked
the behaviours, language, and dress of the higlases students. Similar research demonstrates
how students witlaworking-class habitusninimize theirworking-classidentitieswith respect to
language, interests, andiag (Granfield, 1991)while also priding themselves on values such as
strong workethic, higher maturity, and increased independence that they associate with a
working-classpersongLehmann, 2009). Kaufman (200@3scribe this process as one of
socialtransformation where workingclass students strive to incorporate a middigssspersona
anddescribeli t as f ol l ows: ASocial transformaljti on i ¢

the focus of inquiry is the process through which individais the ascribed socialass
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position of their parents into a differentsoaal ass position for themsel
further suggestthat workingclass students utilize strategies suchssociational
embracementwhere one attempts to integrate into the desired @assgiational distancing
where one creates a separation with individuals and practices of their associated class; and
presentation of selfvhere one attempts to mimic the social codes of theadkeslass. This
social chameleon behaviour, as described by Kaufman, is integral to social transformation as
reciprocal membership, where one is validated by desired others, is pivotal. Transformation of
habitus is possible (Lehmann, 2009), and indeeg,gses can be directed to conforming (Reay,
Crozier, & Clayton, 2009), but will likely entail ongoing attBngas one balances badh
working- and middleclass habitus igp8sitions of selscrutiny and selfmprovement almost
6a constantdrefashiomimg a@ah the selfd but one t
ofaworkingc| ass selfo (Reay, Crozier, & Clayton, p

Imagemanagementhoweverhas been associated with costs. For example, Granfield
(1991) found that workinglass stdents experience significant levels of guilt as they feel a
sense of their developing privilege compared to their home context. Reay (2005, cited in Reay,
Crozier, & Clayton, 2009) alstiustratedt hat Awhen habitus encounter
not familiar, the resulting disjunctures can generate not only change and transformation, but also
disquiet, ambivalence, insecury , and uncert ai mimijado tfe@xperiénted 5 ) .
of gay men in managing their homosexual identity (Bud?l,1), thisaspect of théirst-
generatiorexperience is likely to mirror facets wiinority stressand requires further qualitative
study.

A modestarray of the literature concernifigst-generatiorpersistence in universityas

been presentedNotewothy, however, is that the research contributing to our current
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understandings has been built through qualitative methods with the researcher(s) relying on one
or two interviews of average length in order to understand experience and getleeatiee
across the groupThese methods have contributed to our overall understaringre
conceptually situated such that understanding experience deeply is not possibie ¢sedon
titled, ConceptualPositioning of Narrativénquiry as Methodology irfChapterThreg.
Thereforean opportunity exds to engage in deeper inquiry that can contribute to substantiating
current theorizing, moderating it, or lending to alternative theorizations. Given that current
understanding is premised on the construdirst-generatiornabitus and thdtrst-generation
students experience university qualitatively differently, a richer opportunity for understanding
exists through narrative inquiry. Such an approach attends to the storied experiences of first
generatiorstudents (through the lens of sociality and temporality within particular places) to
explore how the stories of their lives shape their transition into, through, and out of university
(Clandinin, 2013).

As will be evident in the following section that évates government policies concerning
access and persistence, enhanced understanding is necessary as the issue and solutions associated

with first-generation underrepresentation is addressed quite differently between provinces.

First-Generation Students audl the CanadianPolicy Context

The Canadian policy context concernfirgt-generation student participation at
universityis diverse What follows is an examination of some postsecondaryrgavental
policies with respect to firgjeneration studemtarticipation exploringthe extent to which their
underrepresentatiorg@ncerningooth access and persistence) is articulagadsocial concern

and therefore a policy problem requiring acfioRurther, instituibnal practices are examinéal

% The Ontario and Alberta contexts were chosen for two reasons. First, being a graduate student in Alberta where
the social concern is not articulated, | wantedlustrate a contrast with a provin®ntario)where firstgeneration
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elucidate the extent to which institutions have responded to the social concern and whether
institutional responses are related to government policy or simply from a moral need to facilitate
participation equity. This exploratidacilitates appreciationf the context affecting first

generation student underrepresentaterabling stronger understanding of the political context
within which my research is situatetnderstandinghis milieu requires exploring an arraf/
guestions.To what extent is ik recognized as a problenTd what extent have governments
responded to this social issue through policy? To what extent have universities responded to this
issue and to what extent has this been a result of government policy? How have universities
regponded and what kind of approaches do they employ? Are such programs beneficial? The
answers to these questions provide significant insight into the extent that governments and
institutions are responding to an ongoing and somewkatédhded social c@wern. More

importantly, however, the answers contribute to an inquiry framework that can facilitate deeper
understanding of the experiences of fgsneration students, with the poteng&improving
circumstances for these students by illuminatingt&of social reproduction.

The Canadian higher education policy context is comglexernance is legislated to
provinceswith little national coordinationincreased application of business models places value
on commercial research endeavours; trarefiszulation agreements between institutions do not
(yet) easily support participation needs, gatarly interprovincially; and academic freedom is
increasingly challenged to favour output with market applicatiorg(an2009;Jensen &

Andrews, 20Q). Further,universities appeartoeat fiar més | engt ho from gc
the real dynamic consists of conflicting and interwoven governmarstilutiond relationships

shaped by a néiberal and global milieuWithin this macrecontext, thenew pubic

student underrepresentation receives considerable attention. Secondly, during my candidacy, my partner and | were
in a liminal space wh respect to career searches in Ontario, so it also made sense to explore the Ontario context in
the eventuality that my research would be conducted there (which it was).
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managementeology (requiringppen processes and systeaf accountabilityPal, 2010), also
shapes stateniversity operationgesulting in institutions often succumbing to government
directives in order to survile Globalization and néiberalismare distinct constructs and, while
the distinction between these two ubiquitous forces might seem axiomatic, their differential
impact on the Canadian system of higher education is both predictable and surprising. This will
be evidenbncegovernment paties and institutional practicese presenteldelow, but it is
worthwhile to highlight some examples f@flection From a neoliberal perspectiva)e can
see how governments have encouraged increased postsecondary attendance by increasing choice
and ompetition through the expansion of deggeanting institutions, and further
communicating the importance of education for citizen success in the knoveledigemy.
Unfortunately, given our system of postsecondary coordination in Canada (se2808nfor a
review), the provinces have been positioned for competition against each other to provide the
best system of postsecondary education and attract the best stldlents! i zi ng Bour di el
concept of fieldSchmaus and Wimmer (2013) discedd t h eisndotigavernment policy that
forces postsecondary institutions to compete in the market on the one hand, and legislation that
decrees what the market will be [including in
They discussd complexities ofhe postsecondary education field, by dissecting it into subfields
of political, bureaucratic, studentieien/institution, economic power, and global education
policy, illustrating how each play into competition to reproduce power and privilege.
Somenotable examples @ower struggles in the field include form&lbertaPremier Ed
Stel machés February 18, 2011 | etteranted t he Ho
Education and Technology. The lettemmunicates contractual direction to bith an

Alberta with the (a) drongest fiscal resources among all provin¢esmost innovative and

* See the Mandate Letters sent to institutions in Alberta from the Governmentesfair examples.
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competitive system in North Americg) best performing health care system in Canadd (d)
most advanced indistructure in North Americ&(elmach, 2011) Similarly, the Ministry of
Training, Colleges, and Universities in Ontario, in its recent report (Government of Ontario,
2011),articulatela vi si on to fAhave the most educated pe
world in order to build the province's compet
examples of governmental mandates are indeed consistent with the neolildoglyidé a
marketdriven society, where competition and choice are paramount; however, notably absent is
a vision of a collaborative system of postsecondary education that equips all Canadians for
success in a globalized context. Unlike the Europeanmssgdo global competition by
enhancing institutional coordination through the Bologna Proa#issitnot without its problems
(see Pechd2007 for a review), Canada continues to maintain a very decentralized approach to
higher education with each proeg competing to be the best and addressing important issues
disparately, if at all.

Further shaping this landscape is the evolution of universities from elitist institutions to
open and accessible enterprises for all who demonstrate desire and Elelag,(2005).
Indeed, citizens are attuned to the importance of postsecondary education, particularly a
university degree, and attendance has increased significantly. déenasstratehow
university participation from the 185 yearold cohort incresed steadily over the past seven
decadeshowever recall the information earlier noting increases are predominantly from middle
class groups). Fleras al¢lostrated the marked difference in 2000 earnings as Canadians with a
university degree earned $823on averageompared to those without a higbhool diploma
who earned $36,278. The result is that citizens expect that governments will enhance access to

postsecondary education, particarhiversity, to equip them witskills to succeed in our
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knowledge economy. This has been largely accomplished through increased financial aid,
expanded program offerings, distance delivery, and recognition of prior learning.

As citizens look to government for enhanced program access to be competitive in our
market-driven economy, universities also look to governments. Here, a powerful context
becomes noticeable as both citizens gonkernments see universitieslagely utilitarian
corporations: citizens see university degrees as lucrative credentials wiatamgewts value
universities as training centres and functiekrawledge producers. This dynamic creates an
interesting conundrum for universities; while they struggle to attract fiscal resources to fund core
operations (that jsesearch and teaching)d maintain a position as neglitist entities they
must embrace many funding agen@sgshey cannot survive on tuition alone.

Such corporatist models and accountability expectations compromise core educational
purposes of higher education, where questions are pursued for social enligh{@mgest
2009), but appeaas the only option within the existing state funding rediRigure 3. The
only way to break this cycle is for governments to value universities for their holistic societal
contributions, thus providing space for academic freedodfunding accordingly.

Alternatively, universities could pursue their core philoscglitraditions and enjoy unrestricted
academic freedom through sole student funding; however, such a practice would result in
exorbitant tuition structures, thus limiting access and reverting back to an even more marked
system of elitist higher educatioihis is a central issue for discussion and has existed in the
discourse for numerous yeaBafnett, 1988Russell, 1998 My reason for presenting this
information is to illustrate an intricate and complex context that shapes unistegéyrelations
specifically, to illustrate the interwovedynamic of funding and policy that shapes university

functions and, sometimes, causes universities to compromise focus and rigor in order to maintain
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and, ideally, increase fundirfgee Allen [2003] and Angus(R9] for a more elaborate
discussion) With respect to access and persistence fordgseration students, this translates
into universities embracing policy directions that are, arguablyetimesll -informed as they
appear to be tohteemount hénf unfli agosource.

Figure 2: Context of StatéJniversity Relationships

Citizens desirgob
opportunities and an
accountable

government
Governments ask Pressure for
universities to CONTEXT governments to
demonstrate means to . . provide accessible
achieve policy directions Neoliberalism credentials
Globalization
New Public
Management

Universities require Government funding
moneyand respond to supportdunctional

government policy researchprogram
directions for funding expansion, and acces

Policy Analysis. Access to university and persistence through to degree completion for

first-generatiorstudentsareconcerning issudsecause participatidinom this group is
considerably lower, when compared wstindents from families with agtory of university
attendancethus perpetuating a cycle of advantage and disadva(i#iga, 2003; Krahn, 2009).
However, the solutions are left largely to the pnoes to address through polayd they have
done so twarying degrees. For example, though Statistics CaisagaBarTelford,

Cartwright, Prasil, & Shimmons, 2008as published considerable data highlighting the issue of
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first-generation student persistence, governments and institutions have respopded ve
differently, if at all.

Though my researabccurredn Ontario, | present the Alberta policy arena for two
reasons. First, having spent 10 years living in Alberta during the formative part of my career
development, my perspective of higher educatdargely grounded in this context, making it
an important background for understanding my research. Secondly, Alberta and Ontario regard
the issue of firspeneration student participation in higher education very differently and such a
comparison coulteadto positive policy changes to improve circumstances fordesteration
students in Canada.

According to Pal (2010), every policy has three key elememioldem definition
where the nature and scope of the issue are articuggaatsthat ariculate an ideal changed
state and directly address the problem; medngo address the issue, consisting of policy
instruments and key agents for implementation. Furthegd3akibe policy analysis as a
method of inquiry to create, assess, and comaoate information in order to improve policy.
Reflecting thenature of the corporatistymbiotic relationship between governments and
universitiesthe comparison belowoncurrently evaluatdsoth provincial policy and university
programs in Alberta an@ntario, particularly attending to how both respond to the social
concern of firstgeneration studeninderrepresentation in universitiel the comparison, it will
be clear thathe policy problem definition, goals, and means are articulated very eliffigr
between the two provinces.

Alberta. The AAffordabil ity Fr amevworik sfucerd Foys ttsh
Government of Al bertads (2006) Ministry of Ad

communicates a vision to establish a wanllalss system of edation that promotes access for all



42

Albertans (note the implied intg@rovincial competition). This framework further establishes

policy goals as follows: (d)igher awareness of opportuniti€b) increased participation and

educational attainmenfc) increasing financial support for living expens@y enhanced ability

to repay deht(e) predictable and stable tuition feasd (f) enhanced simplicity for financial aid.
Consistent with the affordability 6érlcamewor

Profiling Al bertads Advanced Education System

challenges and opportunities within Campus AlBesach as enhancing access to key programs

(that is, trades and technology; health sciences; business; aidgbhyatural, and applied

sciences), meeting labour market demands, facilitating student mobility in Alberta, and

increasingpostsecondarparticipation. Summarizedihe government articulates several key

policy goals, which includes increasgastsecodaryparticipation from underrepresented

groups. This goal specifically refers to increasing participation for Albertans who live with a

disability, have low literacy skills, identify as Aboriginal, reside in rural areas, and are

socioeconomically disadugaged. Onemightinitially be excited by such a finding as first

generation students are considered socioeconomically disadvantaged; however, further

examination of the text equates socioeconomic disadvantage with minimal financial resources:

ALI vi ngncomacirdusw ances may hinder a childbés abil

limit educational attainment, and reduce the ability or willingness to participate in postsecondary

educationodo ( Gov er nAithoughstundnts Winhgirelowncame sifuatios2 4 ) .

indeed experience socioeconomic disadvantage andenfigstgeneration students, tihesue of

concern, that of firsgeneration student access and persistence through to degree completion, is

absent from Al bertads p ovVventheydatzfiom Statistitcs.Canadahi s i

®Campus Al bertads mandate is to increase collaboration
institutions in order to increase access, transitions, and pathways for lebttpetigae.alberta.ca/pest
secondary/campusalberta.aspx
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and other sources (discussed earlier), illustrating that it isahelyincome, but parental
educational attainmethatshould serve to define the problefhhis leads me to believe that the
issue of socioeconomic didvantage and university participation is not well understood in the
Alberta government, hence, the policy problem is defined inappropriately and institutional
programs to improve circumstances are-egistent (for example, Fort McMurray has a
populationwith high incomes, but low postsecondary educational attainment).
A quick Google searcltombining theermsAlbertaandfirst-generation students
unfortunately yields nothing (with the notable exception of the Transition to University:
Resicence Netwdk program that initiated at the University of Alberta Fall 2011). This
should not be surprising, however, based on how the probleningdi@f policy. Recall that
though the Government of Alberta desires to increase access for students from
socieconomically disadvantaged backgrounds, the problem is defined in terms of financial
resources. Arguably, with the current financial context, institutions are unable to channel more
financial resources to enhance access without increased financial Suppagbvernments.
When examining the University of Al bertads (2
the Governmentodos 2009 AAccess Planning Framew
financial resources are not identified as a means to se@@ecess. We further see no mention at
all of attending to the underrepresentation of-{gsheration students, whichagainnot
surprising as it is not articulated in polic@v er al | , Al bertads policy pr
and means do not adesiely address the problem of fugneration student underrepresentation.
Ontario. Ont ari o6s policy climate is very diffe
publication that established a policy framework similar to the Campus Alberta Planning

Framework. However, in the publication section of the Ministry of Training, Colleges, and
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Universities in Ontario, | did find a discuss
and Universitieso (Gover nmen tccessibiity@mateal asian, 199
objective that should guide policy development, with key focus areas lg@)rayailability of

spaces and program(®) applicant qualificationgc) affordability, and (d) geographic location

of program offerings. | found it ironic and concerning that Ontario did not have a guiding policy
document and that the next closest thing, the discussion papetjased.

That saida2011report published bthe Ministry of Training, Colleges, and Universities
articulates that transforming the postsecondary system for success in the innovation economy is a
core priority (Government of Ontario, 2011). When examining details of the annual report
further, transformationfahe system translates into expanding the sy¢bsnadding an
additional 20,000 spaceahd injecting $81 million to expand and modernize the Ontario Student
Assistance Program (OSAP) to provide greater financial aid. Facilitating access is largely
assaiated with expanding the number of spaces and increasing financial aid as we saw in
Al bertads context. Further reading of the do
AGreater Access ,andhiomprioiveghl!| iQglatipéntity200t $55 mi
2010 to help Aboriginal, francophone, figeneration, and students with disabilities attend and
succeed in postsecondary education. The funding generally targeted financial aid and student
support programs. Concerning fuggneration stuehts, the report specifically states that
funding supported Aprograms delivered at 35 ¢
morefirstgener ati on students to pursue further edu
explore the issue dirst-generation underrepresentation further, | did a Google search with the
termsfirst-generation studen@ndOntario and found a news release from August 30, 2006

titled, AMcGuinty Government Invests I n Oppor
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205/ 060 ( Gover nment opitfapp€arsthatthe Provinc2 6f Ogriois | nd e e
attending to firsgeneration underrepresentation in its fullest sense (that is, both access and
persistence) as the news release discusses barriers such asensufficimation, lack of role

models, reduced expectations, and low confidence, which are prevalent in the literature (Krahn,
2009).

Overall, the Ontario government invested nearly $10 million from 2005 to 2007 towards
projects in colleges, universitiemnd community organizations to better attend to the needs of
first-generation students through providing roledels for students, programs that help students
choose postsecondary education while in high school, information resources, open houses at
possecondary institutions, outreach to remote and rural communities, and research (Government
of Ontario, 2007). Further, the brief indicated that the McGuinty government was investing an
additional $27 milliona help firstgeneration studentsver three gars (from 2007 to 2010),
with an additional $3 million invested into the Ontario First Generation Student Bursaries
(Government of Ontario)T he Mi ni stry of Training-2014Col | eges,
annual report confirms that support continuetheopresent: $22.8 mission was invested in
programs such as orientation, peer support, and academic workshops help more than 22,880 first
generation students succeed in the postsecondary system, with an additional $3 million invested
in bursaries to suppbover 2,000 first generation students (Government of Ontario, 2014).
February 2006, the Ontario government also establishedivisory committee on first
generation students smvisethe Minister of Training, Collegeand Universities on barriers t
access; howeveas ofJuly 2014a final reporthas not been made public

Policy Discussion and Program ReviewThe issue of firsgeneration

underrepresentation is prominently identified in Ontario when compared wiéntallbvhere the
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concern hasocussed on students from lamcome families (which is arguabdydifferent
problem altogethér Though the issue is identified in Ontario, there are apparent gaps in
understanding, likely resulting from the dearth of research in the area-gfeivehtion student
persistence. Beforthis is exploredl first present a framework for thinking about problems and
solutions that was presented to me in a class with J. Kachur (personal communication, January
2010). He outlined four ways of identifying asolving problems as a framework (or perhaps
more of a caveat) for those working with policy problem identification and solutions: a
successful outcoms one where the right problemidentified and, through gdanalysis, the
right solution § developeda missed opportunitis defined as identifying the right problem, but
devdoping the wrong answer; beimgit to lunchis having identified the wrong problem and the
wrong answer; andeluded optimisns defined as having the right answ@the wrong prolem.
This framework is important as the goal state that Pal (2&1iQulatel is dependent upon a
well-defined problem and appropriateiglated means.

Though the policy problem appears to be welined in Ontari@s the
underrepresentation @fst-generation students is identified, it is the construct of access, no
persistene through to degremmpletion thatlominates the textThe Ontariogovernmentas
indicateda desirdo increase the number of firgeneration students and has allocated significant
resources to facilitate access through increased financial aid and outreach programs, which are
important. Constructs of economic, social, and cultural capital interselthabitus and result
in practice in a given field. Provincial policy focuses very exclusively on economic capital,
which is only part of the issuthe research is stiicant concerning access from a habitus or
worldview perspective (notwithstanding tientributions from Lehmannhough such

perspectives do not appear prominent in the provincial policy fQrantsl wonder about the
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effectiveness of increased financial aid to facilitate access. | ameaxgbesitant about the
effectiveness of outreb@rograms that are not informed by how fgsheration students
experience the choice process. Simply putpteéhods articulated in poliapay be ineffective
in achieving desired outcomes given ttieg literature available to properly define thd pp
problem has not attended to the experiences ofgeseration studentdsurther, though Ontario
noted that funding targeted advertising and encouragineggirsération to pursue postsecondary,
only three universitieappeared to haveish programssee Appendix 1: Firgbeneration
Initiatives at Canadian Universitieslf this is indeed true, | remain concerned about middle
class social reproductipasthe minimal programming (or outreachipuld mean that
universities are not seeking to recruistigeneration students to the same exéscblleges.
Furthermore, if choosing university is a functiorhabitus the solutions (i.e., policy means)
need to be targeted earlier and should not rest witretsity recruitment initiatives, which are
largely income and reputatiororiented.

The idea of persistence through to degree completion has a tendency of being relegated to
the background by issues of access. However, the support from the Ontario government for
improving circumstances for thesedénts is commendable and has likely spawned the array of
newly established programs (i.e., the policy means) directed at supportiggfiesation
student persistee through to degree completforThe list of programs in Ontario, presented in
Appendix1, is an attempt to provide a comprehensive overview of the types of initiatives
institutions have created to support figeneration student persistence (one caveat, however, is

that institutions may not report or adequately represent their programes)odvidentfrom the

® As an aside, | recently approached a colleague at a major Ontario institution to partner with me on a presentation at
a conferene on firstgeneration student persistence. He noted that the environment concernigenfinsttion

students was so political that each institution was competing to hakedtpgograms and it would look bad, from

his perspective, to present on sudbyzc with a partner institution. Ironically, no one else is presenting on this

issue other than me.
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list is thatinstitutions have established very different types of approaches, which range from
simply having a website guiding firgeneration students to resources, to having a first
generation student advisor and cohort progrimng/orkshops. Assessing the ability of
programs to support persistence to degree completion is difficult as assessment information was
not readily available for these programs. When examining the structure of the programs, it is
interesting to note thanost take the approach of connecting fgsheration students to
workshops and resourceBurther, because funding is provided through grants (i.e., not part of
institutional base funding), program administrators are constantly wondering aboutithgir ab
to plan and recruit staff following grant completiofgain, while this issomethingl wonder
about how they approach aspectfabitus dissonangavhich is consistent with a Bourdien
theorization of departurelogether, access and persisteaeaspects of university participation
that affect underrepresentation, which Corak, Lipps, and Zhao (2003) argue are important issues
to be addressed in Canada through policy.

The issue of persistence through to degree completion, or facilitatingedqoahes, is
difficult to address because the scholarship has not deeply explored the relationship between
university experiences and departure decisions forgeseration studentsrhoughthe issue of
underrepresentation is identifiedthe Ontariccontext the means to change circumstances are
currently ilkinformed as most understanding is generated through otso@s&ty or late
modernity perspectivevhere we assume that fiugeneration students have the ability (which
they do) and choiceThatis, when they balance the benefits and risks of university attendance,
they will choose university because they have the merit to succeed and simply need financial aid,
given the financially disadvantaged position of their familbesipled witha myriad of support

services to help them integrate into the academic and social realms of university life.
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Furthermore, from this perspective, equal outcomes can be ignecadse underrepresentation
has, at least conceptuallygen addressed ligcilita t i ng @ e g u a land mtpoducimgt uni t i e
support programs to complement existing abild:i
to integrate.

I n order to effectively addres® twhke nprdblte
understad the situation differently. We need to start understaniiegxperiences difrst-
generation students through a different paradigm, one that is concerndldewitielies and

values systemis their worldviews

A Fish Out of Water éKinda

Once | opead the doorl saw peopldlying about(residence movén has an orderly
chaos to ithat | now appreciate and helpmanage) | 6 m not sure how | ong
someone in one of those identifiable soccer jerseys came up to me and askedeifl | nee
anything. ,0 AlOhr enmye ngboedr t hi nki ng ®aysomgthsng!| f , s a
smartyoudbre in the BbBiogll asageeds hmowwone eats ar oul
A | iederyone else Neil, just put the food in your mouth, chew, and swaldowas at
university for under 24 hours and had already asked my first stupid question! She laughed at her
joke, so | also laughed at her joke and my humiliation and joined hé¢hamthers she was with
for the journey to the Commons food court.

Her name was Robin and with her were ttioerfirst-year students, Robyn and Jeff.
Robin grew to become a good friend and, after a year, Jeff did as well as he begaRatating
with whom | was very close There were many people who became significant parts of my first
year experience (Stephanie, Mark, Jenny, Madeline, KatekPam)wh om | 6 m st i | | vV e

with. If it were noffor the close connections and experiences | had watbetindividuals, o
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notbelieve | would have had any reason to stay. In fact, when confronted with the option to
leave, | almost did!

In October of 1997, a few of us were in Mark andiKasd6 s r oom when there
alarm. We exitethe residencand met in West Quad as we were supposed to. Kasim was a
varsity wrestler and started talking about his training regime and an upcoonmugetitionthat
he was going to. | was very cocky back then and told Kasim thatlotthink wrestling was a
sport ad that he was wasting his time and should join a real sports team (even as | look back on
this, | wonder why I, being sout of shapemade such a comment ands notinstead motivated
to become more active). He challenged me to a wrestling match ecepted. It wasand
continues to beone of the stupidest thingfaveever done.

In less than aansecond | was on the gnod. Not only was | on the grounbut Icould
notget up (yes, | became a mediert commercial)!! Someone was smart enough to call
campus police and | was escorted to the hospital as sometagngotright. After waiting
forever, a nurse finally came, escorted me to the back, and asked me tonlierdow stomach.
| did with great pain. She then thought that | may have dislocated my shoulder, so suggested that
| hang my right arm over the bed as it would likely pop back in place. | tolth&ieit was not
my shoulder antikely my collarbone, bushe insisted that | follow her instructions. 1 did, let
out a yelp as tears ran down fage, only to hear her saywas likely that my collarbone was
broken.

Just then a dink Kristin and Mikethe-Nurse came into where | was and asked what
happenedred how | was doingl do notknow how they knew that | was in the hospital and
where to find me) Kristin also tripped and knocked over an IV contraption. It made me laugh

(and hurt) and was exactly what | needed at that moment. They stayed with Irtteewdudctor
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came and the Xays were done and took me back to residence, where | called my parents and
asked them to come get me. They came the next morning as they only lived two hours away.
Going back to the familiar surroundings of home was both goddbad. It was a great
pl ace to relax, but it also had this power te
university life, where | could have been a restaurant manager. This was a very bad temptation
because, at that time, university vedso giving me signals thatdld notbelong. My marks in
biology were poor and | had yet to pass a quiz in chemistry (it ldkdlypothelp that lhad not
opened any of my books, thinking that most of the material was simply a review of what was my
Ontario Academic Credit year My mom was also suggesting that universigs notworking
and that | should come back home.
In the end, the combination of being determined to complete what | had started and, more
importantly, wanting to return to my resice community enabled me to break free of the

comfortable and return to the adventure. Looking bbak very happy that | did!
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Chapter Three: Narrative Inquiry and Habitus

Understanding First Generation Students Narratively

The problem ofirst-generatiorpersistence to degree completion is quantitatively clear
and the qualitative research indicates that unityeisiexperienced differentlyy different
groups of studentsThough past research has employed a Bourdieuian framework tosvario
extents for understanding firgeneration persistendéfocusesprimarily on the construct of
capital. Furthermorayhen he habitusonstruct is utilized its explored through qualitative
research where amall numbenof interviews are utilizedstudentsreflect and commnt on their
past experienceand the researcher elucidates generalizations across the §fgupsearch
contributes significantly to thecholarshigpy focussingppnBour di eudés concept of
(including how it intersectwith forms of capitalthrough a methodology that is absent in this
area of qualitative scholarshagmd more attuned to eliciting deeper understandings of
experiencesthe majority of existing research is condeettvithin postpositivist,
posstructuralis, or critical theory paradigm$of a more elaborate discussi@ege the section in
this chaptediscussinghe conceptuapositioning of narrativénquiry as a methodology)The
observation that most qualitative research in this area is concernecenétalization versus
deep exploration of experienceciso nsi st ent with Pol kinghorneods (
two types of narrative resear@nalysis of narrativegthe paradigmatic approach where
narratives are collected and generalizationsitiee groups are formed) andrrative analysis
(where the value and meaning a participant ascribes to experience are shared as a powerful
vehicle for understandingxperiences and where generalizations@adtical application are not
desired outcomes)n an interview with Clandinin and Murphy (2007), Polkinghoefeborate

further on tle distinctionbetween analysis of narratives aratrative analysis A You have
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stories, and then you try to analyze them by
thought thatodéds what qualitative research is d
which was | ooking at an individual l'ife or po
description of the | ife 63d)vliteswerthwhiledofnotathap ar t i c u

Polkinghorne initially used the term narrative analysis as synonymous with narrative inquiry and,
indeed, regarded narrative analysis as the intimate study of human experience, which is the
methodological focus of native inquiry(Clandinin,2013. Over time, howeveresearchers

haveblended application dhe terms narrative analysealysis of narrativesndnarrative

inquiry (and even the tersmarrativeand narrative researchore generallyjvithout

considera i on of their phil osophi c aharrative researthment s :
[italics addedhave become terms that are frequently used almost interchangeably in the research
literature, without a distinction of the different ontological and epistegnal traditions
underlying narrative research approacheso (Ca
attempt to delineate ternasd bring clarity to the use of narrative in social rese&aime,

Estefan, and Clandinin (2018)visitedthe philosophical underpinnirgpf the terms.These

prominent narrative scholafgrther emphasizkthatthe methodological orientation of narrative
inquiry is where fAexperience is viewed narrat
knowing and beig, attention to the artistry of and within experience, and sensitivity to the

overl|l apping stories that bring people togethe
Clandinin, p. 574).The distinction between the terms narrativeeaesh and narrate inquiry is

pivotal for the purposes of thisudy becausk is the latter that is the methodolotiat provides

for deep exploration of experiente@n approach thas absenin the larger student experience

scholarship.
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Althoughthe majority (if not all)of the qualitative research concemgifirstgeneration
students isn thenarrative researdnadition, these responses (not stories) have been used to
elucidate themes across participants and have been void of context, {Esiting structures
that apply to groups as a whole. Individual stories are subjugated to generalizability, which is
contrary tonarrative inquiry. These works, while making significant contributions, espouse to be
narrative inquiries, but focus on largeacrosocial forces (i.e., ideologies or grand narratives).
They ignore the richness of individual experiences and attributes, leadingifittieapproach
where students are seen as lacking some level of skill or ability that can be rectified through
remedi al means. As a result, most inaAstitutio
generation students for success by introducing caphuitgting programs Althoughthis is
important, lost are thstoried experiences people, of individualsthat could challenge the
structures that continually reghoce this cycle of disadvantage. Indeed, as Marker (2(4),
substantially more research is neetlet critically examines university cultui@m the
perspectives of people with diverse Worews and experiences. alative inquiry possesses
such potential.

Before progressing, it is worthwhile to pause and discuss the use of thetaryrd
While story is commonly understood as a noun, reflecting an account of something, within
narrativeinquiry story can also be a verb, reflecting the notion that we live, tell, relive, and retell
stories(Clandinin, 2013). Whewe tell a story of our life, the act tiireading togethethe
narrative elements is storying. Further, as we imagine futaresifselves, we can begin to
story(or thread narrative elements together) this imagined future and how it might come to pass
Imagine a musician bringing togethrausical elements of rhythm, melodiynamics, timbre,

texture, and pitclogether to forna piece of musiahe act of composition to a musician is



55

analogous to the act of storying, where narrative elements of sociality, temporality, and place are
brought together to both compose stories, and where those same elements are used as a three
dimensonal space (Clandinin & Connelly, 2000) to inquire into storiesthe end, the idea of
story and storying reflects the ontological commitment of narrative inquiry where experience is
regarded as narrative composition (Clandinin, 2013).

Within theexising literatureconcerning firsigeneration studentkttle attention has been
given to stories of experiences, including abilities, hopes, and aspirations, which may provide
valuable insights into the larger issue of figeineration student underreprets¢ion at university
and even how university cultures may be problem&itidents that do not persist are seen as
deficientin some skill or allity and/or unable to integratebservationshatare made legitimate
as a function of the meritocratic naiva that accepts university culture as status quo and those
that are different as failures. The students do possess ability, which must be evaluated along
with the overall university milieuT hi s i s consi stent with Markero
examine university culture afds urgef or mor e research t odWitmake th
our | arger societybs desire for gsarek answers
privileged for valuing merosocietal structures and generalizahlemegClandinin& Rosiek,
2007) whereas narrative inquiry takes a micro and richer, and therefore slower, approach
towards change; one that might be seenrasr& grassoots perspectiveAn opportunityexists
to probedeepelinto the experienced first-generatiorstudents, which is particularly important
through a Bourdieuian paradigm where attending to habitus requires significant reflection and a
trusting and collaborative participante s ear cher r el ati onship. That
stor i e s O-in<dnteradtiaa (Georgakopoulou, 2007) experiences offjesteration university

students offers a powerful means for further theorizing departure behaviour resulting from
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habitus dissonance. Given this, narrative inquiry provides an opggrto contribute to the
literature in unique and novel ways.

The discussion highlights thiitst-generatiorstudent departure from university can be
theorized as function ofdissonace between thelrabitus and thdominant culturef the
institution; they depart because thmstitution tacitly excludes these students who do not
experience the transition as a normal rite of passhgaddition,thefirst-generatiorstudents
who persistalsoexperience struggles resulting from theabitusdissonancerequiring attention
to explore unique experiences and worldviews | ndeed, @dAi ntegration no
synonymous with justiceo (Bateson, 2000, p. 2
integration through a meritocratic narratsfeould be gamined more deeply.

Researchers and practitioners in the field have spent considerable resources facilitating
opportunities for students to integrate into the formal and informal realms of the academic and
social fabrics of the universities (Tinto, 1993)orking under the dominant meritocratic
narrative, we have regarded student engagement activities as facilitating integration, assuming a
fairly homogenous identity composition of our student body; a student body where everyone was
selected based on thdéikely chances for succeeding. Instead of viewing student life through the
lens of integration, we must seek to understama students experience university transitions,
particularly when the culture is foreigMarker, 2004)and this entails a deepand more
comprehensive methodological approach tisaurrently employed in the discourse.

The extant qualitative literature has contributed to our understandiimgtajeneration
student persistence; however, if we want to underdtandirst-generation stdents experience
university through their unique and diverse worldviews,nged taeeply explore their

experiences prior to and during universityarrative inquiry as a methodology, with exploration
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that is concurrently inward and outward, backward and forward and asowasty, temporality,
and placgClandinin& Connelly, 2000)focuses attention on these unexamined areas and,
therefore, is poised for elucidating enhanced understanding by exyilogiresearch question

presented itChapterOne.

