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In this thesis, [ explore : significance of post-secondary education for rural
Newfoundland wom« enrolled in liberal arts subjects, and comp : their perspectives
and experiences with tl  perspectives and educational policies of the provincial
government of Newfoundland and Labrador. By conducting this research, I attempt to
answer the following ¢ stions:

1) What is the si gniﬁcan;:e bf post-secondary education according to the provincial
government?

2) What is the significance of post-secondary education according to women from
rural parts of the island of Newfoundland who are studyii toward a degree in
liberal arts?

3) How is the significance of post-secondary education according to s h women
shaped by their lives as women from rural Newfoundlan '

4) What are the policy implications of a comparison between questions 1-3?

1.1. Significance of th Project

The timing was right for a study like mine, given that the premier of
Newfoundland and Labrador, Danny Williams, announced in 2004 that he >uld be
commissionir a White Paper on public post-secondary education in the province. A
White Paper, “...is a document that presents a government’s otficial policy and plans for
a particular subject area. usually as the result of study, investiga »nand cc ultation™
(Government of Newfoundland and Labrador, 2005, p. 1). The White Pap  according to
the premier, would be oriented toward making changes to the system of post-secondary

education in the province. It would be released in ~ )05 after a year of research headed by



























2.1. A Brief History . the ..evelopment of Newfoundland

Newfoundland and Labrador is Canada’s newest province. It consists of the
island of Newfoundland, in addition to a north eastern part of the mainland f Canada
called Labrador. This thesis focuses on the island portion of the province —
Newfoundland — which is the most easterly point of North America, separated from
Europe by the Atlantic Ocean. Newfoundland’s closest European neighbour is Ireland,
which is located directly opposite the Atlantic Ocean.

Newfoundland, an island of 43,359 square miles, has a rocky coastline, little soil
that is suitable for farming, and harsh, unpredictable weather. The island is commonly
referred to as “The Roc ’ by residents and mainland Canadians alike (Ashworth, 2005;
Neary, 1996). Known for its vast nat al resources, such as its forests, oil, and minerals,
Newfoundland was most famous for its fish stocks on the Grand Banks, w :h were
harvested by Europeans as early as the 1500s (Neary, 1996). Priorto the  'century, the
fish and other natural resources were harvested by Norse Vikings, as well as Aboriginal
groups, such as the Beothuk, Dorset Inuit, and Mi’qmaq Amerindians (Ashworth, 2005;
Neary, 1996). The capital city of Newfoundland, St. John’s, is located on the Avalon
Peninsula, and houses approxii  ely half of the province’s 507,895 residents
(Newfoundland and Labrador Statistics Agency, 2009), the remainder of whom are
scattered across the is 1d in outportsm, larger inland centres, and in Labrador. Memorial
University, the post-secondary institution attended by this study’s participants, is located

in St. John’s.

“Ano _ rtisasmallsett :ntalo astline with access to fishing waters, merchants and markets,
but typically lacking land access (Ash ~105).
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breadwinner.”” Furth nore, as Ma onald (1995) suggests, the increased importance
placed on women’s paid employment, coupled with fewer available social pports such
as child care and elder care, burdens some women with extra household ar  family
responsibilities.

Government representatives, as evidenced in the 2006 policy document Creative
Newfoundland and Labrador, hope that new “cultural” industries, such as tourism, will
replace the fishery and other natural resource based industries, such as logging and
mining. However, literature su; :sts at, for women affected by the closure of the
fishery who were able to replace their jobs in the tourist industry, work is often seasonal
and low-paying (Hussey, 2003). Furthermore, many women who have bee displaced as

a result of the closure of the fishery do not have the resources to start up th *own

businesses in tourism or other occupational areas (Hussey, 2003). Home ¢: :is a new
industry that has become a common source of income for some women in rural
Newfoundland (Botting, 2001;  ly, 2005), but this type of unr« 1lated service work
provides little to no training for workers, low pay and little job security (Hussey, 2003;
Kelly, 2005).

Given that there may be limited opportunity for secure employment for women in
rural Newfoundland, it would come as no surprise that, as literature sugges' Davis,
1999; Kelly, 2005; Pinhorn, 2002), some young women might be receiving messages
from parents to leave their home communities for better work and education. Indeed,

other Canadian and American literature (Corbett, 2007; Hamilton & Seyfrit, 1994)

7y wuch astho nwhichtl logging indu .
hav sther resources  d restructuring (see for example, Bates,
2000).
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studies for longer than men, given that men were needed in the fishery by the time they

turned 11 or 12 years « [. Thus, McCann argues that, “Women...had few lucational

deficiencies vis-a-vis  :n” (p. 19). Sociologist Marilyn Porter (1987) largely supports

the arguments of McCann in her data om the 1950s. However, she draws on her own

multi-methods life history research on Grand Bank mothers and daughters to suggest

further that few students, male or female, from outports could expect to finish high school

in the mid-20™ century. Domestic responsibilities and obligations to the fishery kept

young men and women in the « orts from finishing. In contrast, students from middle

class families could attend grammar schools in St. John's and students from wealthy |

merchant families were often sent to boarding schools in England®®. ’
After Confederation the  was greater opportunity than in previous years for ‘

Newtfoundlanders as a group to continue with formal education, given the development of

the entire educational system, which grew through funds from the Canadian

government®”. Mem« 1l Collc :developed into Memorial University in 1 -9, offering

undergraduate and eventually aduate programs to its students, and Premier Smallwood,

as part of his modernization ag  la, began offering government tuition grants tfor

students to enroll at the university in an attempt to formally educate the population to

Canadian standards (Matthews, 1993). Additionally, Porter (1987) states tt by 1973,

high school graduates in the province increased to 4587 from 896 in 1949, and the

proportion of adults with better than Grade 9 rose from 28.7% to 44.5% (p. ).

* It is difficult to determine the exact time period to which Porter’s research refers, as the date is not
explicitly stated except in the title of 1 ~ paper.

