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CHAPTER ONE

INTRODUCTION

When Ishmael, the melancholy narratoMifby-Dick declares “a whale-ship
was my Yale College and my Harvard,” this may reflect the authon8icted
acknowledgement that his education on the deck of a whale ship replaced what he
might have received at an ivory-towered institution. Melville’s own education was
cut short due to his father’s failed business as an importer and his early death (Hovde
2003). But Ishmael’s statement also hints at the stratification of Amesocaety,
divisions that might shape a distinctive working class epistemology—a kind of
knowledge different from the knowledge acquired by those who attended college.

While the example Melville provides illustrates barriers to higher eidumcat
present in the mid-nineteenth century, one could argue that the history of American
higher education since that time represents an increasing promise obimd¢arsi
working class people. The Morrill Act of 1862 and 1890 and the accompanying land
grant movement are examples of federal legislation that expanded the purposes of
higher education and signaled symbolically the opening of universities to the sons of
farmers and miners. The G. I. Bill of Rights (1944) provided financial resofoce
soldiers returning from World War |l to attend college and made aacésgher
education possible for many who would become first-generation college students.
The Higher Education Act of 1964 represented a watershed moment not only in its
unprecedented federal support for higher education, but also in the financial means it

provided to enable low-income students to attend college.



Expanded access to higher education in the 20th century accompanied the idea
that a college education could be a powerful vehicle for social mobility. Working
class students and their families perceived college as paving the way te-plad
status (Bowles & Gintis, 1976; Jencks & Riesman, 1968). Despite the inclusion of
more working class students in higher education today, the college expdadenc
such students is at times remarkably different from the experience rofmtidelie-
and upper-class peers. A significant difference in the experience of woltasgy
students is that they often must work, at times for long hours and away from campus,
in order to afford college. This dissertation explores if the necessity afidindi
employment shapes working class students’ college experience and influgndes
different social and academic outcomes than for their middle- and upper-cless pee

Alfred Lubrano’s (1994) book,imbo: Blue-Collar Roots, White-Collar
Dreamsdepicts the kind of cultural clash that working class students experience when
they attend college. For Lubrano, a Brooklyn bricklayer’s son who graduated from
Columbia in the 1970s, college represented his first encounter with the upper-class.
As a first-generation college student, Lubrano describes how even his ¢eEssma
style of dress was foreign to him. He depicts his more privileged peessckiess
men” who wore “khaki pants” and “wrinkled dress shirts” to class after rolling out of
bed in their campus dormitories (p. 73). Lubrano explained that, in order to afford
college, he rose early to commute to school on the subway and held down a work-
study job in the Columbia law library. Lubrano spoke of his engagement in a kind of
class warfare against the arrogant and privileged law students whehtdienig-

shelved the books from their study carrels. When the law students complained about



Lubrano’s strict adherence to the rules, he described how he would use his physical
size to intimidate them into compliance.

In Lubrano’s (1994) example I find elements of what French sociologist
Pierre Bourdieu (1977; 1984) termed tlabitusthat shapes and defines working
class students’ experience while in college. Living at home and working odd hours
become part of the expected and perhaps unexamined “rules of the game” that
Bourdieu suggests form the hidden constraints associated with one’s socialrclass. |
the early chapters of Lubrano’s book he explains that his working class gackets
understanding of the kind of effort required to succeed at an elite institutiomnoubr
comes to the conclusion that his pattern of work and school while at Columbia shaped
a very different social reality for him from that experienced by his mditesat
classmates. According to Lubrano, this experience influenced everything in his
college life from the kind of women he could date to the development of important
social contacts. He says of his experience at Columbia that: “A casipakt of the
immersion in the middle-class would have been to find peers among the new class,
relationships to solidify the transition” (p.75). Instead, Lubrano reflects that hi
experience was largely disconnected from that of his more privileged el@ssm

Lubrano’s (1994) example demonstrates the kinds of tensions that may shape
the working class studenttmbitus His experience at Columbia, however, is
anecdotal and occurred over 30 years ago. In addition, | assert that thd clasira
and isolation that Lubrano experienced at Columbia is shaped by the institutional
context. The amount of cultural isolation that students feel when they attempt to

balance the dual role of employee and student will vary greatly dependihg on t



college or university they attend. The feeling of sacrifice a student ingaak a
result of working long hours at an off-campus job will likely be more pronounced for
the student attending an elite private institution where the student’s peéssa
likely to be working. The community college student who lives at home and works
might not experience the same sense of isolation and sacrifice becausehisthi
institutional context the majority of students are likely to work. Nonetheleisei
next section of the chapter | devote my attention to the broad charactefistics
student employment as they are experienced by an increasing numberge colle
students who work while going to college. In addition, | focus on the specific
challenges employment presents to working class students.
Statement of the Problem

The percentage of full time college students who work while in school has
increased steadily over the past three decades. Hexter (1990), for example, shows
that the percentage of full-time students, ages 16 to 24, who worked for pay increased
from 35% in 1972 to 46.5% in 1988. McMillion’s (2005) analysis of the data
available from the 2003-04 National Postsecondary Student Aid Survey (NPSAS)
indicates that 78 % of all undergraduates worked during the 2003-04 academic year.

While reasons for the increase in the percentage of undergraduate students
who work may vary, recent data from the Cooperative Institutional Research
Programs (CIRP) annual survey on freshman norms suggest that more students report
that they must work while in school to help cover the cost of attending. For example,

the percentage of freshmen replying that chances were very good thabtliidy



have to get a job to help pay college expenses increased from 39.5% in 1995 to 46.8
% in 2005.

Another concern in college student employment is the number of hours per
week that students spend on the job. King and Bannon (2002) indicated that of all
full-time students who also worked in the 1999-2000 academic year, 46% worked 25
or more hours per week and 20% worked 35 hours per week or more—almost the
equivalent of full-time employment. Despite the amount of time that college
students devote to work, King and Bannon (2002) indicate that 84% of those who
work still “identify themselves primarily as students working to meet gelle
expenses, in contrast to employees who enroll to take credit classes” (p. 1).

While less information is available about how college student employment
may vary across institutional type, the high numbers of undergraduate student
working while in school is common at all institutions. Although working has long
been a part of the experience of community college students, the greateseiircreas
student employment has been at public and private four-year universities&Ster
Nakata, 1991).

The trend which finds an increasing number of college students on the job, in
some cases for long hours, suggests that the work experience of collegésstude
should be of interest to both administrators at institutions of higher education and
policymakers. College students’ work experience is an important topic not only
because work has increasingly become an essential part of an undergraifieidte’s |
also because the type of job students hold, and the amount of hours they work, may

affect the quality of the student’s experience in college and their hahsaccess.



While previous research has done an effective job of identifying how certain
conditions of employment (e.g., off-campus work and work that exceeds 25 hours per
week) negatively impact retention and time to degree (Gleason, 1993; King, 2002;
Stern & Nakata, 1991) what is less clear is how the amount and type of work students
pursue appear to influence other aspects of the student experience such ag academ
choices, co-curricular involvement, and social life (Cheng & Alcantara, 200Mat
is even less clear is how students make choices about balancing work and school and
if these choices vary based on student characteristics.
Work and Unmet Financial Need

Research on college student employment frequently attributes the high
percentage of working students and the high average number of hours they work to
unmet financial need (King 2002; Pascarella, Edison, Nora, Hagerdorn & Terrenzini,
1998; Stampen, Reeves, & Hansen, 1987). Unmet financial need is a financial aid
term referring to “the adjusted (to reflect attendance status and hobsiog)c
student budget less all aid (including loans) and the student’s expected family
contribution” (King, 2002, p. 14). A 2002 report of the congressional committee on
financial aid claims that unmet need has been increasing over the past seastes de
due to higher college costs and a declining share of the expenses covered by grant a
(Advisory Committee on Student Aid, 2002).

Previous research has documented dramatic differences in unmet financial
need between lower-income and middle-and upper-income students. King (2002)
used data from the 1996 Beginning Postsecondary data set (BPS) to make

comparisons between lower-, middle- and upper-income students and their unmet



financial need. She concluded that because “the average family contribution-for low
income students is very small they face an average unmet need that is mdnesthan t
times that of middle-and upper-income undergraduates” (p.19). King shows that the
magnitude of unmet financial need for low-income students is even greater when one
considers that the amount

($ 3,556 for her sample from the BPS) represents between 28% and 42% of the
annual income for families from this group. By contrast the average amount of unmet
need for middle-and upper-income groups ($994) represents about 1% of their
families’ average annual income (King, 2002, p.19). The strain of managing their
finances may be further exacerbated for many low-income collegentstudieo

choose to work because the maximum amount they can earn may be restricted if they
are to continue to qualify for federal Pell Grant support ( Burd, 2003).

Despite the dramatic differences in unmet need between socioeconomic
groups, and the obvious conclusion that we might expect to find working class
students on the job more while in college in order to meet college expenses, very few
studies on college student employment have taken social class into accagnt (Ki
2002; Walpole, 2003 are possible exceptions). The shortcomings of previous research
on student employment to consider social class is particularly glakiag the
disparity in graduation rates between low-income and middle- and upper-income
students (Carey, 2004).

Purpose and Significance of the Study
This dissertation attempts to address the shortcomings of previous empirical

research on student employment by examining the work experience of undergraduate



students from a social class perspective. The purpose of the study is to better
understand how students make choices about work and school and to examine if these
choices in turn influence different social and academic outcomes for stuaents fr
different social class backgrounds.

In her report “Crucial Choices: How Students’ Financial Decisions Affect
Their Academic Success,” Jacqueline King (2002) demonstrates how the sgemingl|
insignificant financial choices students make during their undergraduats,ca
including student employment decisions, can impact whether or not they successfully
complete their degree requirements. King’s report poignantly demonstratas tha
significant number of college students make poor decisions about how much to work
and how to finance college. King concludes that students have the greatest chance of
completing their degree by going to school full-time, working less than 15 peurs
week, living on-campus, and taking out student loans to cover the remainder of their
unmet need.

Despite these findings King'’s (2002) report documents that less than 6% of
first-time college students (based on her analysis of the 1996 BPS data sethedopt t
strategy of working a limited number of hours and combining work with borrowing.

In contrast she finds that nearly 45% of first-time college students fromP8e B
chose the least successful strategy—borrowing nothing and working 15 or more hours
per week.

Despite the fact that many students may make poor choices about balancing
work and school, and that these choices may have particularly negative consequences

for working class students, little is known about how college students make such



choices. This dissertation holds the promise of contributing to the empiricalalese
on student employment by conducting an in-depth examination of how students make
work-related choices.

In this dissertation | examine if a particular university, through tuition
policies, institutional characteristics and academic requirements, dappetinences
the choices students make about working while in college. In addition, | explore if
the social class of the majority of the student body will affect certainrgtndems
about work choices. | speculate that the policies and practices of the mstiaty
combine with student norms to create a unique institutional context that frames the
student’s work experience. As a result the study could add to our understanding of
the effects of student employment by examining it as a function of the dialectic
relationship between student choice (agency) and institutional control (s#juctur
Therefore, this research holds the promise of informing institutional politgadlé
assist with the recruitment and retention of working class and first-generalliegec
students.

Theoretical Framework

In order to explain how students from different social class backgrounds make
student employment-related choices, | employ the theoretical cosdtnattrench
sociologist Pierre Bourdieu (1977, 1984) developed through 30 years of empirical
research. In Chapter Two | discuss each of Bourdieu’s theoretical cosisindc
develop a model that applies these constructs to my study. Bourdieu’s key ¢snstruc

of habitus, capital, fieldandpracticeform the basis for the conceptual model.



Robbins (1991) compares the primary aim of Bourdieu’s sociology to poet
Gerard Manley Hopkins’ depiction of a bird in flight. Robbins says of Bourdieu that
his “main interest from his earliest work to the present has been in human rafations
action” (p.1). In this study | apply Bourdieu’s constructs in a manner consigtant
this aim. | believe that the everyday choices students make about work and school
represent what Bourdieu cafisacticeand are an appropriate focus for an
investigation applying his constructs.

Bourdieu’s work also stands as an important critique of thec2ftury notion
that the expansion of educational opportunity reduced social inequality (Swartz,
1997). Bourdieu’s analysis of the French educational system in particular @ourdi
& Passeron, 1977) reveals how the processes and policies of educational institutions
tend to reinforce and perpetuate social class difference rather than to provide a
vehicle for social mobility. By focusing on certain characteristiostadt | define as
thefield (the campus where the student attendsftempt to account for the ways in
which students’ employment-related choices are shaped or constrained by the
institution. In this way the research seeks to explore the efficacy of usindi®gdar
theory of social reproduction to understand student employment decisions in a
particular context.

By focusing on the work experience of students from different social class
backgrounds within the context of a single institution, the study seeks to understand
how students conceptualize the role of work in their undergraduate experience and if
this understanding varies based on student characteristics such as classahpdcifi

explore if the necessity of finding work appears to influence working stagents to
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pursue employment (e.g., higher paying, off-campus, many hours) that inhibit thei
accumulation osocialandcultural capital and deter social mobility. Moreover, in
keeping with Bourdieu | seek to understand if working while in school becomes a
marker of social class differences and how these differences@eeenced by
students on a particular campus.
Research Questions
The research questions for the study were derived from the conceptual
framework, which is further described in Chapter Two. The study was guided by the
overarching research question:
How do the work choices of working class and middle-/upper-class students
who attend one private four year university reflect Bourdieu’s theoryoidlso
reproduction?
In order to address the overarching research questions the study askedesixsidd-
guestions:
1. What work choices do working class and middle-/upper-class students
make and why do they make these choices? (e.g., whether or not to work;
how many hours to work; on-campus vs. off-campus employment)

2. To what extent do students’ work choices vary by class?

3. How do the work choices of working class and middle-/upper-class
students shape their academic and co-curricular choices?

4. How do the academic and co-curricular choices of working class and
middle-/upper- class students shape their work choices?

5. To what extent do these patterns of relationships vary by class?

6. How do the work choices of working class and middle-/upper
students appear to be influenced by institutional characteristics,
policies and practices? (e.g., tuition policies, academic
requirements, socioeconomic status of the majority of the student
body, employment opportunities)
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Research Method and Research Site

| utilized a case study methodology to explore the employment experiences of
undergraduates on a university campus. The research site for this stualpniveade,
comprehensive Catholic university located in the northeast. As a privatetiostit
with relatively high tuition, the university was a particularly appropriggefer
studying the phenomenon of student employment. King (2002) indicates that on
average unmet need for students in her sample from the BPS is approximately two
and a half times greater at private four-year institutions than at publigdaur-
institutions. The research site (further described in Chapter Three) adnigts
percentage of upper-class students. Many of these students may not work or are
working for different reasons than are working class students. Therefore, the
institution provided a dramatic contrast in student experience.

Within the case study tradition, this dissertation represents a singlaviths
multiple, embedded units of analysis (Yin, 2003). The case under investigation is the
phenomenon of student employment on the campus that serves as the research site.
The units of analysis for the study are students from different socialgetagss and
college administrators and student employers. These units of analysieleeteds
because they should offer unique insight into what shapes the phenomenon of interest
(student employment) on this particular campus. In Chapter Three | discusater gr
detail the criteria for selecting students to be interviewed in the studge Shedents
were selected in equal numbers from what | define as “working class” addlém

/upper-class” backgrounds. The administrators and employers weredblecéeise
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their roles appear to have influence on policy or as employers of students they may
have insight into the role of work for students at the institution.

In following Yin's (2003) recommendations for case study design, latetle
evidence from multiple data sources. These sources included archival data, semi
structured individual interviews with students, and semi-structured interwévs
college administrators. Data collection and data analysis arelsbsariChapter
Three. The design of the study facilitated a thorough and systematic iatiestiof
the phenomenon of interest—students’ employment-related choices.