Narrative Inquiry : Exploring Definition
Narrative inquiry is not simplgliciting verbal responses to researcher questions, but a
methodological approach wheseciality, temporalityandplaceare explored.Narrative inquiry
is the study of experience when experience is seen as a narrative conposgstion
A way of understanding experience. It is collaboration between researcher and
participants, over time, in a place or series of plaaed,in social interaction with
milieus. An inquirer enters this matrix in the midst and progresses in the same spirit,
concluding the inquiry still in the midst of living and telling, reliving and retelling, the
stories of the experiences thatmadepupo pl eds | i ves, both indivi
(Clandinin & Connelly, 2000, p. 20)
Whereas most qualitative research has a tendency to foregrouedehechiteratureoverthe
experiences of participantsarrativeinquiry foregroundsstoriesof experiene. Narrative inquiry
opens a window into the storied lives of people, with the stories interrupting, sustaining, or
problematizing the literature to contribute deeper understandings of social signifi€ztefan
(2008)highlighted notable narrative indry scholars andlustrated how narrative methodology
positions inquiry at the nexus of the individual and the social, and thus becomes a powerful
vehicle forexploring experience anchderstandingliverse worldview®r the different ways
people story the social world. Further, if we accept that some storied ways of knowing could

be similar for people with similar experiences (for example, ddassed ways of knowing
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[Bourdieu, 1981]), resulting in similar behaviotseblich, TuvatMasiach.& Zilber, 1998)
then it is clear how narrative inquiry is not only an appropriatetheappropriate methodology
to explore stories of experiences that may serve to elucidate whgdistation students are
underrepresented in universities. In additiexploation at the nexus of the individual and
social allows us to fimake the familiar strang
thatfirst-generatiorstudents experience, a context that is rasetytinized from this perspective
(Marker, 2004), with the hope of enlightening others to influence change in this sphare.
attempt to reorient the scholarly community to the ontological and epistemological foundations
of narrative inquiry, Caine,dfefan, and Clandinin (2013) elabodhta the commitments of
narrative inquiry as follows:
Narrative inquiry...is the intimate study
context(s)...From a narrative view of experience, we attend to placegrityy and
sociality within our own life stories and within the experiences of participants. Within
this space, each story told and lived is situated and understood within larger cultural,
social, familial, and institutional narratives. Narrativguity is marked by its emphasis
on relational engagement, whereby the understanding and social significance of
experience grows out of a relational commitment to a research puzzle. (p. 577)
Clandinin and Connelly (2000) articuldtdhat narrative inquirghould proceed within a three
dimension inquiry space created through the constructsamlity, referring to the reciprocal
effects of personal and social interactitemporality or thecontinualnature of experience,
where past, present, and futare examined through present positioning; plade as context
or placeare experienceshaping forcesFurthermore, Squire (2008) specificafiighlightedthat

an experienceentred, ceconstructed, narrative approach, that focuses on social patterns and
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salience of story, Amay serve useful, even 06i
delineating and even theorizingunderr unr epresented | iveso (p. 5¢
Conceptual positioning of narrative inquiry as methodology. Building from
epistemology, Gitty (1998) providec frameworkfor understanding social researtough he
noted that this is simply a guide and that such distinctemesnot always necessary or evident
Crotty suggestethatepistemologythe naturef knowledge and belief of how we know what
we know) informgheoretical perspectivghilosophical perspective that provides context for
the inquiry), which informsnethodologythe strategy informing use of methods to obtain
desired outcomes), and, irrtymethodgtechniqies used to obtain informationsrounded in a
Deweyan theory of experien@@ewey, 1938)which articulates an ontology and epistemology
of experiencenarrative inquiryis a methodology for exploring personal experience through
story(Clandinin& Rosiek, 2007) Methods such daterviews, photos, journals, blogs, art, and
field notes (to name but a few methods} used to deeply explore experience in orderdee
from the lived and told stories of experie&essman, 2008) theretold stories in research
texts In short narrative inquirys oriented towards h persénal in studiesf t he per sonal
(Clandinin& Connelly 200Q p. 136: it is a methodology it attends to the narrative
composition of human experiences, facilitating deeper understandings of expeoerares
scholarlycontributions to questions of social significance.
Dewey (cited in Clandinin & Rosiek, 200@gscribé experience as reality;is
ontol ogical and fAinexpressible not because it
i mmedi ately engrossing and matter of coursebo
i s transactional such ¢evenastbelofiging to tnenwokdxpbysicai e n c e ,

and social, are transformed through the human
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people are changed to various extents through experiences within the socialGanidinin
and Rosiek (2007) elabordte hat Deweyo6s ontology of experien
grounding narrative inquiry because it is pragmatich that it isinrepresentablia a single
entity (that is,an understandg thatany representation of experience is a fragment); continuous
becausexperience is simultaneouslyalminatonof onebés past, present,
the social dimension of life.

Indeed, Caine, Estefan, and Clandinin (2013) sumnditize at fA Deweyd0s <crite
experience, interaction, and continuity elealdn situations provide the grounding for the
attention paid in the thre#imensional narrative inquiry space to temporality, place, and
soci al i t Marativegnquingad & methodologyonours the reality that storied ways of
living and knowirg are ubiquitou¢Clandinin, 2006) t hat st ori es #fAnoffer wus
experiences and resonate in ways that help us
Estefan, & Cladinin, 2013, p. 583). Therefore, the concept of narrative inquiryrepasses
both the study oéxperiencainderstood narrativelf.e., the phenomenon under study) and the
methodology for its study (Caine, Estefan, & Clandinin; Clandinin; Clandinin & Connelly,
2000) Further, intersecting transactional Dewewaderpinnings with the relationedality of
narrative inquirieswhere participantsand researchedstoried lives become intertwined to the
extent that both leavéé¢ inquiry experience chgad),narrative inquiry cate conceptualized
asrelationaktransactional While inquirers and participants expldhetemporalandsocial
facets of experience within a given plattesy are also, to the extent possible within parameters
of comfort and timeline in the field, building trust in order to explore ingyrand very
personal experience€onsequently, inquirer@e equally attentive to the relational nature of

theirwork and transitions abey. (a) negotiate entry to the fieldp) nourishre-living andre-
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telling of storiesof experiences, both those that are readily recalled andlgfbsmattended by
consciousnesgnd(c) attendo tensionswhile exiting the field ananoving to depictions of
social significance of experiences in tiesearch text.

Duringmyearlydoctoal wor k, Il was excited to encoun
social science research containing an illustration of the movement and relationship of
epistemology to theoretical perspectivestinatemethodology and chosen methoddthough
Crotty provided examples within each of the four constructs, the epistemological and theoretical
underpinnings of narrative inquiryereelusivefor me For example, Crottgosiedthat social
research would have epistemological foundations in objectivism, aohetrism, or
subjectivism. To fit narrative inquiry into this model, | began to think of constructionism and
interpretivism as the epistemological and theoretical perspective underpinnings. Recently,
however, Caine, Estefan, and Clandinin (2013) broaighity to my confusion (and the
muddling in the field more broadly):

Narrative inquiry does not proceed from a realist, constructionist, or postmodern position;

instead, how we seek to understand and evoke experience arises from within the

inquiry..a narrative ontology preceslthe emergence of research puzzles and calls forth
obligations and commitments. A narrative ontology iepthat experiences are

continually interactive, resulting in changes in both people and the contexts in which they

interact. (p. 576)

The authors illustrate that commitmentiewing experience as narrative composition is
foundatioral and precedes an inquiry. Specificatlyeyargue thatexperiences are innately
storied and shape how wempose and recompose owr B dtis thfough story that people are

able to understand, make meaning of, and relate experiences, because story is how people make
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sense of their existenceo (p. 576) and that i
epistemological commitmentahnarrative experience is knowledge for living (Clandinin &
Connel l vy, 2000) . Moving back to Crottyods fra
foundati ons of narrative inquiry wouldibe bas
where expegnce is temporal and social and where experience is how we know what we know.
Clandinin and Rosiel007)elaboratd that narrative inquirys situated withirDe we y 0 s
pragmatic ontology of experienceaind s a qui ntessenti al U3asmr agmat
Ai's not only a valorizing of individual sdé exp
and institutional narratives with which indiyv
SpectorMersel (2010klaboratd on narrative epistemolognd our roles as quirers
highlighting that narratives, whether past, present or future, are always rooted in the present; are
a cul mination of conscious and subconscious e
interpersonalsocial, and cultural context3.o conceptually position narrative inquiry as a
methodologywithin social paradigmsClandinin and Rosiek explodespaces and tensions with
other major philosophical traditions in the social sciences in order to illuniisateiqueand
distinctorientation. What follows is a modest overview of how Clandinin and Rosiek position
narrative inquiryand itsconceptual borderlands with pgsbsitivist, critical theory, and past
structuralistraditions
Postpositivists bem with epistemologicabrientationsand treat ontologgssecondary
such that a critical understanding of reality is understood only through empirical falsification.
Further, such reality is independent of human experience. Narrative inquiry, conversely, rooted
in a pragmatic ontology @xperiencei s A ;eowusly b description of, and intervention into,

human e xp e dinir&Rosel, 2Q0T; p. 46), whenaultiple contexts are perpetually



63

present. Further, pepbsitivists value generalizability and look through narratives for common
and universaltrt h s . Narrative inquiry, on the other
abona fidesource of insight into our social world.

A number of readings will assert that narrative inquiry is embedded irspasturalism,
but Clandinin and Rosiek (®7) delvel into the conceptual terrain of the social sciences to
illustrate narrative inquiry as a differebtit-related means of understanding social systems.
They describe the foundations of poststructuralism, where social constructs (such as identity
race, and gender) can be understooly within (indeed, rely ona system of macrosocial
discourses (they use the analogy that the relationship between a word and an object is arbitrary
andenmesheavithin a larger system of signs for meaning and stgpil Specifically, Clandinin
and Rosiek statkthat poststructuralists (likepogh osi t i vi st s) share fda pri
description of broad patterns in human acti vi
concern that large social processeas @andition individual experience so thoroughly that
individuals cannot recogni ze t hstructorplistssad i on of
infinite descriptions of our social worlésulting from (a) a multitude ofsocid discourses that
shapeour experiencesand(b) varied possibilities for interpretation sieewed by human
interestssThi s sounds | i ke narrative inquiry (indee
while theposstructuralist may listen to storigbeywill listen through the story to explore and
examine macrosocial influences. Nawvai i nqui r er s, withapragmatics el vy, beg
ontol ogy that treats |ived experience as both
(Clandinin & Rosiek, p. 55)Therefore, while attention is paid to macrosocial foines
narrative inquirythey are examined from within the experience of the individual; that is, the

individual 6s experience i s theClahdinmandRgsieki nt f o
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deeply explorel narrative inquiry’s borderland with pestructuralism, including tensions for

narrative inquirers to attend to in order to be faithful to narrative inquiry as a methodology.
Narrative inquiry is similar to critical theory as it is poisecghalyzemacrosocial

structures and how they serve to exclude people, with the goal of improving circumstances or

agency of dismpowered peopleritical theory is rooted in aontology that social systems

gererate ideologies (systems obtigh) suchh at i ndi vi d udtelisgareetahought s
productofthes systems: AOrdinary individual experi e
therefore, not a trustworthy sour €Clandiom& i nsi gh

Rosiek, 2007p. 48). Critical theory, therefore, privileges the macrosocial as the focus of
examination, assuming that human experiences are a product of these Adttomsgh human
experience is galuablesource of insight in critical theoiand serveas criticisms of psitivist
and postpositivist approachegskxamination is largely focussed subjugating forces of the
human experiencecConver sely, narrative inquiry fAprivil
source of insights useful not only to the person himséieoself, but also to the wider field of
social science Lhamdnih&Rosidgkp. #9). dNermatve irglirery genel@lly
critiquecritical theoriss as follows
By preemptively dismissing the lived experience of persons as a possibte sdur
insight, [Marxists replace] one totalizing source of external authiobiy it church, state,
or postpositivist social sciencewith another. The result is the continued
disempowerment of exactly those persons the Mamxilstenced scholars seéi
emancipate.Glandinin & Rosiekp. 51)
This comparison places my research program at the nexus of critical theory and narrative

inquiry; however, there are key ontological differencesvbenh the two. Having my study
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grounded in a Deweyan pragmatit@logy of experience does not exclude examination of
macrosocial forces, but focuses deeply and intensetypranexperiences a source of insight.
Clandinin and Rosiek highligadthat narrative inquirers explore experience in its own right
with extenal critiques flowing from exained experiencesandthat t i s i n col |l abor
transforming the narratives within which people live that narrative inquiry seeks to lay the
foundati ons for soci al c hlaelafter pointligedcia.n di ni n & R
Clandinin and Connelly (200@)nderscoré the ceconstructed nature of narratives (whether it
be the stories we live HZlandinin & Connelly]or stories that are shared during research), such
that both participant and researcher are changadesuilt of the inquiryClandinin, 2006;
Clandinin & Connelly) Therefore, the relational nature of my approach will have an impact
(hopefully positive) on the participarasd myself neither party leaves the inquiry unchanged
With respect to the bemler impactmy study leans towara@samining structures of social
reproduction ad, therefore, approaches the borderland with critical theory.
In bringing togethenarrative inquiryand critical (Bourdieu) theoretical perspectives, |
havefimuddied the conceptual waters. Crotty (1998)scribe the contrast that exists between
critical and other theoretical perspectiass
A contrast between a research that seeks merely to understand and a research that
chall engesébet we en siuatioristermsotimteractiorerand r e ads t
community and a research that reads it in
research that accepts the status quo and a research that seeks to bring about change. (p.
113)
Crottyds wor ds deptuahunderstandings$ af maeativie imagiimnicio seeks

bothto understand and to change the lives ohlvesearchers and participanEvident from my



66

discusion above, it is my hope for thigsearch to bring about positive change forfirst
generation studentboth for the research participants and future stugemigell as for myself

by drawing attention tetructures that enable the continued cycle of social reproductiua. T
means thethe literature reviewed and discusse€iraptersOnethroughThreeare intended to
serve only as a background to understanding context. The analysis that folveptard-ive
andSix will bring storiesof experienceo the forefront asitesof inquiry, with structure and
literature in the background. That is, the stories will poinihéoliterature as appropriate and

will not be used as a demonstration of the literaté® mentioned, this is a novel
methodological approach within the fhgeneation persistenciterature existing research does
not explore thexperiences of firsgeneration studentnd isgrounded in othesocial science
paradigms.For my research project to illuminate understandings ofdesieration university

s t u d expetiema®s through narrativeguiry, | must place their experiencatongside rmein

the relational inquiryas the beginning and ending points of inquiry. Further, while | will journey
into the macrosocial discourses (particularly related to soeiss), it is through honouring
individual stories as a source of knowledge that is ultimately and uniquely namativgy. Re-
presenting the stories refla¢his and, while reepresentaticswere notanticipated in ama

priori manner as it emerdérom the nature of the researchydsexposed to numerous
examplegClandinin, personal communicatiodanuary 20L1Clandinin& Connelly, 2000¥or

how to honour individual experiente attend to the previously discussemhceptuatensions
Forexample t exts with pi ct uHEstefan, 200Nithin stoses (used A si gnp
when participant numbers and contact diminished in order to still piece a story together), and
story excerpts immediately followed by interpretation kiedature reflectio (Caine, personal

communicationFebruary 2011 Clandinin and Rosiek (2007) ndtihat there are no easy ways
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to clearly resolve such tensiobstween the borderlands of narrative inquiry and other social
paradigmsonly highlighting thatived and toldstories ofexperience must always be centre
stage in order to @ draws to reductionist (pastucturalist) or formalistic (critical theory)
analyses.

To summarize, we live storied livéSlandinin & Connelly, 2000 storied landscapes
and our stories are lived before they are told (Clandinin, 2006). Further, our experiences are
narrativelycomposedindunderstood through reliving and retelling stori®&rrative inquiry is
the study oktoried livesgrounded i Deweyn pragmatic ontology of experiendlerough a
threedimensional inquiry space témporality, sociality, and place. Narrative inquiry privileges
a personbs experience ahquveegroardthemsdlvesathinanhat i s
indi vi dual 6 sandexplgres expesiencegtbrough the thd@aensional narrative
inquiry space. Though inquiries will encounter borderlands with other paradigms, allowing
exploration of macrosoalideologiesandgr and nar r at i vegperienceshead i ndi vi
inquirers to these places, not vice versa. In this sense, the stories that emerge in the midst of
experience are both tiplhenomenon of experieneaddata for research purposes i Nar r at i v e
inquiry...both research methodology and a vedyghenomenon, is the intimate study of an
i ndividual 6s experience over time and in cont
Narrative inquiry allows for richer understandings of human relations and societal structures that
are tentative, fluid,rad contextually dependent. Understandigeriences ithis manner
illustrates thecontributonsthat narrative inquiry can bring to the issue of fgeheration

persistence in university.
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Exploring Habitus Narratively

In an attempt to clarify and opéi@nalize the concept of habitus for research,yRea
(2004) thoroughly investigatetie habitusconstructy presentingts conceptual development
and theoretical status, examining its strengths and limitations, and exploring its use as a tool.
First, shestatelt hat habi tus i s not solely composed of
perceptions, butlas o embodi es the social world: fAThe ha
incorporated the immanent structures of a world or of a particular sectot ofdtai a fieldi
and which structures the perception of that w
1977, cited in Reay, p. 432). Second, the halptadisposes an individual to certain and
unconscious ways of being asuamé€tion ofhis orhersocial history andzonsequentlyit has a
strong tendency towards repeing the social conditions that producedThat said, Reay
broughttogether the objectivistic or deterministic perspective (where the habitus is argued to be
predefired andactors play out sociakgscribed roles) with the subjectigerspectivéwhere the
habitus is malleable) to highlight individual agency. Interactions in an unfamiliar field bring the
habitus to conscious awareness, which allowsdfectionwhere ones able to explore
Apossibilitiesd and choose actions (i .e., opt
history). King (2005)shaccan exampl e of the #Aphysical repul :
participating i n st r avhglethehabitusexpmeriiencesdiffemes@d ns o ( p
is thus brought to conscious awareness and subject to analysis and refl€btrdnReay
describdhabi tus as a collective of the soci al and
habitus at the level afociety and more complex, differentiated notions at the level of the
indvi dual o (p. 434). Stiameactiomlism Reay rédezewoeds 6 S conc e

Bourdiew assertion thalthoughinteractionssuperficiallyappear to be between individuals,
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they also involve collective social and historical perspectives at an invisible level. Lastly, the
notion of habitus amterpgay between past and presendiscussed; that is, as a product of early
childhood experiences and famibyultural, and sociatories, the habitus is continually
reinforced (and sometimes changad)one transacts with their social world. Overall, Reay
describe the habitus as:
A deep, interior, epicentre containing many matrices. These matrices demarcate the
extent of choiceavailable to any one individual. Choices are bounded by the framework
of opportunities and constrasthe person finds himself/herself in, her external
circumstances. However, within Bourdieuds
circumscribed by amternalized framework that makes some possibilities inconceivable,
other improbable and a limited range acceptable. (p. 435)
On the continuum of reproduction and transformation, halstpsone to replication in familiar
social contexts or fields in whighdevelopedbut can be transformed to change behaviour and
social trajectoryvhen brought to consciousness
Pike (2005)einforcal the need to explore habitus within social contexts.ptdsentd
an example of a driver who is driving a vehicle anddenly notices a red light at an
intersection. Seeing the red light causes the diveot to automatically hit therdkes in order
to stop the carthe habituss engaged for the person to acan unconscious way. However,
Pike noted that the rea@n is not simply biologicaind hat understanding such a reaction
requires investigation of the social. That is, how did the driver come to understand the meaning
of the red light? Theed light is a social symbol, underpinning the need to attenct tsoitial
and its subjective nature. ConsequeriRlgay (2004positioredthe habitus as a conceptual tool

that needs to be employed fluidly (a comment to critiques that the habitus can only be used as an
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empirical tool if itassumed to be deteinistic). Shedescribeli t as fia way of inte

data [and not simply used as] an explanation
function of habitus, then, requires investigation of the individual and the guleied, and
temporality As Bourdieu (1984summarizeghabitusintersects with forms of capitalhich
produceclassbased behaviours:
Through the economic and social conditions which they presuppose, the different ways of
relating to realies and fictions, of believing indtions and the realities they simulate,
with more or less distan@nd detachment, are very closely linked to the different
possible positions in social space and, consequently, bound up with the systems of
dispositions (habitus) characteristic of theeliéint classes and class fractions. (p. 6)
Narrative inquiry is welpositioned to explore the university experiesof firstgeneration
studentdy attending to the habitus construct and unthreading institutional, cultural, family, and
self narratives thitsshape it. However, questionsw ariseabout how habitus and tiséorieswe
live and tellintersect.
David Carr (1986gxplairedthat we are born into our storied lives to the extent that
family, social, and cultural storieshape who we are and ttaes we play.These stories, on a
deeper level and as a function of time, shape who we are:
| do not think that what we call our self or our identity can be adequately considered
outside this temporal and therefore historical framework, outside thetiog lives.
When we ask of someone who they are, this question generally comes down to a
recounting of their passage through time, their autobiography emaettive. Already

we are talking not merely of temporality as a cosmic phenomenon, oetieenmovement
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of bodies, for exampl e, but of a ti me whos
life. (Kerby, 1991, p. 15)
The self, cultural, family, and sociaérrativeqto name a few), however, shape our being on a
deeper and more tacit lewahd it is in thisconceptuakpace where the stories we live by
encounterthe habitus.These stories continually interface with our habitus and shape how we
interact with our social worjdn turn, our habitushapes how we story our livédepicted in
Figure 1 inChapterOne). | must provide a caveat that such a connection between stories and
habitus was never, to the best of my knowledge, explicated by Bourdieu. Instead, my
conceptualization is based on philosophical morsels withiminaginquiry and Bourdieuian
scholarship, in addition to the research conducted as part of this dissertation. Because the
research findings of this dissertation contribute to my conceptualization, | elaborate more on
stories and habitus i@hapterSix. As a precursor, however, a discussionef kb y 6 s wor kK
follows; althoughh e al so does not <clearly state that st
trail of Aconcept ual sotial ceraitons ofiexistenae shape dabitua t i n g
Although there issignificantdebate on whether the habitus is deterministic or not (and, as
stated earlier, for the purposes of this research, the habitus is considered fluid),1Red)y
commented otthe salience of history (and thereby the stories ofiees) in shaping the habitus
The habitus can usefully be seen, to borro
turned into msedimenteé @t oi st suatpashg structu
dispositions are formative in both mental @mdotional life just as they are in the
performance of manual skills, and as such they function in what can be called a passive

or unconscious manner. (p. 20)
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Paramount to my conceptualization of the relationship between stories and, l&dgitys
descrbed that
The formation of a habitus, then, is the relatively abiding result of our temporal genesis,
the result of acts reinforced by reactivation...and repetition, but also the result of acts and
decisions guided and often determined by a constragdo@l order anénvironment
[emphasis added]One mi ght al so say, following Huss:¢
medi atory style of oneds contact with the
correlated to its structureg.he typical style oy beingin-the-world is thus the
dynamt equivalent of my habitusnd, as already noted, this habitus is very much the
structural basis of my abiding character and also of my identity. (p. 20)
He further articulaté that unity between the habitus and the life world is a unity between the self
and prevailing environmental and cultural conditions, further emphasizingdia¢ized nature
of the habitus: the habitusepca ul at es fAval ues, Dbteofwheldnuustbeand at
accounted for by similaenvironmental conditions and prevailing cultural conditipasphasis
added] o0 (efprring @ Boxrenvironmental and culturabnditions Kerby suggestethat
the external social world shapes or coiodis the habitughat is, the social world serves as
conditions of existend®ourdieu, 1981) that shape the values, attitudes, and badieifgrising
thehabitus A social world that he, within the context of his book titigirative and the Self
assetedis inherently storiedln short, Kerbysuggestdthat habitusiasbeginningsefore our
birth andis shapedbp ne 6s soci al environme ncultural,family, i s t he
social self, etcassc ondi ti ons of existence in Bourdieuds

ChapterSix.
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Carr(1986)proclaimedthat we aranever more thathe ceauthors of our lives, which is
a reflection of the many storiéisatwe live by andhatshape usKerby(1991) tookthis further,
stating that our | ife is Alinked through a
temporalprotentions(projections of a future) angtentions(consciousness of the immediate
past) which give density and cohesiontt he ongoi ng presento (p.
temporal nture of the self. Drawing on an analogy with music, Kellogtrated tha life is like
a musical melody asne cannot appreciate a musical phrase without understanding the context
thatpreededit and feeling wonder for whdtappens nextThe musical aesthetic is appreciated
because of its temporal and elemental coherenbe.sibries of our lives and habitlike
music, gravitate towards coherenceis ikcomfortable fothe habitusandour idea ofself to
function within the status quo in which they were produced (towards habitus congruence and
narrative coherence, respectivelyjowever, the stories of our lives and habitus can also be
disrupted as one enters a space of transition or liminality, where the status quo is absent or
altered. It is the liminal or transitional spacescounteredh life that bringoneto the precipse
of evaluation, wheréhe sensef the world and self are disrupted. Concerning my research, this
idea of labitus dissonance am@rrative incoherenqggvith respect to subjective and objective
conditiong, respectivelyjlluminates the need to understbexperiences of firageneration
students differently as they journey irsioch a liminal spadey attending university

Depicting the expected |feourse of women and inherent challenges to palvéhrc

structures, Heilbrun (199@)escribe the concepof liminality:

co

18)

" That saidBourdieu (1990) asserted ttfato f al | t he oppositions that artifici:
fundamental, anthe most ruinou¢gemphasis added),s t he one that is set up bet ween

(p- 25) therefore, while habitus and narratives, generally refer to subjective and objective conditions, the boundaries

are quite blurred and narratives (particularly salfratives) can and should also be seen as subjective.
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[Women are expected] to follow the logical or comnsamse life for a woman: dating,

marriage, childbirth, mother. In my view, the reason why these old structures so appeal

to some people is precisely that they can, in following themgdwoinality, avoid

hovering on the threshold, avoid having to take brave decisions and then having to live

with the anxiety and uncertainty those decisions inevitably produce. It is easier to do

what i s expected msityandsus etnhsaend .t o (Ipi.vedOi)n Oi
Shewentfurtherstatingt hat @At he threshold was never desi gl
however, and those of us who occupy threshol d
this is where we choose to be, and must be, at this time, among the alternatives that present
them& | v e s 0 Korfirstgdn@ra&tign.studentaniversity is a liminal space as it is a place
where existing stories do not make sense and where beliefs and values seem incongruent.
Thereforedecisiongo leave university (or not apply in the first pédcan be seen asoving
towardscreatingnarrative coherence and habitus consonance. It should, therefore, hieatlear
narrative inquiry is an appropriate methodology for attending to my research topic.

Clandinin and Connelly (2000) providarichd es cr i pti on of narratiwv
of understanding experience. It is collaboration between researcher and participants, over time,
in a place or series of places, and in soci al
I i ved 4pn2D). They fultldeestablisheaharrative inquiry within a framework that
positions a researcher éaperiencexperience by moving inward and outward and backward
and forward through time and place with participaritse framework is developed ashade
dimensional inquiry space framed tiynensions of socialityiffteraction), temporality
(continuity), andplace §ituation). Examining interaction becomes a process where inquiry

moves inward and outward from the participant
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morals, and attitudes, to their social environment. This outward place also encompasses the
situational ad contextual milieu, in addition to the physical attributes of the environment, in
which in the inquiry is located. Moving backward and forward focuses examination on the
temporal nature of experience where, while situated in the present, the pastisnddostructs
of the events or experiences are examined. Webster and Mertova (2007) redhhight
narrative inquiry provides a lens through which we can learn to appreciate how the construction
and reconstruction of stories shape human experience@mskquently, how narrative inquiry
Ais well suited to addressing issues of compl
its capacity to record and retell those event
enabling researchers to msically represent the complex and rich experiences of particifants
understand worldviewsDeweds criteria of experience (i.einteraction,continuity, anchis
construct ofituation)create an appropriate and robisgtndationfor examining the exgriences
of first-generatiorstudents

Within the narrative inquiry discourse there are many different ways of understanding
experience, which reflect its many nuanced epistemological foundations. Squire, Argohgws,
Tamboukou (2008) providiean overvew of the various perspectives, which include event
centred (which assumes that internal representations are fairly constant) versus experience
centered (which, contrarily, assumes that internal representations vary over time and context)
resear cgstaomrd of briesrt sour sy of (Sheaeess efdraditidnal methods such as
interviews to explore past, personal, and-sbared events compared to being in the midst and
sharing experiences as they unfoldjthoughl| was drawn to the smaditory approach in order
to explore the participantsd university exper

access prohibited nfeom being directly in the field with participants. That said, while
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conventionamehods were used (e.qg., interviewis)explore past experiencesttempted to
explore current and imagined futueeperiences with participants through the interview,

journals, and photographas will be discussed in the remainder of this chapter.

Recruitment and Selection

Narrative inquiryenables deep exploration of experience, where stories serve as both the
method and unit of analysis. In a class | took with Dr. Jean Clandinin, she would continually
emphasize the importance of trusting and collabaggiarticipantresearcher relationships and
that researchers must be fiin the midsto so th
parti ci p ajpetsand commumitador,tlary 2011).Further,many narrative scholars
(Carr, 1986; Cladinin & Connelly, 2000; Riessman, 2008&ve conveyethat participants and
researchers eoonstruct stories (which reflects the interactive nature of the inquiry, ranging from
the choice of questions posed to responses to nuancedtrimal communication) that will then
be analyzed. The resulting rich, aié¢d, and ceconstructed stories then become the unit for
analysis, which proceedsarding toathreedimensional inquiry spad€landinin &
Connelly) where experienceseexplored simultaneously across sociality, temporality, and
place. Further, attnding to talkin-interaction details to explore the smsiibry meaningmaking
experiences requires methods thatracee possibldor students, while also providirdgep
insight intoexperiences.

| have chosen Pillar University because of its conver@dgo where | live, my knowledge
of the Ontario policy context concerning fuggneration students (as a result of my research and
conversations with colleagues at conference presentations | delivered), my familiarity with
university programs for firsgeneration students resulting from both research and my

interactions with administrators through my participation in the Canadian Association of College
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and University Student Services (CACUSS), and my access to stati®illar University
through studeraffairs administratorsvhom | am well acquainted with through CACUSS. Most
importantly, however, having the research situated at Pillar University and within Ontario,
allows critical comparisons between the Alberta and Ontario postsecondary policgtssonte
where the issues of firgleneration student underrepresentation is articulated very differently.
Following ethics approvals at both the University of AlbertaRitidr Universityin Fall
Term 2012, | began recruiting participants. To recruitigpants, | developed an invitation
inviting student§ o Ashare their storyod by participatin
articulated eligibility criterigo be students whogmrents(s) and/or guardian(s) did not complete
postsecondargducation in @nadasee Appendix2: Participant Invitation) | contacteddur
student affairs administratoas Pillar University, seeking their assistance to dissemthate
invitation to students within their jurisdiction: two administrators were mesipte for residences
and the other two were responsible for fgsheration student programmgi The administrators
forwarded thenvitationto studentsn October 2012nd, in addition, ffollowedo the first
generation program on Twitter afitlveeted a truncated version of the invitatiohreceived
interest from five studen{$our females and one male) expressing interestemasting
additional information.
| senteachstudenta preparediocument that overviewdtle nature ofeseath
participation (see Appendix: Participant Participation Letter and Consent Form), which
included that December 2012 would entail relationship buildimgybrief introductionand that,
from January 2013 to April 2013, participatimould entail making monthly janal entries with
an associated pictutemailed as a Word documeatd monthly interviewor focus group

(pending their comfort). Four of the five participants confirmed their desire to partiaipéte
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indicated their preference fordividual intervews(the male who declined communicated that
he likely did not have tim® participatg | then met with each participant in November 2012 to
fully review the participation letter (including expectations for the $50 compensation) and had
them sign the awsent form. Once the consent forms were signpahdeeded to fulfil a number
of obligations to facilitat@articipation in a clear and transparent manner, consistent with the
plan | provided First, | established a Facebagioup for the study (as all participants indicated
that they were comfortable joining such a grogwostedan introduction of myself, and asked
each participantio do the same: as the participants posted, | commented on their posts, indicated
how excited was to be part of their journey. Second, | posted additional information
articulating participation requirements for the journals (which included pictures) and interviews,
including timelines, topics, and guiding questiémsthe semistructured interiews(see
Appendix 4 Guide for durnal Entries and Focus Groups). The participants confirmed their
desire to continue and that they understood what was required. gréeaededo setup
administrative details for the interviews: | solidified thetparc i pant s6 avail abi |l it
happened to be on Fridays, which was convenient for my work schedule) and booked a room on
campus to conduct the interviews. From January 2013 to April 28&8f monthly reminders
about the due date for journals (whichswe week before the interview so that we could
explore the content in person) and confirmation for the interviews. Journal entries with photos
were alwaysent before the interview (though not always by the due date) and all participants
attended all deeduledsemistructurednterviews,resultingin my being able to develop
extensivefield textsas plannedh the form of journal entries, pictures, and interviews.

Though we connected over Facebook to increase comfort, | realized that meeting in

persormight be a difficult transition for the participants. To ease their comfort, | planned for the
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first interview to be one and a half hours in order to build rapport. Further, | baked for the
participants and brought reveragesgaritual we all enjoyed) Exploring the narrativeof an
i ndividual 6s experience through narrative 1ing
ethical considerations, as noted by Clandinin (2006):
For those of us wanting to learn to engage in narrative inquiry, vetoémagine ethics
as being about negotiation, respect, mutuality and openness to multiple voices. We need
to learn how to make these stories of what it means to engage in narrative inquiry
dependable and steady. We must do more than fill out redoimeg for institutional
research ethics boards. (p. 52)
Indeed, while | did not indicate in the ethics review that | would bake and participate in extended
engagement on Facebook, it felt right given the relational nature of the i\@uary continue
interactions to this da¥) The following section details my movement from methods in the field,

to interim texts, to the final research text in this dissertation.

Movement from Methods to Research Texts

Field texts were generated fronuhiple sources, beginning in December 2012 with
participants joining a Facebook group and responding to introductory questions about
themselves Specifically, they provided an overview of thEall 2012 university experience
(including one high and orlew experience, something | asked them tpawd discussed their
hopes for the futureThis introduction provided me with an initial glimpse into the temporal
thread of the participariives as they shared motivations to pursue university, general

expeiences regarding the transition in and through to current time, and protentions towards their

8 Using Facebook for initial contact was approved by ethics at both institutions and all participants consented that

they were comfortable with its use. As per the protocol | provided for approv#is;rhed the participants at the
closure of the study (i.e., once they felt comfortable
that | would close the group. The group was closed (as it was no longer needed), but the pantidipated a

desire to stay connected, which | also felt was important.
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future and overall career ambitions. This initial sharing, as | noted in my reflection journal,
provided me with the fir steseércharadwasabomweneht t ha
the very personal world of fourr$t-generatiorstudents. | also remember noting questions about
how | would, with the little information at hand and the amounts to come, move from field texts
to research texts: a proceahat | conceptually understood afitad inquiry, not governed by
methodological strategies (Clandinin & Connelly, 2000), but unsure of how | would actually
represent t he parilustrate fipdengstosodial sigaificaneet This seeti isa n d
intended to detail that journey so that readers can understandd)tive narratives represented
in Chapter Burwere created from the methods emplgyaedi (b) the structure chosen in
Chapter Fivgupon reflection of many exemplars) illustratekesd and classasedesonant
threadqi.e., substories withinthe participants narratives @hapter Foyrthat illuminate larger
social relevance through fAdna narrative view of
As detailed in Appendix 4, my methods included monthly participant journal entries
(where theytook a picture about a specific experience and disdit® meaning of that picture),
four hourlong interviews at the beginning of each month from Januaryptd 2012, and my
own reflection journal.Each month from January to April, the participants emailed journal
entries to me and participated in a @meone interview, both of which were constructed around
guidingexploratory questiongnany more questions were asked as evident in the transcripts)
derived from salientopicsfrom the literature revieWdanuary explored family and social stories
and the university experiendeebruary was concerned with experiences of inclusion and
exclusion in March the participants explored stories that they would tell themselves about

university, and in April we explored their values and beliefs towards university and also their
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reflections of how culture affected theirentation towards universityyvhich is detailed in

Table 1: Monthly Journal Entries and Focus Group Guide

Table 1

Monthly Journal Entries and Focus Group Guide

Month and Theme Journal Entries with Picture (two Focus Group Guide (once per month

per month)

January

(How familyand
social stories
affect university
experiences)

February
(Experiences of

inclusion and
exclusion)

March

Tell me a story you were told
about university by your family?
How did these stories affect you?