* For more on the history of the deve  ment of the education system in Newfoundland, see Rowe, F. R.
(1952). History of Education in New)  idland. Toronto: The Ryerson Press;  Cann, P. (1994).
Schooling in a Fishing Society. St. John’s: ISER.
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The literature on the educational experiences of Newfoundland women in the
post-Confederation period suggests that, despite the increase in educational opportunities
after Newfoundland’s Co1 :deration with Canada, many women on the island (and in
parts of Labrador) still made gender-stereotypical choices regarding their educational and
career futures (Darcy, 1987; Pope & Taylor, 1987; Porter, 1987). Those who participated
in Pope and Taylor’s (1987) study, for example, considered a narrow range of careers,
and predicted that lack of money, ma age and fear of leaving home might prevent them
from achieving their goals. The ale occupations they admired were those of
homemaker, teacher, nurse, and fish plant worker. Additionally, both Port: and Pope
and Taylor showed high female drop-out rates from secondary school, and Porter showed
low rates of post-secondary participation (12.8% of 18-24 year ol ). Pope and Taylor
(1987) and Porter (1987) attribi  d such trends to young women's lack of  ucational
role models and their domestic responsibilities, in addition to high levels of teenage
pregnancies, which forced adolescents out of formal schooling. The tender y toward
gender stereotypical career choices was attributed to encouragement from significant
others to pursue a particular career or study field, coupled with y« women's self-
concept (especially in terms of :  lities and limitations) (Darcy, 1987).

Collectively, the literature sug :sts that the overall factors influencing women's
career plans in post-Confederation Newfoundland were related to cultural values
promoted in the context of Newfoundland. Darcy, for example, determined that women’s
pre-conceived ideas a1 philosophies about the roles of men and women ir e workforce
were influential on their career plans. As Porter suggests, young women in

Newfoundland developed values within a context in which boys were encouraged to think
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of themselves as successful breadwinners and “protectors of their families™ (Porter, 1987,
p. 3). In contrast, girls know tI  they will have to make choices :tween having a career
and being a wife and mother (Porter, 1987, p. 33). The Committee’s study found that the
young women who participated valued ‘helpful, kind and caring’ female ¢l -acteristics
(46%), in addition to those that are ‘family oriented’ (22%). Thus, as Port: states
(1987), “In prebarétion for their role as women and marriage partners, girls try to reject
anything that is not specifically :minine, which includes serious consideration of career”
(p- 33).

In addition to exploring the factors and values that influenced women’s career and
educational plans in Newfoundland in the 1980s, Porter attempted to explain how and
why these values are perpetuated. She argued that the cultural values that | >mote a
vision of women as « _endent upon men were reinforced by the secondary school system,
in conjunction with religious in  tutions™. According to Porter, these institutions
collectively operated to shape women’s values and choices and keep them in a secondary
position in Newfound 1d society. This was exacerbated because, prior to 1997,
Newfoundland’s sect edi  ional system was denominational; school boards were
run by the churches and, hence, curriculum and teaching practic  were inevitably
influenced by these religious institutions. Consequently, Porter argued, in the 1970s and
1980s the education system in Newfoundland taught a curriculum that supported male
breadwinner/dependent female family structures and the capitalist system, as well as a

deference to authority 1d hierarchy. 1is is supported by Antler (1980), who deplored

% George (2000) and Benoit (1995, 1996) make a similar argument regarding many women, particularly
Roman Catholics, living in communi  on Bay St. George in western Newfoundland.
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2.4.6. Alicia

Alicia was the sixth participant in this research project. { eisa2l :arold from
a small fishing village on the Avalon Peninsula, Cod Town. Cod Town was a prominent
fishing village in the 1960s and 1970s and Alicia feels that it suffered asa sult of the
cod moratorium. She recalled that during her secondary school years, families were
required to move away as a result of the closure. In contrast to those fémilies, Alicia told
me that her family was not diri  ly affected.

Both of Alicia’s parents were university-educated teachers. Her m« 1er held a
teaching certificate and her father held a Master’s degree in Education. Her father is now
a principal for a high school in northern Canada. Alicia’s mother stopped teaching many
years earlier when Alicia was small. Alicia made it clear that although she came from a
fishing village that was affected by  : moratorium, she was not denied an; 1ing while
growing up. She felt that the ¢« imunity offered many of the same resources, such as
health care, that are available in other non-fishing communities and larger centers.

At the time of our inter 'w, Alicia was working towards a degree in French. She
lived off-campus in St. John’s while studying full-time at Memorial. Even though she
lived a few hours’ drive from hi  home community, she did not travel home for visits
frequently and stated that she did not get homesick. Alicia herself was not openly critical
of her home community, but she did not articul. : a strong desire to return. Her one
sibling, in contrast — an older brother — was educated at Memorial in Scien: ; and had
returned home to work at a local shop in a position unrelated to his education. Alicia’s
post-secondary education is fur ~:d by scholarships and money she saved while working

during the summers. Her living expenses are paid for by her parents.
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In the third section of the chapter, | demonstrate that it is difficult to get a sense of
rural women’s experiences specifically regarding post-secondary education from the
available literature on rural students and post-secondary education in Newfoundland.
This is because the existing literature considers either the post-high school plans or career
plans of rural students, and c 2s either rural and urban poj lations or male and
female stu&eﬁts. Moreover, this body of literature, being largely quantitative in nature,
calls for a study of the perspectives of rural female students themselves regarding their
post-secondary education. Thus, in order to retain a sense of the embodied educational
decision-making of the eight rural women who participated in this study, in the final
section of the chapter I provide a snapshot of each woman who participated in this study
as | encountered her in the interview process. In Chapter Three [ discuss t]  theoretical

framework used in the concept  ization and production of this thesis.
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2005). Smith (2005) explains:
In a sense it reverses the traditional relati  ship between mind and bi  y wherein
mind may examine, expl :, and reflect on what is of the body. Body isn’t
something to be looked at or even theorized. It is rather the site of consciousness,
mind, thought, subjectivity, and agency as particular people’s local doings. By
pulling mind back into body, phenomena “mind and discourse — ideology, beliefs,
concepts, theory, ideas and so on — are recognized as themselves the doings of
actual people situated in particular local sites at particular times. The are no longer
treated as if they were essentially inside people’s heads (p. 24).
Thus, social phenomena includi 1 beliefs and ideas can be observed in the nguage of
talk and text at the site of their duction. 1e aim of Smith’s standpoint theory is to
prevent reifying the abstract ob  tified individual implied in dominant discourses,
including educational policy. For Smith, people’s experiences and perspectives are of
utmost importance. Thus, Smith’s standpoint perspective is open to men and women
alike, and simply uses bodily experiences as the place to begin v en conducting research
and producing analyses.