Definition of Terms

McCarthy (2005) stated that clearly defined terms provide important sguctur
for case study research and a common language to assist in orienting the reade
toward understanding the case. For this reason in this section | identify and define
several key terms for the research. The theoretical constructanelev
understanding the conceptual framework for the study are outlined in Chapter Two.
The following are important terms for understanding the individual case:

Social Classs a collection of individuals who share similar social and

economic circumstances. For the purposes of this study an individual’s family

affiliation is understood to provide the primary orientation toward class
membership. Within the context of this research a student’s social ckass sta
was primarily determined using two commonly accepted proxies—parents’
education attainment (Van Galen, 2000) and parents’ employment (Tokarczyk

& Fay, 1993).
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Working class studentgere be defined as students whose parents did not
attend or had only minimal exposure to college and who were employed in
occupations from the U.S. Census Bureau which have a combined
socioeconomic index (SEI) of less than 50 (Hauser & Warren, 1997).
Middle-class studentsere defined as students whose parents’ educational
attainment is mixed, with one parent completing a college degree and the
other having not attended. Middle-class students’ parents were employed in
occupations from the U.S. Census Bureau which have a combined
socioeconomic index (SEI) between 50 and 100 (Hauser & Warren, 1997).
Upper-class studentsere defined as students whose parents’ educational
attainment includes both parents completing a bachelor’s degree or greater
and who were employed in occupations from the U.S. Census Bureau which
have a combined socioeconomic index (SEI) of greater than 100 (Hauser &
Warren, 1997).
Unmet needvas defined as the adjusted student budget less all aid (including
loans) and the student’s expected family contribution (King, 2002).
Summary
The trend which finds more students working while in college is not likely to
abate. The increasing costs of higher education, and declining support froandtate
federal sources, have caused a shift in the burden of financing higher education from
taxpayers to students and their families (McMillion, 2005). One consequence of the
shifting burden in who finances higher education is a steady increase in the number of

students who are working while they are enrolled and an increase in the amount of
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hours they spend on the job (King & Bannon, 2002; McMillion, 2005). While there
are clear benefits for students who work, including the accumulation of financial
resources for college and the acquisition of skills needed for future cdheers,

amount of time spent on the job limits the time available for studying and
participating in other enriching educational and co-curricular activiti@sners,
Onwuegbuzie & Slate, 2001; Walpole, 2003). For these reasons institutional level
studies, such as this research, are important for colleges and universitesgedter
improving the educational experiences of students who work (Perna, Cooper, & Li, in
press).

While previous research on student employment has done a good job of
identifying how some conditions of employment (e.g., number of hours worked, on-
campus vs. off-campus employment) impacts retention and time to degree theery lit
research has focused on how students make work-related choices and how these
choices contribute to their college experience (Cheng & Alcantara, 2007). In
addition, very few studies focus on how student employment might vary based on
differences in student characteristics such as age, race/ethanctgocial class.

This dissertation filled this void in the previous research by examinin@l¢hat
work played in the student experience and if that role varies based on class.

Previous research on student employment has been criticized for not providing
a theoretical model to explain why students work (Rigger, Boyle, Petrosko 8A
Rude-Parkins, 2006). This dissertation utilizes the theoretical construaesref P
Bourdieu (1977, 1984) to develop one such model. By applying Bourdieu’s

constructs to explore how class differences might manifest themselves threugh t
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work experiences of students | contribute a model that was tested within one
particular university community. In limiting the study to one institution kseedd

to what is primarily a quantitative and multi-institutional dominated bodysefareh.

For this reason one review of this literature suggests a need to conduct “smaller
studies across varied settings with more homogeneous groups” (Rigger et al., 2006).
This study seeks to fill this gap in the literature and recognizes thabtke w

experiences of students will vary greatly depending on the institutionalgsetti
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CHAPTER TWO

REVIEW OF LITERATURE AND DESCRIPTION

OF THE THEORETICAL FRAMEWORK

The goal of this literature review is to develop a framework for my stady a
to situate the study within the broader context of related research. In order to
accomplish this goal | have organized the chapter into four related sections.

In the first section of the chapter, | review the empirical researth tha
examines the relationship between college student employment and studenesutcom
| then discuss some of the shortcomings of this literature, including the faiilure
these studies to identify adequate theoretical models to guide the reseaheh. Int
second section of the chapter, | focus on social reproduction theory as the thleoretic
lens for the study by discussing the work of French sociologist Pierre Bourdieu. |
this section | define each of Bourdieu’s theoretical constructs, and discussitele
studies in higher education that use these constructs to guide the resedretthiid t
section of the chapter | offer a conceptual framework for my study on student
employment using Bourdieu’s constructs. In the concluding section of the chapter
summarize what is known and not known about the topic of college student
employment, develop a rationale for the study, and make a case for the proposed
theoretical framework.

Research on Student Employment and Student Outcomes

While the empirical research on college student employment is fairly

significant in terms of size, the conclusions that this research draws about the

17



relationship between student employment and student success, in terms ofi@cadem
and developmental outcomes, varies and in some instances is even contradictory
(Rigger et al., 2006). These studies have largely taken one of two forms. The
research either uses data from single institutions, collected in respongigoto au
constructed questionnaires (Broughton & Otto, 1999; Furr & Elling, 2000; Kane,
Healy, & Henson, 1992), or utilizes data from multi-institutions extracted laoger,
national data sets (Canabal, 1998; Ehrenberg & Sherman, 1987; Gleason, 1993; King,
2002; McMillion, 2005; Perna, Cooper & Li, in press; Stern & Nakata, 1991,
Walpole, 2003). Table 2.1 is a summary of recent research that has focused on
college student employment and offers a matrix of the variables of interesten the
studies.

Existing empirical research (Canabal, 1998; Ehrenberg & Sherman, 1987;
Gleason, 1992; King, 2002; McMillion, 2005; Pascarella, Nora, Desler & Zusman
1994; Pascarella, Edison, Nora, Hagerdorn & Terenzini, 1998; Perna, Cooper & Li, in
press; Stern & Nakata, 1991) on college student employment usually examines the
effect of employment as an independent variable on one or more dependent variables
such as academic performance, retention, and campus involvement. These studies
vary considerably in terms of their focus and the research methods they enfgdoy. T
section of the literature review offers an assessment of these studiee and th
conclusions they draw about the relationship between student employment and

student outcomes.
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The Effect of Employment on Academic Outcomes

While one might expect that the experience of working while in college would
have a positive “return” by both reducing forgone earnings and preparing students for
the work force once they have completed college, one might also expect emqmtioym
to negatively affect academic achievement. Despite the assumptiorothatgv
might detract from students’ academic achievement; research on theuggests
that unless work involves a significant time commitment (25 hours or more per week)
employment has little or no effect on students’ grades. Some studies suggestitha
when work exceeds this amount there is only a marginal impact on gradeso(Glea
1993).

The majority of the studies that examined the relationship between work and
academic achievement conclude that working, even at times when this work involves
a significant number of hours per week, has almost no effect on grades (Canabal,
1998; Ehrenberg & Sherman, 1987; Gleason, 1993; Stern & Nakata, 1991). For
example, Ehrenberg and Sherman (1987) used data from the National Longitudinal
Survey (NLS) of the high school class of 1972 in order to examine the effects of
hours worked (both on- and off-campus) on the grades of males attending both two-
and four-year colleges. Utilizing equation modeling, Ehrenberg and Sherman were
able to determine the marginal effects of on- and off-campus employment on grades
Ehrenberg and Sherman concluded that neither on-campus nor off-campus
employment, even when that amount was in excess of 25 hours per week, had any
measurable effect on students’ grades. An obvious limitation of the study is that i

included only male students and that it utilizes data that are now four decades old.
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Table 2.1: Summary of Research Published Between 1987 and 2009 on Student

Employment Based on Dependent Variables

Study Dependent Variable Data Set Employed
Cognitive Other/
Grades | Persistence | Development Involvement
Cooperative
Institutional Research
Program: 1985;
Astin (1993) X 1989/1994 follow-up
Beeson & Wessel
(2002) Institutional Database
Illinois Student Survey
Canabal (1998) X X 1990
Cheng & Alcantara Focus Group
(2007) X Interviews
Ehrenberg & Sherman National Longitudinal
(1987) Survey: 1972
Furr & Elling (2000) X Fixed Survey
High School and
Beyond Survey: 1980,
Gleason (1993) X 1982, 1984
Beginning
Postsecondary
King (2002) X Students: 1996:98
National
Postsecondary
Student Aid Survey:
King & Bannon (2002) X 1995/96
Lammers,
Onwuegbuzie, & Slate Study Habits
(2001) X Inventory: 1992
College Student
Experiences
Lundberg (2004) X X Questionnaire 1998
National
Postsecondary
Student Aid Survey:
McMillion (2005) X 2004
Pilot Study for
Pascarella, et al. National Study of
(1994) X Student Learning
National Study of
Pascarella, et al. Student Learning:
(1998) X 1992
National
Postsecondary
Perna, Cooper, & Li (In Student Aid Survey:
Press) X 2004
National Longitudinal
Survey of Youth Labor
Market Experiences:
Stern & Nakata (1991) X 1982
Cooperative
Institutional Research
Program: 1985;
Walpole (2003) X 1989/1994 follow-up
Wilkie & Jones (1994) X X Fixed Survey
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Gleason’s (1993) study is among the first to use longitudinal data that draws
from multiple institutions (High School and Beyond Survey) to explore the
relationship between work and grades. Gleason also is one of the first to control for
student characteristics such as ability level, the quality of the edliégnded, and
other attitudinal variables intended to capture the student’s level of motivation to
achieve in the classroom. After controlling for these variables, Gleasafudes
that on average employment has only a modest effect on grades. He shows that even
working as much as 30 hours per week only results in a small, negative effect on
grades. His correlations demonstrate that a student with a 30-hour-a-week jdb woul
only find his or her GPA reduced by 0.05 points on a 4.0 scale.

A more recent study by King and Bannon (2002) suggests a stronger, negative
correlation between the numbers of hours worked and grades. King and Bannon
indicate that students who work 25 or more hours per week “are more than twice as
likely to report that working had a negative impact” on their grades (p. 2). Hawever
one of the major limitations of this study is that, unlike Gleason (1993), the authors
fail to control for important variables such as the student’s ability level aualgy
of the college they attended. In addition King and Bannon use data from the NPSAS
of 1995-96 and information about the relationship between students’ work and grades
is based only on the students’ perceptions of the effects. Similarly, Perna, Cooper,
and Li’s (in press) analysis of data from the 2004 NPSAS suggests thatea great
percentage of students perceive a negative effect on grades than thosketat b

working has either a positive effect or none at all. They also demonstrateethat
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more hours a student works per week the greater they perceive a negativereff
their grades.

While most of the empirical research on student employment does not
consider differences in student characteristics, such as race and sesiahadew
studies that examine these differences, in at least a cursory fashion, suggest gr
differences in terms of the effect of work on academic measures. Foplexam
Canabal (1998) found that while employment had little effect on academic
performance for the general population in her study, it had a negative impact on
academic performance for African American and Hispanic students. WhigesKi
study (2002) primarily focuses on retention, she does present data that demonstrat
that low-income students’ secondary school preparation is less rigorous than middle-
and upper-income students, and speculates that higher amounts of employment while
in school is likely to have a stronger, negative impact on academic prepaoation f
this group. Research by Lammers, Onwwuegbuzie and Slate (2002) sounds a similar
alarm concerning the academic preparation of those who work many hours. Their
study of 366 undergraduates at a large university in the south found that the students
who worked the most hours lagged behind their classmates in terms of study skills
and missed class more often.

In conclusion, some recent research does suggest that students who are most
at risk due to their academic preparation may face the greatest potentislenega
consequences of work on academic achievement—especially if they work losg hour

However, research has not been consistent over time and is far from conclusive in
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establishing a negative correlation between working and academic achieasment
measured by grades.
The Effect of Employment on Retention

While research has not definitively and consistently shown a strong,veegati
correlation between employment while in college and academic achievement as
measured by grades, the same is not true for persistence in college. iResearc
consistently suggests that working, particularly working more than 25 of hours per
week, has a strong, positive relationship with dropping out of college (Astin, 1993;
Ehrenberg & Sherman, 1987; Gleason, 1993; King, 2002; King & Bannon, 2002).

Despite the consistent finding that working while in college generally
increases the likelihood that a student will drop out, some studies show that under
certain conditions working may have the opposite effect and promote persistence.
For example, Ehrenberg and Sherman (1987) utilized follow-up data from the
National Longitudinal Study of 1972 of high school seniors for about 2700 male
students who attended two- and four-year institutions fulltime between 1973 and
1979. Utilizing logistic regression Ehrenberg and Sherman found that on-campus
employment can affect persistence and degree attainment positiveéy pithi
campus employment and work that exceeds 20 hours per week can have an adverse
effect on persistence. Pascarella and Terrenzini (1998) speculate ttiffetieace
may well be that “on-campus work enhances student involvement and integration into
the institution, while off-campus work tends to inhibit them” (p. 76). Freshmen may
benefit most from the “social integration” that is provided by on-campus

employment. For example, Beeson and Wessel’s (2002) research at a large, public
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university in the mid-west found that freshmen who had on-campus jobs in their first
semester were more likely than their classmates without jobs to be eémndale

spring semester and to graduate within six years. These findings must idereahs

with some caution because the researchers do not appear to have controlled for pre-
enrollment characteristics such as academic ability or SES.

Despite the consistent finding that on-campus work can contribute positively
to retention, research reviewed by St. John (200Reimancing the College Dream
suggests that work-study jobs are negatively related to persistence. nSioiah to
the changing role and purpose of the College Work-Study program (CWS), and
believes that as the trend in federal financial aid shifted from grantsd®warious
forms of “self help,” such as loans and work, the value of the on-campus work-study
job in promoting persistence diminished. St. John (2003) points to the beginning of
the Reagan administration in the early 1980s as the tipping point in which forms of
aid such as work-study started to be “overemphasized” in the financial aid package
(p- 200). According to St. John this policy shift had two consequences, which in turn
negatively influenced persistence. First, St. John claims that the relatwelyage
for work-study jobs caused students to have to work many more hours in order to
“earn” their award. Second, St. John suggests that a “negative stigma” began to be
associated with the work-study job due to its association with low-inconus gpat
200). This latter point which relates to student cultural norms and perceptions is
interesting but has not been studied widely. The idea that certain types of student

employment are marked by class distinctions is worthy of further igadisn.
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King’s (2002) study suggests that college students, regardless of their
socioeconomic class, are equally as likely to work more than the “ide®B’ leburs
per week or less. She suggests that the effects of this strategy mayebe mor
detrimental, in terms of persistence, for students from low-income famiiang
found that low-income students are far less likely than middle- and upper-income
students to come to college academically prepared and therefore may needeo devot
more time than other students to academic preparation. King's researcugdests
that in order to lower costs, and reduce unmet financial need, higher percentages of
low-income students live at home. Although she did not explore this possibility, the
tendency for more low-income students to live at home may suggest that thispare a
more likely to work off-campus, a factor that could further increase the propalbilit
dropping out. While King’s research suggests that some of the employment
behaviors and choices of low-income students may deter persistence, additional
research on the effects of work for students from different socioecononse<las
seems warranted.

Perna, Cooper, and Li’s (in press) analysis of the Beginning Postsecondary
Students data set (BPS: 96/2001) compares five-year bachelor’'s degreeeattainm
and drop-out rates for students attending public and private four-year institutions
based on the number of hours they work. Their results show that while bachelor’s
degree attainment is higher and drop-out rates are lower at private &vur-ye
institutions, the pattern is the same. Students who work 1 to 15 hours per week attain
the bachelor’s degree at the highest rate (84.5 % for public four-year and 91.3% for

private four-year) and are least likely to drop out (7.7% for public four-year and 5.4%
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for private four-year). Students who fair the worst in terms of graduation ratks w
21 to 30 hours (50.5 % for public four-year and 62.7% for private four-year). Drop-
out rates, however, are highest in both institution types for students who work more
than 30 hours per week (32.2 % for public four-year and 17.2 % for private four-
year). One striking contrast between institution types is the relatighybaichelor’s
degree attainment rates for students who work more than 30 hours at private
institutions—53.5%. This compares to only a 29.2% degree attainment rate for
students who work more than 30 hours at four-year public institutions. These results
are interesting and suggest a need to better understand the relationship betkeen w
and persistence within different institutional settings.
The Effect of Employment on Cognitive Development
Despite the fact that employment while in college is a signifieapérience
for an increasing number of undergraduate students, only a few studies have
considered the effect of work on cognitive development. Indeed, two studies on this
topic—Pascarella et al. (1994) and Pascarella et al. (1998)—seem to costraict
of the findings of the research reviewed in the previous sections of this chapter.
The first study by Pascarella et al. (1994) investigated the relationship
between on-and off-campus employment and cognitive gains in reading
comprehension, mathematics and critical thinking in the first-year of colldge. T
authors controlled for pre-college cognitive level and other influences attb®ti
enrollment, such as academic motivation, age, and residency status. The study
indicates little negative effect of either on-campus or off-campus empiayom

these cognitive measures. The study found no relationship between cognitive
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development in these areas and the amount of hours worked (both on- and off-
campus). More confounding is the fact that the study found that off-campus
employment doesot inhibit cognitive gains even though the amount of hours worked
off-campus negatively affected the total hours students spent studying foféeiiee
research suggests that even if working detracts from the time studerdospiheir
studies this does not necessarily inhibit cognitive gains. These findings e lim

that the investigation involved only one institution and a relatively small sample of
first-year students. The study served as a pilot for a larger longituclesitigation.