Take a picture that represents the
stories you were told about
university (from family or
society). Discuswhy you chose
this picture.

What experiences (if any) have
helped you feel part of the
universityexperience? How so?

What experiences (if any) have
made you feel excluded from the
university experiences? How so?

Take two pictures: one that
represents how you (b) feel part «
the university experience (b) do
not feel part of the university
experiene. Discuss why you
chose these pictures

What stories do you tell yourself

° The title of this table was presented to the ethics boards and participants as a focus group guide, which reflected

What aspects of university were you
anxious about?

In the past, what stories did you hea
about university attendance from
family memberRs oM
stories did you tell yourself about
university?

How do these = stories affect your
current experience?

What values, attitudes, and beliefs d
you have towards university and
education?

Did you feel I i Kk
university? If so, why and how did
you manage this feeling?

How do you feel about social class?

How does this relate to university
attendance?

What were your successes and what

my preference to conduct focus groups. However, all the partisipagferred interviews and the same guide was

used.
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about university life? What made you attribute these successes to?
(Self narratives  you construct this story? How
and the university does this differ from the story you. What stresses or tensions did you
experience) would have told yourself 5 years experience and how did you manage
ago? these?

Take a picture that represents the
story you nowtell yourself about
university. Discuss why you
chose this picture.

April What has surprised you about  Looking back, s your perspectives
university life? What experiences about university changed and, if so,

(Values and are exactly what you thought how?

beliefstowards t hey 6d be?

university) What values, attitudes, and beliefs d

What values, attitudes, and belief you have towards university and
do you have towards university education?

and education? How does this

differ from 5 years ago?

In addition, during the interviews, | wouildquire into their journal entries, askitigem to
elaboratdurther on salient points.

| followed the overalguide presented in Table 1 (Monthly Journal Entries and Focus
Group Guide)however, | began to realize that thpicsof culture and immigration were
surfacing quite prominently. Serendipitously, thesfions | had intended were all asked within
the first three interviews and the participants wanted to come back for thenégriew. | felt
lucky to have their commitment and so, for the fourth and final interview, | asked an additional
broad questio (which | posted in the Facebook group so that they would have time to reflect):
How doesyour cultureand immigratiorplay into your experiences of university? This proved to

be a very worthwhile question and provided me with additional insadidsttheir experience
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into and through university. The challenge was then to move from theehietdo the research
text

| was told by many colleagues (including Andrewezst whose doctoral work |
reviewed as part of a course requirement with Jean Clandinin) that it is extremely beneficial for
gualitative (and especially narrative) researchers to do their own transcriptibough| was
tempted tdithrow money at the t&s (particularly after realizing that each hour interview took
two daysto transcribe), their wisdom became quickly apparent as | felt, through the transcribing
task, that | was gaining deeper insights. | noted these personal thoughts right in thipticanscr
document as capitalized text so that | could discern my thoughts while keeping the interviews

intact.

Co-Construction of the Narrative Accounts

Once transcription was complete, | Hadr kinds offield texts (or dataetg for each
participant: tle interview transcripts (each being approximately 22 pages of Sipgte type
and 11 point font)jjournal entriespictures® with expanded explanation, and the Facebook
introductions.Althoughl had fAconvenientlyd orgaaundzed t he
specific themes (see Appendix 4), they were not useful forcoristrugt t he parti ci pan
narrative accountsecause each interview touched on many different elements beyond the
planned themes and throughout the particigdiviss. This realizatiolrought me back to the
threedimensioml narrative inquiry space (Clandinin & Connelly, 2000):-fead the data with
my temporal lens on, which enabled me&oratively codehe field texts around salient

narrative elementsuch as events, actions, $ems, and charactef€landinin & Connelly) The

19 Unfortunately, while the participants were asked to take original pictures void of identifiable information, for
convenience they downloaded images from the internet and included these in their.jdeonalspyright reasons,

these images remain as field texts and are not included in the dissertation; however, the exploration of the pictures
contained in the journals are woven into the narratives.
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challengehen became developimgrrative account® serve as the focus of analysis in this
dissertation research text.
Clandinin and Connell{2000)articulatelt hat , fAas narrative resea
work, they begin to hold different field texts in relation to other field texts. However, it is
responses to the questions of meaning and social significance that ultimately shape field texts
into researchaxt s o ( p. 1 3 1))furtherstRedbat ssonea participants @eghould
draw the reader into experience, but that dde
and highly interpret i ofeanstriciingth dakativeaccouddufori ng t he
use in the research text, | reflected on the field texts and was pulled backwards in time to two
moments. The first was during my EDES 501 Narrative Inquiry class with Jean Clandinin in
Winter 2011, where many of the participam&xemplarinquiriesexpressed a desire to the
researcher to botfear and see their voices in the research fBixis sentiment, and going to the
second moment | was pulled backwardsaas echoed by the participants in this study; all
expressed exciteentto reexperience thestories. In thinking of my research text, | wanted to
ensure prominence of their voices and, therefore, used direct quotes to the largest extent possible.
| cut and pasted text from their journal entries and interview tratsdad form the narrative
elements tat developed into the narratimecountgresented ilChapter Foyrthat is, narrative
elements were woven together from all field texts to compose the naaatioentsvith minor
supporting text incorporatdaly meto string together the narrative elements tempotallyards
flow and coherence. As a result, the narragiveountsare written in first person fromte
participantsd perspectives.
In summary, | temporally wove together narrative elements from alltBztduntil the

narrativeaccountsook shape in a way that | felt that thég) illustrated salient moments for the
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participants(b) reflected the voice and tone of the participants (and | was again glad that |
transcribed my own interview notes a®ltthat | had a good sersand (c) encapsulated the
social dimension of experience, which is a significant element of my work. | sent afdegft
narrativeaccounts o t he participants with the -instruct.i
construdt ons 0 and tdndduggésiiohserenaddede atderttasensure that the
narratives honoured their experience. Other thi@waninor edits, | received no substantive
comments. On the contrary, | received comments of appreciation for hi#tlpmgell their
storiesin such an emotive manner and that they were proud of the stories (with one indicating
she was going to share the story with her farhilyyhesenarrativeaccouns are represented in
Chapter Four

As | reflected on the processweéaving together narrative elemetdsompose the
narrativeaccounis | r el i ved the participantsodo retellin
(imagined) out of their university experiences; research question began to pulse in mind and

into all theimagined and unimaginespaces of social significance.

ResonantNarrative Threads and Social Significance

| knew that the narrativaccouns contained substance worthy of contribution to the
larger scholarship and that this had to do with habituedew p ment r esul tafng fr o
our | ndeed, many storied elements of the particigdiviss, especially childhood, were
very similar. Bour di-basedl worldvieves &4ds), resalsng feomt i on t h
similar social contextsgsonated with me. | also wanted tneeded té honour narrative
inquiry as thanethodology and not get drawn into making generalized themes across the

participants. I r ef | e c tegaddingogenerRlizaiomdlthoaighd s (200

" Though the Facebook group has dissolved, | am stilhected and interact with all participants on Facebook and,
additionally, have plans to meet when them individually over coffee in the near future.
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Riessnan regards people as casesjgnificant differencérom narrative inquiry where

individual experience is a source of insight and worthy of exploratiorsigigestedhat

theoretical propositionare possiblevith narrative inquirywhich is way narrative inquirers

must speak to the personal, social, theoretical, and practical justifications of their work

[Clandinin & Connelly, 2000]) Riessmamadethis suggestion by underscoring that narrative

data wasiever intended to bstatigical data to generalize across an entire population:
Making conceptual inferences about a social process (the construction of an identity
group, for example, from close observation
of inquirywithalonghig ory i n anthropol cepttedrmodedls soci ol o
of research can generate knowledge that, o
the ultimate test. (p. 13)
| dove into the mental challenge of untanglingtésonannarrative threads thafelt

were woven across the narrative accoufits do so, | created amterim researchtext

(Clandinin & Connelly, 2000) to help me compare and contrast narrative threads from all four

participants. The result was a large table: in the left columa (aethat point, tentative)

narrative threadand the right column included significant sections each parti ci pan

narrative accountthat related to théhread This also illuminated to me that two participants,

while technically defined as firgieneration by the institution, grew up with unique stories that

made them different and equipped them with more social capital than the other two. This interim

research e xt was a significant step in the researdc

(1984) statement that classmsed worldviews exist and that tiesonant narrative threadere a

key contribution to the literature. | shared this interim text table with the participants, who all
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agreed that theesonant narrative threattsat | identifiedrepresented salient stories in their
experience. The next challenge wasgquresent this information.

| struggled with howto move from the narrativeéccouns in Chapter Fouto discussion
within the literature and reflected upon many examples, mistly a narrative inquiry course
that | took with Jean Clandinin in 2011.wénted to show that resonant narrative thresdisted
and, for a moment, simply wanted to include the interim text table that | had created, but that
would look too much like agsitivist representatiorfield texts cannot speak for themselves
(Clandinin & Connelly, 2000) | thought back to examples where a narradieounexcerpt
was presented on a page, followed by a discussion of the literature on the same page in bold text,
and foll owed again by the researcherdés perspe
was drawn to this, but felt that it was too disjointed for my style, but liked how significant
narratives wee kept intact. The format &@hapter Fivetherefore, is an attempt:tta) illustrate
theresonant narrative threatlsat surfaced as a result of social and largely dased
experiences(b) provide readers with excerpts from tierative accountthat substantiate the
stories within storiesand (c) allow the readers to-read and reenter the experiences of the
participants with this new lens. Indeed, for me, theeeel and rentering allowed me to
appreciate differently the significance of the research and better transition to lacgesidiss
within the literature, which is done @hapter Six

Of note here is a discussion of the unimagined space. | was advised early in my doctoral
journey by my supervisor, Randy Wi mthiscame t hat
to be my reality. | imagined that the research would focus my gazec@h and academic
belonging (versus integration@ illuminate the role that student services could play to enhance

retention for firstgeneration studentAlthoughthis aspect did surface, what became apparent
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was the salience of childhood experienaed the transition into and through university. This

was an area | did not anticipate and, consequently, was drawn to stories preceding university.

Narratively Progressing
| revisit my experienceas a firstgeneration student every year during mavand
orientation. Following undergraduate convocation in 20@0hyveremained working in student
services and affairs and have been invalyierbugh various capacitias, helping students and
families transition in, through, and out of their univergixperiences. | constantly wonder how
their experiences are similar or different from mine. | also wonder how they perceive me and
hope they find my presensepportiveand helpful. | also hope that, for other figgneration
students, they find a pta within the campus that they identify with and that helps them develop
a sense gblace in the university community; a place where they feel like they belong.
| was at a silent auction and charity fundrafeerCamp Fyrefly in March 201Where
Dr. Andre Graceopne of the organizere mp hasi zed t hatdhifigateinentdasy i s po
very true as policies, particularly when tied to funding, are powerful vehicles to facilitate change
and improve circumstances for people. The discourse concertiefirstgeneration student
underrepresentation requires further contributions conducted through a narrative inquiry
methodology and a Bourdieuian framework to better understandhese students truly
experience universitylnquiry in this mode cacontribute substantially to facilitating equal
opportunities and equal outcomes by serving to better ground policy problem definitions, goals,
and means to support access and persistence. Such inquiry also has the potential of helping us
Amake the st aminigie®d and influence changes withi

taking a deficit approach with students and placing the burden of responsibility on them (Marker,
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2004). Altogether, these different approaches help us to better understanabtemof first
generation student persistence and affect changes to improve the situation.
Habitusandnarrativeconceptof experiencare extremely complicated social constructs
and, when existing to reinforce each other, whether consciously or suloemhgobne wonders
to what extentand in what contextgn individualis an agentibody,alemming of social
forces or a mixture somewhere in betweddaturally we want to believe the former, that we all,
first-generatiorstudents included, havemeasare ofchoice in our social situations. However,
as depicted by theesearch presented @hapterTwo, we are left to wonder about the salience of
the latter (i.e., the magnitude of social forces that affect behaviour) and the extemfivbat a
habitus preventfirst-generatiorstudents fronentering and thepersisting in university through
to degree compl et i on. found\cennumtfh.&, shose graufiNggor conc e p
gatherings that we were born or storied infamily networksfor example where interests,
values, and beliefs may not resonate strongly across the) gnodghosen community.e.,
groups we chose and find ourselves in based on similar interests, values, and beliefs
communities we identify withare relevant lre as they are a function of the stories of our lives
For nonfirst-generatiorstudents, university attendance is an expected and normal life
progression; consequently, she or he is familiar with the field of higher education, even taking it
for grantedo some extent. For these privileged students, university is both adadiicitly)
chosen communitwhere theywould, at least usuallgxperience habitus consonance and
narrative coherenceConverselyfirst-generatiorstudents, in choosing a commity that is
markedly different from their found communitypayexperience significant discomfdite.,
habitus dissonance and narrative incoheretina)they must attend to in different ways. For

somefirst-generatiorstudents, the experienceghsionmightleadthem to find congruence
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through choosing an alternative community more congruent with their found community, and
thus depart from university. For otHest-generatiorstudents, the experienced dissonance can
be managed. To obse a different community from their found community likely means two
things forfirst-generatiorstudents: they have to be salfare and reflexive in understanding the
dissonant experiences and they also have to find a place of acceptance in theyunitessi
struggle is much deeper than simply seeking integration and understansimglves a
paradigm shift Indeed, universitie@nd perhaps the educational system more broaulg}
change so that responsibility is not solely placed ondiesteation students N ecoreapts 0 S
underscore the importance of exploring subjugadpectives that develop when one
experiences travel between found and chosen commurtiesring the stories of first
generation studestaind inquiring into them mighlluminate experiences thahallenge
university norms. Indeed, is thesecounterstoriegi.e., stories from minority perspectives) o
first-generatiorstudents that can only be explored through a bona fide narrative inquiry that
investigates persistence through sheriedfutures narrativeand in the spaces between the
storiedfutures narrativeand more pvileged meritocratic narrative

Bateson (200) sharelt hat fiwe are both representative
illuminates that firsgeneration students may be like other university students to some extent, but
also have unique experiences to share, resulting from their unique habitus. , lRotthéfirst
generation studentso6 experiences are the same
interpretation purposedAlthoughgeneralization®ave been posited across figeneration
students, my intention is to go deeper imdividual stories of experiencas | believe that their
individual stories can significantly touch and shape our understanding. Like a feather that lands

on a still puddle, creating subtle yet discernible ripples, the stories efdingration students
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can helporogress understanding and begin filling a largely unexamined void. The salience of
narrative inquiry as a methodology is that the resulting stories have the potential to resonate with
audiences v emotive and experientildvels, drawing attention to thienportance of addressing

the articulated social concern of fugneration persistence in university, by contributing to the

research puzzle in a novel way.
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Chapter Four: Journeys Towards University

Welcome to a window int&ayla, Katrina, Marina, and Dahis  1fauvstidents who
attendedPillar University @ worldrenownednstitution in Southern Ontarjand whose parents
did not complete university education in Canada. They are albrst¢ratioff students as
definedboy Pi Il I ar University; however, Kayl a and K
out side of Canada, |\ritsdideotaend uniweasitybisniatso Dani 6s pa
noteworthy to mention that Kayla, Katrina, and Marina were all in their secomester of first
year during the research stage, whereas Dani was in her second semestey@atlandl also a
student leader with the firgieneration program at Pillar. Further, all the women are from
immigrant families (Kayla, Katrina, and Dani amestgeneration immigrants, having been born
outside of Canada, while Marina, having been born in Camadaecondjeneration
immigrant), which also features prominently in their narratives.

Althoughall stories are partial stories (Clandinin, 20@6& narrativeaccouns presented
in this chapter were composed with participants to illustxdizt they and | considereglient
moments of theijourneys into and through life at Pillar University. As detaife@hapter
Three to develop th@arratives, | transcribed all the interviews myself and examinedahe
transcription text(b) journal entries and associated pictuagsl (c) content shared on Facebook
in order to identify salient narrative elements that travelled with each panticipd were
reawakened and/or reexamined while discussing their experiences in the midst. This is
consistent with Andr ew dBadtehfaatn Ofise vpeenr stpheocut g hv el,
[in the past], fragments of this story have traveled with aness continents, through time,

serving as a constant reminder that we are our stories, and our stories are what we need to learn,

12 Recall that Pillar University defines a firgeneration student as one whose parent(s) and/or guardian(s) did not
attend universityn Canada For the purposes of this research with Pillar University students, | adopted this
definition.



93

to live, and to |ive welld (Caine, Estefan, &
were ecstatic when +&xamning the stories of their past, both during our time in the field and
when they reead their stories in the form of these narratives.

On behalf of Kayla, Katrina, Marina, and Dani, | invite you itite narrative accounts of

their experiencsof transitons into and through Pillar University.
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Kayla:

Al 6d rather c¢cry in a Mercedes than on a bikebo
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Balanced Advice
Althoughmy parents may not have attended university in Canada, they are, in fact,
educated people. Now, considering they actually did attend a university, they both had
interesting stories to share about their experiences. | must point out, however, thghattiyou
parents both attended the same university, their experiences and views about university are
extremely different.
Letdbs start with my mother (sheds more int

wonderful stories to share about university (well mositg stories). To her, university was the

l and of freedom. ltds the place where you ca
notice or <care. ltés the place where you don
most 1 mpor tpase whene there aredoss oftcuteeboys (yeah, | rolled my eyes when

my mother said this). The point is, my motl®reduniversity (emphasis on the love; | am not
exaggerating). A summary of my mot herilys uni v
is an awesome place, it really is, but itds a
studies. To my mother, university was the place where you must take advantage of all the

opportunities available; that includes extracurricular activdres spending time with newly

made friends. But above all, 1tds the pl ace
uni versity gives you wonot |l ast very long (th
academic pressure). The mostimpant t hing | got out of my mot |

is that it is not a place you take advantage of: it is expensive to attend and you must work hard to
ensure that the expensive tuition is worth it. Keeping this in mind, my mother managewyto en;
her time in university to the max, all the while making my grandparents proud. This is how my

mother wants me to be: she wants me to enjoy everything university has to offer, but at the same
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time, she expects me t o elxstoglabout maintaypingsat udi es .
balance between enjoying the freedom university gives you and keeping up with your studies has
really guided me through my first semester of
her stories and advice with me, wihisas made me love university even more because | now

know what it takes to be a successful university student: balance studying and having fun, and |

will be guaranteed a wonderful four years.

My fatherds university e xgremnearasimterestingasmyt he

mot her6s (he was your typical nerdy engineer.
oriented person. Hisstr y i n si mpl eoteomshwabki bhasy, it udy
like your Papa | g ugeososd tahdavtiocse, but | prefer taking
since | started university, |1 06ve kept my moth

to make many friends, join clubs, skip a few classes here and there, AND go to theelrerary

day. Il have al ways been very focused when it ¢
worry about me sl acking off. However, she wa
and pass everything with flying colors. If you wantto do EXTHEMY wel | , youdd ha
|l i ke my father, who just studied all the ti me
onceimake the most of it, but at the same ti me,

came to university in the firsigrce.

|l try to balance. I f | spend a great deal
career |i ke my father: 106d be the top of my <c
university. If I go to the library everyday for a bit, join clubad spend time with my friends,
| 6d end up | i ke my mother: | 6d do wel | i n sch

now, I have followed in motherodés footsteps.
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believe that, as | progresgdhigh my university experience, | will learn to manage everything
and get a high GPA. Uni versity, after all, i
learning here is how to maintain a balance. Hopefully, by the end of my fourth yeahaweill
mastered that skill and will graduate to one day tell my children about the key to a successful
university experience.
It Started Early

As you can tell, universitywasx pect ed . Though my grandpar e
high-school, their childreland all my cousins are highly educated, being doctors or lawyers or
engineers. My parents want the best for wus:

specific, just that we must go to university and get an education. The message stgrtdebearl

(@}

example, ever since my brother was three (he
architect and that he should go to Waterloo.

|l Odm the first in my family to attend wunive
In the MiddleEag, a North American education is highly revered and so my family puts my
situation in high esteem. Even i f |1 only gra
respected if | were to move back to Syria and would enable me to have a very succédssful an
lucrative career. Pillar is also recognized as being one of the best universities in the world. My
dad was ecstatic when | chose Pillar Universi
extra boost (I think he may brag to other members oftkemi | v t oo, but wi sh h
downside of my parents having not completed u
dondt have any help or guidance from my paren

Canada. T hnaetwdo swhfaitnel ahsad tko do and would just
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Struggle and Values

Il know I dm painting quite a positive pictu
|l 6m very fortunate. That said, myigparents st
credentials are not easily transferable. My mother was a dentist in Syria; she was a pediatric
dentist and loved working with kids. She tried so hard when they first came here to Canada to
practice, but there were a plethora of barriers that nradgstimpossible. It literally broke her
heart. She currently works as a dental hygienist, which she finds frustrating because she knows
she can perform the procedures to the same quality (and better, in some cases). | wish this was
differentforher, bt i1t fuels me to not have the situat:.
shattered.

My parents worked really, and | meggally, hard to get where they are now. When they
first came to Canada, my dad would work a ridiculous amount of hours at a plastic
manufacturing company, <c¢close to 14 hours a day
him. My parents were in debt coming here and had to borrow quite a bit of money. My dad is
also the only son and has the additional responsibility of taking tare parents, so he worked
double time to work off the debt, support mom and me, and take care of them. He worked so
har d. He really and truly is my hero. That o
to provide him with an easy retremeMM.o matt er what, |l 6m going to
return for his sacrifice.

They also didndét have a car and would take
for the fare (my dad told me of a time he had to count pennies in order to paiejhd fa

remember my mom dragging us everywhere on the
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would bring groceries home in the freezing cold with a stroller. Those times were hard: when
youdve seen the bottom, you dondé6t want to be
For years theworked hard and made many sacrifices in order to reach their position and
provide for me and my brother. The fact that my parents are immigrants and struggled to
establish themselves is the biggest influence in my life. | appreciate what they dididfor lus
dondot ever want to go through that. 't makes
someti mes. My parents come from poor familie
down. A lot of people that come to Pillar seem to come fvery rich families that hee
considerable savings or investments backing them up. My parents had nothing when they came
and were in debt. They are inspirational peo
reason | | i v epragmatihwithmdecisions andl alwaysehink at least 20 steps
ahead. | know that | have many years of university in my future in order to reach my goals, so
why put myself in debt now by living in residence just for that experience when | can save
money ad be better off financially in the future? Yes, living in residence has its benefits, but
|l 6m not one that feels comfortable sharing co
pay so much money for a room that is a quarter the size?
Ov e r a | rateful foréhmvalyes that my parents instilled in me. | value hard work and
am not scared of it: my parents worked exceptionally hard for what we have. | value
achievement: my dad, being the typical Mid&8astern father, would always ask me where the
other 5% was when | got 95% on a test. | value being pragmatic and having an awareness of
privilege and am constantly reminded that we
always be grateful for our circumstances. | value education as a meabstter and

contributing life. | value determination: | have high goals and the means to achieve them.
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Perhaps most of all, | value familyand not just how Canadians might value family, but deeper
and broader. For example, | have an aunt who liv&yria who is disabled. While her female
siblings take care of her immediate needs, my dad (as the only male sibling) takes care of her
financial needs. He sends about $200 a month and it goes a considerable way there (he
sometimes reminds me that | speb90 a week on food and transportation and that | should not
take advantage of my situation). | work hard now so that | can hopefully move up the social
class ladder, go to a really good law school, and become more so that | can take care of my
family(my aunt wi | | be my responsibility when my
cry in a Mercedes than on a bike (money doesn
That said, | would never compromise my values.
My Definitionéeé

Universty, to a highschooler, can seem like a terrifying place. This fact alone should be
reason enough for universities and upypear university students to do everything they can to
make incoming students feel as welcome as possible before classes darideta, Pillar
University did exactly this, which significantly helped me get past the anxiety of starting
university. There are two major experiences that really helped me feel part of the university.
The first major experience was called My DefinitiMyDef): a weekend long leadership retreat
during the summer for incoming firgear offcampus students. Not only did MyDef help me
make friends, but it was also a way for me to get to know my college, and some/eppeft
campus students who gave mdvice on how to get involved and make friends while living off
campus (one uppafear, in particular, would answer all my questions on Facebook and helped
me print an essay ezampus when | left it to the last minute and stressed out about handing it in

on time). This is extremely important because feeling included in a university is hard for
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everyone; however, it isspeciallyhard for a commuter. This retreat guided me on how to

manage the commuter life and make the most of my university experience. In fact, the biggest
help came from being able to talk to people |
commuter and be@involved. The MyDef retreat significantly helped me make a smooth

transition from high school to university and feel part of the ideal university experience. | will

al ways remember going to McDonal dés dtdt 2am an
felt good to hang out and be in a big city talking to some great people. It hit me at that moment

that | belong and was meant to be here.

The second significant experience that really helped me feel part of the university
experience was Frosh weglgssibly the best and most memorable week in my life. Having
already attended MyDef about a month earlier, it was even easier for me to feel part of the
university because | had already met a lot of people and was familiar with the campus. My
friends awl | from MyDef were able to get even more involved in frosh whekthe average
first-year student because of our already established connections withyappstudents and
our familiarization with the campus. The establishment of connections, ipimgm, is very
important in making yourself feel part of the university. When school started after Frosh week, |
knew | had many uppserear friends that | could ask about courses or any questions | had
concerning academics and exttariculars. Therei@, if any university wants to make its
incoming students feel welcome, it should establish good summer programs and develop a fun
and informative Frosh week that will get students pumped about starting school and feel part of
the university.

Even with al the friends | made during MyDef and Frosh week, it is hard to keep in

touch with everyone and see everyone regularly. This is primarily due to the fact that not only is
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Pillar a huge university, but it is also a difficult one that requires you to \eatk/thard to stay

in. The fact that Pillar does not allow its students to have a social life, like that of other

universities in the city, can sometimes make you feel excluded from the complete university
experience. Now, after almost completing mytfysar, | understand why Pillar tries its best to

make everyone feel welcome before classes start. Because once classes start, things get serious
and there is no time to waste. You hear about other universities with reputations as being the
Apart y soahaqlee iy@asychool . Not Pill ar. Pill a
school ! Pillar students dondot really get the
partying, Pillar students are pulling-alighters trying to finish that essay study for that test.
Partying is known to be part of the universit
such activities and Pillar isndét a party scho
on the complete university expenice.

| Can. Period.

The North American educational system really frustrates me and | think we should adopt

the European system. I donodt | i ke having to
ti me and money. Wh y systam@so thai it youbwant tb bela doctorlorea  E u r
lawyer, you can do so right after highc ho o | ? Theyodore doing fine, a
take the best kids anyway, so it seems |ike w
abletostartour ut ur e. oK, I got that out of my syste
just want to reach my goal and want to get th
stage of unknown as |1 06m still malschogluar anteed

There will still be struggles and there have been struggles. Essay writing was difficult for

me and often resulted in severe anxiety and tears. | often find that | have so much to say and
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then have difficulty mapping it all out and then wrgiit down on paper to form a coherent
argument. Truth be told, | dropped a class and am down to four in order to concentrate more
fully on doing this well.

Money will likely be an issue going forward into law or graduate schatbthoughmost
ofthes udents at Pillar are |Ii ke me (I dondt see
itds pretty much the same and you canod6t spot
well off. It makes me angry at some of them at times because theyhavi | t hi s money
al ways work hard to succeed. I 6m al so awar e
people whose parents were educated in Canada. | know someyappstudents who can help
me, but establishing connections takes alatork and | should staftl 6 ve been | azy.
upperyear students have been an invaluable asset to my transition and my journey and | feel it
would be great for every entering student to have a mentor that they identify with. TFhe first
generationstelnt programs seem to offer this well, b
from if they knew of the opportunity.

In highschool, | was at the top of my class. Also, anytime we had presentations and
debates in world issues or law class, peoplé adu see t hat |1 o6m really int
i ssues) and very passionate, often commenting
and that. Everyone expected that | would go to university and do something big. If I told people
that | wagust going to go to college or just work, it would be a total shock (in such a case, |
think my dad would find me a husband because
itds more than just my parent ©the expeggatianstiaat i on s
ot hers have projected onto me as | donét want

do something big and | know that | <can. | wa
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make a differencao tMytparsentheyc aulddhmdt have t
| do and can make people understand what my culture and religion is all about. | can show that,

just because youbre from a different country
meani ngf ul contributions as a citizen in a new

that the Syrian Muslim girl could do this.
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Marina

Al |1 ke eating at restaurants, not working in
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Exclusive Things Validate

My parentsaresopupod of me . S 0 meentiedrte rotice, buii receotly s e | f
realized that theyodédre really proud of me. |t
worked really hard to get where | ametrubut | a

| 6ve al ways wanted to achieve and | i ke get

initially really wanted to go to McCabe University a few hours away as they have an Arts and
Sciences program that acceptdy 100 students each year versus Pillar University where more
students are accepted. The McCabe program is competitive and elite and | wanted to be a part of
it, but it would have meant I|iving away from
in the same city as Pillar University and so it was the option | went with. It would mean living at
home and having my parents pay for tuition.
even want to ask as | know money is tight), but tuition anddicosts are covered for Pillar

University. When [ first got into Pillar University, | googled it and realized that it was one of the

best i n the worl d. |l told my parents, and, t
family gatheringsThey 6r e proud. And they should be gi\
family.

My parents are from the Philippines. My dad, the son of rice farmers, went to university
there to become an accountant hough | 6 m not . Blymoeworkielatee compl e
odd jobs, but I &m not sure if she did any pos
we had our extended family around us. All my cousins went to university and most are in the
sciences. They dondt ¢ eridedmogo thegpharmgcy route apdothei s ¢

girls went the Filipino stereotype of becoming nurses. Typical. Anyway, | grew up with

university being an option, but it wasnodt an
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college or anything would be fine fary family. The big thing that we were always told was to
wor k hard so we can be our own bosses. We we
want to shit on it, you candlowever, the words were different than what was actually meant.

Thoph my parents said itds my I|Iife, itds re
do well. Even though university is not better than the other options (and there are many success
stories in the subway about the colleges and jobs) and therefarerdipaths, | saw university
as the only path because of them. If | dropped out, they would criticize me for wasting the little
money we had. If | chose college, they would be disappointed (as an aside, my brother is a great
artist and wants to go tmlege, but my parents, now knowing that Pillar University is one of the
best i n the world, are pushing him there to b
proud, but also stop nagging me. | know that if | work hard, there will be pegainand |
wono6t have to worry about my future and | don
always wished | was more uppeass, especially to buy clothes, but my parents are both
working-class and work as managers at a restaurant and copstasta 'y , Awor k really
school so you donodt . ha vheo pteo |worlkesantthe fudarerke sntga u r

like eating at restaurants, not working in them (ironically, | do work at a fast food chicken place

during the year to help payrfaniversityi | hate it). | have an opportunity that not many people

have and I 6m appreciative of this and am goin
workingc | as s . Thereds also pressure for me to dc
ltds something that | want to do; theyo6re fam
them when I 6m older, but sometimes | just wan

backéitds not nryd rteblsiprokn sifaridhehgi 8 suppgmgrarergs into old

age and not put them into a retirement home.Whytef r i ends dondt get this.
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Mean Girls

Going to an allgirls school was hell. Utter hell and | needed cit.the stereotypes are

true:when you putabunchofrgl s t oget her thereds intenhse jud
|l just couldndét handle it. Especially this g
Because of my parents, | knew | wanted to

or for what,to the point that | was rushed to pick a university in grade 12. This was different for

other girls like Fiona and Edina. Fiona talked about university all the time and how she was

going to university and that she was going to be a-p@kered corporat@wyer and pop out

two kids and live the dream. The part that bothered me the most was that | knew this was likely

possible for her and not me because her fami/l

uni versity, but |dvkrgpretentisug.i Ghe time sheasled nae wheretlwals a n

going to go to university. | froze as | had no idea at all. | had heard of this university called

Royal University and just quickly responded that | wanted to go to Royal. Fiona quickly

snappedbacwi t h, fAwell , why do you want to go ther e

everyonegetsthd hate Fiona, but candédt escape her as
And then there was Edina. She was Wisite girl from a neighboring city and was

totally the type from the movie Mean Girls. She had everything handed to her (unlike me where

|l 6ve had to work for everything) and | ived in

back yard. The other lucky thing for her is that her mom workslat Bniversity and she gets

tuition for free: it doesnodt seem right that
probably benefit more from that. Il think she
very hard. T hhat she ansl heafrieads made up hastynremours about a bisexual

gi r | in our class; that she was making out wi
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from very |little; I know t hat I have to work
work hard, you will succeed; iif you donodot get
enough.

Anything You Can Doeé

My dad told me that 1 6d encounter pretent.i
He told me about a time when he was in univer
was supposed to be an accountant because he was good with math, buhatranknbled) and

was sitting around with a group of guys and they were talking about their parents and money.

When it came to him, he said that his father
but sold rice cakes (a common thingforlolass peopl e to do) . He wasnod@
not embarrassed either. I dondt think | shou

this just mak ¢hougheit isvrastraking.h ladiddleorméke me anxious about
university, especlly making friends.

As | mentioned, higls c hool was not great and | didnot
Ascrew thato being nervous and not putting my

was going to be myself and not hide anymore. Tleethimg | was most nervous about was

making friends and wondering if my effort would be enough for people to like me. Sometimes

when | try too much | can get awkward. It 0s
sometimes | looked awkward, butddn 6t car e; people werendt judg
tocareil di dnot! I I oved the screaming and the j

different thanwhat | thought Pillar would be like becausét is so academic, | figured everyone
would be so into studying and being serious. | was at this one frat party during Frosh (it was my

first frat party and | stayed overnight in th
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very cool, until this one loser came up to me and startediggndEwww. The sight of him
drunk, googlyeyed, and alcoholy with the loud music and sticky, beer carpets was revolting! |
told him I had a boyfriend and he just contin
he? | Bwvww. | left. | went byd Campus College residence where | crashed in the common
room (though | was admitted to Pillar University and placed in Campus College, | sometimes
wish | was in Gabriel College as most of the friends | made through class are from there. For
somereason,he people | met during Frosh, we were u
wished I lived in residence, even to be closer to the library, bonyehave money for
t ui tli éotill §rateful to be here.