Of course it is with the standpoint and embodied experience of won « that
feminist researchers and Smith herself have been most concerned. Even though there are
a number of different theorists who u ize this standpoint theory in differe  ways (for
example, Haraway, 1989, 1991; Harding, 1991, 1998, 2004; Hartsock, 1983, 1998; Rose,
1976; 1994; Smith, 1987, 1990a, 1990b, 2005), in general, women’s standpoint can be
detined as follows:

This theoretical orientation emphasizes that women’s shared common set of social

experiences — such as subordination to n n, or responsibility for housework and

child care, or fewer opportunities in the labour market — provides them with ways

of seeing and understan ng that differ from those of men (Sachs, 1 3, p. 13).

The work of Smith and her contemporaries (Mc 2ndy, 1992; Mueller, 1995; Reimer,

2004, 1995) validates the experiences and perspectives of everyday women. According
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constructionist perspectives on identity and pla  highlight the v 7 in whit  localities
and identities are produced ma  ally and culturally through si ial relations, thereby
accounting for the possibility of diverse female lives in a variety of rural p es. In
contrast to the dominant abstract instrumental persper  ve on ¢ ication, the literature on
women, rurality and education collectively sug; sts that gender and place: ongly impact
women’s engagements with post-secondary education, albeit in different v 's. Using
these combined theoretical per  :tives, I explore the fit between rural women’s
engagements with post-secondary education and the White Paper. In doing this, I aim to
explore ways in which rural w¢ en’s experiences are simultaneously organized by the
kind of specialized knowledge « dent in the W te Paper, in add on to the context of
their lives in rural Newfoundland. The next chapter outlines the : :thods I used in order

to elicit and analyze data for this project.
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opinions or perceptions about v versity, but what university means to ther in the context
of their own lives in rural Newfoundland. Thus, the first stage of my analysis
concentrated primarily on those aspects of the i erviews that were related to the themes
of how and why the women came to university. [ coded the interviews according to these
common themes. Themes were sometimes evident in the form of one word, for example,
‘work’, or from a concept or id  that was created by me through an associ ion of
different ideas, such as ‘gender’. In the case of the latter, the women need not have
spoken explicitly about gender, but their experiences and perspectives could be
understood in terms of gendere social relations and ideologies. I learned about such
social relations and ideologies from the literature I read on Newfoundland, as well as the
data I collected about the cont: : of each indivi 1al woman’s life. For example,
gendered social relations were explo [ by aski :the women about men’s and women’s
work in the community and int :ir fi 1ilies. In total, there are three main  oad
categories or themes that emerged from my preliminary analysis of the interviews:
gender, place, and work.

It became clear to me upon analysis of the thematically o nized ¢ a, that even
though I could see patterns in the way the women spoke and could categorize them
accordingly, there was also considerable variation within each category or theme. [
developed sub-categories within each theme in order to shed light on such variation, and
further contextualize the data. For example, I could sense that t| e were differences in
the way that women’s families encouraged them to enroll in university. | compared the
way each woman described her imily and then explored related literature in order to

make sense of the different ways different women’st kgrounds shape their educational
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experiences. Thus, themes and sub-themes were not alwayse:  :it. The erature on
women’s lives in rural Newfoundland, and women and post-secondary education, was
crucial in analyzing the patterns and variation \ hin the data.

Finally, themes and sub-themes that emerged within my alysis of the interviews
were linked with themes within the White Paper in order to explore the fit  tween the
perspectives articulated there and rural women’s lives and experiences. Themes were
compared reciprocally. Since post-secondary education for employment was the
dominant theme in the White I  er, I first ac nowledge what the women said about
employment and education. H rever, since much of the meaning of this relationship
could only be made sense of in the context of the women’s lives in rural Newfoundland, a
great deal of the analysis focused on the themes of gender and place. Thus, I scrutinized
sections of the White Paper that focus on rural students and women, and compared that
data with the interviews. Educational policy implications are explored based on this
comparison.

4.4. Conclusion

In this chapter [ explore my methodological approach, specifically how and why |
use qualitative research methods — comparative textual analysis of a policy document and
semi-structured interviews — to answer my research questions. compare t : White Paper
with interviews with rural women stu ‘ing liberal arts because, as indicated in the
introduction to this thesis, liber: arts disciplines are ¢ en perceived in the public
imagination as irrelevant. Does the White Paper reflect this view? What is the
significance of post-secondary ucation accorc 1ig to the White Paper? With the

economic difficulties many rural communities Nev >undland may be facing, my
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feeling was that there might be increasing pressure for men and women alike to pursue
avenues of post-secondary education that appear to be strongly connected to employment.
Nonetheless, women continue to be highly represented in liberal arts disci] nes at
Memorial University. How is is so? Do rural women’s eng: 2ments wi  post-
secondary education fit with the government’s = ucational views and strat ies?

| Following the theoretical and methodological insights of May (2001), and Smith
(1987, 2005) and her colleagues (for example, Ng, 1995), as well as the th  retical
insights of feminist geographers (such as Mass . 1994; McDowell, 1999), my approach
to analysis considers the content of interviews and the White Paper, in addition to socio-
historical context. This is because in tutional texts and interviews alike reflect social
relations and context. Conseqi tly, central to my analysis are Smith’s co epts of
‘gender subtext’ and ‘ideology’ (1987, 1990, 2005), and the concept ‘social relations’
(Smith, 2005).