In their 1998 study Pascarella et al. examined the effects of work on four
measures of cognitive development for first- through third-year students at 23
colleges and universities (18 four-year and 5 two-year institutions). The students i
the sample were participants in the National Study of Student Learnindg. YN$&e
study explored the relationship between work and four dependent variables (reading
comprehension, mathematics, critical thinking, and science reasoning).

The results indicate that working while in school, even when the amount of
work becomes as much as 20 to 25 hours per week, has no negative effect on
cognitive development during either the first or the second year of colleyeevidr,
the study did find that employment had a small, positive effect on a composite
measure for reading and critical thinking in the third-year. The positigetefh
reading and critical thinking held even when the employment was off-campus and
between 16 and 20 hours per week. The study found a small, negative correlation
between on-campus employment and cognitive development in science reasoning in

the second-year. Taken as a whole these two studies indicate that the effect of
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employment on cognitive development is complex and that future research should
focus on this relationship within the context of the students’ maturation over the
course of their undergraduate experience.

The findings from Lundberg’s (2004) study, which utilized a multivariate
analysis of data available from 3,774 undergraduates from a variety of institution
types who completed the College Student Experience Questionnaire (CSEQ: 1998),
are also perplexing regarding cognitive development. Lundberg found that despite
the fact that students who were employed more than 20 hours per week in off-campus
locations were less engaged with their peers and their faculty, there wademce
that this affected learning as measured by a composite of 22 variablessasresl
domains. She speculates that “perhaps working students gain support for their
learning through relationships with colleagues and supervisors in the wotkgtace
may have greater opportunity to apply what they learn in the classroom (Lundberg,
2004, p. 209). These assertions point to interesting differences in the cognitive
development and socialization of students who work that warrant further
investigation.

Because the results of research which examines the effect of working on
cognitive development seem less conclusive than studies that consider the impact of
working on retention, more needs to be learned about the impact of working while in
college and its relationship to students’ cognitive development. The fact that these
studies find no measurable cognitive gains associated with employment during the
first- and second-year of college suggests that the effect may beatueund that

it is only evident once the student has reached upper-division course work. Indeed,
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Pascarella et al. (1998) suggest in the policy implications of their studj¢hat t
somewhat surprising result which found a significant relationship between off-
campus employment (16 to 20 hours per week) and cognitive gains in the third-year
could be explained because these students’ work “may be more focused and
integrated with one’s academic program and career goals” (p. 91). The other
possibility is that the instruments used to measure cognitive development in these
studies failed to assess what students learn. Finally, clearly stuctemsive
development and their ability to persist are two distinctively different owso Just
because working can have a negative effect on retention does not necessarity mean i
will inhibit cognitive growth.
The Effect of Employment on Student Involvement

A limited amount of research has focused on the relationship between
undergraduate student employment and involvement in student activities, programs,
clubs and organizations. The lack of research in this area is surprisindghgven
importance that scholars have attributed to student involvement beyond the classroom
in persistence, personal growth, and satisfaction with college (Astin, 1977, 1993;
Kuh, Schuh, & Whit, 1991; Pascarella & Terenzini, 1991, Tinto, 1987, 1993).

In his seminal worki-our Critical Yearg(1977) andNVhat Matters in College:
Four Critical Years Revisite(ll993), Alexander Astin considers work as an
environmental variable within the undergraduate experience. While work is just one
of many variables Astin explores (135 in total), his findings are interdstihg
depiction of work as serving to either immerse the student in the campus environment

or to detract from that experience, depending on the conditions.
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Astin (1993) concludes that working full-time and working part-time off-
campus have a detrimental effect on involvement. However, Astin found that holding
a part-time job on-campus increases the likelihood that the student will become
involved in student government, peer tutoring, and campus programs. Astin also
found that the on-campus job had a positive effect on outcomes such as racial
understanding and environmental stewardship. Astin attributes the difference in
outcomes between on-campus and off-campus jobs to the amount of contact with
peers and faculty. He concludes that the on-campus job provides a “degree of
immersion in the collegiate environment... that more than compensates, in terms of
student outcomes, for the time that students must devote to a part-time job” (Astin,
1993, p. 389). According to Astin, the same cannot be said for off-campus
employment.

A more recent study by Lundberg (2004) supports Astin’s finding that off-
campus work inhibits involvement. Lunberg’s analysis of a national database of
3,744 undergraduates (College Student Experiences Questionnaire, 1998) showed that
students who worked more than 20 hours per week were less engaged with their
faculty and peers. Lunberg’s regression analysis suggests this lack cfraegag
translates into less peer teaching, less interaction with other students cademia
issues, and less frequency of interaction with faculty.

A study conducted by Furr and Elling (2000) at a southeastern urban
institution also supports Astin’s findings. Furr and Elling found that students who
worked 30 or more hours per week were less involved with campus activities than

students who worked less or not at all. In addition, Furr and Ehling found some
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modest differences in involvement based on the student’s place of employment.
Students who worked on-campus were slightly more likely to join a club or
organization than students who worked off-campus. Despite these findings, Furr and
Ehling’s results are limited given the fact that their study focused omle sin

institution where respondents were administered a fixed survey over the phone.
Moreover, the threshold where work appears to prevent campus involvement (30
hours per week) seems very high.

Walpole (2003) offers a more convincing study in depicting the adverse
relationship between undergraduate student employment and campus involvement.
Utilizing longitudinal data from the Cooperative Research Program (CIR&pole
focuses on differences in the student’s experiences based on the student’'s
socioeconomic status. She investigates the work and co-curricular expeokences
2,417 students from low SES backgrounds and 2,475 students from high SES
backgrounds. In the descriptive statistics section of her results, Walpole detesns
that low SES first-year students engage in a different pattern ofti@stithan their
high SES peers. At least one contributing factor to this pattern appears to be time
spent on the job. For example, the percentage of students from her sample that spent
more than 16 hours per week working was greater for low SES students than high
SES students (34 % vs. 24% respectively). Correspondingly, Walpole shows that the
low SES students in her sample reported being significantly less involved with
campus clubs and organizations than their high SES peers. Slightly less than half (48
%) of low SES students were not involved at all in these activities and only 14 %

reported being involved between 3 and 10 hours per week. This compares to a 34 %
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non-participation rate from the high SES group with 25 % participating between 3
and 10 hours. Walpole finds that in addition to being less involved in campus
activities low SES students from her sample spend less time studying\ankkés
social contact with their faculty. Walpole concludes that this differentrpaite
activities for low SES students may well mean that they accumulateoessand
cultural capitalwhile in college. This is an assertion that merits further exploration.

A recent qualitative study by Cheng and Alcantara (2007) raises intgrestin
guestions about the relationship between student employment and student
engagement in college. Cheng and Alcantara state that “the college expefience
working students should no longer be treated as a mere contributing factor to
persistence and degree attainment; the experience itself mestseslamination in
the context of a student’s entire out-of-class experiences as an undergrguuate” (
303). As aresult, Cheng and Alcantara conducted focus group interviews with 14
students who had identified on an institutional survey that they had worked for pay in
the most recent semester. The research was conducted at a private gheghilyes
institution in the northeast. In conducting what they describe as grounded theory
Cheng and Alcantara offer propositions about the role of student employment within
the undergraduate experience.

The primary assertion Cheng and Alcantara (2007) offer is that student
employment often becomes more than a means to meet college expensesand in fa
contributes as “a way to make college more academically and sociatinmg&ul”

(p. 308). While the assertions the study makes indicate the need for more qualitative

research focusing on student employment, the research does not do a good job of

32



describing how the methods they employed through grounded theory reseditch lea
their propositions about the role of work. Moreover, because the study does not
provide much detail about the institutional context for the study, or depth about the
type of students included in the interviews, it fails to interpret the role d&f within
the context of the undergraduate experience—an experience that varieshasadly
on where the student goes to college and upon a wide array of factors such as the
student’s gender, choice of major, class standing, and age. Indeed, theatmpiric
research reviewed in this section of the chapter is limited because it dogamotee
how working while in college may influence a variety of student outcomes (aadem
and social) within the diversity of potential institutional contexts.
The Effect of Employment on Career Development

Despite the fact that some studies on student employment have attempted to
account for how employment affects post-college wages (Gleason, 1993; King, 2002;
Stern and Nakata, 1991), relatively few studies explore how the types of jobs students
have, and the skills they develop in various employment settings, might affect thei
career development while in college. Two exceptions include Kane, Healy, and
Henson (1992) and Luzzo, McWhirter, and Garrison (1997). Both studies explore the
relative importance to the career development process of students holdingeart-ti
jobs that are congruent with their career interests.

Kane, et al. (1992) surveyed 1,438 students at an urban institution in the west.
The focus of the survey was students’ satisfaction with their job. They algb aske
students about the career interests. The study measured the relativeraangfue

students’ part-time employment with their long term career goals tshand’s
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classification system. Findings from the study indicated that students wlo we
employed in jobs that were congruent were more likely to be satisfied witthotbe

The study also found that students in certain settings (engineering, health ca
laboratory, teaching, and computer occupations) were more likely to be in ethploye
in jobs related to their career interests. Not surprisingly, they found that janirs
seniors were more likely to be employed in jobs congruent with their careestiste
than underclassmen.

Luzzo, et al. (1997) also explored the effect of employment on students’
career development. Their study involved 305 first-year students attendingreateg
state university in the south. The focus of the study was slightly different threm) Ka
et al. in that the authors sought to understand if students who were employed in jobs
congruent with their career goals had a greater sense of self-confatentecareer
making decisions. The results indicated this was indeed the case and that students
who were employed in jobs congruent with career interests exhibited a goeater |
of control over their career decision-making process. While this finding would seem
to indicate the need for career planning professionals, and institutions in general
urge students to think intentionally about the part-time jobs they choose, Luzzo, et al.
suggests the need to interpret the results cautiously. This is because it isii¢ pos
to determine a causal relationship from the study’s findings. That is to say it m
well be that students who already possess a high-level of self-confidendecateer

decisions seek jobs that relate to their career while in college.
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Summary of Empirical Studies: Methodological Issues and Shortcomings of the
Research

The empirical research on college student employment presented in this
chapter suggests an incomplete understanding of the relationship between this
increasingly common experience and an array of outcomes associated with
undergraduate education. A recent review of this literature by Riggei(20@6)
finds that this body of research presents a “complex, at times contradestgsiyical
puzzle regarding the impact of employment on the student’s higher education
experience” (p. 65). My assessment is that part of the empirical puzzkefsbem
the fact that very little is known about how students make choices about employment,
and what institutional factors and contexts influence these choices.

Perhaps the most significant limitation of the body of empirical research on
college student employment results from the fact that the vast majoritysef the
studies, which are exclusively quantitative in nature, narrowly focus on atfesy ra
limited dichotomous, independent variables. For example, in these studies thie type o
work students engage in is defined as either on-campus or off-campus. None of the
studies reviewed in this chapter explore in any depth the type of work student’s
perform or whether that work might serve to complement the student’s academic
course of study, or future educational and/ or career goals. While it would seem
logical that a paid internship in finance for an upper-division business major would
serve as a more meaningful work experience than waiting tables atdahe loc
restaurant, both types of work would be lumped together as “off-campus”

employment in virtually all of these studies.
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Another gap in the empirical research on college student employment is the
failure of most studies to explore the effects of work based on different student
characteristics, such as race and social class. As | established iar@aptthe
relationship between the student’s socioeconomic status and unmet financial need
(costs of attendance less expected family contribution and financidaallege is
clear. Consequently, we should expect to find students from lower-income
backgrounds with greater motivation to work in order to afford college. Despite this
logic only King (2002) and Walpole (2003) explore differences in the work
experience of students based on their social class. While these two studiesarovide
starting point for thinking about these differences, both studies are limited thelga
examine the differences based on the effect of work on a limited number of
independent variables, such as the amount of hours worked or on- vs. off-campus
employment. Again, more needs to be known about how social class might affect the
type of work students pursue while in college and the relationship between that work
and academic and developmental outcomes.

Riggert et al. (2006) point out that an overarching concern with this body of
research is the failure of the authors to explicitly identify theoraticalels to guide
the studies. My own assessment of the empirical research on student employment
reveals that a few researchers do reference human capital theorydeapal:-1998;
King, 2002; Stern & Nakata, 1991) but fail to fully explore the model. In addition,
Walpole (2003) does draw upon Bourdieu’s constructs to guide her study. However,
| contend the purely quantitative nature of her research makes it difficultrfoy he

explore, in any depth, the nature of flweialandcultural capital students
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accumulate and the distinctions of thaabiti. Due to the shortcoming of the
research to identify and develop theoretical models to guide the studies, in the next
section of the chapter | more fully develop Bourdieu’s social reproduction theory as
the theoretical lens for the study | propose.
Theoretical Perspective and Framework

This study suggests the use of social reproduction theory, and specifically the
constructs developed by French sociologist Pierre Bourdieu, as a usefuli@ndme
for enhancing our understanding of college students’ work-related behaviore. Som
of the studies on student employment reference human capital theory (Canabal, 1998;
King, 2002; Stern & Nakata, 1991) to help explain how students make choices about
work. Becker (1964) was the first to advance a human capital model for college
choice which suggests that students will choose to go to college (and presumably stay
enrolled) if they perceive that the economic benefits in terms of lifetiagesvare
greater than both the costs of attending college and the foregone earmgseds
with delaying entry into the labor market. From a rational perspective,ingdosgo
to college therefore has an “opportunity cost” associated with delayingmtatiihe
labor market. Within this perspective, the decision to work while going to college
could be seen as a “rational” choice designed to lessen the opportunity costs that ar
associated with postponing entry into the full-time workforce.

Some of the research on college student employment suggests, however, that
students have an inaccurate or incomplete knowledge of the earnings premium that is
associated with bachelor’'s degree completion. Students also may not understand the

negative consequence that working could have on the time it takes to complete the
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degree and persistence. For example, Stern and Nakata (1991) and King (2002) use
economic models to show that working more hours per week (15 or greater) while
going to college may in fact lengthen the time students take to completesa.degr
These studies project students’ actual earnings and demonstrate thatoskiag w
more hours causes the student to stay in school longer the strategy can lower a
students’ return on their investment. For example, if working delays degree
completion, the wages earned while in school can be less than those that could be
earned by completing the degree earlier and pursuing the full-time woek florc

these instances attempts by college students to work more hours instead ohigorrow
cannot be viewed as entirely “rational” and instead may be a reaction to more
immediate financial strains (King, 2002).

In contrast to the human capital approach, | contend that most students
navigate their college experience, including financial decisions, following a
perspective that is less rational than the model Becker (1964) proposes. |&elieve
appropriate alternate theoretical perspective from which to assesststude
employment-related choices is one advanced by French sociologistBarcheu.
Bourdieu (1977,1984) whose work in part critiques the rational model of human
capital advanced by Becker, suggests that an expanded notiagpitad must include
socialandcultural forms because these formscabpital help determine strategies by
which members of a specific social class reproduce attitudes and expscadont
education (Bourdieu, 1984). Under a model based on Bourdieu’s social reproduction
theory a student’s decision about how much to work, or even what academic course

load to maintain in order to make reasonable progress toward completing a degree,
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might be constrained by what Bourdieu (1977, 1984) definkalaitusor the
student’s preconceived and internalized system of values and beliefs shaped by the
immediate environment.