My boyfriend, Davi d, wisheshedidaghe redllyowarmRedthé ar |,
university experience, with parties and residence. His family is veryofiebut comafrom a
history of being in the trades, so he felt that he should be going to college and went to a nearby
one. He may transféo university, but who knows. It was ironic because, during one of my
philosophy learning communities (smaller cohort for discussions), | met this guy Roy and we hit
it off: he had a Drakenfusicalband) Fshirt on and | asked him about it and we sthtédking
about music and realized that we loved the same things (the reason why meeting him was ironic
was because he wasnalaworfdrightg i tbt obtlie fribnals/l met énsled up
knowing David) Roywas very easy going, approachalslen d easy to tal k to.

from a weltoff family, which is sadifferent from another guy weoth met, whose name is

Luigi . Luigi would keep compl ai(@ntan@gStudento ut ho
Assistance Programe cause his parentsd income is too hi
firstwor | d probl em ever! I hate people that bra

your own achievements, but | feel that people try to undermine me and | have my own
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accompl i shment s. Thereds another girl from a
Pill ar. Sheds i1 rrelevant. She goes on about
and she | ikes to think t hwyotseepictues aboutrPdlar,poue st i g
see the main campus, notyguBut never actwually share that.

really highclass because she has a really big house in her hometown, which ia seadily

townéidoesnoét @smalhtown!wAs anmaside,tslieslso has to pay rent, which

| eaves me confused because my family would ne
Anyway, back to my boyfriend David-off He ha

andlusuallydnot feel | ike | belong. You know thos

polished, spiraling wooden staircase with a loft where everyone takes those cliché prom pictures.

All his friends have houses like that. It was great because, for prohgdv@any places we

could take pictures and finally chose to have

feel more at ease. | also wished | had a cliché prom stair¢hag or | wish | looked better in

those pictures as my hair was all over fhlace and no one told me! His friends are very upper

middle-class and are veryfreep i r i t e d . Theyodore also al ways ab

buy nice clothes. They all talk to me .and ar

Theyodore so free and able to talk about so man

dondt get to go to all those concerts. They

and good at somet hi ng amddvantitain Thkey cardsingdnd dalte | e a

and | wish | had that artistic ability, while
essay @ do f eel guilty that 1 6m jeal ous. It os w
aso® attractive. |l usually pretend that | don

bullshit in the corner.
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| do get into these mosdjuite a bit. For example, there are times when | hear that
someone goes to Royal ilUrhi, v drwsil tlgjth rdyrimtentichés| In i rcees
being to say that. @GwelrledsPialnloatheirs pway ometlt dro
goes to another Auniversityo in the city call
about having to writafvepage paper f or phil o btlwopghtys|badvea s s .

to write a 16page paper. Sometimes, | wish | was at college or one of these less prestigious

uni versities as things woul d benoepadefuldut] but t
|l i ke knowing that I 6m in an exclusive place t
as other people choose what they need. Il 6m n

that | worked hard to get this.
Philosophy
Part of my challenge with university is ph
example, in our philosophy learning community, we were doingiieakers to try to get to
know each other. The learning community was great and we had mevtiais helped make
this | arge university seem small er. The grea
talk to them, it felt nice to know that they were there to help (they were all so nice and outgoing).
During one of the icéreakers thee was this girl, Wilma, and she announced that she was from
Flahryda. Then, we were to name famous people who went to Pillar and she mentioned her
dad! |l coul dndt help but t hi nhufagdinprestrainede k now
myself. She was more uppetass and presented herself as very rich. | also could tell that she
was intelligent, but | just got the feel from
The professor is brilliant, whicnbhandh!l so mea

al ways highlights everything heds done to adyv
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I wi || never, ever go and ask him a question
There are students in the class that do talk torbfegsor outside of class and even during

lectures. They are keeners atways seem to know exactly wtiatsay to make the professor

excited. They intimidate me because they know so much and | would never dare say something
for fear t hiagwrohgadd tre grgfessopamkthekeenerudent s woul d t h
stupi d. |l do I ove the subject, but it doesnod
drives me to do better because | |sohaed it and
because other people in the class seem to get it so easily. We talk a lot in our learning
communities; theyodore intended for discussion
arrogant and tal ks down. youjustneeddotbe iktheacchass.how t o
Al | I know is that 1 6m not going to associate
better than me and want to say, dAdhey, we go t

elsé d-or example, | forgethat the context was exactly, but | remember it to be about the

Worl d Bank and | commented on how they create
the nation, which is true. This one girl the
actia | |!ydghe did bring up a good point, but was talking down to me like | was wrong. |

di sagreed with what the girl said, but never
get the participation points), but when it comes to disagreementy sual | 'y dondot fig
Anot her time, we were talking about the confl
ot her than the fact that there was a conflict

they know so much about SyPiad barely have enough time to read the school stuff and yet
they have all this time to read the news. | feel that a lot of people in my learning community are

upperclass because how informed they are on worldly issues: | imagine that they have this time
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to explore interests (because they donét have

intellectual conversations with their parents (who are also well educated and tegiphtthem).

Their parents I ikely donot(mhdadieveryiatelligentkandtl he m w
dondét want to talk him down, but he doesndot Kk
dumb in public and dondét want my intelligence

| say and when | contributd. j ust aim for the participation

cause I 6m intelligent, am working hdasd, and a

people and wedre al/l going to be equal with t
Also, update: My parents want meapply for OSAP and take advantage of being a

ACanadian studentX®)!!'(whatever that means
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Katrina

AYou know therebs a | ot of pressure when you
children can studyo
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Education is the Key

My parents were born and raised in India and, to this day, feel pride towards their
heritage (a pride that they instilled in me and my brother very young). While in India, both my
parents furthered their education. My dad went to Bombay, where he cedipiet
undergraduate and masterd6s degrees and found
mom took a gap year after she completed 4sigfmool because her father passed away, but then
she continued to university to complete an undergraduate degrgs.irOnce they were
established in India, they had me; however, a great work opportunity for my dad then took us to
Saudi Arabia. Soon after, my brother was born. We were both raised in Saudi Arabia and
enjoyed the culture and the people. The edoraystem was also quite good and we were used
to writing exams and doing a considerable amount of homework throughout elementary school (I
remember how my mom would sit down with me during exam time and go through things
because school was important). tiBony parents valued education and nurtured this passion in

both me and my brother: it was expected that we would go to university because the belief was

that, if youdre educated, youbre going to be
peopl e. |l dondt want to not have a university
| also realize that 10611 have to do more than
to a job, so I 6m also I bbarngoatwhemabbdmrdene

for this on my own, but | also know that my dad will want to help).

| remember a story that my dad told me about my cousin that always reminded me how
i mportant education was t oomhcangerand |dftybehohchadvios s i s
yearol d daughter (my cousin). Her father didno

educated, so my dad and anot her ,soutthénitooky c a me
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her to a boarding school that was kmofer its academics. It was insane and | remember my

mom once commenting that, fAsheds not yodur dau
but it showed how serious education was for my family. Even during family gatherings you can

tell that evergne is educationallp r i ent e d. ltds the reason we h:
because they dondét h acitizensean atteredr Wd nioveets Candda r e t h
about eight years ago and the sole reason was so that my brother and | couidiggrsity.

Higher educationvas notoptionaly ou know t hereds a | ot of pres:c
parents moved countries so that their children can study.

The move to Canada wasnot easy. When we w
company thamy dad worked for gave us a house, tickets to travel, and a car (in addition to his
salary), so we really only had to spend money on food. My mom also worked as an educator and
she started her own school for children. When we came from Saudi Aralzarrecy was
OK, but it wasnodét great and, even though dad
had there. He ended up going back to Saudi Arabia for a year and worked from there. That time
was rough. | t wasnotingof smia kK e mddjo lodubwe Wad o adapt we we
for a while until things got better, which they did!

It also wasnét easy culturally, particular
students were doing. For example, | remember in grade six theeetiuaee day overnight
camp trip and everyone was going. My dad was pretty relaxed about it and was OK with me
going, but my mom was a different story. She
with a school and kept going on about how séen had overnight trips. There was a lot of

screaming and crying as | really wanted to go and she finally broke. The ride for my brother has
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been a lot easier since | gave my parents a crash course on Canadian culture through my
screaming and crying:Hope he appreciates my efforts one day.
Decisions

University was stressed, so | never really knew any alternatives like colleges or other
programs. Thatsai, never really started thinking about
until the summer before grade 12. | was so ready to leave high school by then and would read a
lot about it on Facebook from friends who were a year older and were experiencirfigsthe
year. | was particularly looking forward to the idea of not having a set schedule of when to do
readings and stuff like in high school; | was looking forward to being independent. What scared
me most was knowing that my marks were going to drop.

The biggest decision | had to make was whether | would go into the sciences or
international rel ations. Both were appealing
me. | ended up choosing sciences because it seemed right, until it carsiesenifiester
midterms. My first biology midterm mark was in the 50s and my organic chemistry mark was in
the high 40s, which was devastating as it really made me second guess if | was in the right
program €e€h dihdmdé&t | éd foppy &utsire dnth even df bwas as tbesight
university. | chose Pillar, because of the prestige it has, being one of the top in the world, and
because it would enable me to live at home and not have to work; however, | felt that others were
having an easier timel would talk to friends at other universities and they seemed to be doing
pretty well, so | thought that | chose wrong because | would have higher marks if | went to a
different university. | was feeling a bit frustrated with my parents because tiégdrae to
stay close to home (ideally live at home) because a lot of other people that my parents know had

their children stay at home. | totally appreciate the price difference, but getting involved is so
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much harder when vy o-scowlédgocnyselfireatlyiinmolved inclubsorhi g h

whatever; just because | 6ve done it for so | o
commuter 1itds hard because you have to keep i
take the train and havetoremeamb t he schedul e, l Om a bit bette
it comes all the ti me. ltds a hassle though

ahead and candt just drop into my r sthamyod or t h

can network so much more easily and can just walk down the feih&rget help on a project

or justhangout with friends. Not living in residence does pose some disadvantages, particularly

the networking aspect and potential job connestioni n t he futur e. That 0s

most since my parents donot really have those
Another disadvantage of not having parents attend university in Canada is that the whole

environment here is diff erelpthémnavighegthefsysteneandl s 6 p

talk to them about the importance of joining clubs and stuff. My parents would have attended

many cul tural socials, but they dondét know ab

therefore, al so edbpporiuritiesvcagkt ineolved Are so importdnhto s

learning skills and networking and | wish my parents understood that more. Even when | was in

grade six, | remember wanting to participate in events like Free the Children, Vow of Silence,

andthe 3thory Fami ne and, while my dad found it int

with this stuff?! You could spend more time studyinggssentially, | still have to figure things

out on my own, but others have their parents to go to and those parantsget | 6 m gl ad t

brother has had an easier time with everything though.
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No Difference
The great thing about university life is that everyone is generally the same. 4n high
school there were the cool kids and cliques and stuff. Other thangarayibe not being able to
help with things, people are generally the sa
you can see the superrichandtheset i ch: it déds obvious with the t

all the nice things they have.eke, everyone wears the same sort of clothing and does the same

kind of things; i1itods almost | ike everyone i s
situation would |ikely be somewhere in the mi
sprending spree, but at the same time, |1 6m not
out and have fun with friends. Most of my frieratgin the same boat ase;we 6 r e al | pr et

comfortable and are able to go out for lunch and stuff.

There have been times that | felt Iike I d
you get marks back that are | ow (especially t
even pass the course) and you find out that everyone elseisdoeg bett t hen 1t 6s an
remember wondering why | wasn6ét as smart as t
uni versity that was easier. |l 6ve also felt |

wasnodét outgoing enough.

On Labour Daythere was a scavenger hunt and | was in a small group with a leader and
three other firsy e ar s . One girl was al so ingt hlaitf evedddi en
ever make plans to go out for lunch or anything. If | met someone from Inditagkethings
woul d have been easier because we | ikely have
not always true, but | was hoping |1 6d have mo

were definitely different and it made me uncomfortallieey would party every weekend and



121

do this and that (things that | 6m not even fu

|l dm not necessarily that sort of person. The

club in the city. | vent with a group of friends well kindai | knew one of them well and just

met the other. Even though | was atinathe <c¢cl ub

something Ilwanttod o al | t hoecomfortabée withithatnype of envinmrent. A lot

of people there are more open and that makes me uncomfortable. When we were there, one of

the girls was dancing on a speaker and showing quiteoff bit everyone and then thisygu

came up and then two minutes later they were on the caic their thing. Most of the people

there do that sort of thing and | felt awkward and uncomfortable. Most of the people do that sort

of thing, so | felt that | shouldn6t even be
At the end of Fr osh,edt hmewrde wha & ea® famrdmdl pd a

with some friends. Because | commute, | planned on bringing my things and then getting ready

at a friendds room. | di dndnte evegy@né wag gomcgpand t o
thought | might missowdn s omet hi ng. |l was tired and didn
me, so | just decided to not go and it felt I

thought, Adamn,! dahyanfirstyeaq lkeally felk dlokee | dbish that | had
joined a mentor program, but didndét really se
during the beginning of school that most of it gets lost out of context. Mentoring would have
been great, particularly to know ways to get imeol and to understand the system as my parents
didndot know.

Il did find some ev @neobthetgiHsd et dueng Erosineas e f me
going to this cultural club event and she inv

other girls,but was able to chat with them on Facebook as we were all part of the same message
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thread. The girl | knew cancelled at the last minute, but | felt like | knew the other girls, so |
went anyway. The event was a simpledceam and board games night avelspent the time
chatting about each ot h-gearGtadentsritherg andwesvere alsb her e
able to talk to them about their programs and how they got involved. It was a good night, but got
even better. On the way home, | checked nayks for a test and | did well on it. It really felt
like everything was coming together. | thought that | had it all because | had a great time
socially and there was promise that things were going to be good academically.

Some other things really stad to come together for me toward the end of-fiesir. |
came across a Gl obal Heal th program that | wa

for my interest in both the sciences and international relations. | also applied for a job with a

gl obal heal th magazine and was so happy to ha
things | o6ve ever applied for and felt -good to
Director Event s, | 6 m r e s pouss ssuds publisHfedinthep | anni ng

magazine, through roundtables or cocktail parties for example. The people involved with the
magazine have been great and we can have grea
interested i n t helylokng®rwardto beigg a partliofdhis cldbeafidi ni t e

focusing my program more.
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Dani
Al will also always be there to support my fa
sacrifices that [ need to make | ife easier fo
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Il f That 6 s Whl&uppok You Wa

|l 6m actwually in my third year at Pillar Un
You see, my parents are from Hong Kong and never attended anything beyond high school there.
Though they never attended postsecondary, they valued education and welsefour years
old, we moved to Canada because my parents wanted to provide me with better opportunities for
educati on. ltds kinda weird in a way: they v
expectation that | attend university. My mom was eoned with me getting high marks in
high-school (I remember the various incentives she would give me, particularly shopping money
as | love to buy glittery things), while my dad was morearee e and di dndt <car e
provided that it was what | wéed and that | had fun doing it.

So, growing up, | knew edtation was importantandtiatb d be supported do
whatever | chose. That said, when | was growing up, | also knew that money was a problem and,
when it came to education or money, the latter was more immediate. For example, my grandpa
would tell me lots of stories when | was ygen (he lived with us and still does), which | always
enjoyed because hedd be i n Tiatwasdimeyforjssimesahder and
him. He told me that my grandma really wanted to send my mom to Australia or somewhere for
a bettereducaton, but with two younger sisters, they
t he money. ltds the reason why my mom wor ked
go to university or déege; though he loved learninige had six other siblirsgand needed to
work to keep the family aflogeven to this day, with him almost 80, we have our granddaughter
grandpa time and it dsilnmom egloafd awne ihnatveel |seoc tnuuaclh

all this time)
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My parents also struggledima ke ends meet 0o and | remember
odd jobs (sacrificing sleep and time with the
profession, but had many jobs all over the place like being a taxi driver, and delivering
newspapers. Mgnom also worked many jobs (she currently works doing bookings with a travel
agency). When | was seven or eight, they had a little supermarket in our neighborhood, but had
to move because our | ease ended. tlh adti dintd td i kdnn
work out well (it was a struggle) and remembe
good childhood experience. All of my friends at the time were wealthy angeiathted: they
woul d ask what my parenhbsedpttaandil.di dhat ka
what my parents did for me and my family and will always be grateful. | will also always be
there to support my family through my success and make whatever sacrifices that | need to make
life easier for them.

My dad passed away ihgé summer before my grade yiRar (four days before the start
of the year, in fact) and my memory of him fuels me, particularly his immense support for me to
just do what | wanted to do. Even when | practiced piano, he wouldgukele and listen and
be supportive. Il tds what | miss sometimes, b
want to do, then .|dGhankstddder e t o support you
A Fish in the Pacific Ocean

| do feel that | would have disappointed my familyi I di dndt go to uni v«
remember my grandpa saying that he thought |
university, | think you should; there is a difference between not wanting to go and not being able

togo dhey woul dnétaplpavetkraeen fdil di dndt go to un
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to or didnoét feel | 7 twhaesy rweoaudlyd obre adbil sea ptpoo isnutceco
because they believe in my ability.

| became interested in university as | had older cousins whoamdnnhost of my friends
were going as well. In high school, a lot of emphasis was placed on university education and
there were a | ot of presentations about unive
early at grade 10. It started to feetural.

Most of the stories | heard about university were scary. | remember my grade 12
counsellor telling me that 16d be a |ittle fi
small fish (or even a number) juestisting and swimming upstreanit. di dndt hel p t ha
year Dbiology professor also talked about how
tofolowup I f webre failing: Il never went to a pr
intimidating and so higherup there. dyousi ns al so sai d that you do
university and your true friends arestbnes you made in high scho@ssentially, | was told
that university was the Pacific Ocean and that | was justadipeyf i sh t hat di dnodt
thegrand scheme of things.

When | got my offer to Pillar University, | was overwhelmed. What made things worse
was that my grade 12 counsellor told me that Pillar University is one of the largest and most
prestigious in Canada. | was really scared and Wweme andsoogled how big the campus was,
but by then there was nothing | could do. What made it better was that | was accepted at Pillar
Universitydéds Smallville Campus, but would sti

Flying from Vancouver to Ontario, | reember feeling sick. Not only was university a
foreign place, but | had recently lost my dad, was moving across the country, and knew no one

from high school to be my social safety net. Moving into residence was also traumatic, but my
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mom stayed strongdn kept things short, saying, AYou h
learnto do laundry ®@h cr ap . I didndét know how to do |
parted ways and another chapter began. When | think back on this moment, | thirtkoabou

strong my mothewas (not just at that moment, but throughout her life and into today where she

still serves as my rock). My mom worked for her family instead of getting an education. My

mom picked up everything and left Hong Kong so that | coaleelbetter opportunities. My

mom struggled (so did my father) to provide for us. My mom lost her husband. My mom
encouraged me to go abroad and take advantage of opportunities and to live and grow and learn
and have fun. My mom is sdéss and | willalways remember this. Thanks mom!

My mom left and | was alone in a way | had never felt befogeause | had always been
surrounded by family and friends. And now | was in this place that was foreign: not just a huge
city, but al s ohelutmat, whern | sventtomy (irst tlasslat 8m,ahe prof kicked
out another student. It was my first class and someone was kicked out! That was really scary
and | was I|Ii ke, Aoh my gosh, we really donot
day )o

Being a social person, | was also anxiously awaiting my mextd to walk into the room
and;although my roommajd d el ai de, di d wal k i n and was a
initially as she seemed obnoxious (nor did we remain friedshetheless, | started talking to
her and learned that she was from a nearby town, Watergate, which is only 120 kilometers away.

Being excited to explore the new world of university, | told her about all these things that | saw

a

a l

ni

forustogetinvolvedansshe curtly responded that she didno

accountants with a | arge firm and that all sh

then asked what my parents did.
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Back in high school, | would have intentionally avoidednsquestions. Even when she
asked it made me uncomfortable and | felt that she was being too nosy for someone | had just
met as it would also mean sharing about my dad passing away the year before. | was not
comfortable. Regardless, | started tellingimer st ory and she did the to
about your father but became fixated on the status of my parents, going so far as to ask how |
could afford to be at wuniversity. I responde
not sure were my mom gets the money from) and then started talking about the seminars | was
participating in; seminars for other firgeneration students. Adelaide was interested in these
and | told her that they are similar to the other{yesar learning groug) but are specifically for
first-generation students and that the Peer Academic Leaders were algerfesition students,
which is nice because they have the same experience as me. An interesting introduction to
university, but looking back it makesenfieel like | worked hard for what | have.

| still see Adelaide and am working on a project with her. The more | get to know her,
the more | realize that | worked a lot harder to get where | am. | feel like | have nzodeiod
to do better, wheredsor her, sheds just doing it because
al ways asks for my notes, saying that she ove
of f campus and al ways brags abouhatshecanjustt 6s gr
spend. Sheds smart and a really nice person,
frustrating as | had to put in all this time and effort to get what she was just handed. She also
knew so much about university: at leasttearms of advice from someone who has been through
all this. Her mom told her that she didnodt ha
there is someone who has class notes to borrow, and to study a few days before an exam, and

s h e 6 | | Addaede vgas riot my only encounter witfiferences of social class
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| remember one time after accounting class | was talking with a friend; | was near tears as
|l coul dndét do accounting. She sai d ttheat she

asked what mine did and | told her that my mom worked with a travel agency. She was shocked

and said, AThatds sur proi silngdonldtwokunlodw mehvye rs hhe
| guess itods because | tfo tf iitn,i nwhi clht insa yg oaolds,o
an assumption that 1 f youdbre in university, t

case of my friends where their parents didnot
Beingfirstgener ati on i s about feeling different
being able to tell whether someoneisfgse ner ati on or not, but 11t0s
from more privileged backgrounds. | place most people asupigeiieclas s and dondt ki
right away if their parents went to university or not, though | assume they did. The first things |
notice is all the resources, such as nice things, nice clothes, and being able to go shopping and to
concerts. A lot of people seem taMe nice things. The talk is also different, not sure how to
describe it, but it comes .0acrlodsvse anse vsemrarfte | tc os
itdéds nice that their parents were abrithe to buy

opportunity to attend university.

| 6ve al so never actually felt excluded at
|l i ke I donot fit in. For example, even thoug
necessarily connect withte peopl e i n my program. Some peop

like I would be friends with them had it been another situation besides sharing classes. A lot of
my classmates have families who have connections with large companies, or thegs farail
knowl edgeabl e in terms of the jobs that are p

feel like | can contribute to those conversations.
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| think the lowest point in my university experience was my inability to balance school
work with social life back in first year. At times, | felt extremely alone because | didn't feel like |
was caught up with school work, yet | also wasn't making friends with whom | felt like | could
bond/share my feelings with. You know when you walk into a classeaal see those wild
equations and you experience utter Blteowi | der me
everything about my firsyear was gloom and doom.
A First-Generation Community
Il real ly di dnyear thbugh I did feel tatul balonggd at univessity. The
fitting in trouble was more because | was very studious inyfirstar and di dndét know
opportunities to get involved. | also wanted to focus on damigacademically because it was
hard and | was committed to my gdahtensely focused on my goato get a university degree.
As a result, | made friends here and there (and some | never saw consistently), so | never had a
group that knew each other. woul d go to class, but didndt he
l unch or going out. It wasnodt good. I felt
support me. There was a time | met someone in class and she got to know me andmgteoo
really well. She was a commuter student and my roommate was more social, so she became
better friends with my roommate and fApicked h
My FirstGen group was also pretty smal/l
and d diywspebk to tieemn now. There was one friend, Anil, that was also-@éngtration
student (and one of the firgeneration students, like me, whose parents never attended
university, whether in Canada or abroad), who was very easy to get along witjot Weoe
better friends because we had more in common

have any knowl edge about university, didndét h
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the networks or connections that so many other stadeat. It was good to have this
connection, and it sparked a desire in me that connecting people to other people was important
and something | would be good at. At the end of-fiesdr, | applied to be a Peer Academic
Leader with the FirstGen programdathings changed forniel di dno6t Kknow anyone
applying, but wanted to be more involved and liked what they were doing and wanted to do the
same for future students.

| was ecstatic when | was hired because | was excited for meeting othexii¢ed
leaders and to attend training with them. Training occurred in August before my-yeeond
and, for the first time, | felt like I really belonged. There were about 20 of us and we spent a
week together that required lots of group activities andreakes to get to know each other.
My favourite icebreaker was the one where we were asked to share a funny story from over the
summer. My story was about getting a car. It was a happy experience to have a car of my own
as | never t houlgvastawobrking persanunghe ceal wordy so t took a lot of
pride in the car. That is, for the few hours that | had it because, during my firsdéuh
crashed it. It was an accident, easily fixable, but | felt guilty about it. That being saéd, a w
great conversation starter, and a few other peers started sharing their unfortunatei@endsa
Some much silliethanmine! Another activity was to develop our presentation skills. We had to
put our hand in a plastic bag and grab anitemthatweu | dndét see. As soon ¢
into view, we had to present the object to th
made up, but | remember not feeling embarrassed and laughing along with everyone. It was a
good memory.

| t 6 s ingmotn@&e, lowever, that there are differences in the students in the FirstGen

program. In my first year (and | noted that it was a small group) all theyérstration students
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admitted were those whose parents never attended university (whetheaoe@a abroad). In
my second year (when | was a Peer Academic Leader), the definition was expanded and defined
as any students whose parents didnot attend wu
first-generation students in the program (arwould qualify to be a Peer Academic Leader),
but the differences became apparent. | feel that those whose parents attended university outside
of Canada are still more knowledgeable of the environment and also grew up with university as
an expectationral natural progression. | wonder if these fgeheration students as Peer
Academic Leaders (those whose parents attended university outside Canada), really understand
what i1t ds |genkrationtstoderdt ad @ot khow larg/thing about universinother
thing about the program is that the opportunities get confusing for students. | remember not
knowing of all the opportunities to get invol
attenti on. Wi th the Fir asthe€irst Ypar Seqinassital/itha t 6 s e
sessions and workshops are the s-gemegajion wi th th
students. This confused me and other students as they would ask why | was going there and why
it was different. | think it wuld bebetterto simply have a First Year Seminar program for all
students, but connect students to mentig. Peer Academic Leaders) based on our
background. So in my case, | égdnerptiorostudeit | vy c hoo
(whosepaet s di dndét attend wuniversity) as | feel 1
workshops and learning and then connect us to clubs for the social. Then it becomes much
simpler.

Those comment s -timslifett eonnedted and realyjeged being asPeer
Academic Leader. This year | coordinate the Peer Academic Leaders and have less interaction

withthe firsty ear student s. ltds a different perspec
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di fferent way and opeeallybbhcause, dndthid is pnobablg my hijhest g e t .

point of my university experience, a figear student of mine last year when | was a Peer
Academic Leader (who is now in her secéydar) came up to mand told me how helpful |
was to her when | sharedth her my experiences at school. It definitely made me feel that
connecting students is important and that my work is fulfilling!

A Note to Self

| 6m cur r e n tyeéayand will berigavirig the FirstGen program in order to

pursue other opportunggis t hat Pill ar University has to off

transformative experience, that 106d |ike to
self (and maybe with future students also). It would go as follows:
Dear Dani:
University life is exactly likbow you imagined ittobe. NOT |t 6s not a
the movies, where there is nice weather year round and everyone studies at the
courtyard, as students ride their bicycles to class and others play Frisbee during their
gpare time. No, but neither is universgyging to be likdhow your older cousins told you
it would be like. There are spare times that you can go for a nice quick coffee with
friends and not every weekend are partiesonaill ght er s be&dore final
combination of both. Youodol | -yedrsraefNOTheed t
the bomb on campus. In fact, if you act like you know everything, people will not be too
keen on meeting you. You should be open to new experiences and makimngnaew fr

Get i nvol ved. Yes, it i's hard, but it ol |

t

t

S .

o

campus. The campus that you choseisasmall, ratsrey ue pl ace so donodt

getting lost on campus. The lectures are hard and the classbstage , but it 0s
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an experience. No matter how difficult a midterm or a final exam may seem, you can

always pull through. Getting a bad grade is a part of the university experience. Getting

an excellent grade is also a part of the universityeeigmce. AHnighters DO happen,

but i1 toéos ok. Handing in | ate assignments w
| think the reason why you believe that university is scary is because no one has

prepared you for it. ntXoouniverdity adnd your cdusing, e p ar e

whom you were not too close with, are your only source of information in regards to

university life. Even with this @nsource, it is easy to make assumptidfise years

ago, | would have told you that university is super scary because, well, you barely were

able to get to classes in your high school, how in the world would you feel like you

belong in university? It was a scary thought to know that you would benber, and

professors wouldndot know who you are. But
school youoll adjust to the setting. No o
university is rather similawont khows ng weawat

going on. Just be yourself and try everything.

Today, | can say that university is sometimes stressful, but for the most part, very
fun and exciting. | get to meet people every day, and get to work with the most amazing
crew ever. Ther are times where we can incorporate fun into our stressful lives. For
example, last weekend was Science Formal. Now, even though | am not in science a
majority of my friends are, and so, it was very nice to get dressed up and experience a
formal event.Never in a million years would | imagine making friends in a program of

my programdés size, | et alone, the sciences
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change because, despite the fact that it was intimidating at first to reach out and meet
newpeople, 1 t0s rewarding. People know who
So, formyfivey ear ago self, dondt worry about
around you is scared just like you, but as long as you act friendlp ane afréid to try
newthingsy ou shoul d be fine (just dondt procr a:

nighterséthough thatoés also an experience)
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Chapter Five: ResonantNarrative Threads

Kayl a, Katr i na, arftaeaccouaftheirjodrneipsagowad s n
university were preented inChapter Bur. the narrativeccouns reflect the temporapersonal
and sociahature of their experiences, situate the experience within various contexts, and include
insights into how they made meaning from the experientkoughthe focus ofChapter Six
will be discussing the social significance of these narratives within the existing literature, this
chapter will focus onliscerningresonantarrative threadgClandinin, 2013).As participants
reflected on their experience, emted towards the past, present, and future (and even
simultaneously spanning the temporal continuum), they reconnected with formative stories
during their journey a sense of wideawakeness (Clandinin, 2018¢leed, some of these
narrative threads garresl quite a bit of energy that they warrant additional teasing out,
particularly because of the resonances across all four narrative accounts.

That resonant narrative threads surfaced across the storied lives should not be surprising;
itisconcomitantvi t h Bour di e uobiist h(el 9s8e4t) onfotaigoennt s who ar
homogeneous conditions of existence imposing homogeneous conditionings and producing
homogeneous systems of dispositions capable o
Resonant naative threads refer to patterns or reverberations across narrative accounts that,
while difficult to discern, open up fAparticul
through an individual 6s nar r atthesethreadsdwingnt ¢ ( C
the stage where | engaged with the intersearchext: | reflected upon the narrative accounts
and began sensing some reverberation across tidhstames, particularly towarahildhood. |
then played with the interim text toganize elements from the narrative accounts around these

threads and they appeared to gravitate into place.
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The threads are not intended to serve as rahemnmes or generalizations across the
narratives (thoughonceptual inferencdfiessman, 2008] awvonderings [Clandinin, 2013jill
be presented i@hapter Seven Instead, the threads are presented to illustrate that resonant
narrative threads exist and condition the hatagia result of similar conditionthereby shaping
how t he pepetience thetransitioatdand through university. Table 2 (Resonant
Narrative Threads Explained) overviews the seven narrative threads with a brief description of
each:
Table 2

Resonant Narrative Threads Explained

Number Thread Name Description

One Do Well in School:  Family dories abouthe importance oéducation and storied
Education is future rolesas postsecondary graduates
Important

Two They Work Hard for Family stories of struggle and sacrifice and storied futures
the Money be sociallymore

Three  Others Have it Awareness of class differencasd storying that students fron
Easier more privileged backgrounds have more capital

Four | 6m at a  Storying Pillar University spossessingigher culturabnd
Place* symboliccapital than other institutions

Five | am Privileged and Feeings of privilegeto be at university anstorying future
Value Family caregiver roles to honour

Six | Want More** Belief in system of meritocracy amdtainingcultural capital

(i.e., degreejor social mobility

Seven |t 6 s ab ou Stories of belonging vidvis of upperyear students and
Community Feeling university programming to create community

*Not a firstgeneration thread: specific ®illar University
** Potentially more related tthe immigrant student literature than the figggineration student literature
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Thread One: Do Well in School: Education is Important

Childhood stories about education featured prominently for Kayla, Kalviaana, and
Dani. All vividly recall stories about the importance of education to the extent that, while they
were young, valuing education became part of their habitus and storied roles as a postsecondary
graduate became part of their self and famibyiss for their future selves.

Kayla. Althoughher grandparents did not finish high school, they storied the value of
education and future roles as university stud
parents), to the extent that the generations following pursued university educdtion an
professionalrolesSs hough my gr andpar e ndshwol theircmidrén arealle n i
my cousins are highly educated, being doctors or lawyers or engineers.

Kayl ads early childhood was similaarly stor
university student were introduced quite early (for both Kayla and her brother), illustrating a
family narrative towards educatioA's you can tell, university 1is
best for wus: theyo6r e not ngspecifc,ijustghatmmemustgotany br o
university and get an education. The message started early. For example, ever since my brother
was three (heds 14 now), theyodod tell him that
Waterloo.

For Kayla, sories about university began early with stories about how one is successful
in university:To my mother, university was the place where you must take advantage of all the
opportunities available; that includes extracurricular activities and spendingwiitienewly
made friends. But above all, i1itdés the place
uni versity gives you wono6t | ast very |l ong (th

academic pressure). The most important thinglgbtoww f my mot her s stori e



139

is that it is not a place you take advantage of: it is expensive to attend and you must work hard to
ensure that the expensive tuition is worth it.
Althoughher mother provided broad perspectives about theticdbsnefit of university

and taking advantage of both curricular anetaaicular opportunities (and the space in

bet ween) , her father 60s adv-ponted:My fatherisavarg what mo
educationallyoriented person. His storyinsingpl t er ms was t hi s: Afgo to
youoll do well |l i ke your Papa. o

Stories about education are prominent in K
and behaviours, to the extent t hfanilystotebad s i n

thus reinforce stories about education and her fukwreryone expected that | would go to
university and do something big. If | told people that | was just going to go to college or just

work, it would be a total shock (in such a cashink my dad would find me a husband because

| wasndét doing anything with my |ife). |l gue
brought me here, itoés also the expectations t
disappoint h e m. People feel that 1 6dm going to do s
t o. l 6m a Muslim girl and whatever | do, Il c

Indeed, the value of education and her ability to be successful through education were
storiesthatwer ubi qui tous i n Kaylads | ife, influenci
her habitus valuing education.

Katrina. The pursuit of education also features
parents sharing stories of furthering their ediici o n d e s penihgeWHila irf ledid,s hap p
both my parents furthered their educato®nce they were established in India, they had me;

however, a great work opportunity for my dad then took us to Saudi Arabia
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One can imagine the family storiesardunpur sui ng education, desp
and chall enges: education was akin to the met
horseo in Katrinaéds f lafadt thgy mavedito Gaaada sethabtheire d v i
children could accessual i ty university educati on: i tos tl
Ar abi a, because t hey do ndtizenshcanattendu We moged®i t i e s
Canada about eight years ago and the sole reason was so that my brother and | could go to
university. Higher education was notoptionsi ou know t hereds a | ot of
know your parents moved countries so that their children can study.

Further, Katrinads father, in partthatul ar,
he and his sibling interceded when Katrinads
universityyMy dadds sister passed away -ddrdaughtetc ancer a
(my cousin). Her f at her di dbeetucdateld,isonkydaslhe nee
and another sibling camed abnudt ttohoekn myo ocko uhseirn tfo
school that was known for its academics. It was insane and | remember my mom once
commenting that, fsheds ntdothatywidhussomeai@ ulgntt eirt and
showed how serious education was for my family.