The remainder of this tl  is focuses on my ar ysis of the White P er in relation
the interviews I conducted with eight women from rural parts of Newfoun nd who are
enrolled in the Faculty of Arts. In Chapter Five, | perform a textual analy  of the White
Paper, discuss neoliberal (New Right) trends in post-secondary education policy in
Newfoundland and Labrador, a |the olitical context in which the White Paper was

produced.
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CHAPTER 5: Building a “Learning Culture”: The Value of Post-seco1 ary
Education in the Provincial Goverr 1ent’s W ite Paper on ublic Post-Secondary
Education (2005)
5.0. Introduction

This chapter focuses on my qualitative textual analysis of the education policy
document, Foundation for Success: White Paper on Public Post-Secondary Education
(2005). I explore the political conte);t Within which the provincial White Paper was
produced, as well as the practic involved in its production. This includes examining the
increasing significance of post-  ondary education for economic develo] :ntin
provincial education policy, and acing the production of the White Paper from the
current Progressive Conservative government’s rst term to the document’s publication.
I summarize the contents and strategies of the White Paper, and t :n discuss my analysis
of the text, which explores the content of the document in relation to the political and

institutional context in which it was produced.

5.1. Post-Secondary Education for Social and Economic Development in
Newfoundland and Labrador

The policy approaches of recent provincial governments in Newfoundland and
Labrador, particularly those rey  ding education in the 1980s and 1990s (McCan;l. 2000;
Overton, 1998), and the fishery 1d social ben¢ s policy in the 1990s and 2000s (Neis &
Williams, 1997; Overton, 2000; Power & Harrison, 2005), appear to be consistent with
New Right ideology. Accordir to educational historian Phillip McCann, ice the 1980s
education has been seen by some influential go© mment officials as the “‘key to economic
development” in Newfoundlan and Labrador (McCann, 2000, p. 715). Ui erlying this

view is a belief in the emer :ni of a ‘New World Order’ in which the global economy is
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Advice and guidance were sought on how best to make our Province’s public

post-secondary education system stronger, more vibrant and better sitioned to

meet our current and future needs (Government of Newfoundland and Labrador,

2005, p. 2).

Based on information available on the Department of Education web site, it is not
clear how Minister Ottenheimer chose Ludlow and Farrell for the positions of
Commissioner and Advisor. The only available public information on their hiring is the
official biography of each man on the department of education web site (see
Newfoundland and Labrador, 2004, para. 12).  :cot ng to the website, both Dr. Ludlow
and Mr. Farrell hold graduate ~ jrees in education, and have accumulated over 30 years
of work experience at both the  idemic and se¢ or administrative levels of the university
and the college, respectively. When I contacted the Department of Education about their
hiring, Susan Gordon told me t :the names of andidates were submitted > the Minister
of Education for the positions « Commissioner and Advisor by officials within the
Department of Education. Ludlow Farrell were included on the list because of their
expertise with their respective former institu ns - Memorial Universitya  College of
the North Atlantic - and their position as unbiased in relation to those institutions (S.
Gordon, personal communicatioﬁ, Ay 128, 2008).

Even though neither Ludlow nor Farrell was affiliated with the province’s
educational institutions at the time of their appointment to the White Paper process, the
Department of Education web site states that both men were employed wit organizations

affiliated with both the federal and provincial ¢ ‘ernments. Specifically, . Ludlow was

employed as the Newfoundland and © brador # ministrator fc the Canadian Millennium
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Ludlow & Farrell, 2004). In addition to these formal consultations, Ludlow and Farrell
held 16 additional meetings wi  individuals representing school boards, labour groups,
and the Provincial Government to aid them with their research (see Appendix F, Ludlow
& Farrell, 2004).

The consultation questions were forwarded in advance the meetings to each
participating organization. The Canadian Federation of Students chose the own
questions, however, which foct :d on tuition fees, student financial assista e, university
and college governance, and post-secondary education in Newfoundland and Labrador,
particularly the college system, d institutional funding (Government of Newfoundland
and Labrador, 2005). It is not clear why this was done. However, one can assume that
the Federation had its own priorities and felt that these were not adequately addressed in
the session structure proposed by the government. Based on its own research and
priorities, the Federation devis " 16 of its own policy :comm:  tions for the White
Paper, including a reduction in tuition fees and increased stude represent: on on
university and college governing boards (Canadian Federation of Students, 2004).

According to the background report (Ludlow & Farrell, 2004), “Each consultation
was a facilitated discussion based on thc qucstions which were sent to participating
groups in advance of each meeting” (p. 7). Lud w and Farrell, in addition »a
Facilitator and a Recorder, were present at each meeting. The sessions began with
opening remarks and introductions, which were »llowed by the structured scussions
organized around the consultation questions. A :w minutes were provided near the end
of discussion for final comments, and rief eval ition of the consultation p cess. The

Department prepared a report after each meeting.
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summarizes the policy strategies described in the doc nent. The first four hapters
establish the background and evidence that supports the policy recommendations
developed out of the consultation process by Ludlow and Farrell. The remaining six
chapters discuss the details of the policy recommendations and conclude the document.

The first chapter of the \. _.ite Paper, “Purpose and Process”, discusses the
importance of educaﬁoﬁ to Newfoundland and Labrador. According to the White Paper,
“In Newfoundland and Labrador, education is regarded as a mainstay of our society™
(Government of Newfoundland and Labrador, 2005, p. 1). This chapter also outlines the
government’s purpose in under ing the White aper process, and provides details about
the White Paper process itself. The content of chapter one was discussed in the previous
section of this chapter, as it deals with the purpose of the White Paper process, and the
practices involved in its construction.