In response to a question about the difference between his theoretical
perspective and the perspective advanced by proponents of human capital theory such
as Becker (1964), Bourdieu says: “Orthodox economics overlooks the fact that
practices may have principles other than mechanical causes or the conserdimint
to maximize one’s utility” (Bourdieu & Wacquant, 1992, p. 118). Similarly, I think
that the majority of studies on college student employment, including those based on
human capital theory, overlook the fact that the college job may serve many purposes
besides the utilitarian intent to lessen opportunity costs associated witbrfereg
earnings. For working class students the college job may be viewed as part of t
sacrifice required to get a college education. For these students the mytkeif-the
made man or woman, who worked during the day and went to college at night, would
suggest that going to college involves tradeoffs that they must accept itcogeta
degree. In this way work could be viewed by these students as a necessityhaather
as an activity that could compliment or enhance their academic experience.

By contrast, for middle- and upper-class students certain types of colbege |
might provide them with the opportunity to accumulate valuable forrmeméland
cultural capital which can in turn assist the student in succeeding in school or in
achieving educational or vocational goals upon completion of the degree (Lubrano,
2004). Certain types of jobs may well represent forms of social status attainme

among the student’s peer group, while other work may have a negative sogial stig
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For these reasons, in the next section of the chapter | more fully explore the use of
Bourdieu’s constructs to guide my study.
Introduction to the Work of Pierre Bourdieu

Despite the growing interest in Bourdieu’s work among scholars and
researchers in the field of education in the United States many chaleeqgies
utilizing Bourdieu’s constructs to guide research. Horvat (2003) identifiesdhree
these challenges which include: (a) The difficulty in understanding translatadnge
of Bourdieu'’s texts, especially given the fact that his theory seeks to undesstaal
reproduction through interpreting such diverse areas as art, culture, philosophy, and
language, (b) The dense and convoluted nature of his prose which Robbins (1991) has
suggested may be intentional in that Bourdieu himself viewed his composition style
as resisting classification into a particular discipline or school of titpagd (c) The
tendency of researchers to focus on one of Bourdieu’s constructs (mostcafiedior
cultural capita) without contextualizing the construct within his larger theoretical
perspective—a perspective that evolved over the last four decades of the last cent

In order to overcome the challenges of explicating Bourdieu’s constoucts t
provide a theoretical framework for my study of college students’ work expeyienc
this section of the literature review | refer to Bourdieu’s original woeks. (Outline
of Theory of Practicel977;Distinction: A social critique of the judgment of tgste
1984; “The Forms of Capital”, 1986) as well as several useful secondary texts on
Bourdieu (e.g., Calhoun, LiPuma & Postone, 1993; Robbins, 1991; Swartz, 1997). In
addition, in order to overcome what Horvat (2003) cites as the tendency of U.S.

researchers to fail to understand the genesis of Bourdieu’s ideas {[granarto the
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delay in the publication of his translated texts), | begin with a brief lpbgral

sketch of Bourdieu to explain some of the formative influences on his work. In order
to avoid focusing on a single construct of Bourdieu’s theory | will include asecti
defining the four major constructs which constitute his theory of social reproduction.
These include the constructshabitus capital, field, andpractice Finally, | briefly
discuss the limitations of Bourdieu’s model by reflecting on the perspsatf other
social reproduction theorists.

Pierre Bourdieu: Biographical Information and Formative Influences

Pierre Bourdieu was born in 1930 and was raised in a lower middle-class
family in Southwest France. Bourdieu’s father was a postman in the village of
Deguin. Bourdieu spoke a dialect reflective of spending his childhood in the rural
province of Béarn (Swartz, 1997). Swartz (1997) describes Bourdieu’s eady life
marked by upward social mobility. As a diligent and gifted student, Bourdieu made
his way to the elite academy Ecole Normale Supérieure (ENS) in Heaie Wwe
matriculated in 1951 in order to study philosophy (Swartz, 1997).

ENS in the 1950s represented the apex of French intellectual life. Bourdieu’s
education at ENS shaped the development of his theory of social reproduction in
three important ways. First, scholars report that Bourdieu experienceeadtual|
life at ENS as a social and cultural outsider (Horvat, 2003; Swartz, 1997). Asta resul
Bourdieu came to a bitter acceptance of his place in the very academy thatallow
his rise as an intellectual. At ENS Bourdieu became sharply critidaé dfrench
educational establishment which he came to view as antagonistic to the popular

classes. Bourdieu’s stinging criticism of French university cultureesigd that the
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educational establishment stymied genuine intellectual inquiry throughmgesition
of curricular orthodoxy and did little to encourage empirical research (Swartz, 1997).
The skepticism with which Bourdieu came to view the intellectual establishment
during this period appears to have been the genesis for his later work which explores
the tendency of the French educational system in general to replicate ckxtai
distinctions (Calhoun, LiPuma & Postone, 1993; Swartz, 1997).

Scholars note that the second important influence of Bourdieu’s education at
ENS is his study of philosophy (Swartz, 1997). Despite the fact that Bourdieu
eventually would develop as a sociologist, his work does not fit neatly into one
academic discipline. Bourdieu’s study of philosophy at ENS set the stage for one of
the central issues of his later work—resolving the structure/agency pr@Htavat,
2003; Swartz, 1997). Bourdieu’s theory of social reproduction appears to have been
informed by his initial study of phenomenology and existentialism as a student of
philosophy at ENS. Bourdieu’s theory of social reproduction is grounded in his belief
that social structures are embedded in common, everyday events or what he calls
practice For this reason, Bourdieu “proposes connecting agency and structure in a
dialectic relationship”. (Swartz, 1997, p. 9). Thus, Bourdieu’s construct of social
action orpracticeseeks to reconcile the dichotomy between recognizing human
action as explained by either a response to purely external forcesufgyuctas a
result of internal factors (agency). The discursive movement between thertas f
establishes the basis for Bourdieu’s key conceptbftus

Despite his rejection of the French Communist Party, scholars claim that the

third formative influence of Bourdieu’s education at ENS is his exposure to Marxis
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thought. Indeed, Swartz (1997) documents the presence of a highly active communist
cell within ENS during the time Bourdieu was a student. Swartz (1997) suggests that
the communist cell divided the academy and caused schisms between “adberents t
the French Communist Party, those sympathetic to Marxist class armlysistical

of the Party, and existentialists who were more concerned with persowainreg.

19). While Bourdieu did not fit neatly into either of these camps, the presence of a
Marxist school of thought at ENS had some influence on Bourdieu’s growing interest
in how the educational system served to perpetuate class distinctions from one
generation of French society to the next (Swartz, 1997).

Bourdieu’s work as an ethnographer in Algeria during the late 1950s
reportedly played a critical role in his development as a social scientipt@nded a
place for him to test his emerging theory of social reproduction (Robins, 1991). Afte
completing his studies at ENS Bourdieu spent a brief time as a secondary school
instructor before he was sent to colonial Algeria for military service. a\iil
Algeria, Bourdieu conducted ethnographic research focusing on the behavior and
culture of Berber peasants. This research formed the basis of several amhuthor
ethnographic works and later informed the development of his theoretical peespect
in the seminal work®utline of a Theory of Practidd977) anistinction: a Social
Critique of the Judgment of TagtE984). Swartz (1997) suggests that Bourdieu,
through his research in Algeria, “developed a conceptual language thatteali®a
to the complex interaction between internalized dispositions and objective sstictur
(p- 50). It was from empirical research focused on the observation of the everyday

experience of Algerian peasants that Bourdieu developed the constnattitos—
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the concept that recognizes that internalized beliefs and dispositions, shaped by
broader cultural influences, mediate individual social action (Swartz, 1997).
Bourdieu’s Theory of Social Reproduction

The four key constructs that emerged out of Bourdieu’s field experience were
habitus capital, field, andpractice | consider these first in isolation and then
examine how they fit together in Bourdieu’s concept of social reproduction.
Habitus

Central to understanding Bourdieu’s theory of social reproduction is his
construct folhabitus The similarity of the construct to its root of “habit” is at once
instructive and misleading. For Bourdieu the téabitusmeans:

A system of durable, transposable dispositions, structured structures

predisposed to function as structuring structures, that is, as principles

which generate and organize practices and representations that can be

objectively adapted to their outcomes without presupposing a

conscious aiming at ends or an express mastery of the operations

necessary in order to attain them (Bourdieu, 1990, p. 53).
Bourdieu’s definitions for his constructs are often abstract and difficult tgrete
However, he frequently turns to game analogies to explain some of his mosttabstrac
concepts. Therefore, he offers that another way to understand the iddnatosgis to
consider the term as the expected and unexamined “rules of the game.” Foreexampl
Horvat (2003) illuminates the constructt@bitusby creating an analogy to the “no
look” or “blind pass” in basketball. Horvat explains that like a player executing a
“blind pass” in basketball, or the pass of the ball to another player made without first

looking in that direction, the concept of habitus acknowledges that “we all have an

internalized, second-nature sense of the operation of place, position, and relation in
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our social world” (Horvat, 2003, p.6). Thusbitusmost often operates to constrain
or regulate social action at an unconscious, almost innate level.

Even thoughhabitusinvolves acting and reacting to the “rules of the game”
the term stands in opposition to a strictly rational understanding of sodtal.aEor
Bourdieu social action is not determined after the actor carefully cossitier
available options and chooses the strategy designed to maximize personal. benefits
Instead, the actor makes decisions based on deep seeded dispositions and a tacit
understanding of the “rules of the game.” In this Wapitusrepresents an individual
actor’s internalization of what is possible within a giviehd (Horvat, 2003). But
Bourdieu’s construct dfiabitusis not strictly deterministic. While the individual
choice is constrained by social class it is possible for the individual to cbange
accommodate according to the immediate environment. Bourdieu’s own ks sta
as an example of this possibility in that despite his lower social class upgrivggin
pursued education among France’s educational elite. Similarly, undestgad
education in the United States represents a moment when young people are removed
from the familiar surroundings that shape tlirgibitusand are exposed to new peers,
adult mentors and valuable formsaafpital and conceivably could accommodate new
tastes and dispositions associated with social mobility.

Capital

Another important construct for understanding Bourdieu’s approach to the
social world is that of capital. For Bourdieu capital takes several fornaé wie
actor can convert into power. Bourdieu outlines three distinct forms of capital in his

work “The Forms of Capital” first translated to English in 1987:
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Capital can present itself in three fundamental guises: as
economic capitalwhich is immediately and directly
convertible into money and may be institutionalized in the
form of property rights; asultural capital which is

convertible, on certain conditions, into economic capital and
may be institutionalized in the form of educational
gualifications; and asocial capita)] made up of social
obligations (“connections”), which is convertible, in certain
conditions into economic capital and may be institutionalized
in the form of a title of nobility (Bourdieu, 1987, p. 243, italics
in original).

Capital for Bourdieu represents resources which form power within a given
field. Economic capitals the term most readily understood because it stands
for the monetary resources belonging to the individual and can be readily
converted to gain power. Because this formagdital stands for the

acquisition of monetary wealth it is the construct most similar to the
traditional notion as developed in the field of economics.

However, Bourdieu contends that it is limiting to understand the
acquisition of material wealth as the only way that social class groups
consolidate and perpetuate access to power. According to Bourdieu, another
way that social groups—particularly the dominant class—perpetuatesdoces
power is through establishing and maintaining social networks. For Bourdieu
these networks represesucial capitalwhich he defines as:

The actual or potential resources which are linked to

possession of a durable network of more or less

institutionalized relationships of mutual acquaintance and

recognition—or in other words, to membership in a group—

which provides each of its members with the backing of the

collectivity-owned capital, a “credential” which entitles them

to credit, in the various senses of the word (Bourdieu, 1987, p.
249).
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For Bourdieusocial capitalis also culturally constructed and reproduced so as
to institutionalize important and lasting social connections. Bourdieu (1987)
suggests thatocial capitalis converted to power when certain contingent
relationships developed through such networks as “neighborhood, the
workplace, or even kinship” provides access to information and form social
obligations (p. 249). An example in higher education might include the
tendency of powerful and influential alumni of elite institutions to leverage
their relationships with the institution in order to send their children to the
same schools.

Bourdieu portraysultural capitalas another distinct form and
suggests that in this form capital represents the investment in the individual in
terms of acquiring dispositions for knowledge about culture such as art or
music. Bourdieu also claims thatltural capitaltakes the form of deeply
engrained patterns of behavior such as patterns of speech. Understanding
Bourdieu’s construct afultural capitalis central because he suggests that
various social strata not only consolidate power by passing on economic
wealth, but that they also do so by cultivating preferences for the arts and
music. According to Bourdieu social class groups reproduce intergenerational
preferences within the family.

Bourdieu (1987) offers a typology of the forms ¢aoitural capital
which include; thembodied stategheobjectified stateand the
institutionalized state Theembodied stateefers to “long lasting dispositions

of the mind and body” (Bourdieu, 1987, p. 243). For Bourdieu these acquired
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dispositions or tastes involve cultivation within the individual (which tend to
take on certain preferences within different social classes) and require an
investment of time. In itebjectified stateultural capital takes the form of
goods such as “pictures, books, dictionaries, instruments, machines, etc.”
(Bourdieu, 1987, p. 243). Finally, cultural capital in itgtitutionalized state
takes the form of educational credentiaultural capitalin this form is
significant for Bourdieu because “the best hidden and socially determinant
educational investment [is] the domestic transmission of cultural capital”
(1987, p. 244). For Bourdieu educational investment strategies, including the
preferences for postsecondary degree attainment, are socially andlgultura
constructed. Following Bourdieuian logic, preferences for certain types of
institutions and specific kinds of degrees are markers for social and political
power.
Field

While social scientists often have applied Bourdieu’s constructs of
capital, they have given less attention to his construéetd. The construct
of field defines the social space in which the various forntapital can be
converted into power. Indeed, Bourdieu’s construétetd has emerged as
important only later in his work and is the most neglected construct in social
science research which applies Bourdieu’s theory (Horvat, 2004; Swartz,
1997). Bourdieu and Wacquant (1992) defietd as “a network, or
configuration, of objective relation between positions” (In Swartz, 1997, p.

117). Various forms afapital may have more or less value within the
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context of particulafields For example, holding an on-campus job may
provide moresocial capital for a student on a small, residential campus than
at a large university because of the likelihood that the student employee will
encounter other peers and faculty that they know while they are on the job.

If habitusrepresents the internalized understanding of the “rules of the
game,” thefield represents the social space where the rules of the game apply.
Horvat (2004) says that “the concept of field as the embodiment of the rules of
the game as well as the site wherein the struggle to own or control these rules
takes place, is critical to understanding Bourdieu’s model of social
interaction” (p. 8). For Bourdieufeeld can represent (but is not limited to)
academic disciplines or institutions where actors struggle to acquioeisari
forms of capital in order to realize power (Swartz, 1997). In any diekeh
the actors accept the inherent rules of the game. These same actors may
realize that the rules are malleable and subject to the possibility of ¢lhange
this change cannot occur without a shift in power relationships.

Practice

An individual’'spracticeor observable everyday human behavior is
determined based on the interaction between the three previous constructs
(habitus capital, andfield). Bourdieu first expressed the idegodcticeas a
set of relationships in his 1984 wdbkstinction: A Social Critique of the
Judgment of Taste the following formula:

[(habitus) (capital)] + field] = practice
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While Bourdieu’s presentation of his model as an equation is
instructive in that it articulates the “interrelationship” between his major
constructs, as Swartz (1997) points out “the formula confuses more than
clarifies the exact relationship among the terms” (p. 141). Swartz says, f
example, that it may be incorrect to assume that Bourdieu intended “habitus
and capital” as “interactive terms whereas field is additive” (p. 141). hior t
reason, later in this chapter | present Bourdieu’s constructs as a franfework
my study on college student employment by representing the interactive
relationship between all of Bourdieu’s constructs and organizing these
constructs in a spatial rather than linear arrangement.