Such stories, as conditions of existence, would have been salient forces in shaping a
habitus oriented towards valuing higher social classes and education. Indeed, edssation
storied as optional for Katrin&ven during family gatherings you can tell that everyone is
educationallyor i ent ed . |l tds the reason we had to mo\
have universities there that naitizens can attend. We nealto Canada about eight years ago

and the sole reason was so that my brother and | could go to university. Higher educational was
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so that their children can styd

Marina. Mar i naos
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ther eds

experience

a

ot

of

was

pressure

guite si mi

of education; however, unlike Kayla and Katrina whoseslwere storied as university bound

(i.e., they experienced university as a natural progression), Mardeasiood all postsecondary

options to be acceptablé.

grew up w

it h

un

when

| ar

versity being an

Postsecondary was valued and so college or anything would be fine for my family. The big thing

that we were always told waswwrk hard so we can be our own bosses.

AlthoughMarina heard stories of the importance of education and that all options were

fine, these stories were in tension with family stories (resulting from future projections that

Marinaos

p a r evhidh scluded dtoryiing er as & uniyersity student at a prestigious

institutionThough my

parents

s ali

d

tés my |ife,

me to do well. Even though university is not better than the other options (a@ctbenany

success stories in the subway about the colleges and jobs) and there are different paths, | saw

university as the only path because of them. If | dropped out, they would criticize me for wasting

the little money we had. If | chose collegeythwuld be disappointed.

Marinaos

stories shaped

a

habitus with

Marina expands as highlighted in later threads), and commitment through scarce resource

investment.

Dani. Similar to Marin® and Katrin® ,s

Dani

6s

parents al so

moved to Canada to provide thehildrenwith better opportunities. Through being here,

a d

val u

university became a preferred option, but not an expected progression like Kayla and Katrina:

Though they never attendedspgecondary, they valued education and, when | was four years
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old, we moved to Canada as my parents wanted to provide me with better opportunities for
educati on. ltds kinda weird in a way: they v
expectation thak attend university.

Dani 6s relationship with her grandfather h
Dani vividly recalls sitting on her grandpaos
opportunitiesi do feel that Ilwould havé i sappointed my family if | 0
remember my grandpa saying that he thought |
university, | think you should; there is a difference between not wanting to go and not being able
togo0 eVhwoul dnét have been di sappointed if | d
to or didnoét feel |itwhesy rweauwlyd obe adil eapgmoisnutce
because they believe in my ability.

AlthoughDani 6 s par ent sveranotdnivgrsity edacatedy sonmes about
university as a possibility (though not an expected progression as reflected in the habitus of
Katrina and Kayla) were introduced (through parents and/or self stories) to the extent that
cousins attended univésand Dani began to feel university as naturélecame interested in
university as | had older cousins who went and most of my friends were going as well. In high
school, a lot of emphasis was placed on university education and there were a lot of

present ations about universities (I dondot even

started to feel natural.

Thread Two: They Work Hard for the Money
The students all/l deeply experiencedist heir

served as a strong impetus to become different. Their family stories of struggle and sacrifice
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resulted in a storied social class view of the world: the participants identified that their families
were workingclass and they wantedore

Kayla. Kayy a vi vidly recalls how hard it was fo
the extent that her father would work for most of the day in order to make enough money:
My parents worked really, and | mean really, hard to get where they are now. Whensthey fi
came to Canada, my dad would work a ridiculous amount of hours at a plastic manufacturing
company, c¢lose to 14 hours a day, and just <co
parents were in debt coming here and had to borrow quite a bit of money

She recalls struggles with money to the ext
order to stretch financial resourceslthoughs o ci al ¢l ass wasndét somet hi
thought of at the time, her storied recollection of this time is about beimga less privileged
backgroundThey al so di dndét have a car and woul d t a
change for the fare (my dad told me of a time he had to count pennies in order to pay the fare). |
remember my mom dragging us everywheron t he bus because we didn
would bring groceries home in the freezing cold with a stroller. Those times were hard: when
youbve seen the bottom, you dondt want to be

Katrina. Katri nads family al shawassadiffiaulgtigrisitod f i nanc
because in Saudi Arabia they had ample resoufcese move t o Canada wasnot
were in Saudi Arabia, the accounting company that my dad worked for gave us a house, tickets
to travel, and a car (in addition to higlary), so we really only had to spend money on food. My
mom also worked as an educator and she started her own school for children.

Katrinads father made a significant sacrif

to make more money, whilegfamily stayed in Canada. Stories about sacrifice and working
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har d, l i ke Kayl a, f e alewendedup goingbaak tp [Saudi Arabiakoa t r i n
a year and worked from there. €rb wetwere trympe wa s
t o A ma k et,0 buhveedhad noedapt for a while until things got better, which they did!

Marina. Par ent al struggles and | ack of resour ce
narrativeaccoun to the extent that she does not want to be consisyddng-class and has
storied a different future for herselfknow that if | work hard, there will be personal gain and |
wonodét have to worry about my future and | don
always wished | was more uppeass, epecially to buy clothes, but my parents are both
wor king class and work as managers at a resta
school so you doestdutantth a vie h op evolrofkss inmhe tisturegb r K i n g
like eating at retaurants, not working in them (ironically, | do work at a fast food chicken place
during the year to help pay for university hate it).

Dani. Lack ofresourcekasb een a constant worry in Dani 0:¢
generations and, while shedrd stories of valuing education, she experienced stories of
sacrificing luxury (education included) in order to afford food and shé&lfben | was growing
up, | also knew that money was a problem and, when it came to education or money, the latter
was nore immediate. For example, my grandpa would tell needbstories when | was
y 0 U n geetoldénte that my grandma really wanted to send my mom to Australia or somewhere
for a better education, but with yasthey ounger
needed the money.

These financial struggles were rough, with Dani recalling how, though her dad worked
many different jobs, money was never enough and would be a source of tension in the family:

Myparen s al so srmakeegdgnleed 0t anidl | remember my dad
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jobs (sacrificing sleep and time with the fam
profession, but had many jobs all over the place like being a taxi driver, and delivering

newspapers. My mom alamrked many jobs (she currently works doingkings with a travel

agency¢ | di dndét know details as | was young, but
struggle) and remember my parents fighting ab

experiene.

Thread Three: Others Have it Easier

The participants were aware of social class differences and the economic, social, and
cultural capital (primarily in the forms of money, parental connections and knowledge of the
university field, respectively) ailable to them compared with other, more privileged students.
That said, Kayla and Katrina perceive the university environment as more homogenous
compared with Marina and Dani, which is likely a result of parental educational levels and,
relativelyspeak ng, greater economic capital (recall t
university educated).

Kayla. Kayla speaks primarily of the greater economic capital she perceives others to
have, storying them as coming from rich families with greater ressunowever, she also
comments that the dispamiotty 0Obetsween talse pfitoanval
A lot of people that come to Pillar seem to come from very rich families that have considerable
savings or investments backing them up. plsliyents had nothing when they came and were in
debt. They are inspirational people and | have to make it up to them.

Agai n, narrative threads of family sacrifi
as a future provider for her family: it is p&af the reason she is very conscious of how resources

are spentonhernow:é6 m very pragmatic with decisions an:
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ahead. | know that | have many years of university in my future in order to reach my goals, so
why put myseih debt now by living in residence just for that experience when | can save money
and be better off financially in the future?

With respect to differences in social and cultural capital, Kayla is also aware of the
advantageother students have andsés them as having access to greater knowledge about the
university system to transition in and connections for the transition out to the job riudet:
downside of my parents having not completed u

d o n @&eé anyonéo help or guidance from my parents with respect to the university system here

in Canada. Thatos fine as | knew what | had
al so aware that | dondt have etpdwrents wesieregducated nne ct
in Canada.

Katrina. Though her parents have modest means, living in residence was not financially
possible for Katrina. Her story about those living in residence is that they have increased social
capital as a result of beingla to make connections more eashit living in residence does
pose some disadvantages, particularly the networking aspect and potential job connections in
the future. That s what | think about the mo

Li ke Kayla, Katrinads experiences with her
whose parents attended university in Canada have greater cultural capital with respect to
knowledge of university processes and experiensegther disadvantage of noaving parents
attend university in Canada is that the whol e
are able to help them navigate the system and talk to them about the importance of joining clubs
and stufé Those opportunities to get involvekao important to learning skills and networking

and | wish my parents understood that more.
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Having seen more disparate situations of wealth distribution, Katrina, like Kayla, notes
that the difference in Canada is not as pronounced. Like the otlierpaats, Katrina is aware
that others have more, but she does not highlight economic capital as being prohibitive and finds
that she is still able to dowhatshe likest 6 s di f ferent here because,
see the superrichand thetrsor i ch: 1 to6s obvious with the type

nice things they have. Here, everyone wears the same sort of clothing and does the same kind of

things; i1tdés almost | i ke everyone Mg the same
situation would |ikely be somewhere in the mi
spending spree, but at the same ti me, l 6m not
out and have fun with friends . Most of my friends in the sante bams me, wedr e al |

comfortable and are able to go out for lunch and stuff.
Marina. For Marina, financial resources were quite a bit more constrained compared to
Kayla and Katrina and she notes that this constrained her decision of which schitend
initially really wanted to go to McCabe University a few hours away as they have an Arts and
Sciences program that only accepts 100 students each year versus Pillar University where more
students are accepted. The McCabe program is competiitvelite and | wanted to be a part
of it, but it would have meant | iving away fr
In fact, she brought up McCabe so much in our discussions that one could easily imagine
her imagining a possible path there. Her fgndlisited financial abilityprohibited Marina
from attending McCabe and further underscored her desire to accumulate greater wealth in order
to possess greater mobility in her futuMarina also shares thaithoughshe storied a
university futurefoh er sel f as a result of family stories

capital provided her with fewer narrative elements to construct the story in finer detail when
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compared with other students from more privileged backgrolBetsause of my parents, | knew
| wanted to go to university, but wasno6t real
rushed to pick a university in grade 12. This was different for other girls like Fiona and Edina.
Fiona talked about universigil the time and how she was going to university and that she was
going to be a higipowered corporate lawyer and pop out two kids and live the dream.
Marinads stori es a althoughshd-stooer Bonaas pretantioisethree s t |
tension, reflecting a clash of clasased habitus, might be especially pronounced if Marina is
jeal ous of Fionab6s circumstance because Marin
alludestoafewtimes,pari cul arl'y when with her boyfriendds
more about how her experience with others (in
creates a narrative incoherence as they are presently living the storied life shagdae for
herfutureYou know t hose picturesque homes where th
staircase with a loft where everyone takes those cliché prom pictures. All his friends have
houses like that.
This narrative incoherence (resultingfim t ensi ons when Marinads ¢
tangle with her stories of others who have the social, cultural, and economical capital she
desires) plays out in classroom settings also, to the extent that she stories classmates as arrogant
and higherclass:There are students in the class that do talk to the professor outside of class and
even during lectures. They are keeners and always seem to know exactly want to say to make the
professor excited. They intimidate me because they know so much and hevauldare say
something in case for fear that 16d say somet

students would think I om stupid.
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Again, this tension plays out as Marina stories that others in her class haeewesited
parents who developéthcultural capital of their children through intellectual dintiere

conversations, which enables them to be superior contributes to class discéssims: time,

we were talking about the conflict thanth8yri a a

fact that there was a conflict in Syria. I ]
much about Syria ol barely have enough time to read the school stuff and yet they have all this
time to read the news. | feel that a lot of peopley learning community are uppelass
because how informed they are on worldly issues: | imagine that they have this time to explore
interests (because they donét have to work [
conversations with theirgrents (who are also well educated and help them).

The extent that Marina stories her peers as more privileged may be rooted in a story she
was told by her father about university being a place where more privileged people attended and
how she would fddifferent My dad tol d me that |1 6d encounter
and he was right. He told me abouirae when he was in universitand was sitting around
with a group of guys and they were talking about their parents and money. Waemito him,
he said that his father was a barber and that
common thigforlowc | as s p e dtgid @&so make rdeaahxdus about university,
especially making friends.

Dani. Dani brings very inteesting perspectives as a thidar student: because stories
are lived before they are told (Clandinin, 2013), her stories ofyf#at are more developed
compared with the others. When reflectingh@nexperience ofdifferences, Danstories that
herfriends have greater cultural capital with respect to the job mark&tv e al so never

felt excluded at my school; however | think t

a
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even though I 6m in the andmmerece spracdrn am, oln nfee
in my program. Some people are really nice,
had it been another situation besides sharing classes. A lot of my classmates have families who
have connections witlalge companies, or their families are knowledgeable in terms of the jobs
that are provided for them after graduati on.
conversations.

Contrastingly, Dani found a connection with another person beddwesker, he was a
first-generation students whose parents did not have any university expevienget to be
better friends because we had more in common
have any knowledge aboubtuwifvewosietyytodifdeel yh
the networks or connections that so many other students had.

Di scussed more fully in the Aworking hard
on lack of economic capital compared with her friends whenngas growing upAll of my
friends at the time were wealthy and weddlucated: they would ask what my parents did and |
di dndt know how to explain it.

Further, Dani shares that, in being aware of the privilege of others, she avoided questions
of herbackground during higechool and, even when asked during university, she would be
uncomfortable, resulting from a developed workatgss habitus and stories of herself as less
privileged:Back in high school, | would have intentionally avoided suchtiuness Even when
she [Adelaide] asked it made me uncomfortable and | felt that she was being too nosy for
someone | had just met as it would also mean sharing about my dad passing away the year

before. | was not comfortable.
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Dani revisits her experiene s wi t h Adel ai de often: Il i ke Ma
privileged others, Adel aide represents someth
result of a clasbased difference in habitus) and results in Dastorying Adelaidé and her
own lifein ways to attend to this habitus differentstill see Adelaide and am working on a
project with her. The more | get to know her, the more | realize that | worked a lot harder to get
where | am. | feel like | have more of a drive to do better, whetesas f or htedoingits he 6 s
because sShealssknewsd rueh about university: at least, in terms of advice from
someone who has been through all this.

Dani expands on the cultural capital that others have and, in the next example, @ovides
glimpse that university students might story everyone as coming from more privileged
backgroundst remember one time after accounting class | was talking with a friend; | was near
tears as | couldndét do accounomwaganaccodritaat. s ai d

She then asked what mine did and | told her that my mom worked with a travel agency. She was

shocked and said, AThatodés sSur prideindg, Khowo whg
l i ke that. | g u éckis goodf bécausdl éryctafitiis. ¢t may alsoibe i n, wh
because thereds an assumption that iif youodre
kinda true in the case of my friends where th

a r einuniversity.

Her habitus, being different from others, found consonance with Anil, who was another
first-generation student and whose story transitioning into university was sifne was one
friend, Anil, that was also a firggeneration studentid one of the firsjeneration students,
like me, whose parents never attended university, whether in Canada or abroad), who was very

easy to get along with. We got to be better friends because we had more in common than other
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people: his parents, likeimne, di dndét have any knowledge abol
money to freely flow, and didndét have the net
had.

Having lived her story as a firgeneration student transitioning into universidani
stories life as a firsgeneration student as follonBeing firstgeneration is about feeling
di fferent and noticing certain things.- | t 0s
generation or not, butommom@ privibged bacggroanad. éplateo t el
most people as uppeniddlec | ass and dondét know right away i
or not, though | assume they did. The first things | notice is all the resources, such as nice
things, nice clothes,ral being able to go shopping and to concaerikhe talk is also different,
not sure how to describe it, but o0it comes acr
In one of her reflection journals, Dani wrote a note to her former self, sharing advice for
thetransition to university that she was not able to receive: [From the passage where Dani wrote
a note to herself] think the reason why you believe that university is scary is because no one has
prepared you for it. Y o uversity ashahyour colnsims/ vehonpyeour e nt s
were not too close with, are your only source of information in regards to university life. Even

with this once source, it is easy to make assumptions.

Thread Four: |1 06m at a Better Pl ace

Kayla, Katrina, Marina, and Daall believe in the story that access to university is solely
based on merit and, even though they may experience some disadvantages, hard work will
translate to social mobility. They are proud of the fact that they attend Pillar University because
it is regarded as one of the most prestigious universities in the country and wall {hrem

towards social mobility: the degree carries significgmbolic capitalnternationally.
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Kayla. Kayla notes that she is the first in the family to attend uniyersiCanada,
which is prestigious in itself; however, the
family and cultural context: 6 m t he first in my family to atte
huge. Beyond huge. In the Middiast, a Mrth American education is highly revered and so
my family puts my situation in high esteem.
will be very respected if | were to move back to Syria and would enable me to have a very
successful and luative career. Pillar is also recognized as being one of the best universities in
the world.

Prestige was further projected onto Pillar University as a result of an institutional story
that Pillar is more studintensive than other universitidsow, after almost completing my first
year, | understand why Pillar tries its best to make everyone feel welcome before classes start.
Because once classes start, things get serious and there is no time to waste.

Katrina. Katrina was told to live at homesbause her parents did not see the logic of
moving away when there was a great university nearby and accessible by transit, but was still
very drawn to Pillar because of its story of prestige as reflected in many media. She laments
about low marks as slperceives other universities to be easierhose Pillar, because of the
prestige it has, being one of the top in the world, and because it would enable me to live at home
and not have to work; however, | felt that others were having an easier time

Marina. Marina would often share during the interview that elite things make her feel
good about hersel f. This comment reflects Ma
means towards social mobility. In her animated ways, Marina also desbabestile being at
Pillar is more difficult, it is still an accomplishment that her and her family story aboeite

are times when | hear that someone goes to Ro



154

nced with my inteati@dwelble]j nBi.d loaTshagyrsetdhsa ya rbeett it en
follow on Twitter, who goes to another Adunive
complaining the other day about having to wri
niced louglt &s | have to write a qlage paper.

When | first got into Pillar University, Googled it and realized that it was one of the

best i n the worl d. Il tol d my ptlatteepdrisgupad nd, t
family gatherings. Theyodore proud. And they
family.

Dani. Dani, who, like Marina, comes from a family that did not understand the
university field; consequently, she was not awdrecov Pillar University was storied by others
until it was mentioned to her after she received her offéren | got my offer to Pillar
University, | was overwhelmed. What made things worse was that my grade 12 counsellor told
me that Pillar University i®ne of the largest and most prestigious in Canada. | was really
scared and went home and googled how big the campus was, but by then there was nothing |
could do. What made it better was that | was

butwould still be one of those little fish.

Thread Five: | am Privileged and Value Family

The participants are people who have storied their experience as one of privilege, even
t hough they dondédt necessarily hahagsormenthenuch s o
students.Further, they storied roles for themselves as future family caregivers to honour the
sacrifices of their parents.

Kayla. Working hard, appreciating what one has, and taking care of family are key

el ement s of K aspdctathat shdrsdohies fortherseldas she imagines her successful
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future self. Indeed, taking care of family members is a family story that she grew up with as her
father and his siblings take care of another sibling who has financial@eedé: r anlgfateful I 6

for the values that my parents instilled in me. | value hard work and am not scared of it: my

parents worked exceptionally hard for what we have. | value achievement: my dad, being the

typical MiddleEastern father, would always ask me whéeedther 5% was when | got 95% on

a test. | value being pragmatic and having an awareness of privilege and am constantly
reminded that we wereno6t simply lucky; we had
circumstances. | value education as a mearsbetter and contributing life. | value

determination: | have high goals and the means to achieve them. Perhaps most of all, | value
familyi and not just how Canadians might value family, but deeper and broader.

It was very clear from the intemivs with Kayla has storied a role for herself as future
provider for her family, with a strong felt d
for family members is a family story aMy Kayl a
dad is also the only son and has the additional responsibility of taking care of his parents, so he
worked double time to work off the debt, support mom and me, and take care of them. He
worked so hard. He real |l y anddnm tsrouldye tiesr mmyn ehde
hard; | want to provide him with an easy ret.
something in return for his sacrifice.

Katrina. For Katrina, family is important and she always makes important decisions
about futureopportunities with her family (for example, she shared during the interview that she
was in the midst of exploring an oversees int
however, seeing her circumstances as privileged or valuing family did natefeet prominently

in her narrative compared with Kayla, Marina, and Dani. That said, part of her story includes
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sacrifice for the good of the family and one can imagine that her story for her future will include
sacrificing for her family, particularlyraund educationtWe moved to Canada about eight years
ago and the sole reason was so that my brother and | could go to university. Higher educatio
was notoptionaiy ou know thereds a | ot of pressure whe
countries so that #ir children can study.

Marina. When Marina reflects on her accomplishments, she is pbwtiat she has
done for her family as they are able to tell
accomplishments. And, while she feels pressure to suerekthke care of them in the future,

she is also thankful for the privilege of attending university:parents are so proud of me.

Someti mes -clebnm rteodo tsoeInfoti ce, but | recently re
It really makesmetearp t hi nking of this because | 6ve wor
| also realize that I 6m making their dreams ¢

She also creates a story of providing for
sacrifices, but also shares how flressure makes her feel, particularly as she has storied that

such a futur e does n dlbhavesar opportunity that nob reany peoplé Have f r i

and |1 6m appreciative of this and am goirng to
c ass. Thereds also pressure for me to do wel
something that | want to do; theydre family a
when |1 6m ol der, but someti menyy lanjdu staywa mtgetth e

backéitds not my rlesphadmski bitldist yanydtmmi gr ant th
age and not put them into a retirement home.
Dani. Dani strongly values the sacrifices that remm made and the support her father

provided. Indeed, their stories of sacrifice, strength, and encouragement fuel her to take
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advantage of opportunities they did not have.
also shared stories about takirtlyantage of opportunities to learn and growrink about how
strong my mother is (not just at that moment, but throughout her life and into today where she
still serves as my rock). My mom worked for her family instead of getting an education. My
mom ficked up everything and left Hong Kong so that | could have better opportunities. My
mom struggled with my father to provide for us. My mom lost her husband. My mom
encouraged me to go abroad and take advantage of opportunities and to live and glearand
and have fun. My mom is st&dts and | will always remember this.
With her father, Dani 6s stories of him rev
these stories of support are woven into her current experiences and also serve as fpiélao kee
going: My dad passed away in the summer before my grade twelve year (four days before the
start of the year, in fact) and my memory of him fuels me, particularly his immense support for
me to just do what | wanted to do. Even when | practiced prenwould just lie there and
|l isten and be supportive. ltés what | miss s
what you want to do, &then I édm there to suppor
Her grandparents also live with her and are a source of support; thieis serve as fuel
for her to take advantage of opportunities that thidynothave:Gr andpa al so wasnot
to university or college; though he loved learning (even to this day, with him almost 80, we have
our granddaughteg r and p a t i ameeofaaintelectudal @agireimé m gl ad we have
much in common after all this time) he had six other siblings and needed to work to keep the
family afloat.
Dani values her family and the stories they shared with her, to the extent that she strives

for coherence between their stories of her and her story for hédelfeel that | would have
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di sappointed my family if | didndét go to uniywv
t hought | was pretty br i ghtthinkyodshouldahereiSa f y ou
difference between not wanting to go and not being able.fo go

Probably as a result of being older and family stories of valuing opportunities, Dani has a
very positive outlook towards class differences and stories betisit as privilegedThe talk is
also different, not sure how to descri e it,
|l 6ve never felt sad; Il just think itds nice t

grateful to my parestfor the opportunity to attend university.

Thread Six: | Want More

All of the participants believed the larger cultural story that rewards are bestowed to
those with merit; consequently, they work hard to gain the cultural capital of a university degree
(heightened because it is Rillar University degree) in order to realize social mobility.

Kayla. Moving to a higher social class features prominently in the way Kayla has storied
a life for herself: through her life stories about education, familyorespility, and struggle,
Kayla has storied a future role for herself as more uplasss in order to provide for her family:
| work hard now so that | can hopefully move up the social class ladder, go to a really good law

school, and become more so thath take care of my family (my aunt will be my responsibility

when my dad retires). As the saying goes, I 6
doesndét buy happiness, but at | east youbre co

Katrina. Althoughnot explicitlyrefer i ng t o a soci al class | adc
future does not include what she considers dl

ensure that she is as educated as possible to realize a betteBothnay parents valued

education andhurtured this passion in both me and my brother: it was expected that we would
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go to university because the belief was that,

getabetter job, and be around s manwedrsdyrdegreeahp | e.

have to do nor mal | abour jobs (that said, I a
bachel ords degree as iIitds not a guaranteed pa
program at Pillar for when |1 O06m done).

Marina. Marina stories a more uppelass future as a result of working hard. Indeed, as
a current restaurant worker, she sees her future as enjoying restaurants as a customer and never
working in one again know that if | work hard, there will be personaliga and | wonot |
worry about my future and | dondét want to str
was more uppeclass, especially to buy clothes, but my parents are both working class and work
as managers at arestaurantand constastlgyy , fiwor k really hard in sc
workinar e st aulr amd p & | 6 ntlass intthe futore; Klikere@ting at restaurants,
not working in them (ironically, | do work at a fast food chicken place during the year to help
pay foruniversityi | hate it).

Marina strongly stories her future self as not workteiggs: have an opportunity that
not many people have and | 6m appreciative of
that | 6m-classt wor king

Dani. Similarto the other participants, Dani stories a future role of success so that she
can make life easier for her familill of my friends at the time were wealthy and eellicated:
they would ask what my parents diid,andm vcirdn
proud of what my parents did for me and my family and will always be grateful. | will also
always be there to support my family through my success and make whatever sacrifices that |

need to make life easier for them.
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Thr ead Sev atthe Comiunity Feklmg

The participants were nervous about attending university and found that it was important
to focus on academic success, likely due to their commitment to their goal to earn a degree and
also respect the financial investment thamflies made. They talk about people and social
experiences as i mportant and, while they didn
they want to do more into their second year. They also talk about the importance efagper
students to Hp with the transition.

Kayla. Kayla was able to attend a poeentation during the summer preceding her first
year, which really helped her feel part of the Pillar community as she was able to create a story
of belonging as she transitioned into Pilldot only did MyDef help me make friends, but it was
also a way for me to get to know my college, and some yeperffcampus students who gave
me advice on how to get involved and make friends whilgloffrc a m p Thss é& extremely
important becaus feeling included in a university is hard for everyone; however, gpeaally
hard for a commuter.

Kayla also talks about how Frosh Week helped reinforce a story of belonging and feels
that universities can accomplish this through attending toahsition in, particularly through
the use of uppeyear mentorsThe second significant experience that really helped me feel part
of the university experience was Frosh week; possibly the best and most memorable week in my
life. Having already attended Wbef about a month earlier, it was even easier for me to feel
part of the university because | had already met a lot of peoplevasdamiliar with the
c a mp Uhe éstablishment of connections, in my opinion, is very important in making yourself

feel partof the university.
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Katrina. Katrina felt alone at times, particularly during the beginning of the year. She
notes that it was hard to get involved (to the level she was in high school) as a commuter student.
She also shares the importance of wistsing had joined a mentor program to help with the
transition and wished that communication was cle&earty in first year, | really felt alone. | do
wish that | had joined a mentor program, but
advertsing during the beginning of school that most of it gets lost out of context. Mentoring
would have been great, particularly to know ways to get involved and to understand the system
as my parents didndét know.
There were moments that made Katrina femlamfortableas she shadghaton Labour
Day, there was a scavenger hunt and | was in a small group with a leader and three other first
year s. One girl was also in |Iife sciences, b
out for lunch oranything. If I met someone from Indian heritage, things would have been easier
because we |ikely have the same things that w
hoping | 6d have more in common with the girls
Katrina openlyshares that connecting with others of her cultural group is better,
reflecting habitus consonance and the sharing of similar family and cultural stories. Such
experiences, as the one shared below, helped Katrina feel more conhéictdithd some evest
that wer @& mddme frmhethe girls | met during Fros
and she invited a few other girls she knew.
with them on Facebook as we were all part of the same mettsagd.
AlthoughKatrina notes struggles with grades, she also wonders if something was wrong
with her as she has storied her transition into university as one of not belonging sobeiy:

have been times that | mdsttylabdout gradése WHen ybu getrmarks f i t



162

back that are | ow (especially those midterm m
course) and you find out that everyone el se I
wondering whyrtl awvsastnhbegm atso sarlaso get hi gh mar k¢
that was easier. | 6ve also felt Iike I didno
outgoing enough.
Marina. Marina was looking forward to university because righool was nogreat,
whi ch she stori es -gisschosli 8hghaliengedersefftglesnereé py o al |
socialduring Frosh Week in order to feel more connecfesdt mentioned, higechool was not
great and | didndét get very involved. Il was
myself out there shit: | was going to university and was going to be myself and not hide anymore.
Differences in social class feature prominettia r oughout Mari nads nar |
through interactions with those who she perceived as «qi@es and more pretentious that
caused reactions from her. Though Marina did not say she felt excluded (likely resulting from
her value of being atilRar), in reflecting on pieces of her narratisecount | wonder if
unarticulated storied feelings of exclusion exist when she interacts with individuals whose stories
are those that she wants as stories for he@eting one of the icéreakers there was thgrl,
Wilma, and she announced that she was from-Rlda. Then, we were to name famous people
who went to Pillar and she mentioned her dad!
dad you stupid bitch but again, r est r alippeldssang wesdnted She
herself as very rich. | also could tell that she was intelligent, but I just got the feel from her and
knew that we wouldnoét get al ong.
Dani. Dani felt really alone during her firgear and stories this experience as not

achieving good grades and connecting with other pebpler eal | y di dnyear, fi t i n
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though | did feel that | belonged at university. The fitting in trouble was more because | was
very studiousinfirsy ear and di dnot ktiasdogetmvolveal.l lalsotwanéed o pp o r
to focus on doing well academically because it was hard and | was committed to my goal
intensely focused on my gaalo get a university degree. As a result, | made friends here and
there (and some | never saw cistantly), so | never had a group that knew each other. | would
go to class, but didndét have the soci al aspec
felt | onely and didnoét feel Il had people to f
Though she felt alone, Dani persevered because she did not want to disappoint her
mother and grandfathérshe strove for narrative coherence between her stories and her family
stories of her. She was part of a figeneration program group, kit notreally connect with
anyone; however, she experienced the benefit of havingyppestudents concerned with her
and others to connect with. It inspired her to become one of those mentors to connect other
people (which also become a highlight of her ersity experience for herJhere was one
friend, Anil, that waslso afirstg e ner at i o B gostd he Hetter friehae because we had
more in common than other people: his parents
universitylodidhdémohayeta freely flow, and di
that so many other students had.
Dani, being in her thirggear and very involved in the firgeneration mentoring program
at Pillar, shared some insights about the program wéibei to the definition of firggeneration
students, communication to new students, and opportunities for enhancement. She also notes, as
Kayl a al so mentioned, that such programs shou
university and communicatedore clearlyl t 6 s i nt eresting to note, hc

differences in the students in the FirstGen program. In my first year (and | noted that it was a
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small group) all the firsgeneration students admitted were those whose parents neveedttend
university (whether in Canada or abroad). In my second year (when | was a Peer Academic
Leader), the definition was expanded and defi
university in Canada. This increased the number ot djesteration sidents in the program

(and who would qualify to be a Peer Academic Leader), but the differences became apparent. |

feel that those whose parents attended university outside of Canada are still more knowledgeable
of the environment and also grew up withvensity as an expectation and natural progression.

Another thing about the program is that the opportunities get confusing for students. |

remember not knowing of all the opportunities
competing for our attentio . With the FirstGen program, 1itos
Seminars (all the sessions and workshops are

first-generation students.

Theoretical Reflections

Storied futures as resilient universiy students.The first threeesonanthreads (i.e.,
Education is Important: Do Well in Schodlhey Work Hard for the Monggnd Others Have it
Easiel bring us deeply to the conceptual nexus of narratives and habitus, where the stories of
our lives (Cladinin & Connelly, 2000) operate as conditions of existence (Bourdieu, 1984) in

shaping oné habitus. The first three threads rocket us temporally backwards into the

participantsdéd |ives and awaken us todd he powe
Adiche (2009demonstrai how | mpr essi onabl e and how vul ner
story, particularly as childrendo through her

prejudices that rob us from understanding the coniglex multiple stories with theirbreadth

and depththat compose our liveK ay | a, Katrina, Mar i na, and Dan
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salient conditions of existence that shaped a habitus whereby educationchlagheand hard
work become valuesAlthoughBourdieu did not explicate that conditions of existence
encapsulate stories, evident fronstbhapter is thpowerful force that stories play in shaping
oneds habitus ( e&hapteoSiye Theimstoriegof theg ehjpdhogalso story
imagined futures for them to the extent tBat Ckri (cited in Steels, 20)&rguedhat such
imagined states serve as pathways to fate.

Kayl a and Katrinads families storied futur
habitus was oriented towardaiversity and they experienced university asiaquestioned
progression a rite of passageThough their families may have been considered socially
working-class in Canada, they came from universitlycated families,ral this taste for
distinction (Bourdieu, 1984) or somet hi ng r e g a rcthes@wvasspassean ar t i
to them through stas I n short, Kayla and Katrinads gaz
university education. Conversely, fidiarina and Danialthougheducation wasalued,
universitywasnot at the forefront of their gaze, but inithgeripheralision (Bateson, 199%
However, poignanexperiences (reflected in the first three resonant threads) brought university
into the peripheral gaze of the studaardshapedossible staesfor their futures. These
experiences were, in part, related to their f
and Mueller (2010) illustrad (andl discussmore deeply irChapter Si¥, recent immigrants do
not fare well in the Canadian labour market and, as a result, many communicate higher education
expectationsery earlyto their childrerto the extent that the children of immigrant parents are
highly represented in the Canadiarsisecondary context. All the students and their families
wanted more and knew that education, particulatpiversityeducation (and especially a

degree from Pillar)would bring that to fruition. For Dani and Marina, not having university
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educated pants, they, as Bateson (19%pte, broadened their vision to the peripheral and
|l earned a Andeeper noticing of the worldo (p.
narrative coherence (Carr, 1986; Clandinin, 2013) in that their childhood storiksingtuding
stories thaeducatiorwas important, did not (like Kayla and Katrina, whose futures were storied
towards coherence) include a storied future in university. By paying attention to experiences
both within their direct gaze anldose experieres athe periphery, Marina and Darfa) entered
liminal spaces (Gilbert, 199b) unstoriedspacs of transition (b) experienced university life as

the first in their familyand(c) are now able to tell their story as a figgneration student

(becaus stories are lived before they are told [Clandinin, 201B}rtherall of the participants,
oriented towards higher social statheough university completion asipported by past stories

of struggle and opportunity, experienced their transiiwaugh university witha habitus of
resilience.That is, they were determined to attain their goal despite challenges in order to
achieve a state of sociahd generationahobility to provideboth themselves and their families

with a bettefuture.

Resilience refers to positive or adaptive behaviours associated with persistence when
confronted with stress or challenge (Borrero, Lee, & Padilla, 2013; Masten & Obradovic, 2006)
and all four participants @erienced transitions to universitjth a resilient dentation.That is,
their habitus was socialized, at a young age, to value educationydik,cand attain a degree in
order to improve circumstances and gain social mobifyhoughthis will be discussed further
in Chapter Sixit is worthwhile to ighlight here thavirtually all of the stories of their lives
(reflecting larger social structureshaped such a habitus: @) well in School: Education is
Important oriented the participants to regard postsecondary education as a natural progression;

(b) They Work Hard for the Mong@thers Have it Easieandl Want Morepropelled the
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students toward greater social mobility and wealth as motivated by parental experiences of

struggle and seeing wealth with peers from more affluent backgrountisp@tya Better Place

provided reassurance of their ability and that they are better positioned for success in the job

market and(d) together with the storydf 6 m Pr i vi | e g e dshapeaddheivhalituse F a mi
toward completion, to honour their privjed place and family sacrifice.