Chapter Two, “Building on Principles”, clarifies and builds on the principles —
accessibility, affordability and quality - that pur rtedly guided the government’s vision
of post-secondary education during the consulte n process. This chapter also describes
additional principles that arose from the consult: ons — collaboration, sustainability and
accountability. These principles support the go© rnment’s aim ) create a ““learning
culture” in which educationis: 1asvalual :t (and by) all citizens throt “iout life, and
is accessible, affordable and of high quality (Government of Newfoundland and
Labrador, 2005). The definition of each of the principles developed durii  the White
Paper process is shaped by the notion of life-long learning and the view that higher
education is a means to social and economic development in Newfoundland and

Labrador.
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environment and non-traditional fields of stuc  Indeed, it is not even known if such
goals are consistent with what students want. Thus, the strategies outlined in Chapter
Seven address issues of ‘access’ to post-secondary educational institutions, particularly as
regards the presumed necessity of student data sharing between Memorial and CNA.
Additionally, ways of sharing resources and infrastructure between Memorial, CNA and
other community organizétidns in regard to library services, housing, and disability
services are highlighted (pp. 55-8). While strategies encourag g sharing could ease the
transition process for students transferring to Memorial from CNA and vice versa, as well
as disabled students, library patrons and students who live in residence, it is largely
unclear how any of these strategies could help rural women specifically. It appears as
though the strategies highlighted in the chapter focus on ways to cut institutional costs as
opposed to addressing real issues of students.

Given the emphasis on one kind of post-secondary education (for conomic and
social development), the em;j is on linkages between post-secondary education and
industry, and the pre-occupation with financi: y-oriented policy recommendations, |
argue that implicit in the Whi  Paper approa:  to education .a model of the learner
based on economics - an autc »mous consun  (Brule, 2004 - and what some feminists
have termed a ‘masculinist’ conceptualization of the individual (for exan le, Leathwood,
2006). This means that the White Paper expects individuals to approach post-secondary
education in an autonomous and in  umentally rational way by exercising ‘free’ choices
in education, thereby prioritizing the kinds of  ast-secondary programs the government
has deemed economically ‘relevant’, and excluding others. Moreover, the White Paper

considers women and rural people only as distinct and separate groups, and in doing so,
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secondary education and the learner align with rural women’s engageme: ; with post-

secondary education?
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sense of having little career mobility, coupled v h her duties as a mother, as contributing
to her decision to return to school. Marguerite stated that:

...I'paid off my loans and then I thought, ‘My daughter’s getting older. She’s

gonna leave. Um, [ work a waitress job. Like, my education and that is redundant

now it’s so long ago, you know. And I want to see her, want to be around her
and my grandkids. If she’sin BC how a [ going to go see her with a minimum
wage job?...0kay, you work in the local restaurant, uh, w my boss is expanding
and stuff, but what if he decides one day 1at he doesn’t want it any ore? Where
am [? I’'m in a rural town that’s getting aller all the time. Like, where’s my

future? Where is my daughter’s future ( 13)?

The accounts of Marguerite and Jennifer :tlect the view of education as a
credential (Britton & Baxter, 1999). For them post-secondary education is | attempt to
achieve upward mobility, a meaning associated th students and families of working
class backgrounds (Archer & Hutchings, 2000; ine & Waller, 2004; Britton & Baxter,
1999; Leathwood & O’Connell, 2003). Even th 1gh Marguerite’s mother was once
employed as a teacher, she was also a single mo 2r who struggled to provide for her
family in a similar way to the struggles of Jennifer’s parents. Thus, the accounts of
Marguerite and Jennifer subscribe to the view ac cated in the White Paper — that post-
secondary education is an individual endeavour it can help overcome social problems,
such as poverty, through upward mobility. However, Marguerite’s account indicates that
her duties as a mother are paramount. She does ive a partner, but feels financially and
personally responsible for her daughter and told e that she considers herself to be a
single mother. Additionally, like other women in rural Newfoundland, Marguerite

performed unpaid care work for her elderly mother. Marguerite, like many other rural

Newfoundland women since the closure of the fishery and restructuring of the logging
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did not see their post-secondary education as a way to earn jobs in any of t|  industries
the White Paper forecasts to be profitable in the 1ture. Rather, the women discussed
post-secondary education as a credential in the «  1text of their ves as middle- and
working-class young women, single mothers returning to university in pursuit of a
profession, and as working wives and mothers | Hking to create a secure future for
themselves and their families. As the following section shows, there were also non-
economic reasons education was viev 1 as ‘good’ for some women.
6.2.2. Post-Secondary Educatic as ‘Good’: Non-Economic Aspects

In contrast to the accounts discussed ab« 3, on other occasions in the interviews,
the women articulated non-economic reasons for their enrollm:  : in post-secondary
education. For example, some women indicated that they wanted to make their parents
and families happy. For these women, university was ‘normal’ and unque »>ned. At
other times, a university degree was related to status, particularly for those from rural
families that do not have a fam /le cy of uni' -sity graduation and who were the first
person in their extended family to enroll. For st others and at other times, post-
secondary education was articulated as valuable >r its own sake and as something that
makes one happy. For some older women with families, university is ‘something for me’
after a life dedicated to others. ewer employment and leisure opportunities for women
in rural areas than for men were also articulated as significant reasons for enrollment in
university. In contrast to rural women, post-secondary education is understood as less

necessary for rural men, who :quently move to Alberta to wo , or join the Canadian

military.
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6.2.2.1. University is ‘Normal /Expected

The White Paper portrays rur:  students as experiencing 1ancial barriers to
participation in post-secondary education, and difficulty integrating into the academic
environment while living away from home. Strategies aimed at bringing post-secondary
education to rural students are among the possil : solutions the White Papc authors
devise to address this problem. While the White Paper assumes that rural students require
assistance participating in post-secondary education, my data shows that for some female
students from rural Newfoundland, enrolling in _ »st-secondary ¢ catio is not
problematic, at least not initially. Such was the case for Joanna (20s, Sociology major,
Smallwoodville) and Colleen (40s, Psychology ajor, Steel Harbour). These women
expressed going to university as largely taken fi granted and i vitable due to familial
expectations. The following quote from Joanna expresses the expectations surrounding
this decision to enroll in university:

There wasn’t really any question on whether or not | was gonna go to university.

Like, I didn’t even think that I wasn’t at 1y point in time. Just kinda like- my

sister went away right af “ she graduatc It just wasn’t even spoke of, I just

thought I would be going away... (p. 5).

Thus, enrolling in post-secondary education seemed to be a “normal’ part of the lives of
Joanna and Colleen.