Before | develop the conceptual model for my study, | examine some
alternative social reproduction theorists in order to consider rival explagatio
to Bourdieu. Then | review empirical research in higher education that has
used Bourdieu’s theoretical constructs in order to set the stage for the model |
develop.

Bourdieu Reconsidered: Alternative Models for Social Reproduction

Central to Jay MacLeod’s (1987) critical ethnographyt no
makin’itis a summary and review of social reproduction theory and theorists.
MacLeod'’s categorization of these theorists, including an extensive slmtus
of Bourdieu, is helpful in understanding the limitations of using Bourdieu to
guide my study. Moreover, understanding alternatives to Bourdieu allowed

me to consider rival theoretical explanations as | interpreted results.
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MacLeod (1987) presents social reproduction theorists on a continuum
from those he considers to be social determinists, on one end, to those who
most emphasize the creative response of individual agency, on the other end.
While MacLeod’s empirical focus was the mediation of career and vocational
aspirations among two distinct youth peer groups, his theoretical focus was on
how institutionssuch as schools serve as the site of the reproduction of class
distinctions.

For MacLeod (1987) theorists such as Bowles and Gintis (1976)
represent the most deterministic end of the spectrum of social reproduction
theorists. Their seminal bo&chooling in Capitalist Americeamphasizes the
role that schools play in preparing students of different social classesifor th
place in a highly structured and stratified capitalist economy. As econpmists
Bowles and Gintis’s focus is on how family income, rather than individual
ability or hard work, determines success in schools. Finding that they “pay
scant attention to the creative role of individual and group praxis,” MacLeod
(1987) rejects Bowles and Ginitis’ approach as “ultimately too detestiwni
to determine the complexity of social reproduction” (p.136).

MacLeod (1987) places theorists such as Paul Willis and Henry
Giroux on the opposite end of the spectrum from Bowles and Gintis. The
work of these theorists focuses on the creativity of the individual (agency) as a
cultural response to the power relations inherent in institutions. In particular,
MacLeod focuses on Willis’s ethnograptgarning to Labo1977), which

documents the formation of the working class identity among teens in
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industrial England as a result of deliberate and intentional resistance to the
culture of the school. Ultimately, MacLeod (1987) sees limitations in this
approach as well when he says of Willis that “his insistence on the autonomy
of culture means that his account...is remarkably free of attention to
structurally embedded constraints” (p. 136). Despite the fact that Willis’'s
greatest achievement is in revealing how these youth creatively avelyacti
resists the dominant culture, the process of social class reproduction is just as
fatalistic. Ultimately, the “lads” in Willis’s study perceive thkeave traded

one prison (school) for another (the factory floor).

MacLeod (1987) depicts theorists such as Bourdieu as holding a
middle ground between the structural determinists and the cultural
constructionalists. His work devotes significant discussion to the relevance of
Bourdieu’s theory in explaining the forces at work in shaping the lives of his
“Hallway Hangers” and “Brothers.” While Bourdieu is at times sbidl t
deterministic in his approach to social reproduction for MacLeod, ultimately
he seems to find relevance in Bourdieu’s representation of the recursive
relationship between structure and agency. In particular, MacLeod focuses on
Bourdieu’s construct dfiabitusas a way to understand how two groups with
seemingly different aspirations end up with equally gloomy life chances.
However, MacLeod argues for a more expansive understandirapbfis
than perhaps Bourdieu intended:

On my readindnabitusis constituted at the level of the family,

and such factors as ethnicity, educational history, peer
associations, neighborhood social ecology, and demographic
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characteristics are all constitutivelwbitus(MacLeod, 1987,
p. 138, italics added).

Extending Bourdieu’s construct babitusbeyond the family has been
of interest to educational researchers in the United States who have sought to
utilize his theoretical constructs. For example, McDonough (1997) defines
habitusto include organizational cultures, such as schools, in her explanation
of how social class effects college choice. Berger (2003) also advocates
extending Bourdieu’s constructs ledibitusandcultural capitalby applying
themto organizations—specifically colleges and universities. Berger (2003)
states that: “the fact that student bodies may be primarily composed of
students from certain socioeconomic classes is not a trivial matter” (p. 107).
For this reason, Berger argues that retention models should consider the “fit”
between the studentfebitusand the organizationtsabitus In this study |
explore if working class students will experience tension when the student
body at the institution is primarily composed of students from the middle- and
upper-class. | examine if for working class students one place the incongruity
of the “fit” between theihabitusand the organizationisabitusis revealed
might be in their work experiences.
Research in Higher Education Using Bourdieu

There is a growing interest in using Bourdieu’s conceptual framework
to guide education related research in the United States. While no empirical
studies using a Bourdieuian framework have focused exclusively on college
students’ work experience, studies have used his concepts to guide empirical

research on a variety of topics within the field of higher education. The
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topographical areas these studies address vary quite significantly-rgangi
from research on college access and choice to the academic and vocational
patterns of community college students. Therefore, | will proceed by
categorizing this body of empirical research based on the contributions these
studies have made to exploring each of Bourdieu’s constructs outlined earlier
in the chapter—namelyabitus capital andfield. None of these studies
explicitly mentionpracticeand this is indicative of the fact that most
empirical studies utilizing Bourdieu have been limited to exploring at most
one or two of his constructs and generally have not attempted to use his entire
framework to guide the research.
Research Involving Social and Cultural Capital
A number of studies in the field of higher education focus narrowly
and exclusively on Bourdieu’s constructsaitial and/orcultural capital
Three examples of studies that focus solely on the Bourdieu’s notion of
capital include Nespor (1990), Valdez (1996), and Zweigenhaft (1992).
While these studies represent appropriate extensions of Bourdieu’s concept,
they are limited in that they do not situate Bourdieu’s construchmtal
within the broader context of his theory of social reproduction (Horvat, 2003).
For example, Nespor’s (1990) study is an application of Bourdieu’s
construct to the conversion cdpital in the student’s acquisition of
disciplinary knowledge. In this study Nespor interviewed upper-division
students at a large, state research university who were majoring in either

physics or management. Nespor’s purpose was to understand how the
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curriculum in these majors was experienced differently by students of
differing social class status and to reveal how different curriculactates
(pre-requisite knowledge, course sequencing, and size of the major) iteracte
with the student’s social class to either foster or deter the student’sigoquis

of disciplinary knowledge and thereby facilitate or impede academic success

Nespor (1990) found that lower-income students majoring in physics
were disadvantaged in their ability to participate in study groups—which
became an effective if not essential pedagogical tool for successfuletmmpl
of upper-division course work and that the physics major demanded the
formation of close-knit cohort group which often helped students persist
through early required courses in the major designed to weed out students.
Nespor found that lower-income students were deterred from participation in
study groups due to commitments at home and a lack of tolerance for the
abstract study of physics.

On the other hand, Nespor (1990) found that the management major
had a less precise sequencing of courses, required academic skills which
varied widely from course to course, and employed a variety of pedagogical
approaches. Therefore, the same types of cohort groups were not necessary
for successful completion of academic work in this major. Instead, Nespor
found that students in the management major gained valsadibd capital
through belonging to certain campus organizations such as clubs and Greek
organizations and that these organizations often shared information about

courses, including how to study for exams, which faculty to select, and how to
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approach many of the academic tasks required by the major. Nespor found
that these networks also facilitated connections for career development.
Zweigenhaft’s study (1992) of the accumulatiorsotial andcultural
capital of Yale College graduates, who attended public high schools versus
prep schools, represents another study that focuses exclusively on the role of
the accumulation adocialandcultural capital Zweigenhaft's quantitative
study draws conclusions about the redeial andcultural capitalplay in
shaping the academic and career aspirations of Yale graduates.
Zweigenhaft’'s (1992) study draws on autobiographical data entered by
Yale College graduates from the class of 1963 in their twenty-five year
reunion book and uses descriptive statistical analysis to conclude that public
school and prep school graduates of Yale differed in two significant ways.
First, the study suggests that accumulatioouttural capitalthrough
academic achievement manifests itself differently based on the tgadua
pattern of schooling. For example, Zweigenhaft documents that Yale College
graduates who attended public schools prior to entering Yale were more likely
to complete the Ph.D. or the M.D. Zweigenhaft concludes that for Yale grads
from public school backgrounds, the accumulatioouttural capitalthrough
credentials was important in order for them to enter certain status occupations
Yale College graduates who attended prep schools were more likely to
complete the M.B.A. and enter the corporate professions because many of
these graduates had strong family ties or social connections to certain

companies.
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The second way that Yale graduates differed based on their pattern of
attendance of either public or prep schools was in their accumulatsociaf
capital. Zweigenhaft (1992) found that prep school graduates were more
likely to belong to prestigious secret societies than public school graduates
and to mention sending their children to prep schools while graduates of
public schools were more likely than prep school graduates to mention Yale in
their autobiographical statements, and to write longer entries. Zweigenhaft
concludes that this means that for Yale public school graduates the institution
played a more significant role in their social mobility.

Zweigenhaft's study (1992) also traced different patterns of
educational attainment for the spouses of Yale public and prep school
graduates. He found that a higher percentage of wives of prep school
graduates than wives of public school graduates had completed their formal
education without receiving a bachelor’s degree. While Zweigenhaft does not
provide a conclusion about these data, they suggest that social connections
rather than educational attainment were a more important factor in deciding
who to marry for prep school graduates. Conversely, these data may suggest
that public school graduates were more likely than their prep school
counterparts to meet their spouses at Yale or while in graduate school.

Valdez’s (1996) case study of a rural community college uses
Bourdieu’s construct afultural capitalto explain how certain policies and
practices at the institution acted to constrain lower-income and first-

generation students’ academic achievement and career aspiratiodez’'¥al
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study, similar to my research, involved the collection of multiple data from a
variety of sources (interviews with faculty and students, statisapalts,

direct observations, and classroom interactions) at a single institution.zValde
concludes that lower-income and first-generation college students at the
community college lacked certain cultural competencies needed to succeed
academically and that often these students are placed into remedial courses
are encouraged toward vocational tracks, which in turn shaped their
aspirations and impede academic achievement.

Valdez’s study (1996) is effective in its examination of how the
policies and practices of the community college often impede social mobility
for lower-income and first-generation students through his use of in-depth
interviews with these students to display that they often had an incomplete
understanding of the consequences of their academic decisions. Moreover,
Valdez (1996) also utilizes interviews with faculty and college admatess
to “demonstrate that institutional practices of the community college—
assessments, advisement, and placement—are not organized to take advantage
of the skills and knowledge of working class students but instead work to the
benefit of the middle-class” (p. 407).

Taken as a whole, these three studies by Nespor (1990), Zweigenhaft
(1992), and Valdez (1996) seem to illustrate what Horvat (2003) refers to as a
shortcomings of research designed to apply Bourdieu’s theory because of the
“selective and truncated use of individual concepts without positioning within

the larger model” (p. 3). The studies by Nespor and Zweigenhaft represent
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limited examples of research designed to apply Bourdieu’s constructs.
Nespor’s study references Bourdieu’s constructoaial capitalbut never
defines it. Moreover, while his findings reveal how differences in the
conversion otapital may influence the accumulation of knowledge within a
particular discipline, his study misses an opportunity because it fails to
identify the various actors and their roles in the process. Zweigenhaftys stud
through its retrospective approach to identifying the characteristicd@tYa
graduates based on their high school affiliation, is an inadequate extension of
Bourdieu. Zweigenhaft’'s purely quantitative approach to the problem, for
example, does not reveal the site of class conflict at Yale, or whether or not
differences among students are in fact reinforced by the institution.

Of these three studies Valdez’'s (1996) case study is the most effective
at utilizing Bourdieu’s construct because he does a good job of identifying the
actors and depicting how the institution itself (the community collegeg¢serv
to reinforce social class distinctions. Indeed, Valdez (1996) says in his
conclusions that “to understand the role of the institution in influencing the
decisions and aspirations of students, we must...examine the social
construction of these arrangements” (p. 407). | believe this is consistent with
Bourdieu’s intent and is how | approached this research.

Research Involving the Role of Habitus and the Importance of Field

The role ofhabitusis central to understanding Bourdieu’s method.

Horvat (2003) explains tha@bitusis the “mechanism whereby individual

action is shaped . . . [and] is central to Bourdieu’s effort to reveal a picture of
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society that transcends the structure/agency dichotomy” (p. 7). Despite the
centrality of the concept d¢fabitusto understanding Bourdieu, relatively few
empirical studies in the field of higher education have examined the concept.
Studies by McDonough (1997) and Horvat (1996, 2000, and 2004) are
exceptions because they examine Bourdieu’s constringtafusin addition

to socialandcultural capital Patricia McDonough’s (1997) bo@hoosing
College: How Social Class and Schools Structure Opportisidycross-case
analysis of twelve high school girls at four different California secondary
schools. The book examines the college choice of each of these girls by
accounting for the students’ socioeconomic status and what McDonough
refers to as therganizational habitusf the particular school each attended.
Therefore, McDonough'’s work extends Bourdieu’s notiohatfitusto

include organizational cultures such as schools.

In order to examine how schools operate to constrain each student’s
college choice, McDonough (1997) conducted in-depth interviews not only
with each of the girls who were the focus of her study but also with each girl’s
parents, high school guidance counselor, and closest friend. In this way
McDonough depicts the intersection between the influences of each girl’s
family and school. McDonough’s study is highly pre-structured in that she
included an equal number of girls from low- and high-SES groups and she
controlled for possible mediating factors, such as ability, by selectingctsibj
within similar grade point averages and SAT scores and intentionally selecte

secondary schools that varied in terms of the predominance of the social class
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the schools served (high and low) and the level of college guidance and
support they provide (high and low). In this way McDonough seeks to extend
Bourdieu’s construct by describing what she defines as each school’s
organizational habitus She suggests each school’s structural arrangement for
delivering college guidance is accompanied by certain normative behaviors
which shape expectations about college choice.

McDonough'’s (1997) study seeks to more fully depict what Bourdieu
describes as the dialectic movement between structure and agency, through
identifying the role that schools play in shaporganizationalhabitus
McDonough (1997) states that Bourdieu’s model for social reproduction is
“underdeveloped” and suggests that her research more accurately depicts
“how social class operates through high schools to shape students’ perceptions
of appropriate college choices, thereby affecting patterns of edoahti
attainment, and how individuals and schools mutually shape and reshape each
other” (p.107).

Horvat (1996, 2000, and 2004) is another researcher whose empirical
work has reflected an interest in applying Bourdieu’s concelpalotusto
topics within the higher education field. Horvat suggestshhitus through
revealing embedded structures, is an effective construct from which to
examine the influence of race and social class on the decisions of students.

Horvat’s dissertation work (1996) focuses on college choice—
specifically the college choice of African American girls. Horvat's

dissertation traces the experience of 14 African American girlses thr
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different high schools and like McDonough (1997) Horvat situates the
experience of these girls within the context of different high school
experiences. She selected two comprehensive public high schools as sites for
her study with one of these schools as having a “low” general socioeconomic
composition and the other as having “mixed” socioeconomic composition.

The high school with “low” socioeconomic composition is predominantly

black and the other public high school she characterizes as “mixed” in its
racial composition. Finally, she includes an independent girls’ prep school
which she characterizes as “high” in terms of socioeconomics and racially as
“predominantly white.”

In her exploration of the role dfabitus Horvat adds a layer of
analysis by considering the simultaneous effects of race and classegecoll
choice. For example, Horvat (2000) depicts high school students like Lauren
whom she describes as: “excluded from the circle of Black friends in her
neighborhood because of the markers ofttadnitus her light skin and upper
middle-class amenities differentiate her from them. Both race and eftass s
to create the boundaries of belonging for Lauren infibig’ (p. 229, italics
added).

Horvat (1996) describes how Lauren is caught between two social
worlds in that she, like other Black girls, struggles to fit in at her prep school
which is predominantly white. Horvat examines the tension that Lauren feels
over everyday concerns like the type of music that is played at school dances:

“These cultural preferences which are part of everydagticein social life
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at school served as markers of exclusion for Lauren” (Horvat, 2000, p. 230,
italics added). Horvat depicts Lauren’s college choice of Spellman @ver U
Berkley as based on her selecting a place where she would belong—both in
terms of SES and race.