All participants experienced university as something that would be completed and their
past stories of struggle, ambition, deter mina
extremely goabriented and resilient. Thesonant threads in their lives, summarized in the
preceding paragraph, were the conditions of existence that shaped how they both experienced
and made choices in the university environment as a result of a habitus that oriented them
towards resilience. Ths, when r ef | ect i mogel andhtheBpenencdsioe uodos (1
the participantsit is evident that the stories of our lives shape practice as mediated by a habitus;
thus, stories of our lives can and should be considered conditions of existemeehiBourdieu
grounds his theory.

The many facets of cultureand immigration. Threads four t@even(i.e.,] 6 m at a
Better Placel 6 m Pr i vi | egedlWamtoreMatl duse Afbaomuitl yt he) Co mmu
take us to broad dimensions of cultarelthe immigration experienceAll participants were
oriented towards earning the cultural capital (Bourdieu, 1984) that a Canadian, partecularly
Pillar University, degree provides in order to change their social ¢ld&szome upwardly
mobilei in Canadan society. Further, as Kayla noted, a Canadian degree, regardless of where it
is earned, carries significant cultural capital where she isifrtmas the cultural capital of a
Pillar degree is seen as powerfully ubiquitous and a goal worthy of seoousitnent. The

cultural capital that a Pillar degree caries was highlighted recently (March 2014) in a national
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Canadian article where theautbad i scussed the institutional nar
that exists at Pillar as storied by staff, fiagunembers, and students; therefore, it is not

surprising that the participants also retold this story, as both a source of frustration (i.e., needing

to dedicate significant time to academics) and pride (i.e., the perception that their education was
morerigorousand, therefore, more prestigiouslhe author of this article argued that the study

culture atPillar is destructive and that, in an environment where foundation skills are valued

more importantly than a degree (Council of Ontario Universi#@$4), an institutional narrative

of co-curricular involvement must be introduced.

Il ntersections with Tintods (1993) model ar
academic integration, perhaps as a ghesult of
education Education is Important: Do Well in Schya@ind/or the devalued cultural narrative on
foundational skill devel opment (someti mes cal
in the social realm through awirricular activities. A&atrina mentioned, her parents did not
value such involvement and also noted that her friends of Caradisrated parents understood
that it was an important part of the experience. Indeed, as Dani and Kayla illustrate, it was the
connection with othergarticularly uppetyear mentors that supported their transition of
community members. They experienced, and now story, the importance of self in relationships
which Bateson (1994) reminds, iss necessary for learning:

Caring and commitment are what nealpersons, and persons in turn reach out for a

community. Personhood arises from a long process of welcoming closeness and

continues to grow and require nourishment over a lifetime of participation. (P 62)

Said differently by Greene (1995), whoged educators to imagi& community through

f ri end e mustpmant oufistudents to achieve friendship as each one stirs to

13 Name of the athor, publication, and article are not disclosed in order to maintain anonymity for the participants.
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wideawakeness, to imaginative action, and to renewed consciousness of possibility (p. 43)
Indeed, it is this interactive diversityahsupports deep and rich learning (Pascarella, Pierson
Wolniak, & Terenzinj 2004) and whycontrary to Ward, SiegedndDavenpori(2012), cultural
capital is nonhecessarilghe most important aspect that should be fostered forginseration
studens (see extended discussionGhapter Six
The participants also felt that their storied futlireyolvedtakingcare of family
members (both immediate and extended): agptain (Kerby, 1991)acted inpast family
stories of responsibility and extendibeyond traditional patriarchal expectations. Indeed, the
participants felt that such a family story was a unique part of their culturedsstoften noting
t hat Whiteteirefids o |j us t* Thisis noddurprisingd AsrFmrtieaamddiiee
(2010) illustratd, immigrants to Canada experience significant struggles in the labour market
and, consequently, introduce storied expectations for their children to become more from their
sacrifices. Because social class permeatesour beingas$éomen g t hat i s felt be
and clothes (Kuhn, 199&scited in Lehmann, 2009), it is also not surprising that the participants
embrace the dominant story of meritocracy and that dedicated effort can and will be recognized
with rewards for thenand their families. Thegtrongly desire social mobilitipr themselves
and their families, which, as discussed previously, supports a habitus oriented towards resilience.
Dangers of one story and generational mobility.The danger of one single story, as
Chimamanda Ngozi Adichie (2009) eloquentbrratel, is strongly pronounced in the narrative
accounts Adichie warns that when we focus on a singular story we flatten the experiences of
others and block othergatstore s t hat midek Eurthep single stodes creat

stereotypes wiseotteat thiey dreeuntpue, loubthaethay are incomplete: they

14 A statement that, as a secegeheration immigrant, | also appreciate as the story resonates within my family
context.
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make one story become t hreo peopi¢ of dignity and gnmphasizesl , c o
how weare different, rather than how we are simdaklarina storied most of her peers as from

higher social classes and projects a story that they are all pretentious and arrogant. She clearly

il lustrates Bourdi euds noteldohatisodtjushfardign,tbuts di s s
one that she desperately wants to acknowledge her to validate her social transformation

(Kaufman, 2003). In another example, Katrina feels more comfortable with those that identify

with her culture and storied those odespf her culture as socially less conservative with respect

to alcohol and sexuality.

Lastly, and most relevant to the research questions, we cannot have one story about first
generation students. Prominent in the narrative accounts is that, aldibiagin participants are
consideredfirspener ati on students accoclayadfference Pi | | ar
based on cultural capital and family stories: Kayla and Kataltfagughdisadvantaged because
their parents did not know the Gadian system, grew up with storied futures as university
graduate$ going to university was a natural progression for them. Conversely, Marina and
Dani, while growing up hearing stories of the value of education, did not experience a storied
future as uiversity graduates. Indeeahdargued by Espingnderson (2004), introducing
multiple storied possibilities early on is central in providing a foundation for generational
mobility i a theme that will be expanded@iapter Six

By extension, how are wa universities stereotyping and therebysérving
underrepresented student populations by flattening their experiences? Specifically, we tend to
segregate students to better serve their needs; however, perhaps a better approach for supporting

the trarsition in, through, and out for studensto facilitate community among all students and
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not set out to dissect students into fragmented identity constructs. A sentimentcBead
Okri (2011):
We concentrate too much on our differences. Poetuyn® us to the surprise of our
similarities. It brings us back to the obscure sense that we are all membersftiragfar
family, sharing feelings both unique to us and oddly universal. (p. 5)
Implications for policy and practice that echkrO 6 s ghts wilkbe expanded further @hapter
Seven
Imaginings in the midst. Stories are lived before they are told (Clandinin, 2013;
Macintyre,asci t ed i n Carr, 1986): stories in Kayl a,
tentative sense at present timedeed, the saliena® childhood stories is evident through the
participantso6 narr at i Okigascied oh Steetsh2011)t he wi sdom
We plan our lives according to a dream that came to ugrintvldhood, and we find that
life altersour plans. And yet, at the end, from a rare higigge also see that our dream
was our fate. It's just that providence had other ideas as to how we wouldget the
Destiny plans a different route, or turns the dream atcasif it werea riddle, and
fulfills the dream in ways we couldn't have expectpd2$3)
Okrialsot akes wus to the future and how dreaming m
protentions of a future storied self also seem to make sense, based on theirijyaahthm
cultural stories; however, becaukeywere in the midst of experience, they are simply dreams
that onlymaybecome fate A similar sentiments strongly echoed by Sarbin (2004), who
espousd that imaginings shape future rol@ghich one beginsstembody in the present:
The thrust of my argument is that identity change canioi response to subtle cues

arising from embodied actions performed during attenuatietaking sequences [i.e.,
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imaginings]. In this connectip embodiments and tihesequelin emotional roles

contributetothgp er sonds assi gni ng reatededdntities, dettingthe t o n

stage for action. (p. 6)

While in the midst of our lives, and througbnversationateflection, the participants
shared withme that they reconnected with experiences drifting throughutasirmemories of
experience. In particular, they enjoyed how they were able to differently regard their families,
particularly the pride that their families had for them (with many emdtimoeanents during the
interviews). This resonates with Clandin{2013) that naative inquiry is about storided,
told, relived, and retold and aldlzat neither the participants or the researcher leave the inquiry
unchanged. The concept of reliviagd retelling also provides a different sense making and, in
the case of the participants, deepened their
reflection and meaning making is part of our narrative journeys, as Greene éxpRijed

In some strange way, by grasping them, by making thejaotd of my experience, | have

imposed my own order, my own context, as | have pursued my own a&iito

meaning. The narratives | have encountered in my jgunage made it possible for me

to conceive patterns of being as my life among othassexpanded: to look through

others' eyes more than | would have and to imagine being somethinghaoiehave

come to be. (p. 86)
| was particularly drawn to Marina, possibly because much of heriexgges resonate with my
own. Althoughher past stories seem to make sense to her, in other ways, | imagine confusion.
Being responsible fdfamily are powerful cultural and familyarratives to the extent that, while
most of the participants found native coherence with this, Marina, while accepting, still

experiences tensions as summari zed byo heShest a
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has storied her future as taking care of her parents, but is experiencing a tension with what that
story is at present time. One might wonder if her future story of a university gradaate is
understood sel$tory (to which she is striving towards narrative coherence) or more of a family
story (which is creating narrative incoherendmith seem tanigd togethewhile we were in the
midst of her experiences.

Having grown up in similar contextsfrom immigrant families where their parents did
not attend university in Canaddas lel to some very similar stosavi t hi n t he parti ci
lives, evicenced through the resonant threads. These threads illustrate, to various extents,
awareness of social class differences vis a vis cultural, social, and economic capital. The
threads, and moving to consi der atartoshapeavi t hi n
particular type of habitus.

Reflection on these resonantehds and the narrative account€hapter~our also
reinforce the conceptual relationship between narratives and habitus. Stories are lived before
they are told (Clandinin, 201®1acintyre,ascited in Carr, 1986), which makes sense because
narrative elements are unfolding while one is in the midst of experience; however, there is an
innate dynamic occurring while people are in the midst of their liddthoughthe unfoldingof
experiencas unstoried while it is being experienc@c., we are not yet telling storiestbe
experiences)the stories shape, through reinforcement or experiential tensions, our dispositions
without our awareness. Living our experience, compri$edrous cultural, social, family, self,
and institutional stories, shapes us as our experience is continually urnfeldiage continually
living the storybut may nobe telling the storyHowever, the storiesf our living experience

shape our valig dispositions, and how we batxperience and tell storieShe stories are
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lived, they shape the habitus, and then the stories are told, relived, and retold, which reinforce or
change oneds habi t ugd stories are,lthes, conaitissot exisieince.e x per i en
The depth and breadth of these seven resonant threads and the conceptual terrain will be

examined further ilChapter Six
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Chapter Six: Putting the Pieces Together

My inquiry began with the following questiofor first -generation studentshow do
the stories of their lives have a formative relationship with their habitus (i.e., the
dispositions, beliefs, and values that constitute their worldview) and, if shpw do their
lived and told stories shape their univesity experiences towards persistenceThe extant
literature theorizes thatrftgeneration studentsdeparni ver si ty as a result
in Bourdieuian terms, experiencing a dissonance or disconnect between their habitus and the
more afluent habitus of the instition and lacking the capital to navigate the transitiohkat is,
studenthoose to leavaniversityas a means to avoid liminality and bring narrative coherence
to their lives. This model is visually depicted DhapterSeven (Figure 3:Narratives, Stories of
our Lives, and Grand NarratijesBut what can be gleanedbaut firstgeneration studestd
experienceshatsupporttheir ability topersis? The literature suggests that when first
generation studentepart theytypically do sowithin the first few weeks of the first semester
(Tinto, 1993; Ward, Siegel, & Davenport, 2012), but what conditions support their continued
enrolment towards degree completion?

My research (an act of serendipity as asgmguence of a dgled timeline)jnvolved first
generation students still enrolled beyond the
in other research). As a result, | had the opportunity to explore both the role of habitus in
persistence and the extent toigththedominanttheory of studenteparture (Tinto, 1993)
explainsthe experiences of firggeneration student persisterds mentioned before, whileai,
Kayla, Katrina, and Marina are all firgeneration students, there are some nuanced differences

among them Further, they are alfomenfrom immigrant families.
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Althoughit may appear that such diversity of factather than being firsgjeneration
studentdi.e., from immigrant families and one participant being in tyedr) might minimize
the research focus on firgfeneration students, | will demonstrate in this chapter how such
diversity was another act of serendipity that jettisonesutgidethe student affairs scholarship
to analysideyondsiloed ancconvenient categories of formadlucation The research led me
into unexpected terrain, particularly into the realm of eahlyjdhood experiences, immigratip
and deeper conceptual spacésarratives and habitus. In this chaptetiscuss how the
studentsstories contribute inavel ways to the existing literature. Specifically, | will
demonstrate how Kayl a, Keaontribute & furthéraunderstamdingsand D
aboutfirst-generatiorstudentpersistencéy illuminating the importance oftebitus oriented
towards resilience and the salience of eatijldhood experiencesAdditional intersections with
theimmigration and generational mobililyerature will also be presented’hen | will discuss
how Kayl a, Katrina, Marinadi@udsDamingepstuuali e
habitus and practice by demonstrating how the stories of ourli lisisies that span sociality,
temporality, and placena grounded in a Deweyian ontology of experieheeeconditions of
existencgBourdieu,1984) that shapthe habitus.l then conclude by contrasting two grand
narrativeglarger social stories thatgnificantly shape how we interpret and intesaithin our
social world)that surfacedluring the study and discugeeir implications concerning

persistence.

Understanding Persistence for FirstGeneration Students
Missing the Bourdieuian mark. As presented in earlier chapters, current theorization of
first-generation student underrepresentation using a Bourdieuian framework stltgjests

various forms of gaital (particularly cultural capital through knowledge of the sy3tdagether
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with experiencinghabitus dissonance with the university figlelsults in firstgeneration students
being reluctant to apply or, if admitted, choosing to leave because tdkéethey do not
belong(Aries & Seider, 2005; Lehmann, 2007; Lehmann 2009)at is, unlike for notfirst-
generation students where university is a normal rite of passage and they are equipped with the
various codes to succeed, university attendamcBrgt-generation students is a foreign and
optional concept. A summary of current understandings ofgeseration student persistence to
degree completion was recently published in a book, tiied Generation College Students:
Understandig andimproving the Experiencerém Recruitment to Commencem@htard,

Siegel, & Davenport, 2012), that is circulatitihgough the student affairs professional circuit.
Being the most recent work published in this area, | focus on it here because it, assumedly,
captures the most comprehensive and relevant understandings to date.

The authors note key issues related to par
therefore the key factor in shaping the experience ofdirstn er at i on st udent so (
Davenport, 2012, p. 8), which they define as
supports and assists them as they navigate the college experience and seek a higher social status
and greater soci al mo b i | i,thgydesdrilpe cultGal capital i t h r e
knowledge about application processes (including financial aid, program choices, and
terminology) and the overall university experience (including social connections, extracurricular
activities, and campus resources). Ugio their focus and description of cultural capital captures
current understandings that rfirst-generation students likely possess more knowledge,
finances, and connections than figetneration students, it is a very superficial diated
understandig of Bour di euds c¢ onc elLpnguagefandSynbalid Paver For

Bourdieu (1991)ntroducal many forms of capital, including social, educational, economic, and
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cultural, which are relevant to the discussion on-fiesteration studentsptvever, the authors
subsume all formef capital into the concept of culturedpitali a practice that is clearly
inconsistentwittBour di eu 6 s o wn nidizes thervarious factoss that arel actoally
important considerations when exploring tigeneration student persistence.

Notwithstanding the exclusion of the various forms of capital, the authors appropriately
highlight capital as an important construct to consider. For example, @thlees Have it
Easierstory, Kayla, Katrina, Marinand Dani all shared feeling disadvantaged because their
parents did not possess the cultural capital (with respect to knowledge of university systems) that
parents of noifirst-generation students possessed and were noticeably able to pass onto their
children. They further commesd on how their parents also did not possess the stastal
that other students bsi@d with respect to job connections. Marina and Dani (the two whose
parents did not have a university education) also noted the lack ofngicorapital available to
them. Kayla summarizes this poignantly:

A lot of people that come to Pillar seem to come from very rich families that have

considerable savings or investments backing them up. My parents had nothing when they

camefto Canada]and were in debt.
The extent to which one possessesviimousforms of capital is, indeed, an important force
affecting how university is experienced (as other authors have also suggested) and my research
corroborates the conclusion that there isaastbased experience of the university field, with
first-generatiorstudents feeling disadvantaged compared to the capital they observemvith
first-generation students.

Disappointingly, the authors do not ventur® the world (consistent with Lehman 6 s

work) ofclassh ased experiences and st udendppbearsteel i ng
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be resulting from two shor FistowardnSgegel,amd t h t he a
Davenport (2012) narrowly defideéhe concept of social classida® c onomi ¢ st at us an
ability to pay for collegedo (p. 69) as oppose
oneos (Gnebi 200 Secondly, ancelatedy , t hey do not discuss Bo
classbased habitus. This may resiutim the fact that, as expanded in thpgomingsection on
naratives and habitus, the concept of habitas not been defined deeply enough, resulting in
many scholars dismissing it as too abstract. Or, it may simply be due to negligence or the desire
to incorporate a popular framework without appreciating its d€aténfell, 2012) Regardless,
in defining class purely in economic terms and failing to introduce and discuss the habitus
construct, readers of t hi s otymi#stfullestrare, therefore,i nt r o
are blind to the salience of habitus and the dtes®d ways firsgeneréion students experience
the university environmenthus perpetuating the illusion that fuggneration students can be
fixed through economic nasures Dani represents the importance of social class when
exploring the experiences of firgeneration students:
Beingfirstgener ati on i s about feeling different
about being able to tell whether someoneisfys ner at i on or not, but
tell who are from more privileged backgrounds. | place most people as-oygpeie
class and dondét know right awayought their p
assume they did. The first things | notice is all the resources, such as nice things, nice
clothes, and being able to go shopping and to concerts. A lot of people seem to have nice
things. The talk is also different, not sure how to desctjlirit it comes across as

smart, confident, and Ahigher
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Excluding social class from the discussion ignores a very real and visndraibodied
component of the experience. Alsg,the next section suggests, habitus is at least equally, and
perhag more, important to understanding figeneration underrepresentation and cannot be
divorced from the concept of capital.
The authors also address the various institutional definitions ef@retration students.
This is a worthwhile discussion becaug one acceptsapital asan important factor playing into
the experiences of firgieneration students atitere is aneed to enhance their capital to
increase persistence, then, figeneration students should be defined as those coming from
familieswhere parent(s) and/or guardian(s) dat attend university, regardless of where.
However, this is not always the case. The authors provide examples of institutions that define a
student as being firgfeneration if their parefg)/guardiargs) did not complete postsecondary.
Pillar University employs a similar definition whereby a student is consideredéngration if
parent(s)/guardian(s) did not complete university in Canada. In both these cdsefcmtby
the participantsparentsvho completed postsecondary outside of Castilgpossess important
capital as Dani notes:
|l tds interesting to note, however, that th
program. In my first year (and | noted that it was a small gralighe firstgeneration
students admitted were those whose parents never attended university (whether in
Canada or abroad). In my second year (when | was a Peer Academic Leader), the
definition was expanded and defined as any students whose patemtddi at t end
university in Canada. This increased the number of§esteration students in the
program (and who would qualify to be a Peer Academic Leader), but the differences

became apparent. | feel that those whose parents attended universig ofitSanada
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are still more knowledgeable of the environment and also grew up with university as an
expectation and natural progression.
Conversely both Kayla and Katrinads péykeowledge att end
of the system (akat general)and (b) that university was expectédough their knowledge was
from autside of the Canadian system. Kayla demonstrates this succinctly, stating that:
The downside of my parents having not comp
minimal,i s t hat | dondét have anyone help or gui
uni ver sity sy s tAeyou chretall,aniviersity i€ expeetatl.a é
Further, Ky | a and Ka tlikely arasblsof tipes edecatibns possessed more economic
capital. If programs for firsgeneration are designed to maximize effectiveness and focus on
capital, should the definitions be changed to be more stringent and focus solely on the absence of
any forms of capitaland particularly cultural capit&l) Theauthorsof the bookwould suggest
that definitions should change; however, they also state that the most important intervention is
acknowledging that firsgeneration students iedd exist and require certaiarebased on the
capital they possess. Atishpoint | concur: capital is important and figggneration students
typically have less of all forms of capital, regardless of whether paeemtscompleted or
attended university outside Canada or not. However, | do vehemently disagree with thesaétho
assertion that Athe most i mportant thing facu
cultural capital deficitoffrsgyener ati on students as soon and a
Siegel, & Davenport, 2012, p. 74). In fact, it greatycerns me that the most recent
publication concerning firsgeneration students, and one discussed at student affairs

conferences, would assert suctiedicit perspective.
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Bourdieu would agree that firgieneration students have less capital and tlosetwho
are more affluent (i.e., nefirst-generation students) mobilize capital to reproduce the social
order, evidenced in the statement, Athus we f
and social capital are the first to move intothe w posi ti onso (Bourdi eu,
would also concur that firgjeneration students, not beimgmbes of the dominant class, have
likely had aspirations shaped in a manner to perpetuate the social order:
This process occurs at all stagéschooling, through the manipulation of aspirations and
demands in other words, of selimage and selésteeni which the educational system
carries out by channeling pupils towards prestigious or devalued positions implying or
excluding legitimate pice (Bourdieu, 1984, p. 25)
However, the statement that cultural capital should be erased is problematic and concerning for a
number of reasons, likely stemming from an apparent superficial understanding and applications
of Bourdieuds wor ks.
First, aienting perception to regard firgeneration students as deficient establishes an
Aot heringd power dynami c b e tatheughfirst-gehesationn st i t ut
students may possess less knowledge of the system, the approaclbsbaeloted towards
buildingcommunity and sense of belonging to help students gain, develop, or access additional
capital. We see this need echoed in the narratives of Dani{ eal | y di dnyear) fi t i
and Katring(early in first year, | reay felt alone) wheeas Kayla explains how getting involved
early, particularly through the MyDef program helpest feel part of the community:
Not only did MyDef help me make friends, but it was also a way for me to get to know my
college, and some uppgear offcampus students who gave me advice on how to get

involved and make friends while living-cEmpus (on uppeyear in particular would
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answer all myguestions on Facebook and helped me print an essagrmopus when |

left it to the last minute anstressed out about handing it in on time). This is extremely

important because feeling included in a university is hard for everyon
It is that sense of belonging that Kayla summarizes quite well as being important to welcoming
studentsif any univesity wants to make its incoming students feel welcome, it should establish
good summer programs and develop a fun and informatieshFiveek that will get students
pumped about starting school and feel part of the university.

Secondly, the statement as®ms that firsigeneration students do not possess any capital
(recall that the authors describe all forms of capital as cultural), when many possess the cognitive
ability to succeed, evidenced through high gsa@e educational capita@conomic capitaio
various extentsand capital that is valued in different realnhsdeed, the participants all grew up

with stories about their academic ability and storied futures with university as a possibility, as

Dani 6s narrative illustrates:
| do feel that | would have disappointed m
my grandpa saying that he thought | was pr

university, | think you should; there is a difference between not wantingaodyoot

being able to g®
Third, the authors ignore the immigration factor, where, at least in the Canadian context,
immigrant students outnumber domestic students and come from families with éxlgitigted
parentgFinnie& Mueller, 2010) who are thugble to pass on various forms of capital
(particularly cultural and economic)ndeed, for Kayla and Katrina, university was expected, as

Katrina statesit was expected that we would go to university because the belief was that, if
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youor e e dn goang te luk treatedbetter, get a better job, and be around smarter
peopk.
Fourth ignoring the construct of habitus (or worse, conflating it with capdalshaped
by the stories of or@ebfe, does not introduce readers to the full richnessnaferstanding first
generation students through a Bourdieuian lens or provide coherence with other models of
persistence (Tintfil993] for example) that depict the importance of attending to oveadient
input characteristicsindeedp ar t i c ildh@od stosieshapeld #abitus towards valuing
education and being highelass, to the extent that their storied futures were as university
graduatesvho werein a higher social standirapdproviding for their families:
Kayla: | work hard now so thdtcan hopefully move up the social class ladder, go to a
really good law school, and become more so that | can take care of my family (my aunt
will be my responsibility when my dad ret.i
Mercedes thanon albie ( money doesndét buy happiness,
Katrina:;l dondét want to not have a university d
Marina:Though my parents said itdos my |ife, it
on me to do well. Even though university is not better than the other options (and there
are many success stories in the subway about the colleges and jobs) and there are
different paths, | saw universis the only path because of them.
Dani:Theywo | dndét have been disappointed if | di
want to or didndt f eel thdywould be disapoidtgdifdbr abl e

didndét go because they believe in my abil:i
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It is dangerous to have a single stokdichie, 2009 of first-generation students as not
possessing capital, when, illustrated by the participants, there are rich stories at play that affect
goal commitment and eventual persistence (Tih883.

Lastly, the authors, by attributing deficit tostigeneration students and the solution to
erase the deficit, ignore important environment factors (espoused by Tinto, for example), such as
sense of belonging in the academic and social communities, that could function as protective
factors in the persishce puzzlelgnoring the construct of habitus is detrimental, resulting in
conclusions that render absent the robustness of albdasd understanding of behaviours and
experiencesindeed, the reason thaani, Kayla, Marina, and Katrina apersisting is,
significantly, due to influences associated with social class and beyond the construct of capital.

Dani, Katrina, Kayla, an¥arina all developed a habitiglispositions, values, and
beliefsi that oriented them towards university educatiowards success, and towards social
mobility, as the narrative excerpts above demonstraltboughthey identified having less
social, cultural, and (to various degrees) economic capital, their habitus, oriented towards
resilience, motivated them to mage and grow capitednd propelled them towards completion
T none saw themselves dropping out of university or expressed that university was not for them.
They developed a resiliencgiented habitus, which, as will be discussed later, may be of central
importance to enhancing participation from unrtEpresented populations. Indeed, if building
resiliencewas parbf the solution it would require a paradigm shift concerning participation in
higher education that would focus ohildhood experiences aswvay to better attend to both
equal opportunity and equal outcom@&sefore the concept of a resilierogented habitus is
introduced, it is worthwhile to first explore the salience of habitus in the Canadian postsecondary

education literature.
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Understanding parental education evels It truly is a matter of habitus. Upon
reviewing the literature concerned with university participation in Canada, generational mobility
in Europe and North America, and resilience, it becomes cleaattietughparentaleducational
attainment is aeliableproxy associated with student completion (hence the issue of first
generation student persistence to degree completion), there are factors much deeper that appear
to be shaped during youth.
As discussed extensively the literature review i€hapterTwo, students whose
parent(s)/guardian(s) did not attend university are unlikely to pursue university or persist to
degree completion. Various facets were considered, with most converging on the construct of
parental expectations; that is, students with ensify-educated parents expected their children to
go to universityi to the extent that attendance is regarded as a natural progiesgiereas
parents without a university degree did not communicate this expectation to the same degree.
Kat r i n asbhath agemded umiversity and her experience exemplifies this rite of passage:
Both my parents valued education and nurtured this passion in both me and my brother:
it was expected that we would go to univer
educated, youdre going to be treated bette
people
Althoughexpectations are indeed important, recent and robust Canadigdetatabed below)
illustrate a multitude of other factors involved in shaping student&a mbi t i ons t owar ds
and degree completion
For the first time in Canadian history, a vibrant data set exists concerning youth and their
educational pursuits. This is important, par

ofpesi stence in higher education is much | ess s
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access. The Youth in Transition Survey (YITS) was administered to two cohorts in 1999: those
in Cohort A were 15 years old as of December 31, 1999 and those in 8okere 18 to 20
years old as of December 31, 1999. Cohort A is of interest to those concerned with access and
persistence due to the surveyodos depth (includ
family characteristics) and its longitudinal scopéh student follow up in 2000, 2002, 2004,
and 2006 (se&/hoGoes? Who Stays? What Mattefs&tessing and Persisting in
Postsecondarfducation in Canad@Finnie, Sweetman, & Usher, 2008pr more information).
Of importance for this discussias the elucidation of lifestyle dynamics that are represented by
the proxy of parental education level.

As noted inChapterTwo, the decision to attend university or not is shaped by many
factors and, within the current policy context and the suiteradihg options, not simply a
matter ofi and perhaps only minimallyaffordability:

An evolution in thinking about [postsecondary educatparticipation issues, moving

away from debates on financial determindntsition, family income, and student

financial aid to a more irdepth discussion of the multitude of other factors that are at

least as important. This emphasis does not imply that financial factors are irrelevant, nor

that they might not become important as the context changes, but uritiet context

they appear to be crucial for only a small proportion of the populatkinnié¢,

Sweetman, & UsheB008,p. 2)
l nquiry then moves towards wunder sta@anwhingh wharn
be explored more deeply using 'S data.

Utilizing parental education level as a proxy has been useful (even predictive) to a certain

extent; however, public polioyould likely neverensure that all parents are univergtjucated
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in order to level the playing field and increase asand persistence for firgéneration students

(it would take an ideological change to view postsecondary education as critical and, therefore,
everyone should have accesSummarized by Childs, Finnie, and Mueller (2010) about the
current state of adiirs is the following:

What remains unknown, however, is the precise mechanisms through which these factors

work. Is it, for example, parental education per se that determines access to PSE, either

through its influence on the formation of preferencethemparental support provided for

pursing higher education? (p. 245)

Required is a deeper understanding of what pa
has, for example, been identified as being key to access, but what exactly does phreatiaine
provide that | eads to coll ege or university a
YITS data engage this challenge and, together with understandings from this research, contribute

to deeper understandings about the nature of paemhiahtion and the postsecondary education
patterns of children.

By exploiting the YITS data, Childs, Finnie, and Mueller (2010) discovered many
important and statistically significant correlations between university attendance and childhood
experiences (noting that such relationships did not exist concerning cotkxygeatce). hese
factors were as follows: Y&ultural communication with parentsvhich ranged from discussing
politics, social issues, or books to listening to classical musispgal communication with
parents which involved frequency of parenhild conversations, regardless of the topic; (c)
family educational supparwith respect to time invested in helping with homeworkfgd)ily
wealth which captured the amount of material possessions in the horhente)educational

resourcessuch as adcational references and places to study;lé3sical culturejncluded
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going to museums, galleries, and theatre, noting that this facet hstdoihgestorrelation with
university participation; (ggultural possessionsncluded books of poetry, ckisal literature,
and art in the home; (Ingading engagemeninvolved reading practices outside of classroom
reading and wastronglycorrelted with university attendancmd (i)reading diversity
included reading various materials like newspaperscandcs, which was noted as a weak
correlationcompared with the othe(sdicating that that reading engagemjgaint h],
regardless of the material, is more important than what is read). These corrglatioms
additional details about the poteaitrelationship between parental education @meersity
participation of their childrerspecifically that such practice$ bestowing cultural capitare
more likely in homes where parent(s)/guardian(s) are univeeditgated.Marina is aware of
thee household experiences as she imagines the following:
| feel that a lot of people in my learning community are wobess because how
informed they are on worldly issues: | imagine that they have this time to explore
interest§f because they dondt have to work I|ike
intellectual conversations with their parents (who are also well educated and help them).
Their parents |likely dond6t have to ask the
However, the exact nature ibfese facets and their influence on access and persistence is still
needed.

Upon examination of the plethora of studies involving family backgrpueftbvre and

Merrigan (2010) concluget hat @At he shaping of skilldenand th
are intimately related to the childds family
(investments, resources, transmitted skill s,

portfolio of interventions geared to helpingldinen attend PSE, proportionally more resources
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should be devoted to early childhood interventions targeted toward children freimclonve
f ami | i e s Notwjthstandiy3hat)an unequal distribution of resources exists and is
problematic in its owmight, upon examination of mukaational studies of university access and
persistence, it appears that, from a social policy perspective, the answer for improving
circumstances lies withichildhoodand harmonizing an approach to formal education versus
treating each domain as disparate entities

Generational mobility andinfluences during childhood Generationaimobility is a
concept concerned with social reproduction an
coupled with that of their parent(s)/ guardian

relationship between the socioeconomic status of pEirenbre particularly to their incomie

and the status and income their children wild!l
playing field is considered more | evel, or ge
between the adultoutooe s of chi |l dren and their family bac

2004, p. 48) :suceessearfuactian bfthdir dhilittes aind desirgather than an

accident of birth. For example, Corak (208d4inmarize a substantial amount of quéative

data illustrating thain the United States fiat | east 40 percent of the
income parents have overlawn c ome parents i s passed to the n
with less than 20 percent in Canada and the Europeak@athemoted that, while generational

mobility is better in Canada and Europe, there is still concerning evidence of social reproduction

as a function of the formal education system ¢(aatl €hoed by Esping\nderson [2004])

dispels the myth that modezation has increased individual mobility and equalized social

classes.
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Roemer (2004¢hallenge the concepof equality of opportunity, statintpat, contrary to
dominant beliefs, rarely, and only under extreme circumstadoes,it supporgenerational
mobility. More specifically, heeferencd empirical findings to conclude théelief in equality
of opportunityis defunct because a cycle of inequality of educational outcomes has éxisted
yearsas a function of parental influence$¥heseinfluences include(a) social connection to
schools and johgb) family culture(e.g., family narrativesand the shaping of skills, beliefs, and
attitudes towards educatioft) geneticallytransmitted abilitiesand (d) the shaping of
motivations ad preferences inhgldren. Katrina speaks to the importance of identified home
practices:

| remember how my mom would sit down with me during exam time and go through

things because school was important.

Kayla echoes the importance of social capitaliaralvare that other students are better
connected to the job market:

|l 6m al so aware that | don6t have the same

educated in Canada. | know some uppear students who can help me, but establishing

connections takes lot of work and | should start.
Roemerproblematizd current understandings of equity and the belief sbaitions reside
within theformal K-12 education systemindeed, as put forward by Krahn (2009), the system
has not yeenhancd generational mobility. Given this, concomitant with newly developed
researchattending tachildhoodexperiences, particularly the salience of stories and imagined
future stories, might hold the key to realizingth equity of opportunity and outcomes.

Highlighting additional international data, EspiAgderson (2004) alsconcludel that

the development of cognitive abilitiesspirations, and motivationwliich are developed early in
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life, particularly before the age of 3iare pivotal in influencindife course outcomes. He
anchors this conclusion in a body of evidence
finding is that attempts to correct skills deficiencies later in life are ineffective if people do not
already possess adequate motivati a | or cognitive r esAlthaughes t o L
he furthemoted that parental income indeed plays a significant role in being able to afford
opportunities (for example, attending museumsaoreterty, he provides evidence of practices
in countries with high levels of generational mobiligrguing that investments in social services,
and childhoodexperiences (and educationparticulaj, establish greater generational mobility
compared with investments in formal educatiéior example, édiscussd practices in
Scandinavia, wheraccessible daycare and high pedagogical standards level the playing field
and mitigate social reproduction:
Scandinavian day care is basically of uniform, high pedagogical standezalsing that
children from dsadvantaged families will benefit disproportionately. Day care in the
United States is of extremely uneven quality, and children from disadvantaged families
are likely to find themselves concentrated at the low[ehthe quality spectrum](p.
308)
He summarizel that the significant benefit of such practices, where the state adopts an approach
to provide accessible and quality childcare t
capital among families is greatheutralized in the Nordicocunt ri es o6 (p. 308) an
both equity of opportunity and equity of outcomé@se research presented above is consistent
with the stories of participants in underscoring the salience of childhood experiences; stories
during childhood significantly shaped their dispositions and values towards education to the

extent that they imaginkfuture stories for themselves with greater social mobility.
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Scandinavian policy establishes programming for all students, without treating peoples at a

deficit. The programming reflects an ideology thatial structures have an effect on
generationamobility. Therefore, the policies are designed to provide high quality childcare and
education for everyone, offerippgogramminghatallows all students to explore future stories

for themselves in conjunction wittstablished family stories. Howevertad childhood

programmings createdequal, with some derived from an ideology where peoples are seen at a
deficit without attention to inherent structural problerifat is, there is a significant difference
betweereveryonéhaving access to high quglichild care/education and providingervention

to those who A nee dCanhatian@ontex®loeller @00&anmopdatedor i n t he
ear | y i ntnschaokimldvel thenptaying field between children from different family
backgrounds,and nf or mati on and counseling to help stu
52). This is a description of an interventionist approach that does not address structural issues
perpetuating inequities: inter vemstaadaifxingar e ai
the problem.A recent case study exemplifigss.