That university is ‘normal’ for these two omen indicates ideas about education
passed down through the family. Colleen, who st enrolled in university in the early
1980s, expressed the rationale behind her enrollment as follows:

...just because education was always so portant in the family. Y¢ know, all of

my brothers and- all of my aunts and uncles are all, you 10w, unive ity

graduates and...Um, it was just expected. You didn’t even question it. It didn’t
occur to me that there was anything else (p. 12).
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Colleen told a similar story to that of Marguerite regarding the r¢ :tions of family
members to her return to university. She stated at:

My husband thought that I- you know, * 1y do you need to go to university?

You have a job’. ‘Cause 1at was hisup inging. You know, they thought I had

some big fabulous job ‘cause I wasn’t w <ing 10 weeks and collec 1g

employment insurance. I said, ‘Yes, bu ’s not enough for me’. So he thought
that this was part of my devious planto  : an education and then leave. Uh, it

wasn’t, but those were his insecurities (p. 18).

In Colleen’s account, university is viewed by f  ly members as a place one goes in
order to leave the community.  us, these women are viewed with suspicion by family
members and friends.

Such accounts of surprise and disapproval on the part of community members’*
and family towards the women with ¢ ldren i | ies community expectations about
women’s place being primarily in the home, and women’s lives being deve  d primarily
to the needs of their families. Attempts by the women to either improve th  own
material circumstances (and those of their families) or to assert some independence seem
to be viewed with suspicion and scorn. Even though these women struggle with how they
think they are viewed by community members, > accounts of women with children and
spouses demonstrate that university fi such we  en may be partly a way to break out of
dominant rural constructions of womanhood that confine women’s place as within the

home, family, and community. Simultaneously, for the women with families and

spouses, university can be seen as a way to asse autonomy. This theme is evident below

4 Corbett (2007), in his study of formal education in rural Nova Scotia, suggests that community attitudes
toward formal education may be theorized as ‘resistance’  sed on community- and gender-based “habitus’.
It is beyond the scope of this thesis to develop the notion of resistance further here, but see Corbett (2007)
for more.
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into careers such as engineering. The ‘right’ ec ation can promote gender equality by
enhancing employment opportunities available ~ women in male-dominated fields, such
as science and technology. However, the reality of women’s decision-making is much
more complicated than the White Paper assumes. These women were well aware of how
others perceive their liberal arts education; they are told it is useless. The following quote
from. Jdanna is representative:

...even in the Muse, like, they ad this, like, Editorial, like two homeless people

burning Arts degrees to :ep warm, right? Like, people- it’s justa« mmon

kinda- everybody says it, you know what [ mean? (p. 16).
Even the women themselves express acceptance fthe idea of the worthles ess of an arts
degree. When I asked Cara if getting a job after aduation was important to her in her
decision-making, she said:

...I’m doing Classics, | mean, unless I decide to go on and do, um,1

Master’s...this is what people ask, they’re like, *Oh, you’re doing Classics. What

the hell are you going to ) with that when you graduate?’...right? [ mean, lot-

that could be said for a lot of the Arts d¢  es, actually, you know... (p. 14-15).
Thus, all of the women (with the exception of Colleen and Elizabeth, who already had
careers) were considering earning additional credentials as a librarian, teacher or social
worker, to name just a few examples. 1ese traditionally female dominated occupations
are ‘suitable’ for women in that they involve stereotypically female service and/or care
work, and they provide a “professional’ status in communities. and a potenti ly stable
and secure middle-class income level.

If arts degrees are viewed as worthless in the job market, possibly requiring

additional credentials, and women who choose these subjects accept this to be true, why

do they continue to pursue such degrees? [ argue that these women are not simply










Like Marguerite, Jennifer had been out of school for some time before retu ing and
being exposed to math again. Marguerite and J. nifer both expressed a lack of self-
confidence in their abilities to do math after suc an absence. Thus, the fact that these
women were absent from school for a number of years prior to returning, exacerbated
their experience of math as an intimidating subject.

While all of the women articulated a sense of math and ‘hard’ sciences as
uninteresting and/or difficult, sc 2 spoke of their choice of university majc in terms of a
continuing interest arising directly out of their experiences of living life as a woman from
rural Newfoundland and/or based on gendered i als. For example, Julie,: er having
switched programs three times, fina *decided « her choice of English because English
was always a “passion” (p. 9). This passion, Julie stated, developed as a result of her
experiences of reading with h other and aunts as a child. Each night, her mother
would read a number of stories to her and, in ad tion to this nig  y ritual of reading,
Julie, her mother and aunts would have tea together weekly and informally exchange
books. Regarding these events, Julie said:

Mom has a, uh...her and a cor ;| e of our mily members who are from other

smaller communities, w 1 they all go to my Aunt’s house, they’ll all meet up,

like, Sunday evenings it’s tradition to go » my Aunt’s house and have a cup of tea
and when they go, they’ll, uh, one of ‘em will bring in a bag of books and that’s
what they do. They- they trade off books and en whoever’s...it"s like their own

little private book club (p. 13).

The gathering for tea and the exchange of books at the home of Julie’s aunt each week
reflect the literature on women’s lives in rural Newfoundland describing the salience and

prevalence of exclusively female social relations in rural parts of the island (Benoit, 1990;

Chaulk Murray, 1977; George, 1995). Accordii to Julie, the informal all-female
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Recruitment initiatives and scholarship opportunities will not be enough. Additionally,
leaving such initiatives to post-secondary educational institutions to take up (or not) is not
sufficient for a government that claims to be interested in the ¢ 1cational choices of
students. Taking into account Davis: d Steiger’s (1990) argument about the gendered
structure of math and science curricula in Canac n schools and universities. the White
Paper strategies cbuld also recommend a review of post-secondary and sccondary level
math and science curricula with the aim of making such subjects more accessible to
women. A review of the White  er should also be conducted in order to re-
conceptualize post-secondary education in ways ther than its contribution to economic
success. | see Marguerite’s social concerns as being in direct opposition to the
constructions of post-secondary education andt  learner evident in the White Paper.
The document dedicates only one small section its entirety to the topic of community
development, and social concerns, such as equity, are reconfigured in economic and
individualistic terms. A liberal arts education, I g associated with the goi of social
justice, should be a part of educ on policy, lest 1e provincial government sk reducing
its definition to economic competition. The ‘social’ need not be taken out ¢ social
concerns.
6.2.3.2. Rural Education and Gendered Academ  Subject Incli 1tions

In addition to experiences in gendered communities, the specificitics of education
in rural places also shaped the women’s engagement with math and science subjects.
Cara told me that she used to perform well in math class, until her 1 1t grade teacher
became ill and the school had culty replacing him. After that, she did not like math.