The longitudinal nature of Horvat’s (1996, 2000, and 2003) research
allows her to account for Bourdieu’s constructield as well. By extending
her original dissertation research to include follow-up interviews with her
subjects while they were in college, Horvat (2000) examines the role of race
and socioeconomic status on college satisfaction. Lauren, for example, whom
Horvat describes as caught between two social worlds in high school, fits right
in at Spellman, a prominent, historically black institution. Horvat (2000) uses
interview data with Lauren to depict how at Spellman she gains a sense of
belonging not only because of her race but also because “her upper-middle
class status placed her within the norm for students who attended the school”
(p- 232). Recall that for Bourdidabitusrepresents the tacitly understood
“rules of the game,” anfield represents the social space in which the game
takes place. By contrasting the same student’s high school experience with
her collegiate experience Horvat (2000) is able to draw conclusions about the
role of the studentdiabiti as it is played out in differefields “the important
point is to note how the meaning of Lauren’s class status changed over time as
thefield of interaction changed” (p. 232, italics added).

In general McDonough (1997) and Horvat (1996, 2000, 2003) enhance

our understating of Bourdieu’s constructhafitusthrough their empirical
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research. Their work explores the tendency of educational institutions to
reinforce class distinctions. McDonough’s extension of Bourdieu’s construct
to include organizational cultures seems to differ from Bourdieu’s explanation
of the construct to primarily represent how individual choice and taste are
shaped by the family. Alternately, I think Horvat represents what
McDonough describes asganizational habitusisfield. Horvat's work

identifies the differences between characteristics of institutia@tiahgs as

related to Bourdieu’s construct foéld her work reveals how these differences
shape students’ experiences while in high school and college.

Conceptual Framework for the Study: Applying Bourdieu’s Model

Previous research in the field of higher education often has focused narrowly
on one or two of Bourdieu’s constructs (Horvat, 2003). In an effort to better account
for all
of the elements in Bourdieu’s framework | offer a model (Figure 2.1) that esplor
how students make work choices and presents the interactive relationship béitween a
of the pieces of Bourdieu’s theoretical apparatus.

The depiction of Bourdieu’s key constructs in Figure 2.1 illustrates the
recursive nature of student employment-related choices—or what Bourdeu call
practice. Through this model | explore if college students will make chalmas
working while in school and if these choices are shaped by the stuldabitsisand
the various forms of capital they bring to college. Figure 2.1 suggestaitlzt i

choices about work reinforce the studehtbitusand shape their future
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Figure 2.1: Conceptual Framework for College Student Employment agi¢Btac
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Availability of Jobs
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Tuition Policies Academic Requirements

accumulation of capital while they are in college. Therefore, | depictirectional
arrows to mark the interaction bébitusandcapital and thepracticethat results

from this interaction. In this way | explore if the process of the developofient
differentiated class distinctions is one that evolves over the course of the student’
undergraduate career.

The key construct for understanding how Bourdieu (1977, 1984) believes
social class structures are reproduced over tirhabgus For Bourdiethabitus
represents the expected and perhaps “unexamined rules of the game,” laagety s
by the social class of the student’s family, that act to constrain thenstudeoice. In
Distinction Bourdieu (1984}listinguished between the “working clas&bitus
which he characterizes as being shaped by a “taste of necessity,” andntieant

class”habitus which he

characterizes as being shaped by a “taste of freedom.” As Figure 2ratdsis
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| explore if this distinction is relevant when examining the choices that
undergraduates make about working while in school.

Consistent with Bourdieu’s (1984) notion of thebitusof “necessity,” |
speculate that working class students’ choices about employment whiléeecale
shaped largely bthe need to pay for a portion of tuition, room and board, and fees.
The working class student focuses on the accumulation of economic capital in order
to afford college. As a result these students may be more willing to work more hours
and to accept off-campus employment; they also may be more likely to live at home
in order to control costs. Figure 2.1 suggests that these choices about work, or what
Bourdieu would calpractice may have certain opportunity costs associated with the
future accumulation of
cultural andsocial capital For example, both the amount of hours worked and the
fact that the work is more often off-campus may limit the student’s exposure to
campus events. These events may include lectures, extracurricular op@srianiti
the arts, music, literature, and sporting events. Therefore, | will exblibrese
students accumulate lesgltural capital—at leastultural capitalin a form that is
perhaps most valued by the institution. Similarly, the work experience of these
students would have an opportunity cost associated with the accumulatimeiabf
capital. Put simply, these students may have less interaction with faculty and less
opportunity to develop peer networks because of work. Because | speculate that these
work-related choices may shape the accumulati@oafl andcultural capitalwhile
the student is in college, | present two directional arrows betweenceraatl

capital.
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Conversely, for middle- and upper-class students | explore if the pattern may
be the opposite and characterized by what Bourdieu (1984) labels the “taste of
freedom.” Due to the possession of greater economic capital these studentsare mor
likely to be able to pay the full cost of tuition, room, and fees or their families may be
more willing to borrow money to cover these costs. Therefore, because these
students are likely to have greater choice about employment, they are free to work i
settings (on-campus) that allow them to further accumaualdtaral andsocial capital
or are free to choose not to work during the school year. Moreover, because they are
less dependent on work as a way to help pay for their education, these students are
free to seek employment that can further their academic or careestsitekéiddle-
and upper-class students also may be working for different reasons thamgvabess
students. They may work to afford certain status or lifestyle “luxuriegi as
parties, spring break trips, music (CDs and concerts), clothes, or cars. Working to
afford status items would be consistent with Bourdieu’s notion of a habitus
distinguished by a “taste of freedom.”

Of course the choices that students make about work do not occur in a
vacuum. In this study | explore if some characteristics of the campus \ukere t
student attends may constrain students’ choices and influence the decigionakke
about working while in school. In Figure 2.1 | present the college campus as being
analogous with Bourdieu’s (1977, 1984) construdtedfl. While Bourdieu means
many different things when he uses this construct, one way to understand what he

means byield is as the social space where the rules of the game are played out.
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Consequently, Bourdieu explains that the various forms of capital will have value
only within certain fields.

As an educational institution, a college or university has several
characteristics that | suggest may shape students’ choices regardiolg thiework
in their undergraduate experience. Figure 2.1 depicts some of the charestiasti
| speculate may be important to understanding how the universitiyedd shapes
students’ choices about work. One of these characteristics is the cadlietjers
policy. Indeed, one could argue that the college itself plays the most sighifode,
after the student’s family, in shaping theonomic capitahvailable to students
through policies that determine merit and need-based financial assstaiiaéle to
students. Academic policies and requirements also may affect studentshodsc
Policies that dictate specific requirements within certain majorsasicburse
sequencing, lab hours, and internship obligations would be examples of institutional
characteristics that might affect work decisions. For example, the imstitdbere |
conducted my study has an internship, a service, and a study abroad requirement for
all business majors. Such academic requirements might prevent certainsstwtent
must work in order to afford college, from selecting that major. The avatiyadli
campus and proximate off-campus jobs and the socioeconomic status of the majority
of the students served by the institution may also affect students’ worderela
choices.

Figure 2.1 presents the influence of the college or university camfieklas
as more than simply additive. In this study | explore if some of the campus

characteristics described above reinforce different work choices basdteoendies
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in social class. Therefore, | representftbkl as the college campus or the social
space where the rules of the game are played out.

The model | develop will be explored within the unique institutional context
of one university. While | come to the model with the desire to explore Bourdieu’s
constructs, | realize there are likely many other student characte(istisides social
class) that will influence students’ work choice. For example race, langbitige a
or even resident status for international students could dramatically ladtect
students approach, or eviéthey can consider, working while attending college.

Research Questions Derived from Conceptual Framework

The conceptual framework for the study applies Bourdieu’s (1977, 1984)
constructs as a way to explore how students on a particular university campus make
work choices. Through the use of this framework, | attempt to reveal how and why
these choices may vary based on class differences. The study is guided by the
overarching research question:

How do the work choices of working class and middle-/upper-class students

who attend one private four year university reflect Bourdieu’s theory @lsoc
reproduction?

In order to address the overarching research questions the study asks six
related sub-questions:
1. What work choices do working class and middle-/upper-class students
make and why do they make these choices? (e.g., whether or not to work;
how many hours to work; on-campus vs. off-campus employment)

2. To what extent do students’ work choices vary by class?

3. How do the work choices of working class and middle- upper-class
students shape their academic and co-curricular choices?
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4. How do the academic and co-curricular choices of working class and
middle-upper-class students shape their work choices?

5. To what extent do these patterns of relationships vary by class?

6. How do the work choices of working class and middle-/upper
students appear to be influenced by institutional characteristics,
policies and practices? (e.g., tuition policies, academic
requirements, socioeconomic status of the majority of the student
body, employment opportunities)

Summary

This chapter suggests that the literature on college student employment
presents an incomplete picture of the effects of work on the undergraduate
experience. The greatest problem with the empirical research on thisstopic i
that these studies examine the effects of work without any real focus on the
reasons and motivations the student might have for working while in college.
The review of the body of empirical research in this chapter demonstrates that
these studies are somewhat limited in the conclusions because of the nature of
the questions they ask about how students make choices about work and
school. In these studies differences in student employment are examined
based on limited dichotomous or artificially defined continuous variables.
Work is defined as either on-campus or off-campus, as less than 15 hours per
week or greater than 15 hours per week. As a case study which includes
interviews with students, this study holds the promise of probing deeper into
students’ motivation for working while in school and in understanding the

meaning they derive from that employment. The study also will look more

critically at differences in the types of jobs student hold while in school, and
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how this employment might shape students’ accumulatiso@éland
cultural capital

Another shortcoming of most of the research on college student
employment is the limitation of these studies to examine the effects of work
based on differences in student characteristics. This is a particukarhggl
gap in the literature given that students from lower SES status often have
greater unmet financial need while in college. For this reason we might
expect students from lower SES backgrounds would seek employment while
in school for very different reasons than students from higher SES
backgrounds. This study seeks to fill that gap by exploring differences in
students’ work experience based on social class.

The empirical research on student employment has been criticized for
the lack of theoretical models used to guide these studies (Rigger et al., 2006)
In this chapter | propose that Bourdieu’s theory of social reproduction
provides an appropriate analytical tool for examining students’ work-tlelate
choices within the context of their undergraduate experience. | develop a
conceptual model which uses Bourdieu’s constructs to explain these choices.
Because students from lower-income and working class backgrounds may be
compelled to work in order to afford college, the purposes and types of jobs
they pursue might be quite different than jobs pursued by students from
middle- and upper-class backgrounds. Here, Bourdieu’s (1984) elaboration of
the working classabitusis quite relevant. He suggests that it is characterized

by ataste for necessityThis is in contrast to the dominant claga'ste for

71



freedom(Swartz, 1997). | suggest, for example, that working class students’
employment may be shaped by tlexessityof finding work for the practical
and utilitarian purpose of paying for college, whereas middle- and upper-class
students may have tlfiedonto either not work at all or to find a job to help
build their resume or establish important social contacts for future
employment or graduate school. Likewise, | suggest that as a significant
majority on the campus where | conducted my study middle- and upper-class
students may establish certain norms or expectations about work choices that
will influence students’ choices.

There is a growing interest in utilizing Bourdieu’s theoretical contstiioc
guide studies in the field of higher education in the United States. This chapter
suggests that the most relevant examples of empirical research for thigesgudy
Horvat, 1996, 2000, & 2004); McDonough, 1997; Valdez, 1996) situate the research
within Bourdieu’s entire theoretical apparatus and identify the varioassaetthin a
givenfield of power relationships. Because most of the empirical research on student
employment is quantitative, and often has involved multiple institutions, thealesear
has virtually ignored the influence of institutional context on student employment.
This dissertation contends that institutional characteristics, policies artitgseplay
a role in shaping students’ attitudes and choices about working while in school.
Some of the institutional characteristics that appear to be important in shaping
students’ work choices include whether the institution is public or private, large or
small, urban or rural, residential or commuter. Therefore, in keeping with Basrdieu

(1977, 1984) theoretical framework this study will focus on how key characteristics
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of thefield (the university which serves as the site for the study) influence students’
work-related choices and overall college experience. In this way thewsiilid
examine if the institution itself tends to reinforce social class diftas

In the next chapter I discuss my use of case study as the methodology for
conducting the research. Experts on case study (Merriam, 1998; Stake, 2005; Yin,
2003) contend that it is a particularly effective methodology for examininga soc
phenomenon within a specific context. | suggest that this study, which examines the
work choices of students at a particular university, is well suited for tiahe s

design.
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CHAPTER THREE

RESEARCH DESIGN AND METHODOLOGY

This research uses a case study methodology to explore how students on a
particular university campus make choices about their part-time emplayirsegin
this chapter by discussing why case study is an appropriate methodologyer a
my research questions. | then discuss the rationale behind the case selection and
provide additional detail about the institution where | conducted the study. These
characteristics are important because the study explored if students’xperieaces
were shaped by the unique institutional context of the college they attend. | then
describe the data sources that | utilized to conduct the case study and oachppr
data collection and analysis. In the final section of the chapter | discusgprgach
to ensuring the trustworthiness of the study through the triangulating of data,
maintaining a case study data base, and demonstrating a chain of evidence. |
addition, | discuss the ethical concerns that | faced as a researcher.

Case Study Justification

In utilizing case study this dissertation closely follows Yin’s (2003) dedimi
of an exploratory single case study with multiple, embedded units of analysis. The
case is the phenomenon of student employment at a particular university. The
embedded units of analysis include the phenomenon of student employment as
experienced by two groups—working class and middle-/upper-class students.
Additional embedded units of analysis included the phenomenon of student

employment as interpreted by administrators and student employers.
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| have selected the case study methodology for three reasons. ¥irst, m
interest in exploring the usefulness of Bourdieu’s (1977, 1984) theoretical fraknewor
to help explain students’ choices is consistent with Yin’s (2003) belief thattcase s
is a particularly effective methodology for testing or expanding existiegry.

Indeed, Yin suggests that the development of theory in case studies, before data
collection is undertaken, is essential. Yin (2003) states that this a priori he®of t
differentiates case study from “related methods such as ethnographypandegl
theory” (p.28). For Yin the development of theory is central to the design of an
effective case study.

The second reason that case study was an appropriate methodology for this
study relates to the phenomenon under investigation—students’ work choices. This
research explored if students’ employment choices were shaped both by thésstude
social clasandby the practices and characteristics of the university they attend. |
believe that it is difficult to understand students’ work choices apart from the
institutional context. Authorities on case study methodology suggest that it is a
particularly useful methodology for examining a phenomenon within a specific
context, especially when the boundaries between the two are not clear ifMerria
1998; Stake, 2005; Yin, 2003).

Finally, case study was an appropriate methodology for this researchébecaus
it relies on multiple data sources. This research study drew on archival dettedol
from surveys, interviews with college administrators, and interviews withrggide

Utilizing each of these sources assisted me in the development of what Merriam
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(1998) describes as a “holistic description and explanation” of students’ workshoice
(p. 29).
Case Selection Rationale

The specific case under investigation in this study was the work experiences
of students at St. Luke’s College (a pseudonym). St. Luke’s is a private, €atholi
university in the northeast established in the mid 1850s. St. Luke’s has
approximately 3,700 full-time undergraduates and approximately 2,400
predominately part-time graduate students. | chose to study the work agpsroé
undergraduate students at St. Luke’s for two primary and interrelated reasons

The first reason for selecting St. Luke’s as the site related to the phemome
under investigation. Previous research indicates that unmet need is greatest for
students attending four-year private institutions (King, 2002). | believe that unme
need creates the condition in which many students feel the need to work in order to
afford college. However, students from working class backgrounds may hawve bee
under more pressure to work.

Table 3.1 represents the estimated student budget at St. Luke’s for the
academic year 2008-09. These costs are only estimates and do not represent the
student’s adjusted budget that takes into account financial aid from federalnpdtate a
institutional sources. At St. Luke’s 64% of undergraduates receive some form of
financial aid.