Bay Academy (pseudonym used in the publication); Ekschool in the United States, is
comprised of a student demographic that, statistically speaking, would not pursue university
education: 100% of students are youth of col&@®% are English language learn€8%
qualify for the free lunch program for students from-iomwome households (Borrero, Lee, &

Padilla, 2013). Furthenone of the students cosiieom families where parg(s)/guardian(s)

have postecondary education; howey#re students have achieved an Academic Performance
Index score that is comparable to the socioeconomically privileged students attending more
affluent schools and all of students from the first tlye@luating classes were admitted to

coll ege upon graduati on. The researchers tou
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disparity at early ages as pivotal to its successful outcomes, which follows recent conclusions
from the various authors the bookGenerational Mobility in North America and Euraope
Specifically, Bay Academy employs a holistic and intentional approach through practices that
include deeply engaging parents in the school
tipsfor moti vating their stgwdemngt sc,uldand eion st thirloluigrh
colleges, hosting college educational fairs, and even naming each classroom after notable
colleges. Teachers also discuss college paths with each studemy as &ndergarten and
attempt to bridge classroom and home practices through frequent communication and family
engagement. Essentially, teachers assunielaco parentigole with the goal of developing
cultural capital (i.e., information about posteadary education systems) and a habitus oriented
towards success and betterment through education:
Such classrooms promote agency by nurturin
determination, and setfontrol. These classrooms also promote supportlagareships
that extend into studentsd6 various soci al
101)
Althoughwell-intentioned, with noteworthy outcomes, such interventions perpetyatems of
inequity by isolating and treating specific popwas without attention to the whole. In contrast,
the Scandinavian system aims to equalize development for all thsapgbrting the
development of future storiggthin the whole populatian
The salience of childhood experiences, particularly parental influences, is also evident
with children of immigrants. Given the background of the participants, the next section

compares the literature concernmx per i ences of andfistggnerationt sé c¢c hi |
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students Interestingly, with minor exceptions, the two bodies of scholarship have significant
areas of congruence.

Children of immigrants Thefact that the participants were both figeneration
students (as defined by Pillar Univey$ and children of immigrantgery much clouds analysis
beggingthe question: to what extent are these resonant narrative threads reflective of their
experiences as firgieneration students versus their experienc@sm@sgrants? Interestingly,
childrenof immigrants outnumber children of mimmigrants in universityFinnie & Mueller,
2010)and,althoughthe research exploring their postsecondary experienseams,considerable
research exists concerning parental influences and the desire fomsolgikitly among
immigrants The aspect of conscious investment in cultural capital for social mobility appears to
be themost significandifference when comparing the scholarship betweendeseration
students and children of immigrants.

Finnie and Mieller (2010) resporetit o Muel | er 6s (200d®hot obser va
know much about thipostsecondarg d ucat i on] experiences of I mmi
Theyoperedtheir discussionith a summary of existing literaturkighlighting current
observationghat immigrants have beemderrepresentad the Canadian labour market (despite
their advanced credentials required for immigration) and thatgiseration and second
generation immigrants are participating in the postsecondary systeitulpast university, in
greater numbers than nammigrant Canadians: 57% and 54.3% of fgeheration and second
generation immigrants, respectively, participate in university, compared to 37.7% of non
immigrant Canadians. In examining the YITS dataytfound that parental education is a

strong predictor of university attendance for students from immigrant families, but, like the
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Childs, Finnie, and Mueller (2010) array of correlates, they found something deeper with respect
to parental aspirations:
Pa ent al aspirations are generally an i mpor
but it is the desired level ghostsecondary educatioapmpletion that is by far the most
i mportant influence, and 1 mmi ¢hildemhelppar ent s
explain some of the access gaps we obséfuenie & Mueller, 2010, p. 209)
It is not surprising that the aspirations of immigrant parents drive their children towards
acquiring cultural capital in the form of a degree.
Althoughmost firstgener ati on students6 families (unl
who are persisting) may not story future roles foirtbleildrenas university students, because

university is not seen as a natural progression (Lehmann, 2007), immarai¢d see

3t

education as cul tur al capital to invest in:
their resources into educating one or more of their children in order to effect a similar
transformation (in this case, a move fromoneclasgsposbn t o anot her ) o ( Webb
Danaher, 2014). Indeed, according to Colombo and Rebughini (20tt@)ghchildren of
immigrants are likely to experience discrimination and be underrepresented in the workforce
(consi stent wi t hO10Ffindings), eelegatedvauless privéleged socigl 2
positions, it Ahas not prevented most of them
through investment in cultural capital

Not surprisingly the participants expressemjnificantdesire to asieve greater capital
and enhanced social status in order to provide for their fgmgiligcted in thé Want More
thread)the sacrifices of thg@arent(s)/guardian(gropel their children socilgi upward through

investment in cultural capital. Dani samarizes the sentiment as follows:
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That said, |l 6m very proud of what my paren
be grateful. I will also always be there to support my family through my success and
make whatever sacrifices that | need to mé#keclasier for them.
As a result of experiencing significant chall
parents having university credentials from ou
struggle, sacrifice, and education as a means to a better futpelled them to story futures as
university graduates. Marina summarizes the sentiment conveyed by all participants as such:
I know that iif | work hard, there wil/| be
my future and | dondét want to struggle | ik
more upperclass,especially to buy clothes, but my parents are both working class and
work as managers at a restaurant aaydu const
dondét have to wbr koper & 0 notassintghe fmtare; kliken g
eating at restaurants, not working in them.
This aspect, initiallyappears to be a central difference betweendesteration students and
students of imngrantsi thefocussed investment of resources in acquiring cultural capital,
illustrated in the Want Moreresonant threadMoving to the larger social context, these family
stories to want and become more are contrary to the dominant grand narretineref
i mmi grants Ashouldo be in our society: such a
the genesis to this narrative thread. However-@jesteration scholars highlight that many first
generation students also invest in capital taea@hsocial transformation (Bryan & Simmons,
2009 Granfield, 1991; Kaufman, 2003; Lehman, 2009). Given this, all resonant narrative
threadsclearlystraddle the firsgeneratiorandimmigrant studenbodies of scholarship;

however the extent to whiclthey reside more prominently in one or the other is difficult, if not
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impossibleto untangle This reflects the interwoven complexity that the storid3anfi, Kayla,
Marina, and Katrinare their stories as firgfeneration studentndfirst- or seconeheneration
immigrants.

Identified in theChapterTwo literature review, Lehmann (2008hd Reay, Crozier, and
Clayton (2009ksummarized the adolescent experiences ofdiesteration students with respect
to feeling different early on (particularly witespect to academic ability), being aware of
differences in distribution of capital, and experiencing family struggles. These three themes are
reflected in the resonant narrative threadga)fDo Well in School: Education is Importan
where their edudsnal potential was identified earby others and they began to see themselves
as university students (with Kayla and Katrina seeing university as a natural progress based on
their parent8expectation$ a function of them possessing university degrge3)rhey Work
Hard for the Mory,focusing on livecexperiences of family social strugg(e) Others Have it
Easie, with respect to awareness of class differences and othergglrawre or having things
easierand (d)l am Privileged and Value Famijlwhere students shared their admiration of
parentsparticularlyc oncer ni ng t hei r eclassealuesp seurcth acafs fAwoa rkki
hard The narrativethreddd m at a dbie dtraddles bduteas ofescholarship with
respect to awarenessaifltural capital a specific form that is unique to Pillar University. In a
broader senséhethread t 6 s About t he,refresentsthe seargh foFbelenbingn g
to community and, evidenced thr ougMboNgnalk er 0 s
students, applies beyond fageneration students and children of immigrants.

Althoughthe motivation may be different, a common base is that parental influgeces
family stories)matteri and they matter early in lifeThis conclusion corroborates much of what

is found in thditerature concerning university attendance for all students: aspirations and
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expectations are salient forces concerning participation-Baford, Cartwright, Prasil, &
Shimmons, 2003)Although this discussion does not clearly answer the question as to the
influences of being firsgeneration versus a child of an immigrant (indeed, the scholarship seems
to straddle both realms), it does lead to curiosity about childhood influences and edasatio
shaping dispositions towardssilience anduture possible stories. However, parental influences
manifested through storied expatbns, have their genesis in macrosocial structural forces of
inequity that perpetuatideology of the dominant classcluding the educational system.
Indeed, Bourdieu (1984), being a figtneration student himself, problematized formal
educational as being an instrument of the bourgeoisie. As mentioned befdes] Tlaiglor
(1994) t o muinually no Westein mdustrialized society has formal education
become an instrument by which disadvantaged and impoverished groups can achieve a
substantially greater degr ee Pardnts areonotiatdaultaadn d e c
policy interventios designed to help parents "parent better" are not the anawevill be
explored further, poliesoriented to ensuring highuality programming for all children may
hold the solution.Notwithstanding structural social barriers, the participants stduieires as
university students and developed a resilient orientation to realize that imagined future.

The concepbf resiliency warrants further attention; indeed, evident from the literature is
that fostering resiliency iohildhoodis important for ehancing generational mobility and
reducing the cycle of social reproduction inherent in current models of formal education.
Althoughthis concept does not adequately critique the macrosocial system of inequities, which
would be the focus of a critical inquiry, the concept will be disedisgther as a means to

change outcomes within the current system.
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Resilienceoriented habitus. Masten and Obradovic (2008)ymmarize major
progressions within the resilience scholarship discussed at the Resilience in Children conference
in February 2006. They highligkd four waves of reilience research as follows) (Bhe first
wave in the 1978located primarily within behavioural psychology concerned with youth who
faredwell with serious mental disorders; (b) the second wave examined physiology and explored
regulatory systems and processes; (c) interventions, preventions and policy ckadhttteri
third wave and (d) the fourth wave is currently attempting to integrate existing knowledge of
resilience across disciplines. Masten and Obradovic swgdbst interdisciplinary integration
has only recently been possible due to theigationof agreed upontenetsr fihot spot so
the scholarship:
Theory and data to date point to important processes amenable to study at multiple
|l evel sésome of these spots include the cor
at the level of childrelationships, family, and other systems (e.g., effortful control: goal
directed behaviour in the context of affectively arousing conditions; the motivation to
adapt and succeed; parenting under stresgangpdownregulation of affect by media,
peersparents, and religious practices). (p. 23)
In short, Masten and Obradovicdefchie e si | i ency as fApositive patte
context of adver sit y-iredted behalidu)s, motwdtiondolsucceade | u d e s
and taki ng c ont Theylalsostatethatresiiescy dbeemgmient ig a complex
interconnetion with a child and her/his surroundings, which includes peers, media, and parental
influencesi they illuminate the salience of family, social, and cultural narratives in shaping

resilienceoriented dispositions.
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These facets of resiliency surfacedmmoently in both the preceding section and in
Kayl a, Kat r i n a,narfdteve accoumtpresemted iilChagtarfrodnsto the extent
that it was difficult to ignoreln particular, in the resonant threddey Work Hard for the
Money the partigpants and their families all experienced significant financial strugglash
strongly shaped the participantso storied fut
and also provide for their families. Kayla shares how the struggles shdpéunestory:
They also didndét have a car and would take
forthefar Those ti mes were hard: when youdve se
thered For years they worked hard and made many sacrifices irr dodeach their
position and provide for me and my brother.
Dani 6s conversation with her gr andsfaaesutefr i | | u
family stories orienting her towards the goal of university completion
| remembermygrandpgayi ng t hat he thought | was pre

go to university, | think you should; there is a difference between not wanting to go and

not being able to go They woul dndét have been disappo
becausd di dndét want to or di dndatheyfweuldlbe I was r
di sappointed 1if | didndt go because they b

Indeed, their strong sense of resiliency convinced me that their persistence in university and
eventual degreetainmenti because they alill completei was a predetermined future state;
that is, narrativea@herence is attained for these wonaad held taut and strong by a resilience
oriented habitus thread that spans their past, pres®hfuture.Stories as conditions of
existence represent larger social structysasents experienced clasased struggles to survive

within a structure of unequal resource distribution. Correspondingly, their storied experiences
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shaped a habitus oriented towarésilience: their stories of strife, rooted within structural
inequities shaped a habitus in their childrebeéoome moréyet another dominant social
narrative rooted in capitalist ideology)he resilienceoriented habitus is, thus, also a product of
macrosocial structures.
Evident in their narratives, Marina, Kayla, Katrina, and Dani exhibit-gdwatted
behaviours, are motivated to succeed, and take control of their situatiosiiribe of their lives
shaped a resilieneariented habitus such thiney desire social mobility, not only for themselves
but alsofor their families, and orierghoices towards that goal. For example, withrdsmnant
thread,Do Well in School: Education is Importatihhe womeninternalized that education was
valued, bat they must do well, that they must work hard to achieve, and that postsecondary
education of some form was in théiture (with Dani and Marina receiving messages that
college would be acceptable, but the preference would be university since theppadke).
Their goal to do well in school and attend postsecondary (and university, in particular) was
established at a young ages Marina shares:
The big thing that we were always told was to work hard so we can be our own bosses.
We were always told was to work hard so we can be our own bosses. We were also told
that, Ahey, itbés your | i De, Howeivleryot hwa wb
different than what was actually meant. Even though university is nat thettethe
other options (and there are many success stories in the subway about the colleges and
jobs) and there are different paths, | saw university as the only path because of them.
Further, considering thesonant thread, 6 m at a , Beimg at ane of tRel neost e
prestigious universities in the country further reinforces their goal to attain a degree and is

consistent with Tintods theory that both inst
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important to persistence to degree complediamd Bour di euds assertion th
capital to advance their social position.
With respect to motivation, Dani, Marina, Katrina, and Kayla all experienced their
parent§struggle to establish themselves, which is apparent imlteg WorkHard for the
Moneythread Along the same lines, and illustrated in @ters Have it Easigthread the
participantsvere aware of social class differences and possessing less economic, social, and
cultural capital compared with peers. These forcawioalted into a drive for social mobility
to be more than their pareritend feature prominentiaroughout all resonant narrative threads,
but particularly in thé Want Morethread Kayla,Da n i , Katri nrafratvend Mar i na
accountsiot only illuminate the salience of earthildhood development of resiliency, but also
shed | ight upon persistence in the university
Ti nt odelofstodent departure. Consonance with Tintods moc
apparent as these students entered the university with various dispositions and such dispositions
influenced motivation towards degree compl et]
apparent in thé t daut the Community Festory, is that sense of belonging is important and,
althoughacademic integration was their initial focus, they now understand and are oriented to
becoming more involved and engaged so that éx@grience more balanced membership i
both the aademic and, in particular, social communities. Kayla summarizes her experience with
this tension:
Not only did MyDef help me make friends, but it was also a way for me to get to

know my college, and some upyyear offcampus students whoyame advice on how
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to get involved and make friends while livingofa mpus ét he est abl i shmer
connections, in my opinion, is very important in making yourself feel part of the
university
AlthoughT i n t odélserves as a good framewarkerall forconceptualizing peistence,
there are a few aspects that, in light of the narrabvesperienceshould be revisited. First, the
concept of integration continues to be problematic: as other critics have stated, it places sole
responsibility on the stlent to integrate into the academic and social fabrics of the institution.
The requirement to integrate should be&oaceptualized as fostering sense of belonging within
the universityods academic and soci addensancthmuni t
the institution. Allparticipantsshared feeling out of place at first, which is a natural
consequence of entering liminality. They all also noted the litanyfaination they
encountered anldow it was difficult to make sense of every ogpaity and event. For
example, Dani shared that she was bombarded with information about ways to get involved and
did not knav exactly what to do, which Katrina echoes as follows:
| 6ve also felt Iike I didnot ougbimgng duri ng
e n o u gahlyén first year, | really felt alone.
Kaylaalso observed the large volume of informatibat felt lucky that she identified the MyDef
program. From a cultural capital perspective, this is problematic because those that coitld benef
from a streamlined and more pointed orientation ompientation to buildsocial anctultural
capital capacity might be getting lostthre flurry of communicationsKatrina provides an

example of this:
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Early in first year, | really felt alone. lawish that | had joined a mentor program, but
didnodot really TBrer @ dhd ss dsinghdoangiizdbdginantg of
school that mdsof it gets lost out of context.
Dani also shares an example of the influx of information, @ff@sing insights that opportunities
may exist to simplify program offerings based around common outcomes:

Another thing about the program is that the opportunities get confusing for students. |

remember not knowing of all the opportunitiestogetmwld because thereds

competing for our attention.
Universities may be assuming students possess a certain amount of capital to enable them to
decpher the myriad of publications, but this may be a dangerous practice if students cannot
effectivelynavigate the myriad of information.

This reaffirms the notion that opportunities for engagement should be streamlined and
communication should be enhanced, which is particularly important for those that enter the
university environment withelss knowledgef the system. It also suggests that, when programs
have similatransition and capacipuilding outcomes, they may benefit from consolidation.
Consolidation (bringing international, Aboriginal, and figeineration students together) would
enhance eitiency, streamline communications, and be more consistent with institutional values
of diversity. This is not to suggest that eaommunity does not have unique facets of diversity
and belonging that need to betfed, but that these communliyilding rolescould be
facilitated through student association clubs and mentors. Such an appoogative incumbent
upon tighter partnerships between unividges and students associations (including training and

resource sharing) to build meaningful commiesitfor students.
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Anot her revision that woul d nmnaokperatelaspedtso 6 s m
of traits @ resiliene-oriented habituand imagined future storfor exampl¢ thatare developed
in childhood and serve as a powerful predictop@fistence towards degree completion.
Reconceptualizinhe modeto view the educational system as one seamless partner instead of
disparate entities would greatly enhance the social approach to persistence to increase
generational mobility. Thisisho sol ely a critique of Tintobs m
funding models that provide funding for universities to increase access, when, ardweably, t
funding ould be more effectived ensure quality educational experiences for everyone
throughout tle lifespan, particularlguring childhood. Such a revamping of the systeuld
see enhanced support for children to imagine future stories for themselegrsities could
then beconcerned with buildingommunity(through partnerships with studenssaciations and
peer mentoringelationships with uppeyear studenjs capacity(throughopportunities to build
various forms of capital, including cultural [knowledge of the system] and social [concgrining
connectionp, andconfidencgby providing er feedback and other positive pedagogical
approachethat engage diverse learners as pewéhsal Instructional Design principles).

Lastly, and evident in thieam Privileged and ValuBamilyresonantthread i nt o 6 s
model shouleembrace broader constructs of community and sense of belonging by espousing the
benefits thatnembership in multiple communitipsovides for students; specifically noting that

harmony among all communities is possible.

Conceptual Relationship between Naative Conceptions of Experienceand Habitus
An interesting aspect of this research concerns how the stories the students shared took
me more deeply into theorization of Bdui e u 6 s h a b iHowewer, lanoist espousa ant .

important limitatonbef&@ venturing into this terrain. Bou
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Marxist ideology, is oriented to critical examination of bourgeoisie culture and power within
capitalist dogma and, indeed, the narrative accounts whisper critique of such macrososial force
For example, the participants strongly value the meritocratic myth and cultural capital in the
form of a Pillar University Degree in order to become bourgebiaieonsumed desire to be part
of that world. The narrative accounts illustrate a probAetin capitalism, reflected in the
meritocratic narrative in that there is an unequal distribution of resources that is ripe for the
takingéfor those with Abestowedo ability, mea
meritocracy.
| had prevously conjectured that the habitus was shaped by the stories of owrves
also filtered what stories were heard and how they were interptie¢estories we live by have a
reciprocal formative relationship withuo habitus(dispositionsyalues, beliés, and attitudes),
which, in turn, shape behaviours in our social worldowever, lonly provided minimal
grounding through literature references or direct evidence. It was a concgpihidsis that
seemed logicalUpon closer examination of thediaur e and t he studegntso n
the stories of our lives indeed have a formative relationship with habitus as can be considered
conditions of existend®ourdieu, 1994) thathapethe habitus.Indeed, all participants shared
examples of howhildhood experiences shaped their views towards education:
Kayla: As you can tell, university is expectédh o ugh my gr a avénpfimishent s ¢
high-school, their children and all my cousins are highly educated, beinctors or
|l awyers or engineers. My parents want the
brother into anything specific, just that we shgo to university and get aducation.

The message started early
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Katrina: Even during family gatheringsou can tell hat everyone isducationally

oriented. |l tds the reason

we Haedodédt ohmoee

universities there that neditizens can aétind. We moved to Canada abeight years

ago and the sole reason was so that my brother @odld go to university.

Marina:Though my par ent s llgtheirsd Theypdts lotglyessure f e, 1 t

on me to do well. Even though university islvetter than the other optiorfand there

are many success stories in the subway atteutolleges and jobs) and theaee

different paths, | saw university as the only path because of them.

Dani: Though they never attended postsecopdhey valued education anghen | was

four years old, we moved to Canada as myepts wanted to prade me withbetter

opportunities for education.

The discussion below expands this line of thinking and, thus, contributes to deeper

undest andi ngs of Bourdieub6s habitus

Though a highly regarded sociologist, Bour

particularly concerning his concept of habitus. Many have critiqued that, while Bourdieu

himself likely comprehended the breadth and depth of the concept, clear definitions are

evident in his writings. For example, Crossly, (208dggestdt h a t

ifithere i s mor e

an el aboration and deepening of [Bourdieubs ¢

achievedo (p. 81). Thi s bzarda(20dgnt i s echoed

The reaction of many American sociologists when faced with this perplexing

conceptualization of habitus is to dismiss it as a fuzzy idea or to treat it asspedédied

and abstract, [while others] regard it as a foreign object in Baur@is  btheereticall

scheme. (p. 378)
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Il n attempts to clarify Bourdieuds concept of
from other disciplines, suggesting that, having incorporated aspects concerned with information
and sensory processinfe concept of habitus l®th a cognitive and sociological construct,

suchthat Bourdieu himself would more appropriately be considecagaitive sociologist

DiMaggio (1997) and Lizardo (2004) tratthe conceptualization of habitus back to the
many explanations Bourdieu provided, highlighting many referenceshttmesa concept
widely employed in cognitive psychologylthoughthe full discussion of how habitus can be
considered interdisciplinaip nature, bridging the disciplines of sociology, cognition, and
psychology (to name a few), is outside the scope of this paper (see Lizardo fateg@thin
discussion), | share it here to underscore the need in the scholarship to bring greater tarity to
concept of habitus within sociology.

In defining habitus within the discipline of sociology, Lizardo (2084jelt hat 1t i s
socially produced cognitive structureo (p. 39
himself. Before examplesfom Bour di euds wor ks are discussed
research is embedded within a Dgve@ ontology of experience, which assumes reality is
unrepresentable in a single entity, spans the past to the future, and is inherently socigih Throu
this |l ens, Bourdieuds definitions wofidhdsarbi t us
its development (making fistructure@) and how the habitus creates schemes that enable
interpretation of the socsiodl. waonled o(ft hBwsu,r dfi setu
definitions of habitus is as follows:

A system of lasting, transposable dispositions which, integrating past experiences,

functions at every moment as a matrix of perceptions, applications, and actions and

makes possible ghachievement of infinitely diversified tasks, thanks to analogical
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transfers of schemes permitting the solution of similarly shapduaegms. (Bourdieu,
1977, p. 9%

In Outline of a Theory of Practic8ourdieu, once agaihjghlightedthe salience of

e ronment and, therefore, the social, 1in shap

particular type of environment épbhisindiance habi tu

Bourdieupresentda robust explanation, which positions the habitushaped by the social and

includes key Deweyian principles related to interaction, continuitycantext
The cognitive structures which social agents implement in their practical knowledge of
the social worl d ar e i ntresr Thapractra lhgwledge mb o d i
of the social world that is presupposed by
classificatory schemes...historical schemes of perception and appreciation which are the
product of objective division into classes (ageugps, genders, social classes) and which
function below the level of consciousness and discourse. Being the product of the
incorporation of the fundamental structures of a society, these principles of division are
common to all the agents of the societg anake possible the production of a common,
meaningful world, a commesense world. (Bourdieu, 1984, p. 468)

This is why Bourdieu hypothesized that all agents within a social class exhibit similar

behaviours: because they are socialized into similar wiagsing, knowing, and feelingthe

psychomotor, cognitive, and affective domains of learinitigey develop similar orientations to

practice within a given field (as noted before, practice gravitates towards replication as a result of

a stable habitus;dwever, the habitus is malleable and subject to reshaping when brought into

consciousness, particularly when one is in a new context).
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Later inDistinction, Bourdieupresengda vision of how habitus is shaped and how it, in
turn, shapes behaviours. Of note, is that Bourilliestrated thatconditions of existence
condition the habitusAlthoughBourdieu does not provide a clear definition of what he means
by conditions of ristence, what can be inferred is that conditions of existence refer to the social
through Bourdieuds statement that #dAdifferent
(p. 170), which again refers to how people from different classes (or eleresudor that
matter), |l earn diff er eLanguageandSymbdlic Povetheredjtor, Il n B
John B. Thompsomrovide the following account that highlights the social as conditions of
existence:
Dispositions are acquired through a graldprocess of inculcation in which early
childhood experiences are particularly important. Through a myriad of mundane
processes of training and learning, such as those involved in the inculcation of table
manners (O0sit up stmautghtfByl B@donédttc et twhe
set of dispositions which literally mould the body and become second nature. The
dispositions produced thereby are also structured in the sense that they unavoidably
reflect the social conditions within whit¢hey were acquired. An individual from a
working-class background, for instance, will have acquired dispositions which are
different in certain respects from those acquired by individuals who were brought up in a
middle-class milieu. (Thompsomwjted inBourdieu, 1991, p. 12)
This is (perhaps the only) direct reference to storiapisly dispositions (or habitus): the set of
dispositions are shaped through family narrativdsch are shaped by broader structural forces.
They are shared within a socidhgs across generations and reflective of dominant class

ideology
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In the same book, Bourdieu (1991) directyerencd social history noting that habitus,
|l i ke status or soci al identity, fnare paroduct s
|l ess difficulty, by historyo (p. 248) . Furth
demonstrated that people take information in without critical assessment. This information,
stories included, enter our minds and shape our habitus in uncas@gs and, only when
brought to consciousness through reflection (likely when we are in liminal spaces) so we
recognize and critique our inmadlispositions. Gilbert (199%ummarizéd this as follows:
Findings from a multitude of research literataogverge on a single point: People are
credulous creatures who find it easy to believe and very difficult to doubt. In fact,
believing is so easy, and perhaps so inevitable, that it may be more like involuntary
comprehension that it is like rational assaent. (p. 117)
Understanding conditions of existence @3 conditioning the Hatus through unconscious
means(b)r el at i ve t,and¢heenbeddecimtinetsa@ttich includes th stories
that we live and tellit is axiomatic that the st@s of our liveshape habitus and, by extension,

practice.

Grand Narratives of Meritocracy and Storied-Futures

Grand narratives significantly shape how iwerpretand interact with our social world,
particularly when that grand narrative has obtained a place of dominance. For example, most
people in society (even the most liberal of us) are greatly enveloped hgtdrenormative
narrative,such that seeing a malesaring a ring on his left hand will cause many to asdinate
he is married to a womawe are groomed to regard marriage as a heterosexual union. Another
example of grand narratives is illustrated in

health care systemAlthoughmost healthcare practitioners based their care on interventions
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shaped through thearm narrative which resulted in assumptions that the men were impulsive
and behaving wrongly, Estefheménsveratmmmngat i ve i ngq
themselves to cope and stay alive; a way of being responsible in order to cope with stresses in
their lives. The harm narrative concept represents the dominant societal view that harming
behaviour is wrong@ an escape from troublestime absence of more positive coping
mechanism$ and should immediately cease. Such an approach minimizes the salience of
context in treatment and prioritizes blind cessation intervention. Howevengtta¢ narrative
an example of a grand narratithet Estefan nourished in his analysiballenges healtbare
practitioners to think differently about (and therefore care differently for) patients in their care.
Specifically, the participants in his study perceived theirls@iining behaviour as a posgé
way to stay alive for others (i.e., not an escape from life), while viscerally dealing with other
hurts and stresses in their |1ife. Estefanods
about sekharm and suicide to the background so thay can explore the context underpinning
the behaviour and more holistically help such individuals. Social stories shape our worldview
and how we interpret phenomena or interactions: they are ontological in nature, shaping both our
intra- and interpersmal perceptions of our social world.

Grand narratives exist within the domain of higher education, particulpoy reflection
of Dani, Mar i na, K a y Thair, experiertes Kaariatflyi ba tndesstoada r r a 't i
through the largemeritocraticnarrativedominant in the current postmodern wodtthough
participants believe in the meritocratic myth (a neoliberal structural téiney)did not attend
simply as a result of good grades aanonstrated abilityWhat surfaced when analyzing their
narratives was the prominence of sociallycomstructed roles and dispositions that shaped their

view of, and experiences in, the university field. Merit was only part of the story. The other part
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was concerned withow future stories to live by are agined and creatddr a life to play oui
or thestoriedfutures narrative These grand narratives will be expanded further.

The meritocratic narrative is ubiquitous in our sogiesrived from neoliberal ideology
The meritocratic narrative operates to the extent that most citizens believe that access to
university is based on demonstrated ability: those who choose university possess the necessary
talent, have weighed the costs and risks, and want to invesskhisiin opportunity for the
future. The market will sort it out Althoughuniversitybound firstgeneration students may
have the ability to succeed, the transition to and through university is different to the extent that
choosing to apply or contieuhrough to degree completion is influenced by a dasgd role,
defined before birth and continues during childhood. Further, the illusion of choice operating
within the meritocratic narrative is present to various extents in provincial policiesraedies;
it blinds us from exploring equal outcomes because we direct efforts to better supporting access
through financial aid and integration through support servigceshort, the meritocratic
narrative is a dangerous single story (Adichie, 2009)tlaewck is (at least) one other grand
narrative that provides better insights into the experiences eférstration students: what |
have called thetoriedfutures narrative

Exploring individual experiences to illuminate the genesis and reprodwtsncial
roles enables unmasking of strong, formative, and largely reproductive, stories by which
i ndi vi dual s.0f pdiokegfuturds mairative guade exploration towards the rich
worldviews and experiences that figggneration students EEss, which enables us to better
inform policies and procedures. That is, st@iedfutures narrativeareconcerned with
exploring actions, decisions, and interactions (i.e., practice) as a product of theo$touies

lives and our habitus. For exalmpthe multitude of stories, presented early, discussing the
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salience of parental expectations illustrate the storying of future ideilté®siniversity
graduates, for example.

Positioned against the dominant meritocratic narrative and concernirsgtleeat hand,
thestoriedfutures narrative challenge us to look beyond systems of meritocracy and see that
stories and dispositions exist and serve as barriers to those with merit; bectasesthat we
are born into, some may never see universtgndance as a choice or opti@dalpole, 2003)

It is this perspective (one that is concerned with an interplay of the stories we live by and
disposition or habitus) that needs to be explored and understood if circumstances are to change:
meritocracy isot the whole story. Therefore, the perspective oftbeedfutures narrative

explore the seemingly axiomatic, yet overly neglected, experiences and storiesgafesdtion
students, wherbothhabitus dissonancandnarrative coherencégenerallyreflecting subjective

and objective conditior3 respectivelypecomes centrab analysis. Such a research lens draws
attention to the unequal clabased struggles of firgfeneration students as they seek space and
place in university cultures, and ptematizes both the dominant meritocratic narradinve

integration models of student retention (Tinto, 1993), which assumes all students are skilled
equal s who experience the wuniver dnddegyjithes soci al
par t i oarrptises tosadt how the meritocratic and storidures narrative, individually,

do not provide the entire pictuod their journeys to and through university.

Examining the narrative accountfsrough the meritocratic lens is simple. Through this
lens Kayl a, Dani, Katr i na,repeesentedlyaunivensigotesl ac ade mi
gradesjs an expressioof their inherited ability and hard warkThe high grades, which were
necessary for admission, becoawymbol of potential to succeed at ugrisity. Having

admitted students with merit, universities then orient efforts to challenge students, providing

15 Bourdieu generally
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access to support services and opportunities for engagement in order to help students develop
holistically as persons, scholars, and citizefisrough such a lens, attention is not given to
internal struggles of belonging, disparity in capital, or pressures for social mobility to care for
families in the future.

ConverselyexaminingDba ni , Kayl a, Mar i n accouatdthdugiKat r i nad
storiedfutures lensillustrates a different storyA result of many contextual factors, including
struggle, sacrifice, and valuing educatitmeparticipantdeveloped habitus oriented towards
resilience:a goatoriented dispositiothat podiions social mobilityis a vis educational
credentialsand in a kind of tension with social reproduction (i.e., the desire for achievement as a
result of their experiences is both a critique of social reproduction and also a matitrator)
addition,future stories apostsecondary students weeconstructed with formative figures in
their lives (with Kayla and Katrina developidgfinitive university student rolesesulting from
their parental expectations]hesedentitiesform part of their habituand, consequently, shape
a desire and determinatiom bbe successful at universitfauchstoried futures developed their
youth and underscore the salience of interventions during childhood to address equal opportunity
and outcome dilemmas in the university fieldthoughstoried futures exist, the participants
still Af eel 0 t he s oc suplising; &s&esay, Crdzief, dneé Clatonc e . Th
(2009)remincedt h aispositiahs of selbcrutiny and selfimprovement al most &éa const
fashioningandréd as hi oning of the selfd but one that s
working-c | a s s 1d@). Ih short( gporied futures project a future identity, orienting the
students to their imagined fai@kri, ascited in Steels, 20)1which becomes a likely future
given a habitus oriented towards resilience and goal attainment, rooted in pasoégiriggyle

and desire for more. Howeve@iyen that social class becomes a deeply ingrained aspect of
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identity, much of it is retained throughout the social transformation. Meritocracy is only part of

the story.