Cara told me that:
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...[W]e had a series of substitute teachers who didn’t know what the hell they were

doing. I mean, these were, like, gym teac s, right? Um, and I think- well, I had to

go to summer school...I went with over h  'my class. Everybody failed. Cause

again, your standard class test at the end of the year and everybody w , like, you

know, ‘What the hell is this?” Cause you had substitute teachers all semester (p. 8).
Cara’s account is indicative of an inability on the part of the school board t replace the
regular math teacher with a qualified substitute. Her experience highlights the ways in
which such problems with the school system or e island have profound effects on the
educational experiences of students. Alternativ. , given that Sawmillville ; the site of
one of the few rural community college visual arts programs, Cara was able to cultivate a
keen interest in art and relationships with peers 10 nurtured her interest.

Jennifer intended to study business at university, but after failing Economics, she
was required to rethink her decision and choose something else. Eventually, she landed
on the decision to study Folklore. Jennifer told 2 that she took folklore on the
recommendation of a friend, who said that it was a good elective to boost ¢ :’s Grade
Point Average (p. 21). This is an instrumental orientation informed by Jennifer’s failure
in economics. She links this failure to her experience of learning 1 rural Newfoundland.
Jennifer told me that:

...I think that, like, I grew up with parents who didn’t really know how to read

and write so I’ve been s ggl 1 with that for a long time because I didn’t have no

one to read to me or show me what these words was or all that, so...(p. 17).
Furthermore, Jennifer perceived her schooling in rural Newfoundland to be different from
that which is offered in St. John’s. According to Jennifer:

...they stick you into Academic English and they were- then you get a paper back

and they’re like ‘run-on sentence’ and all this, and like, ‘your sentences are not

complete sentences’, but they never would teach all that, like, our school didn’t

teach people what nouns was, verbs, anc  »u probably heard this from other
people, like...like, it’s a g thingout in  -al Newfoundland, like, they don’t
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of biology and chose to major in psychology, a subject she took on the advice of her
brother and one in which she was able to achieve grades in the upper 80s and 90s.

While the White Paper addresses the difficulties of providing a quality, affordable
and accessible post-secondary education to rural areas (Government of Newfoundland
and Labrador, 2005, p. 14), nowhere does the document mentic how rural secondary
education may impact students’ engagements with post-secondary education.
Consideration of rural schooling must be taken to account in order to effectively
achieve an accessible post-secondary educational system. It will not be sufficient, as in
Chapter Seven of the White Paper, ‘Strategies for Helping Students’, to focus on the
sharing of student services between Memorial U  versity and Ct  ege of the North
Atlantic. Addressing the real ¢ icational needs f students, particularly ru | women in
the areas of math and science, is necessary. M« over, it is necessary for governments
and educational institutions to encour ;e wome who want to study liberal rts subjects,
and help them visualize and achieve career goals. This is important, given that the
women who did not already have careers each felt confused about her care. options, and
expressed the belief that her education would n be sufficient to find and ] :p adequate
employment. As we shall see in the following section, some of the vag 1ess about the
women’s career options comes from the possibi y that the desire to enroll in post-
secondary education is related to some of the women’s desire to simply leave rural

communities.
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independent. Thus, for Cara (and Jennifer, Joar a and Alicia), going to university is a
very positive development and leaving home was not very ditficult.
6.2.3.4. Cutting Ties and Sacrificing Time. Positive Aspects of Home

Not all of the rural women spoke of lea> 1g home in positive terms. The older
women spoke of the difficulties of being a university student with a family. For example,
while Marguerite’s decision to leave her home was p  ly to escape a stressful life there,
her decision was not easy. Marguerite struggled with the perceptions of her friends and
family, and she also expressed sadness about the difficulty of leaving her home and
family to come to Memorial. When I asked her ow it felt to be in St. John’s, Marguerite
told me that:

Some days, it’s just really, really hard a ...I t semester | had 3 international

roommates and, uh, they would say, well, ‘1 miss home’ and like 1 told them, you

know, ‘I miss home. In ybe aNewfo dlander, but I’'m not from St. John’s and

all my family is away. I miss them’(p. 17).
Marguerite was the only student I interviewed t articulate a st ng sense of missing
home, but every woman (except Jennifer, Joanna, Colleen and Elizabeth) expressed
sorrow over their belief that they would likely not be able to return to their home
communities to work in the future. Regarding this predicamer ©= Marguerite stated that,
“You have to do more. And then you do more. You’renot gc  to move back to rural
Newfoundland. So you gotta be willing to give p everything” (p. 31). Marguerite said
that work opportunities in rural Newfoundland are not enough to survive on. According
to Marguerite, ““...you have to|  willing to cut your ties and leave. This is probably why

I didn’t return earlier because I couldn’t cut my es. My daughter was too young, like,

you know, my family...” (p. 32). Thus, inadd: i to Margue e’s guilt about having left
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my mind changed and now I’'m doing a Sociology degree and I’'m going to apply

to Social Work but [ mean, I’m just doing these things because they come up. |

have an interest in that, so I can do it. Because even though I’m older, I have all
the time in the world. Do you know? You don’t, I think I’ve learned not to push

it, like, not to worry about it, stress about it (p. 7).

Thus, for Marguerite, Colleen and Elizabeth, sti ying for the experience and for
themselves means that economic considerations f earning a degree are not of sole
importance. There are other factoré iﬁvolved associated with the fact thatt 'y are older
women who no longer have the urgent priorities of providing and caring for a family.
Such non-economic considerations are not acco 1ited for in the White Paper
conceptualization of post-secondary education for economic success.