Nonetheless, the total cost of attendance at St. Luke’s is high. In additionghlstori
St. Luke’s tuition discount rate (the percentage of the total cost of attendanag funde

by institutional forms of support) has been relatively low (27%-29%). Because of St
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Luke’s high cost of attendance and low discount rate, | expected to find many
students working while going to college. While the relatively high percentage of
affluent families at St. Luke’s is a partial explanation for the low discatef it was

likely that some students from working class and even middle- class backgrodnds ha
significant unmet need. Therefore, as a research site St. Luke'serdprea

university where the phenomenon of interest—students’ work choices—was very
visible.

Table 3.1: Estimated Student Budget: St. Luke’s College: 2008-09 Academic
Year

Off- With
On-Campus Campus Parents

Tuition $35,140 $35,140 $35,140
Fees $1,100 $1,100 $1100
Room and Board Allowance $9,740 $6,200 -
Commuter Living Expense

Allowance e e $2,350
Books and Supplies $1,010 $1,010 $1,010
Transportation $360 $400 $1,050
Personal/Miscellaneous $1,060 $1,060 $1,060
Total $48,410 $44,910 $41,710

Source: St. Luke’s College Office of Financial Aid

The second reason that St. Luke’s was an appropriate site for a case
study of students’ work experiences, particularly one that focuses on social
class differences, was that the institution provided a dramatic contraseibetw
the experience of working class and middle- and upper-class stu@ents.
Luke’s is characterized by serving a high percentage of middle- and upper-
class students and their families. | suggest that this made the sabutic
working class students make in order to afford St. Luke’s feel more

pronounced.
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An indication that St. Luke’s serves a high percentage of middle- and
upper-class students is the relative low percentage of first-geneati@mts
attending St. Luke’s. For example, only approximately 7% of St. Luke’s class
of 2010 is first-generation (based on data from 2006 Cooperative Institutional
Research Project). By contrast, data show that there are a high peroéntage
fairly affluent students at St. Luke’s. For example, the annual family income
of St. Luke’s class of 2010 is summarized in Table 3.2. The percentage of
students who estimated their parents’ income as less than $50,000 is only
slightly more than 9 percent. In contrast, over a quarter of the class edtimat
their parents’ annual income is more than $200,000, with over 20% estimating
their parents’ annual income as $250,000 or more.

Table 3.2: St. Luke’s Class of 2010 Parents’ Combined Annual Income

Parent's Income Frequency Percent
Less than $50,000 70 9.20
$50,000-$99,999 213 27.90
$100,000-$149,999 165 21.60
$150,000-$199,999 111 14.50
$200,000-$249,999 46 6.00
$250,000 or more 158 20.70
Total 753  100.00

Source: Institutional data for St. Luke’s from Cooperative Institutional
Research Program’s (CIRP) annual survey 2006
* 96 students or 11.2% of the original sample were missing data on this item.
Parent income is the student’s “best guess” of parents’ income from all
sources in the most recent year before taxes.

The relative affluence of a significant portion of the student body atkse’s
may create a campus culture where working becomes a marker of tassal ¢
distinctions. For example, 43% of the class of 2010 is “full payers” or students who

received no institutionally funded aid (data in this section provided by St. Luke’s

Office of Financial Aid). These students have an average family inco8glaf279,
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and while a small portion of these students (14%) qualify for need-based loans or
work-study, | contend that they may be employed for different reasons than working
class students. Adding to this difference between social class groups on $t. Luke’
campus is the fact that historically the institution’s conservative approacitiao t
discounting meant that it capped the institutional aid for the most needy students at
between 65% and 75% of their total need. This policy changed for the class of 2011
when the institution began meeting the full need of all students who were admitted.
This made the class of 2010 a unique cohort group for the study.
Data Sources

Generally speaking case study researchers collect data fromplensdturces
(Merriam, 1998, Stake, 2005; Yin, 2003). In an effort to develop a rich case study
that focused on a phenomenon (students’ work choices) within a specific context (the
college campus), | utilized three data sources: archival records, seabixsd
interviews with students, and semi-structured interviews with college admiarst
In the next section of the chapter | discuss these data sources as thdy tetate
purposes of the study.
Archival Data

Yin (2003) suggests that “survey data...previously collected about a site” may
be useful in case study research. In order to accurately describe students
employment-related choices at St. Luke’s | utilized survey datectedlérom the
institution’s participation in the National Survey on Student Engagement (N8SE)
the Cooperative Institutional Research Program’s (CIRP) annual survessbman

norms. St. Luke’s participated in both surveys during the academic year 2006-2007.
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The NSSE survey contains data collected on freshmen and seniors while the CIRP
survey contains data on entering first-year students. The two surveys include
guestions about student employment.

The data files used in this case study included institutional level data for St.
Luke’s from the 2006 CIRP and the 2007 NSSE. The 2006 CIRP surveyed 859
entering freshmen from St. Luke’s class of 2010 and had a return rate of 91%. The
2007 NSSE surveyed 299 seniors from St. Luke’s graduating class of 2007 and 410
freshmen from St. Luke’s class of 2010. The 2007 NSSE had a return rate of 37 %
for seniors and 44 % for freshmen. The students interviewed for the studyaewvere f
the class of 2010. The next section of the chapter discusses why | chose to study
sophomores.

| used data from the CIRP and NSSE surveys to describe the charactafristics
student employment at St. Luke’s (e.g., how many students work, how many hours
per week students work, whether employment is on-campus or off-campus). | also
used the survey data to describe how students at St. Luke’s spend their time outside of
the classroom. For example, | describe how many hours per week St. Lukerdsstude
typically spend preparing for class and how frequently they are involved in
community service and clubs and organizations. While | believe the use of the survey
data was helpful in describing the context of student employment at St. Luke’s, |
primarily depended on interviews in order to understand how students make and

explain their work-related choices.

80



Semi-Structured Interviews with Students

In order to answer research questions about how students’ make work choices,
and about how these work choices shape their academic and co-curricular
experiences, | conducted interviews with second semester sophomores. | chose to
interview students in their sophomore year for several reasons. First, begaiuse
second semester of their sophomore year students must choose a major, | vaas able t
examine whether and how the student’'s employment choices affected their choice of
a major. Second, | focused on the sophomore year because a major point of emphasis
at St. Luke’s is study abroad. Typically, approximately half of any ctabe a
institution goes abroad during their junior year. By interviewing second samest
sophomores | spoke to students while they were in the throes of making a decision
regarding study abroad. The prospect that differing work experiencesinfigance
such decisions could be noteworthy because | speculated that working clastssstude
may participate less in study abroad, which could deter them from accungulati
certainsocialandcultural capitalprovided by the institution. Finally, | chose the
sophomore year because by this time most students have established patterns of
participation in co-curricular activities. Again, | explored whether wayldlass
students “chose” work over co-curricular activities, a choice that could prénant
from developingsocialand culturatapital.
Sampling for Student Subjects

In order to answer research questions about how students’ explain their work
and co-curricular choices, | interviewed a total of 24 students. Samplinydens

subjects for the study was purposeful and followed the logic often employed in
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gualitative research where the aim is to “develop information rich casesdgrist

depth” (Patton, 2002, p. 230). In this study | utilized what Patton (2002) describes as
maximum variation sampling by first identifying “the diverse chargsttes or

criteria for constructing the sample” (p. 235).

Because my research questions focused on the differences in work
experiences of students based on social class, | selected an equal number of
sophomores (N=12) from what | define as “working class” and “middle-/uppss-cl
backgrounds. For the purpose of this study, a student’s social class background was
defined as “working class” if they were first-generation college studertsheir
parents’ occupations total less than 50 on Hauser and Warren’s (1997) socioeconomic
index (SEI). Students selected for the study were defined as “middt-ileheir
parents’ educational status is mixed, with one parent having graduated fregecoll
and the other having not attended. The middle-class students’ parents had
occupations, if both parents worked, that totaled between 50 and 100 on Hauser &
Warren’s socioeconomic index (SEI). “Upper-class” students selectéuefstudy
were from families where both parents have a college degree or higheeand w
employed, if both parents worked, in occupations totaling 100 or more on Hauser &
Warren’s socioeconomic index (SEI). Because the work-related choiceslentst
may be influenced by the student’s gender as well as social class, | thitRideale
and 12 female participants equally distributed based on social class. A summary of
the students who were selected for the study is presented in Table 3.3.

In order to identify the student participants for the study, prospective subjects

completed a Student Participant Demographic Questionnaire (Appendix A). |
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recruited subjects from the entire sophomore class of 2010 by posting an
advertisement in the sophomore class newsletter and soliciting namegudeamt s
employers. However, because of the small number of first-generation statl&nt
Luke’s, I relied on student life colleagues, administrators in acadenaicsadihd
priests who live in the residence halls to assist me in identifying studentstwho f
definition of working class.

As noted in Chapter Two, previous research which examines the relationship
between work and student success often focused on several independent variables of
interest (e.g. number of hours worked, on-campus vs. off-campus employment).
While I did not use these criteria to select student participants for the study
information on these variables were collected on the Student Demographic
Questionnaire (Appendix A) and are presented as part of the findings in Chapter Four
As | explain in the next chapter, students in this study often switched betwesmdon-
off-campus jobs and/or altered the number of hours they worked from one semester to
the next.

Because previous research tended to ignore the type of employment students
obtain, | selected participants who held a variety of jobs. Students wertedelec
whose primary places of employment are both on-campus and off-campus. | selected
students whose work ranged from hourly employment in the service industry to paid
internships. While my empirical focus on the work experience of students of
different class background determined my primary selection critetignhpted to
portray as much diversity of student experience of the phenomenon as possible.

Patton (2002) stresses this is important in maximum variation sampling beaayse *
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patterns that emerge from great variation are of particular inter@stadue in
capturing the core experiences and central, shared dimensions of aetting
phenomenon” (p. 235). In order to include as much variation in the types of jobs
students held | had to make a concerted effort to recruit students whose eemloym
was strictly off-campus. When my first wave of recruitment yieldeg few students
in this category, | utilized a key student informant (the Sophomore Class Rtggide
find additional students who worked off-campus.

Finally, because the study focused on the work experiences of undergraduate
students who may struggle to balance their employment with academics, students
who participated in the study were paid a $100 stipend. The stipend seemed the most
appropriate incentive for a study that focused on the work choices of undergraduates
and signaled respect for the time students invested in the project.

Interviews with College Administrators

In addition to semi-structured interviews with students | conducted semi-
structured interviews with college administrators at St. Luke’s. Thesmiathators
included the Vice President of Enrollment Management, Director of Finandial A
Dean of International Student Services and the Dean of Academic Servicds. Whi
these members of the administration certainly do not have unilateral autborit
determine institutional policy, | believe they possess unique insight as to how the
specific institutional practices and characteristics described ind-iy1 (Page 65)

might affect students’ work, academic and co-curricular choices.
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Table 3.3: Subject Selection by Parental Educational Attainment and Oocupati

Student

*Numerical values for equivalent occupation as identified by Hauser anei&(1997) Socioeconomic Index for Occupations

85

Father's Education Mother's Education Fathe's Occupation Mother's Occupation Social Class
Maura Some College High School Grad. Comm. Water(@ar61)* Homemaker Working Class
Sarah Some High School Postsecondary other théegeol Factory Worker (21.23)* Job Coordinator (2¢*59 Working Class
Sukeina  Some College High School Grad. Unemployed nsurbnce Agent (41.02)* Working Clags
Sydney High School Grad. High School Grad. FactWorker (21.23)* Secretary (30.01)* Working Clags
Alicia High School Grad. High School Grad. Butcli2t.63)* Mobile Park Manager (33.91)* Working Clags
Brooke High School Grad. High School Grad. Ownentitrg Bus. (39.33)* Owner Advertising Bus. (36.84)  Working Class
Lou Some High School Grammar School or less Custdttigineer (28.49)* Home Attendant (25.98)* WoigkiClass
Luis High School Grad. High School Grad. Tech Supptd.94)* Homemaker Working Class
David High School Grad. High School Grad. Fire Fegh(37.40)* Maid (13.84)* Working Clasg
Carlos Some High School Associates Degree CoolBQ)5. Teacher's Aid (30.06)* Working Clags
Taylor High School Grad. High School Grad. Unknown Bus Matron (19.29)* Working Class
Paul High School Grad. High School Grad. Unknown sdbied Working Class
Emma Postsecondary other than college  Postsecoatfaythan college  Pool Business (44.57)* UnemgdiofNurse) Middle-class
Katy College Degree High School Grad. CPA (63.44)* Elementary Para. Prof. (30.06)* Middle-class
Claire High School Grad. College Degree Buildingdector (32.74)* Artist (45.11)* Middle-class
Alex Graduate Degree College Degree Minister (38.54 Teacher's Aid (30.06)* Middle-class
Chris College Degree High School Grad. Manager Blea. (46.10)* Religious ed teacher (42.90)* Migldlass
Red Some Grad School High School Grad. Risk Angbs163)* Pulmonary Technician (36.01)* Middle-cdas
Anna College Degree College Degree Hotel Manaded &* Homemaker Upper-class
Karen College Degree College Degree Treasurer-Cdadon (54.01)* Registered Nurse (63.57)* Uppasd
Rebecca Graduate Degree Graduate Degree Stat¢igates(46.08)* Business Executive (55.85)* Upjptass
Gareth Graduate Degree Graduate Degree CPA (63.44)* HR Professional (46.03)* Upper-class
Nick College Degree Graduate Degree Stock Brokais®* Salesperson (43.47)* Upper-class
Manny Graduate Degree Some College Physician (y4.72 Registered Nurse (63.57)* Upper-class



In addition to interviewing these administrators, | interviewed other
individuals who supervise student employees. These individuals were selected
following what Patton (2002) describes as snowball or chain sampling. In other
words, | interviewed student employment supervisors who the above administrators
suggested may have unique insight about student employment. | also interviewed
employment supervisors who were identified by student subjects in the study. These
were employers who students said were particularly influential intiagsieem with
their academic and vocational choices.

Data Collection and Analysis

Creswell (1998) suggests that an appropriate visual model for data collection
and analysis is that of a spiral in which each phase of the process both repeats and
builds upon the previous phase. 1 find this visual particularly applicable to this case
study, and view Creswell’'s model as consistent with Merriam’s (1998) descrgit
the data collection and analysis process as “recursive and dynamic” (p. 156)s Int
section of the chapter | describe data collection from each of the theegodates
and how | analyzed these data in order to develop the cross-case studg.analysi

In the first phase of data collection and analysis | reviewed and adalyz
survey data. As stated above, the two sources of archival data that were used in this
study included institutional level data collected through St. Luke’s pariimipit
recent implementations of the NSSE and CIRP surveys. The use of this data provided
me with valuable background information about campus characteristics related to

student employment. Although my analysis of the data was limited to descriptive
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statistics, this analysis assisted me when | conducted student interdippsndix A
lists the specific questions from the CIRP and NSSE survey that | utilizeg in m
analysis. Appendix A maps each survey question to Bourdieu’s construct(s) and
identifies the corresponding research question it addresses.

Individual semi-structured student interviews comprised the second phase of
data collection and analysis. Appendix C represents the Interview Guide r thes
sessions. The Interview Guide includes several primary questions tkatlessch
participant, and several sub-questions or prompts that could be explored depending on
the student’s response. | piloted the use of the Interview Guide with a student who
was not a participant in the research study and revised the Interviewggoid®
my first interview. The Interview Guide maps each question to Bourdieu’s
construct(s) as well as to the applicable research question. These wadagted
between 60 and 90 minutes. | audio recorded these interviews and labeled and stored
them electronically on my password-protected hard drive. | then transcatied e
interview prior to data analysis. After conducting my initial intervievith students,
| often contacted them by email to clarify items that they spoke about in their
interviews. In two instances, | conducted follow-up interviews with subjects i
person in order to add clarity to information they provided in the first interview.