Conclusion

The relationship of storiesf our lives (as conditions of existende)habitus and to the
meritocraticand storied futuregrand naratives are depicted in Figurg[Sarratives, Stories of
our Lives, and Grand Narratives). To expand, the stories of our lives (e.g., $aodly-, and
sefnarratives) are conditions of existence that
beliefs) and, when combined with capital, shape behaviours. Belagi@vitate towardsoth
narrative coherence and habitus consonance. Behraace also a function of socially ascribed

andstoried identitieshat are ceconstructed by the individual and her/his environment.
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Figure 3: Narratives, Stories of our Lives, and Grand Narratives
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Much of the discussion concerning generational mobility, in addition to previously noted
examples with the Scandinavian system, osigoglity childhood educatiowithin the storied
futures narrativeprograms and activitiesttemptexpand imagination of where one might see
themselves, while still honouring family and self stariés brief, potentially successful
programs operate within ttsoriedfutures narrativeto fosterdevebpment ofa resilience
oriented habitus andtroduce storied future possibilitiesith social role possibilitie$or first-
generation studens® that theynighttell stories othemselves as university students

This conclusion gives rise to the hypothesis that thoseg@sération students who
possess a habitus oriented towards resiliencetang a possible future as a university student
are more likely to persist towards degree completiBigure 4 (Wonderngs About Persistence
Related to Storied Futures and Resiligratéemptsa depict this more concretelgtthoughnon
first-generation students may not need to be resilient in order to attend university and persist
through to degree completion, having béern into astoried futurghat university is expected,
first-generation students that persist may need batkikenceoriented habitus and storied
futures asa university student.

Figure 4: Wonderings About Persistence Related to Storied FutudeResilience

Storied Future as a No Storied Future as a

University Student University Student
ResilienceOriented Habitus Very likely to persist Might not persist
Non-ResilienceOriented Habitus Likely to persist Unlikely to persist

Possessing just orfee., the habitus astoried future) may result in persistente degree
completion butpotentially not to the same degrdemake these conceptual inferences based on

t he parti ciapcauntsvehére aresiliencarienta abitus andtoried future asa
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university student were instilled (albeit to various degreBggardless of the casdsst-
generation studestwho persist (even those who areented towards resilience astbry their
future as university studentwill likely have less forms of capital when compared with-non

first-generation students.
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Chapter Seven Reflections and Wonderings

Their Stories

Naturally, as a c@onstructor and someone who spent significant time talking with each
of the students (a relationship that continues informally to answer questions and make
connections to professional role models for them), | have come to admire Dylai, Kaitrina,
and Marina and believe that they will all accomplish exactly what they set out to do. Their drive
towards social mobility to be more for both themselves and for their familiesso strong and
was established really early in life. Ircfathe idea of a resiliena@iented habitus that was
established during childhood featured so prominentlylthavebeen forced to think of what
brought me to where | am todaif.is a surprise state, but one thétavereflected on recently as
a resllt not only of the research experience, but also experience in a recent interview.

Recently, | wasnterviewed for a VicePresident Students position at a nearby college.
The college has a significant firgeneration population (nearly 50% of studgatsd, naturally,
the conversation involved discussing the needs and experiences of these students. It was
interesting because, instead of talking about Bourdieu (which usually escapes from my lips first
when questioned about my doctoral work), | statééking about myself as a firgieneration
student and what | learned from the participamighlighting he interview setting as an
exampl e. | shared that, Wwkhkeel b wpwasiyoongewer
other peopland that thergvas apart of me experiencing a dissonance with this place; not
becausd amnot confident in my ability, but becausdatlsdifferent(i.e., habitus dissonance)
But what keeps me going my imagined future for myself amdy belief that the goals are
possible justlike Kayla, KatrinaMarina, and Dani. During the interview, | briefly overviewed

what | | ear ned f r o nmoilustrate thatfar g aadsimiamdthe Billaj our ney
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students, being firsgeneration is about feeling difnt, but alsdelieving in the goal and
oneself and that this &t the coreof helping firstgenerationsucceed in the postsecondary
systeni®. | reflected on this after the interview and, once again, looked back to my own
childhood for explanations favhy | an where | am today: completing a doctoral program and
being considered for executive level positions, when | newvesaw such a future when | was
younger.

Kayl a, Kat r i n a,storMsaf their experiemgesiandoarnnguiries into
theirlived and told storiebeld the answer. éflecting back, the stories of struggle, wanting
more, and seeing formal education as the answer to fight for always kept me going. | see now
that | also developedrasilienceoriented dispositiobeing goal aented and taking control of
situations towards that ggdabwards realizing a future story | had for mysetine of greater

social ability

Wonderings and Conclusions

The research journey began with the following quesfionfirst -generation students,
how do the stories of their lives have a formative relationship with their habitus (i.e., the
dispositions, beliefs, and values that constitute their worldview) and, if shpw do their
lived and told stories shape their univesity experiences towards persistence™ short, he
stories of the lives of the participarfty storied futures for them as postsecondary graduates (as
university graduates for two) and (b) shaped a habitus oriented towards resilibecgtories of
their lives shaped how they perceived university (that it was generally expectquppalia
them to succeed academicahyorder to acquire the cultural capital (a degeeejimprove their

circumstanceghence the initial drive towards the academiksus social community)Every

1% As an agie, althougtwhile | did notget the job, | heard back from the President that it was close between me and
the incumbent acting in the role; with the interviewers being impressed with my, what they consider uniquely
impressive and refreshing, approach talent life. They then hired me into the Dean of Students portfolio.
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challenge and opportunity they experienced during universityewdedded ithe presentwith
a constant gaze forward towdheir goal of degree completi@andgroundedn the stories that
shaped their lives. The comple&g of their experiences generated mawoyderings
(Clandinin, 2013goncerning the research and the phenomenon ofjrsération student
underrepresentation at universitidsuse the word wondering intentionally as | am cognizant
that, as a narrativaquiry with four participants, theesearch was intended to provide a deep
account of experience aednceptual inferences for future research.

As a doctoral student concerned with the larger scholassiuipolicy directiongl

wonder about the folleing:

Resilienceoriented habitus andprojected future stories to live byare important.

1 Are first-generation students who possess a habitus oriented towards resilience and
who story futurestories for themselvess a university graduateore likely topersist
towards degree completion?od@d this assumption be explored quantitatively to
acquire needed breadth?

1 If the habitus andtoriedfutures are significant forces, does one have a greater
impact on persistendeas illustrated in Figure 2) Also,are additional factors
important but remain uncovered due to the methodology utilized in this research?

Narratives as conditions of existence

1 AlthoughBourdieumakes nadentifiable or specificeferences toarrativesas
conditions of existence, he ergvely discusses the salience of history tekocial
in habitus development; howevarould Bourdieu himself consider narratives as
conditions of existence that shape the habitd&suld scholars more intimately

involved with Bourdieubds work agree?
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Holistic approach to educational policy

1 Would current funds invested in firgeneration persistence strategres
postsecondary educatigexcludinggrantsgeared to mitigating tuition cogtse
equallyinvestedn childhood, similar to Scandinavigmacticesto equalizecapital
and facilitate imagining of possible futuregring formative yeafs

T Are current policy interventiomsWauldsul t i n
childhood interventions be manteoaneis@need w
equal opportunity and equal outcome?

1 Should the formal education system work more harmoniously together? If so, should
the role of the K12 (particularly childhood education) systéetter support
resilience and imagining future personaires? Would the role of universities be to
equalize cultural capital (with respect to knowledge of the system) and social capital
(with respect to connects to jobs and sense of belonging)?

Common stories and social class

1 To what extenti@ theresonannarrative thread@dentified inChapterFive) similar
for all first-generation students, meaning that, in a Bourdieuan sense,-aasass
habitus indeed existsI® the thread, Want More asignificant difference between
first-generation students actildren of immigrant®r does it straddle both areas of
scholarshif

1 If a classbased habitus exists and those stories are found to generally be in common,
do they apply solelyo first-generation students oould they also apply tother
students wharefrom lower socioeconomibackgroundge.g., Aboriginal students)?

As a practitioner, | also have a number of wonderings that surface as a result of this research:
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Student transition support.

1 Because identity is complex, current practices to segregatergs to international,
Aboriginal, or firstgeneration programs (for example) do not reflecthtindtifaceted
nature of identity or institutional values of fostering diversity. Given #isuld
students be segregated (based on various identity gots$tto targesupport and
trarsition program®r should the programs be organized around common outcomes
of transtion and development of capitahd facilitate participation of all student
types? If so, could identity communities be fostered differgndéls elaborated in the
next point?

1 Given the importance of uppgear students and the student experience, should
universities work more cl osel ydehvert h st ude
programming? Could fulime staff numbers be reducedcorporate greater roles
for peer mentoring forfirsy ear transi tion programs? | f
associations be bettprepared and supporténl build community and could upper
year peer mentors focus on enhancedamene support? Would such approach
(i.e., one that allows students to choose opportunities based on how they identify)
better attend to mulfaceted aspects of diversity compared to current models where
students are channel&lsingle and specific services? Would allowing stisi¢éo
chooseheir communities, mentors, and upyyear stories of transition be more
beneficial than channeling students to specific programs based on a single identity
construct they might identify during application?

Enhancing efficiency and effectieness.
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1 Could orienting transitioprograms as discussed ab@mhance program and
learning outcomes, while also minimizing costs and enhancing efficieniig? T
model of student transition (i.evhere programs with similar purposes are
amalgamated)rovides alignment with values of diversity (by facilitating interactions
among students instead of grouping similar students together), makes communication
effective (with all students getting information about one transition experience), and
enhances effiency (with less reliance on fdime staff performing similar roles in
different units towards such experts supporting wyeer peers to mentor students
and student association efforts to build commurjities

1 With so manydepartments seekingtocompet f or st udissauthsad attent i
bombardment of communication detrimental to those who do not have the capital to
understand the myriad of information? Should universities institute a more
comprehensive communications plan so that those with ledalaagieive more clear

instructions and information?

Reconceptualizing Student Persistence

| previously believedhat universities should own the problem of figstneration under
representation. Further, | also believed that a primary means wouldieat® & first
generation program to help firgeneration students succeed: it would enable them to build
cultural and social capital and experience a sense of belonging by being with other first
generation studés. Not only do the narrative accouptsvide no evidence for this, but they
forced me to look outside typical literatumeto generational mobility, immigration, and
childhood Further, the narrative accoudso caused me to think abagtablished practices in

student affairs, where sepagirograms are estadiied for different student type®ith the
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latter,| amnot suggesting melting pot approachude the opposite. brogramoutcomes are
the saméi.e., facilitate transition and build capitalihd diversity is a value, studentosld be
placed to experience transitions together and, like the Scandinavian system, sthd@uissess
higher levels otapitalwill berefit differently than students who do not possesstal. For
example, if the firsgeneration program workshopaue the same outcomes as other workshops,
why would they beseparated Further,if: (a) mentor pairing could existuch that students
choose uppeyear students with backgrounds that they identify Witto ) st udent s 6 as s
provided a plethora of opportunities for community buildigugd (c) this peeled system was
supported by expert professionals through training and accountability measures, then why would
institutions look to segregate studemi® different compartments of the syster@rther, why
do departmentseekto communicate with gtlents differely and competéor their attention
instead of aligning communication around student rieeflsrue studententredapproach,
particularly fa those that may not have the cultural capital to understand all the opportunities,
would be for universities to develop a streamlined and effective communications plan concerning
the transition in.

Réeflecting on ths narrativeinquiry, the literature caterning firstgeneration student
underrepresentation at university, and persistence moaelg, $ee persistence differently and
have attempted to capture this in an expamdedeptual model (Figure Eonceptual
Framework for Student Persistence) foderstanding access to and persistence through to
degree completionThe model uses Figure ¥Wpnderings About Persistence Related to Storied
Futures and Resiliente as a base and builds upon Tintods

Based on professiohexperience and the literature concerning immigrant studeaits; |
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suggest that it could be explored as a conceptual framework for understanding participation more

generally.

Figure 5: ConceptuaFramework for Student Persistence
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Community
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Coherence interaction)
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commitment tOupOP S Co-Curricular) Development)
goal and
Narrative institution)
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Environment Outputs

Such a revisioning of the system would attend to experience through both the meritocratic and
storiedfutures narrative. That isalthougha focus may be on grades as a requirement to access

future opportunities, more attention would be afémdhroughout the system, but especially
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during childhoodto help children explore future stories for possible fututdsiversities, in

turn, wouldbe concerned withbuilding communitythrough partnerships with studedits

associations and peer mentoring relationships with uyger studentsjersus focussing on

integration capacity(through opportunities to build various forms of capital, includiaigural
[knowledge of the system] and social [concerning job connections]ianiitlenceby

providing peer feedback and other positive pedagogical approaches that engage diverse learners
as per Universal Instructional Design principles).

Basedonmearclc oncerning i mmigrant studentsoOo expe
experiences largely parallel the experiences offjesteration students with respect to university
access and persistence being related to social struggles and parental aspirbgassue of
social reproduction and mobility, therefore, is not narrowly a-§esteration or immigrant
problem: the issue is a social class issue and the solutions seem to reside within the entire

education system arathildhoodexperiences particuar.

Final Reflections
The interesting and very serendipitous aspect with this endeavour is that all four students
are from immigrant families (Kayla, Katrina, and Dani being4iysheration immigrants having
moved to Canada by the age of 15, and Mdr&iag a secondeneration immigrant, having
been born in Canada). If the sample were all-figsteration students | had previously
defined the concept would likely have narrowly regarded the phenomenon as solely-a first
generational issue; howevar,attending to their experiences as fgenheration students and
immigrants, | see something different and, arguably, more holistic. This is largely due to
Lehmannés (2009) wo rg&neration studkrdsnvhad pergist pogsess dergain i r

gualities including haravork, the desire for social mobility, and the determination to not
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struggle like their parents did. Though Lehmann did not say this, he described a resilience
oriented habitus: a construct that features prominently in this rbsearc

Althoughimplicitly presented throughout the preceding chapters, the three dimensional
narrative inquiry spacand a narrative conception of experieseeve as a framework to anchor
and summarize conclusions from this inquiry, where the research question was as fotlows:
first-generation students, how do the stories of their lives have a formative relationship
with their habitus (i.e., the dispositiors, beliefs, and values that constitute their worldview)
and, if so, how do their lived and told stories shape their university experiences towards
persistence?Discussed irChapterFive, the stories of their lives, particularly during childhood,
shaped aesilienceoriented habitus, which includestiorying futuress university studest
Interestingly, a handful of stories were common among the participants, suggestsigtent
with Bourdieuds work, that peomiclessased hi n gi ve
perspectives resulting from similar conditions. These common stories were as follols: (a)
Well in School: Education is Importar{b) They Work Hard for the Monggc) Others Have it
Easier (d)] 6 m at a ;&¥dantPeivilegd &and dakie Familty(f) | Want More and(g)
|l t 6s about t he |wWlbdmseossithe facets dbeiaditly, tempmprality, and place
below, with the caveat that, although noted as separate constructs or spaces, the distinctions are
particularly Burred.

Temporalityis, arguably, the anchoring thread in the sense that the stories of Danj, Kayla
Katri na, and arfi¢dalarly duram@tbke fonatiwe ehsldhdogh periodyere conditions
that shaped a resiliencgiented habitus where social mobility became a desired goal and the
means became education. This resiliemgented habitus gave rise to future protentions of

social moltity that propelled the womenimagine duturistic mountain climber situated at the
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baseabout to begin the journey to the summit. Eptcen this futuristic scenarithe climber has
one of thosélJames Bondlgrapplinghook devices that allows them to accurately target their
destination, activate the device, and attain a clear and secured means to proceed to their goal. In
this analogy, the climber is the firgeneration student, the summit is the futurd gbaocial
mobility, the base represents the foundational childhood experi@nckesling formativestories
of their liveg, and the line becomes the secured and clear path of formal education and degree
completion to realize the go@thich is woven fron the fabrics of a resiliene&iented habitus
andimagined future storgs a university studentps with all pathwaysowards significant
goals there are challenges @wercome, but commitment to the goal of degree completion and
social mobility (shape early in life in stories through stories lik® Well in School: Education
is Important; They Work Hard for the Money; Others Have it Easier; | am Privileged and Value
Family; andl Want Morg is fuelledby identification as a university student and bitues of
resilience.

This habitus of resilience, and moving the discussion to constraotlity within the
three dimensional inquiry space, was the taut line in the climber analogy that kept Dani, Marina,
Kayla, and Katrina anchorexhd progressingpwardsto their goas. Though they felt disparities
in social class as a function of possessing less capital, evidenceditnénrs Have it Easier
story, they were focussed on the goal and suc
made tlem work harder. Experiencing the lower social class was also motivating in a different
sense: thearticipantdelt privileged for the opportunity to stuégndthat theymust take
advantage of this opportunityg( f uncti on of t hsethatthef@malsbi es d s ac
provide for their families in the futuré &m Privileged and Value Famjly Further, students

were alsduelledby Pi |l |l ar s prebkdmgaet a ldsbmyDbn MariRaldac e t
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Kayla, and Katrina were told that thexere at a prestigious place (even though they did not
know it during the application procespgrceivedhat expectations were higher when they
communicated with students from other universities, and valued the enhanced cultural capital
that a Pillar degee would provide. Being at Pillar not orilyelledtheir desire to complete, but
provided reinforcement of thestoried roleas a university studen&cceptance and success at a
prestigious university served to solidify internal identification as aeusity studerit.

With place the final construct in the threBmensional inquiry spacall participants
discussed the importance of belonging and, specifically, the roles thatygapestudents
played. Not only did uppeyear students serve to facilitate belonging within the academic and
social communities, bubheyalso helped thparticipantsuild captal to feel more confident.
The students also discussed how communications from the institution were cumbersome, but
made more coherentbyuppere ar st udent s. Moving to broader
narrativeaccountgoint to different, anérguably, more impactful directions for policy.

Good international research concerning university participation points to childhood as
central toimprovinggener ati onal mobility; that is, wuncou
their parents ragres interventions during formative years to introduce scripts for differane
storiedpossi bilities. This aspect features stron
narratives. Indeed, upon examination of the scholarship pertaining {gefiestation students,
immigrant students, and generational mobility, the issues and desired outcomes are the same,
though the Al abelso assigned to the students
generational mobility, therefore, is not namtg a first-generation or Aboriginal or immigrant

student problemThe problem is a social class issue and the solutitmsding resilience and

7 Assuming that, as Bourdieu postulates, clamsed world views exist and are common among those of a given
social class,the 6 m at a dBe/tconpared Bltha otleers, is ty story that likely will not apply to all
first-generation students given that this study took place at Pillar University.
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introducing future storied possibiliti#é&sseem to residence within the entire education system
ard childhod in particular

Seen through a Bourdieuian lens, which, ultimately, has strong Marxist influences, the
system must change in substantive ways to enhance generational mobility and eliminate the
continuous cycles of social reproduction that the formata&iln system perpetuates. System
hierarchies perpetuate because parental influences during childhood are-basidlyvhich is
innately sociallyflawed based on th&ymbolicestablishment of social classes. Borrowing
effective practices frorBcandinaviarrountries efforts should be made to harmonize the formal
educational system, from kindergarten to postsecondary, such that children are, at early ages,
exposed tahe continuum opossibilities Evidenced in the literature and thesearch,
childhood experiencemre substantively formative in the development of dispositions and future
storied rolesAll children should be exposed to the wide gamudtofy possibilitiesand story
futures for themselves based on their desires. Such intemvetikely hold the key to

addressing underrepresentation of fgeheration, and other, student populations in universities.
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Appendix 1: First Generation Initiatives at Canadian Universities

Ontario Institutions Program Name Type

Website

Carleton University Science Student
Success Centre

Ia

http://sssc.carleton.ca
irst-generation
students/hovwe-can

help-you

McMaster University First Generation

http://fye.mcmaster.ca

Students Website firstgen.html
Queen's University The University 0] http://www.queensu.c:

Experience Program

[reqistrar/news/newsle
ters/marchifstgenerat
ion-1.html

Ryerson University Tri-Mentoring Program O

http://www.ryerson.ca/
studentservices/trimer
oring/fgproject/

University of Guelph One Day Workshop O

http://studentlife.uoque
Iph.ca/parents/start
first-timers

The Chroma Project M?  http://studentlife.uogue
Iph.ca/oia/navigate
oia/chroma
University of Ottawa First Generation P http://www.sass.uotta
Learning Consultant wa.ca/about/1generati
n.php
University of Toronto Leadership Institute & P http://studentlife.utsc.L
Scarborough Learning Community toronto.calfirstyear/ind
ex.php/fgp/leadership
institute-a-learning
community
University of Toronto First in the Family: P I M http://www.studentlife.

Peer Mentor Program

utoronto.ca/Student
Resources/First.htm



http://www.4icu.org/reviews/526.htm
http://sssc.carleton.ca/first-generation-students/how-we-can-help-you
http://sssc.carleton.ca/first-generation-students/how-we-can-help-you
http://sssc.carleton.ca/first-generation-students/how-we-can-help-you
http://sssc.carleton.ca/first-generation-students/how-we-can-help-you
http://fye.mcmaster.ca/firstgen.html
http://fye.mcmaster.ca/firstgen.html
http://www.4icu.org/reviews/561.htm
http://www.queensu.ca/registrar/news/newsletters/march/firstgeneration-1.html
http://www.queensu.ca/registrar/news/newsletters/march/firstgeneration-1.html
http://www.queensu.ca/registrar/news/newsletters/march/firstgeneration-1.html
http://www.queensu.ca/registrar/news/newsletters/march/firstgeneration-1.html
http://www.4icu.org/reviews/565.htm
http://www.ryerson.ca/studentservices/trimentoring/index.html
http://www.ryerson.ca/studentservices/trimentoring/fgproject/
http://www.ryerson.ca/studentservices/trimentoring/fgproject/
http://www.ryerson.ca/studentservices/trimentoring/fgproject/
http://studentlife.uoguelph.ca/parents/start-first-timers
http://studentlife.uoguelph.ca/parents/start-first-timers
http://studentlife.uoguelph.ca/parents/start-first-timers
http://studentlife.uoguelph.ca/oia/navigate-oia/chroma
http://studentlife.uoguelph.ca/oia/navigate-oia/chroma
http://studentlife.uoguelph.ca/oia/navigate-oia/chroma
http://www.4icu.org/reviews/599.htm
http://www.sass.uottawa.ca/about/1generation.php
http://www.sass.uottawa.ca/about/1generation.php
http://www.sass.uottawa.ca/about/1generation.php
http://studentlife.utsc.utoronto.ca/firstyear/index.php/fgp/leadership-institute-a-learning-community
http://studentlife.utsc.utoronto.ca/firstyear/index.php/fgp/leadership-institute-a-learning-community
http://studentlife.utsc.utoronto.ca/firstyear/index.php/fgp/leadership-institute-a-learning-community
http://studentlife.utsc.utoronto.ca/firstyear/index.php/fgp/leadership-institute-a-learning-community
http://studentlife.utsc.utoronto.ca/firstyear/index.php/fgp/leadership-institute-a-learning-community
http://www.studentlife.utoronto.ca/Student-Resources/First.htm
http://www.studentlife.utoronto.ca/Student-Resources/First.htm
http://www.studentlife.utoronto.ca/Student-Resources/First.htm
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University of Toronto genONE P M http://www.utm.utoron

Mississauga to.ca/utmone/genone.|
tml

University of Waterloo N

University of Western N

Ontario

York University N

Other Canadian Program Name Type Website

Institutions

University of Alberta Transition to P M http://www.uofaweb.u

University: residence
Network

alberta.ca/residences/
URNProgram.cfm

Concordia University N
McGill University N
Memorial University N
Simon Fraser University N
University of British N
Columbia

University of Calgary N
University of Guelph N
Humber

University of Manitoba N
University of Victoria N

4The Carlton University program targets science students, whereas the program at the Ur
of Guelph targets racialized minorities

Note. The legend for the above table is as follows:

N= No program found.


http://www.utm.utoronto.ca/utmone/genone.html
http://www.utm.utoronto.ca/utmone/genone.html
http://www.utm.utoronto.ca/utmone/genone.html
http://www.4icu.org/reviews/619.htm
http://www.4icu.org/reviews/619.htm
http://www.uofaweb.ualberta.ca/residences/TURNProgram.cfm
http://www.uofaweb.ualberta.ca/residences/TURNProgram.cfm
http://www.uofaweb.ualberta.ca/residences/TURNProgram.cfm
http://www.4icu.org/reviews/527.htm
http://www.4icu.org/reviews/571.htm
http://www.4icu.org/reviews/591.htm
http://www.4icu.org/reviews/617.htm
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O= Outreach programs targeting students in high school.

P= Program tailored specifically for firgeneration students, which includes workshops and
discussions specifically fahose registered.

I= Information is communicated to firgeneration students.

M= Mentoring relationships facilitated (when this is part of a formal program, an M is also
to reflect this).
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Appendix 2: Participant Invitation
Subject: Share your Story: Research Opportunity for First Generation Students
Hello (insert name):
Wel come to university I|ifel |l hope that youbo

Share your Story: Research Opportunity

I f youodor gotulmheffaimi ¢ty tow attend university, Il 6 m
sharing your story withgeaeéraWeonal §tsedeht st a
more about how university life is experienced.

If your parents(s) and/or guardian($)l dot completgostsecondargducation in Canada, then
you are eligible to participate. I f youdre i

Research Purpose

My doctoral research area concerns the university experiences -gffirstation students. | am
interested in this topic as a firgfeneration student myself, and because students who come from
families without a history of university attendance (i.e.,fiysberation students) are less likely

to continue through to degree completion.

The intention othis research project is to deeply explore the experience$ @fd-generation
students in order to better understand how university life is experienced.

Nature of Participation

Involvement is voluntary and entails making blog entries twice a montariuary, February,
March, and April (total of 8) and participating in 4 focus groups of 2 hours each month. You
will also be involved in working with me to develop your university stories that will be used in
the my doctoral dissertation



238

Compensationand Interest

You will be compensated a total of $50 (Bookstore gift certificate) at the completion of the
project.

|l f youdre interested and would |ike to discus
nbuddel@ualberta.car 519.820.4440.

Sincerely,
Neil Buddel

PhD Candidate
University of Alberta

This research project has been approved éyRisearch Ethics Boards at Pillar Univeraitg
the University of Alberta and is being conducted to fulfilluigments of my Doctor of
Philosophy degree at the University of Alberta.


mailto:nbuddel@ualberta.ca
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Appendix 3: Participant Information Letter and Consent Form

Study Title: Digging Deeper: Exploring FirsEe ner at i on Uni versity Stude
Narratively

Researchinvestigator Supervisor

Neil Buddel Dr. Randy Wimmer

#2304, 50 Lombard Street 7.157 Education North
Toronto, Ontario, M5C 2X4 University of Alberta
nbuddel@ualberta.ca Edmonton, Alberta, T6G 2G5

rwimmer@ualberta.ca

Sponsor

Dr. Tricia Seifert

252 Bloor Street, West #8526
University of Toronto: OISE
Toronto, Ontario, M5S 1V6

tricia.seifert@utoronto.ca

Thank you for considering participation in this research study (i.e., my dissertation). The
information below is intended to provide you with an overview of the purpose of the study and
the nature of participation.

Background and Purpose

My research ameconcerns the university experiences offysheration students. Fist

generation students are students whose parent(s) and/or guardian(s) did not complete
postsecondargducation in Canada. | am interested in this topic as ag@retration student

myself, and because students who come from families without a history of university attendance
(i.e., firstgeneration students) are less likely to continue through to degree completion.

The purpose of my research is to explore the experienceS 6fs3-generation aPillar
Universityin order to gain a deeper understanding of how (a}desieration students might
experience university. Through online communications andttatace conversations, we will,
together, construct a story of your unsigy experience. The story then becomes the data that
will be analyzed, discussed, and published.

This study was approved by the ethics boards at both the University of AlbeRdland
Universityand is being conducted in order to fulfill requiremesfteny Doctor of Philosophy
degree at the University of Alberta.

The results of this study may be published in academic journals or professional magazines and
presented at conferences or professional development workshops, in addition to my dissertation.
Materials collected during the course of this study (e.g., images, pictures, text, quotes, blog
excerpts, etc.) may also be used for the purposes described above.


mailto:nbuddel@ualberta.ca
mailto:rwimmer@ualberta.ca
mailto:tricia.seifert@utoronto.ca
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Research Question

For firstgeneration students, how do the narratives of their life (for example, the stories one
hears from her/his social setting or family, and the stories one tells themself) shape how they
experience university life?

Nature of Participation

Stage 1(December 2012): During this stage we would get to know each other and other
participants (there would be3students in total) through Facebook (you are welcome to create a
separate Facebook account for the purpose of participation).

Stage 2 (January 28 to April 2013): During this stage you would electronically journal about

your university experiences in Microsoft Word
and emailed to me (tobuddel@ualberta.yat least twice per month (eight in total) and include

a picture and description of a poignant moment of your experience. During this time, you would

also participate in a monthly focus group. These meetings would only be for two hours (and |

would suppy refreshments for us) and would be held at a mutually agneexd campus

| ocati on. I f youdre not comfortable with (or
separately instead.

Stage 3 (Spring/Summer 2013): During this stage, | would wolk yeiti to develop stories
based on the information collected. This would largely be through email given that you may be
outside of Toronto and/or have other commitments.

Voluntary Participation

You are under no obligation to participate in this stymdyticipation is completely voluntary and
you are not obliged to answer any specific questions, even if you are participating in the study.

You have the right to opt out without penalty (with the exception of the compensation conditions
noted below) andan ask to have any collected data withdrawn from the database and not
included in the study (i.e., even if you agree at the beginning to be in the study, you can change
your mind and withdraw at any time). Once the dissertation is submitted, howayeri|lytwe

unable to withdraw the data.

Information shared during focus groups may be difficult to remove based on the interactive
nature of conversation, but attempts will be made to do so. If information cannot be removed,
your confidentiality will stil be maintained.

Benefits and Compensation
| hope that the stories from this study will help policy makers and university service providers

better understand the experiences of-fiyeteration students to inspire them to make changes to
improve the experience for future students.


mailto:nbuddel@ualberta.ca
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During the course of the study, you will likely learn more about yourself and institutional
resources available to support your personal, social, and academic success (I am very familiar
with the resources available at UofT and am happy to help by prgwigame information about
them should you be interested).

Due to the substantial time commitment necessary from you over the course of one year, | am
providing a monetary thank you of $50 (UofT Gift Certificate) that will be given to participants
who allowuse of the data in my dissertation.

Risk

The risks to you are considered minimal; that is, there is little likelihood you will experience
emotional discomfort during or after participation. There may be risks to being in this study that
are not know. If | learn anything during the research that may negatively affect your
willingness to continue being in the study, | will immediately communicate the nature of this risk
so that you can reassess your ability to participate.

Confidentiality

Information provided will be kept strictly confidential. The informed consent forms and other
indentifying information will be kept separate from the data. Tape recordings will only be
listened to by me.

The data will be kept in a secure place for a maximubyafars following completion of the

research project. Physical materials will be kept in a locked cupboard in my place and electronic
data will be stored on my passwetbtected and encrypted external hdrive. After 5 years,

all information will bepermanently destroyed (shredded or erased, pending the nature of the
information).

For the purposes of publication (i.e., whenever the data/stories are used), you will be able to
provide a different name (an alias).

Confidentiality will not be possiblduring group interactions (as participants will get to know
each other), so you will be required to sign a confidentiality agreement that you agree to
maintain the confidentiality of other participants.

Though your identity will be confidential (aliased! be used) and details about your

institutional and provincial context will be altered, there is a very small chance that someone

may read this dissertation (or a related publication) in the future (near or distant) and be able to
identify you. | wanto highlight this and will remind you of this at various points throughout the
study to ensure you are comfortable with the content at present. | will also ask you to assess how
you might feel with the content in 20 or 40 years, again to ensure comfort.

You will receive an electronic copy of the full dissertation (or a summary if you wish), with an
invitation to meet with me to debrief the experience.
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Personal Information

Personal information is being collected for the purposes of contact and penmiskis

identifying information will be kept separate from the data and in a secured cabinet. While data
will be retained for 5 years (as per University policy) and then destroyed, your personal
information contained here will be destroyed once theedisson has been accepted by my
Supervisory Committee (i.e. the completion of the study).

First Name Last Name
Email Address |3hone Number
Alias

Further Information
If you have any further questions or concerns, please contact me at any time.
The plan for this study hdmeen reviewed for its adherence to ethical guidelines by a Research

Ethics Board at the University of Alberta. For questions regarding participant rights and ethical
conduct of research, contact the Research Ethics Office at (78@6492
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| further promise that | will not reveal the identities of other participants in order to respect their
privacy and maintain confidéality.

Participant

Signature Date
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Signature Date
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Appendix 4: Guide for Journal Entries and Focus Groups

The following serves as a guide for discussion with participants in order to attend to the research
guestion and provide a sense of focus and purpose for the dialogue.

Due to the ceconstructed nature of narrative inquiry, howewdialogue will likely proceed in

many different ways, as casual conversation between parties tends to do, and as information from
blog entries are woven into the inquiry. Therefore, the research plan istsectiired in nature

and intended to adapi £xplore emergent themes.

For clarity, the questions below are associated with the various research stages that | presented
earlier.

Research Question (as approved by the Candidacy Committee)

For firstgeneration students, how do the narratives of tliei(social, cultural, family, self)
interact with their habitus and shape how they experience the academic and social aspects of
university?

Facebook Connections (December 2012)

The purpose of this stage is for me and the participants to get todaatwother and start
building positive and trusting relationships.

1 What has the UofT experience been like so far?
1 What was a high and low from firsemester?
1 What are you hoping to do after university?

Monthly Journal Entries and Focus Groups Guide(January to April 2013)
The focus during this stage is to dig deeper into experiences of inclusion and exclusion, through
reflection and photographs, inordertox pl or e h ow snduwatratives shépetherb i t us

university experience.

Introductionto Focus Groups Conversations

Reuvisit purpose of research

Explain what | mean by narrative, story, and habitus (i.e., how the habitus consists of values,
dispositions, beliefs, and attitudes) and is shaped by various stories we hear (from family,
culturg society, etc.)

Review nature of voluntary participation

Reminder about focus group participation and confidentiality (i.e., it will not be possible to
remove data should you wish to leave the study)

Reminder about confidentiality agreement concerningragnoup members

Ice-breaker (e.qg., tell us something about yourself that people may not know by looking at
you, talk about a favourite memory, etc.)

1
1

= =4

= =4



245

Guide

Month and Journal Entries with Picture Focus Group Guide (once per
Theme (two per month) month)

January 1. Tell me a story you were told  What aspects of university were

(How family and
social stories
affect university
experiences)

about university by your
family? How did these stories
affect you? 1

. Take a picture that represents

the stories you were told abot
university (from familyor
society). Discuss why you
chose this picture. q

you anxious about?

In the past, what stories did you
hear about university attendance
from family men
world?0 What stor
yourself aboutiniversity?

How do these past stories affect
your current experience?

What values, attitudes, and beliel
do you have towards university
and education?

February

(Experiences of
inclusion and
exclusion)

. What experiences (if any) hav |

helped you fegpart of the
university experience? How
S0?

What experiences (if any) hav
made you feel excluded from
the university experiences?
How so?

. Take two pictures: one that

represents how you (b) feel
part of the university
experience (b) do not feel par
of the university experience.
Discuss why you chose these
pictures

Did you feel [
at university? If so, why and how
did you manage this feeling?

How do you feel about social
class? How does this relate to
university attendance?

March

(Self narratives
and the university
experience)

. What stories do you tell q

yourself about university life?
What made you construct this
story? How does this differ
from the story you would have q
told yourself 5 years ago?

What were your successes and
what do you attribute these
successes to?

What stresses or tensions did yot
experience and how did you
manage these?
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. Take a picture thatpresents

the story you now tell yourseli
about university. Discuss wh
you chose this picture.

April

(values and
beliefs towards
university)

. What has surprised you abou

university life? What
experiences are exactly what
you thought t

. What values, attitudes, and

beliefs do you have towards
university and education?
How does this differ frond
years ago?

Looking back, has your
perspectives about university
changed and, if so, how?

What values, attitudes, and beliet
do you have towards university
and education?
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