As we shall see in the fi owing section, niversity as something one does for
oneself is not solely common for the older women with families. Young women spoke of
university as a way to do something that makes them happy. S h priorities are passed
down through the family.

6.2.3.6. University for Happiness.: Place, Fami and Academic Subject Choice

In addition to its role of the rural place in shaping rural women’s enrollment in
post-secondary education, the rural p e alsos pes their academic subject preferences.
According to all of the interviewees, happiness 1s a major priority in terms of deciding
what to study in university. Studying something that did not i1 rest them would not
make them happy, and they were not willing to sacrifice happiness for an e icational

pathway they thought would get them a job quir ly after graduation. Cara told me that,

prior to enrolling in unive  ty, she considered a skilled trade. She said:

Actually, I- there’s a- a friend of my Mother’s who’s a- a welder she...said it
was, um, very reward  ..and she re :njoyed it...and it was :at skill to
have and the pay was excellent. You ’t have to go to school tor very long,
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finding jobs and earning equal salary to their vocationally-oriented counterparts (see
Adamuti-Trache, Hawkey, Schuetze, & Glickman, 2006; Anisef, Axelrod, & Lin, 2001;
Walters, 2004), the public view still persists that a liberal arts education is worthless, and
even silly (see, for example, Fulford, 2007). How do other rur. Newfoundland women
see their post-secondary education? Do they ex rience conflicting pressures (as did)
when deciding what to do with  :ir post-secondary education? This study a way for
me to fill some of the gap in knowlec : on rural women and education, and a way for me
to use research and my experiences to critique dominant views about post-secondary
education.

The timing was appropriate for a study such as this one, given that just around the
time I commenced my Master’s degree the Progressive Conservative provincial
government committed itself to chan; 1g the pc -secondary educational system in the
province. How does the government see the significance of post-secondary education in
Newfoundland and Labrador?  »w does the g¢ :rnment aim to change the system of
post-secondary education on the island? Do the views and strategies evident in the White
Paper align with those of rural women studying liberal arts subjects at Memorial? Based
on reflections upon my own e ational and work experiences, for my Master’s thesis |
decided to explore the fit between rural women perspectives and experiences of a liberal
arts degree with the strategies and ideologies in the White Paper.

I recruited a total of eight rural women { m the island of Newfoundland to
participate in semi-structured in  views reg ding their educational decision-making. In
addition to these interviews, I analyzed the Provincial White P er on public post-

secondary education, Foundation for Success: White Paper or. ublic Post-Secondary
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Education (Government of Newfoundland and Labrador, 2005). 1 used 1ts from
Dorothy E. Smith (1987, 1990a, 1990b, 2005) and her colleagues (Ng, 1995) to inform
my qualitative textual analysis of the White Paper, as well as Smith’s standpoint theory,
in addition to social constructionist theories of ;| 1der and place (Little, 1997; Massey,
1994; McDowell, 1999; Whatmore, 1991; Whatmore, Marsden, & Lowe, 1994) to
analyze the White Paper and my interviews.
7.1. A Brief Summary of the Research Findi1 s

My analysis of the White Paper revealed that its content is shaped by neoliberal
ideology and human capital theory. 1 >und ve main themes in the White Paper, all
consistent with this ideology: 1) that post-secor ry education is an unproblematic good;
2) that the benefits of post-secondary education derive from the economic ¢ portunities it
provides to individuals and by extension the province, and subjects that are 10st directly
relevant to the economy are the best way to achieve the benefits of post-secondary
education; 3) that governments should advocate 1e increased participation ot all
Newfoundlanders and Labrador 1s in education for economic success, especially non-
traditional groups — including w«  :n and rural students — who are in need of greater
encouragement to participate in post-seconc 'y lucation generally and in directly
marketable programs, such as science, technology and engineering; 4) that a business
model is the best way to achieve goals; and 5) t!  the practice of themes one to four
described above will eliminate gender based and regionally based income disparities and
increase the economic potential of the province.

In a similar manner to the White Paper,  the women | interviewed spoke of their

education in positive terms - as = >0d’ - and most linked their education in some way to
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APPENDIX A: Programs Excluded from the Study

Applied ethics

Abor™ 'nal Studies

Canadian Studies
Communications Studies
Creative Writing

Drama and Music

English as a Second Language
European Studies

Film Studies

Geographic Information Sciences
Heritage Resources

Law and Society

Newfoundland Studies
Performance and Communications Media
Police Studies

Protessional Writing

Russian Studies

Women'’s Studies

Humanities

Medieval Studies



APPENDIX B: Initi: Sample of Class Presentations

ANTH 3409 War, Violence and Society

ANTH 3064 Anthropology and the Study of Social Problems

CLAS 3070 Theme and Genre in Greek and Roman Poetry

CLAS 3310 Greek Tragedy
ECON 3550 Mathematical Economics I

ECON 3000 Intermediate Micro . .1eory |

ENGL 3901 Introduction to Creative Writing: Poetry

ENGL 3819 Gothic Fii on

FOLK 3100 Folktale

FOLK 3950 Women and Traditional Culture
FREN 3503 Study of Theme

FREN 3101 Stylistics and Textual Analysis
GEOG 3140 Biogeography

GEOG 3610 Cultural Landscape

GERM 3000 German Film 1

GERM 3010 Advanced Gert

HIST 3110 History of Newfoundland to 1815

HIST 3490 History of Ireland Siit  the Great F;

LING 3000 Morphological Analysis
LING 2301 Generative Phonol« 7

PHIL 3800 Descartes

Iine



PHIL 3730 Plato

POSC 3791 Newfounc nd Corrections: Policy and Practice
POSC 3430 Latin American Politics

PSYCH 3900 Design and Analysis 111

PSYCH 3100 Social Psychology

RELS 3811 Contempérafy Alte  ative Spirituality

RELS 3650 Religion and Social Justice

SOCI 3150 Classical Social Tt ry

SOCI 3395 Deviance









APPENDIX E: Contact Card

Name T-partn t Email

Dot Nays ™3







participant, and wish to discuss them with someone other than Monique Bourgeois, please
contact: Chairperson, ICEHR a' © " 2mun.ca or by telephone at 737-83¢



