My interviews with college administrators comprised the third phase of data
collection. These interviews were semi-structured and lasted 60 to 90 minutes.
Appendix D is the Interview Guide for these sessions. In my interview wité thes
administrators | began by asking each to comment, based on their experience, on how

they believed institutional policies, practices and student charactenaght
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influence students’ work choices. | also shared with them certain atréstics of
the student data | had collected and asked for their impressions concerning.the da
Finally, toward the end of the interview | shared my conceptual model withahdm
asked them to comment on its accuracy. | audio recorded the interviews andl labele
and stored them electronically on my password-protected hard drive. Fitvadsc
each interview prior to data analysis. | had several follow-up conversatidns wit
some of these informants (either by email or over the telephone) in orderfip clari
items they had discussed. In addition, | requested specific informationpaidicigs
and practices of the institution from the Director of Financial Aid. These datagr
important to the development of the section on the policy implications of the study.
Merriam (1998) explains that data analysis for case studies happens
simultaneously with data collection. She emphasizes the “interactive natlataof
collection, analysis, and reporting” (p. 153). In keeping with this strategy, |
employed what Merriam describes as the constant comparative methad of da
analysis (see Glaser & Strauss, 1967) for my case study on student enmployme
Following this method | began by analyzing the survey data available frdmkets
participation in the CIRP and NSSE surveys and reached some tentative conclusions
about the overall characteristics of student employment at St. Luke'seger of
hours student work, on-campus vs. off-campus employment) and how these might
relate to students’ social class. |then compared what | found from the slateey
with what each student and administrator told me during the individual interviews.

As Merriam describes, my goal was to use the transcripts and field notesijrom
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first interview and to compare these to the transcripts and field notes frontoimel se
interview and so forth.

In following the constant comparative method | adopted Merriam’s strategy
“keeping notes, comments, observations, and queries” in the margins of each
transcript and set of field notes in order to construct categories of theahes th
emerged from the data (Merriam, 1998, p. 181). As Merriam (1998) describes, the
next step in the process was naming categories to express the themeetbatie
from the data. Merriam says that this process of developing “classificathemes
can be borrowed from sources outside the study at hand” (p.183). Because my
overall research question sought to understand if Bourdieu’s theory of social
reproduction illuminated how students make work choices, | returned to my
conceptual model (p. 63) to aid in the development of these classification schemes.
Nonetheless, | attempted to stay very close to the data itself and whenepbgsdal
subjects’ phrases and words to describe themes.

My classification of data collected from the student interviews int@oats
and themes followed Merriam’s (1998) recommendations for cross-case analygsi
such, | first analyzed data within each individual unit of analysis and searched for
similarities within the group of students identified as “working class.’etth
followed the same process for the students who were identified as “middiéanias
“upper-class.” After completing the within case analysis, | proceedsahttuct
what Merriam (1998) describes as the cross-case analysis whigraptad to “build

abstractions across cases” (p.195).
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This process of identifying categories lead to what Merriam describles as t
“third level of analysis [that] involves making inferences, developing models, or
generating theory” (p. 187). For my study this step involved an analysis of how
adequately Bourdieu’s theory was in explaining students’ behavior, and whether or
not the institution, through its policies and practices, tended to reinforce class
distinctions.

Trustworthiness

Yin (2003) discusses three principles of data collection and analysis for case
studies that can be employed by the researcher to enhance the studyisardidit
reliability. These three principals include using multiple sources of evadenc
creating a case study data base, and maintaining a chain of evidenad edalsef
these principles in order to ensure that the conclusions | made from the data wer
trustworthy. In this section | briefly discuss how | applied each of theseigas to
the research study.

| used multiple sources of evidence (e.g., archival records, semi-stducture
interviews, and semi-structured interviews with college adminisgatorexplore the
usefulness of Bourdieu’s constructs to explain how students make choices about
working while attending college. Yin (2003) explains that effective caseestudi
involve “data triangulation” where “multiple measures of the same phenomenon”
corroborate any conclusions the researcher makes about the data (p. 100). In order to
draw conclusions, | examined data collected from my three sources of evidence

determine points of convergence. | also attempted to reconcile data thatgrese
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conflicting evidence. Yin asserts that the triangulation of data is one wai¢hat
case study researcher can address issues of construct validity.

Yin (2003) also advocates keeping a case study data base to allow any
external reviewer to examine all the raw data collected in the case. drkapturate
data base on each of my sources. The case study data base included thikeactual
and analysis of the survey data. | also recorded and saved field notes and
transcriptions from the interviews with students and college administrators.
asserts that keeping a well organized and documented case study datachaases
markedly the reliability of the entire case study” (p. 102).

Finally, the conclusions that | draw in this case study were documented
following what Yin calls a chain of evidence. In this way the final castyseport
traced the conclusions obtained from the “relevant portion of the case study data
base” (Yin, 2003, p. 105). By maintaining a chain of evidence, | traced the
information from the case study data base to my original research questitve and t
construct it was designed to explore. Yin (2003) believes that this processanof “cle
cross-referencing [of] methodological procedures...to resulting evidenoetps an
important measure of reliability for case studies (p. 105).

Ethical Considerations

Merriam (1998) suggests that the issue of anonymity is often problematic in
case study research. She explains that because case study by itswerywalves
“an intensive investigation of a specific phenomenon...it is nearly impossible to
protect the identity of either the case or people involved” (p. 217). Despite this

challenge, | made every attempt to provide anonymity to the institution ttesstobip
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serve as the research site and to the individuals who agreed to participatéudythe s
While | use a pseudonym for the institution where | conducted the study, | made it
clear to the leadership of the university that some readers of the study may
inadvertently determine the research site. Nonetheless, | also took additspsaio
protect the anonymity of the “case” by changing the names of administaaid
academic units that were unique to the institution and therefore might males¢he c
readily identifiable. In addition, | took great care to provide pseudonyms for
additional college personnel named by students during the interview process. Names
of administrative and academic units unique to the institution were also changed.
Similarly, | changed all references to actual campus buildings, landmarksestd s
names. All of these changes are identified as pseudonyms within théttext o
guotations for the study.

An equally sensitive issue for this case study was the researcheippat
relationship. Because | was particularly interested in students’ germgipense
about the role of work in their undergraduate experience, and delved into potentially
sensitive issues of class difference, | provided students who participatedsitudy
anonymity through using pseudonyms instead of their actual names. In addition, |
took care not to provide identifiable demographic characteristics of parttsiphat
were so specific that the individuals could be easily identifiable if thanessite
were revealed. For example, | for the students whose parents wereamisigrthe
United States | referred only to the part of the world that they immdyfeden and
not the actual country. | describe each student’s hometown but do not name it.

Finally, while | used the students’ parents’ occupation to identify the saamd
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discuss how their employment shaped the student’s habitus, | took care not to provide
the actual names of the companies or business that were their employergm@and oft
referred to these by pseudonyms. In addition, at least one of the participamdis/pr
co-curricular experience was changed to protect his anonymity. Wids |
dependent upon colleagues and other students to identify prospective participants for
the study, | did not share with any of these individuals the names of students who
were selected for the final sample. In addition, while | sought confomat my
model from the administrators | have identified as informed experts, | did met sha
any actual student responses with them nor did | share the identity of any of the
participants. This was particularly important because some of the studerippats
were critical of some of the characteristics of the campus culturelaikets and
were critical of certain administrative policies. All of the audi®@rdmgs and
transcripts from student interviews were secured, and file names were ceddaba
the students’ pseudonyms in order to avoid any possibility that students’ identities
could be disclosed.

As an insider at the institution where | conducted my study | faced some
specific ethical challenges in collecting data from students. Becausesitigipas
an administrator in student affairs at the institution involves me in a vafietyties,
including some responsibilities with student conduct, | distinguished for student
participants the difference between my administrative responsibditigésny role as
researcher. Symbolic of this distinction, | conducted the student interview®at a
campus site other than my office. Prior to beginning the interview | madanttiche

my role in this research was separate from and independent of my job.
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Finally, | believe the findings from this study could have real benefitsoftr b
the leadership at the host institution and the students. For this reason | will @rovide
summary of my findings to all the subjects in the study, administrators wohehss.

The summary of the findings will connect the study to previous research. Following
this | will host two open forums in order to discuss the results—one for
administration and faculty and one for students.

Summary

This chapter outlined the methodology | used to investigate the phenomenon
of student employment on a particular university campus. | suggested thaudsgse s
is an appropriate methodology given the theoretical framework and conceptual model
| introduce in Chapter Two. In this chapter | presented a rationale for thewsetdc
the research site and described the data sources from which | drew irdartoati
develop the case study. In addition, the chapter described the data collection and
analysis procedures that | used and discussed my approach to ensuring the
trustworthiness of the study. In the final section of the chapter | discughited e
challenges that | faced as the researcher. | then outlined my approachitives
ethical issues including protecting the anonymity of the research sitedlipgvi
confidentiality for the subjects in the study, and establishing and maintaneingist

of student participants.
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CHAPTER FOUR

FINDINGS

This chapter presents the findings for the study. The chapter includes three
sections. The first section describes the institutional context for the phenomenon of
student employment at St. Luke’s College. This section utilizes archival dd&a m
available through St. Luke’s Office of Institutional Research, includite ctzlected
as part of the institution’s participation in the 2007 National Survey on Student
Engagement (NSSE) and the 2006 Cooperative Institutional Research Program'’s
(CIRP) annual survey on freshman norms. The second section of the chapter presents
24 case summaries of the student participants in the study. This section draws upon
each student’s Demographic Questionnaire (Appendix A) and interview. The case
summaries describe, through the students’ own words, their experience of working
while going to college. The final section of the chapter presents themes doawn fr
the interviews conducted with campus administrators and student employers.

Description of the Field:
The Context of Undergraduate Student Employment at St. Luke’s College

St. Luke’s College was founded in 1852, and while the campus has moved
twice, the institution has always resided in the same large, northeasterAfeer
World War 1l the institution primarily served working class Catholics, yrarwhom
were the first in their families to attend college. Often these were th@tbish,

German and Polish immigrants. St. Luke’s did not admit women until 1971 when it
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merged with an all women'’s college located in the same city (Source: Stslkdle’
2007 Fact Book, Office of Institutional Research).

St. Luke’s opened its first dormitory in the fall of 1967. However, the
institution primarily served commuters until the 1980s. At that time St. Luk&s 23
president, a priest with significant stature and tenure at the institutiorfptragd the
university from a local, commuter college to a regional and residential campus. This
was accomplished by an intentional recruitment effort that drew heamwity fr
Catholic high schools that were located out-of-state. At the same time, St. Luke’s
constructed dormitories and acquired private apartment buildings, which were
converted to student residences. The result was that by the mid 1990s St. Luke’s was
primarily a residential campus.

Today nearly 90% of St. Luke’s students live on-campus. Most of the
remaining students live in nearby apartment buildings and town homes. The
undergraduate commuter student, which was once St. Luke’s mainstay, is now
virtually non-existent. While St. Luke’s has two satellite campuses tipgort
graduate studies, all undergraduates attend the main campus. The vast majarity of St
Luke’s undergraduates come from out of state with approximately 80 % coming from
four states located within a two to three hour drive of the campus. Another 14% of St.
Luke’s undergraduates come from five states that are further awaill yeitisin a
four to seven hour drive of the campus (Source: St. Luke’s Fall 2007 Fact Book,

Office of Institutional Research).
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St. Luke’s Catholic Mission and Identity

St. Luke’s has remained strongly Roman Catholic. All 25 of St. Luke’s past
presidents have been priests from the same Order. In addition, many otster prie
have active roles in the campus community. These are highly educated men who
serve as members of the faculty and in other key administrative positionsofMost
the priests on St. Luke’s campus live in their own residential community. Hawever
each year several priests will live in the residence halls with under¢gastudents.

The undergraduate student body at St. Luke’s has remained predominantly
Catholic as well. For example, 71.8% of the class of 2010 (the cohort that is the
focus of this study) identify as Roman Catholic (Source: 2006 CIRP Survey, N=843).
The next highest category of religious preference listed by the 2010 caverthese
indicating “none” (6.8%), followed by “other Christian” (4.7%). Three mainline
Protestant denominations (Lutheran, Methodist, and Presbyterian) constitizieo t
6.9% for the class of 2010 (Source: 2006 CIRP Survey, N=843).

The Catholic mission and identity is evident in most aspects of undergraduate
student life at St. Luke’s. This identity is celebrated in many of the anadéldns
of the campus. Each academic year begins with the Mass of the Holy Spirit and ends
with Baccalaureate Mass. In addition, the campus supports a large and aoipues c
ministry unit and many students participate in chapel choir, and as acolytes and
liturgists. The campus ministry unit also supports an active retreat program.

The other aspect of Catholic identity and mission that is evident in the
undergraduate student culture at St. Luke’s is a commitment to socia firsbagh

service to the materially poor. The hub for this activity is the Communityc®ervi
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Center, which was founded in 1992. The Center supports community service
programming amongst the student body and fosters relationships with exterital se
sites. The Center organizes student volunteer work at service sites thdtoange
soup kitchens to construction sites for Habitat for Humanity. In addition, the Center
provides students the opportunity to participate in other more remote domestic service
projects during an alternative to spring break program. The Center also supports tw
popular international service opportunities in Central America. The Community
Service Center works with faculty to promote service learning opportuagipart of
their courses and a number of classes are designated as having a seninge lear
component.

Participation in the various service opportunities at St. Luke’s is high. For
example, 46.5% of students from the class of 2010 reported they had already
participated in community service when they completed the 2007 NSSE survey
during the spring semester of their freshman year. Another 44.5% of the students
from this cohort said they planned to participate during their four yearsc(S@n07
NSSE Survey, N=380).

Characteristics of Undergraduate Education and Co-curricular Experiences at St.
Luke’s

St. Luke’s curriculum is grounded in the liberal arts. Students are required t
take 17 courses in order to satisfy the liberal arts core. These include twscourse
each in English, philosophy, theology, history, and additional courses in math and
sciences. Each student must take an effective writing course and a cotingesin e

Demonstrating proficiency in foreign language is also a requiremerg.tdsuch
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extensive requirements in the core curriculum, students spend a great deal of tim
during their first two years at St. Luke’s fulfilling these courses aodrdingly are
assigned a core advisor when they enroll as freshmen.

St. Luke’s offers the Bachelor of Arts degree in 23 fields, the Bachelor of
Science degree in six fields, and the Bachelor of Business Administration in two
fields. Students are assigned a faculty advisor in their major when they declage
end of their sophomore year. St. Luke’s has a well known business school and the
undergraduate degrees in business are quite popular. The communications major is
among the most popular in the arts and sciences. Students pursue a wide range of
majors and some students combine coursework in more than one discipline in order to
complete interdisciplinary degrees.

St. Luke’s is an academically rigorous institution. Typically studiakes five
courses each semester and are expected to spend a significant amount of time
preparing for class. Table 4.1 demonstrates the distribution of the number of hours
that the class of 2010 said they spent preparing for class during a typicaéelay
their freshman year.

Table 4.1: Class of 2010: Hours per Week Spent Preparing for Class
Hours per Week Percent

1-5 7.4
6-10 20.0
11-15 26.8
16-20 18.9
21-25 15.0
26-30 6.6
More than 30 5.3
Total 100.0

Source: Institutional Data for St. Luke’s from 2007 NSSE Survey, N=380
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These data suggest that over 60% of the freshmen class spent between 11 and 25
hours per week preparing for class. This means that most students spend at least one
hour studying for every hour they spend in class.

Another characteristic of the academic environment at St. Luke’s is the
relatively low faculty to student ratio. The 2007 Fact Book for the institution cites
this at 1:12. Consequently, most students at St. Luke’s should have the opportunity to
develop close relationships with their faculty. Table 4.2 provides the frequency with
which students in the Class of 2010 said they discussed ideas from their readings or
classes with their faculty outside of class. While the relatively higjuénmcy
(35.8%) of students who answered “never’” may be a result of the fact that thig surve
was administered during the freshmen year, a majority of the studenerad®ither
“sometimes” or “often”.

Table 4.2 Class of 2010: Discuss Ideas with Faculty Outside of Class
Frequency Percent

Never 35.8
Sometimes 447
Often 121
Very Often 7.4
Total 100.0

Source: Institutional Data for St. Luke’s from 2007 NSSE, N=380

An emphasis of undergraduate education at St. Luke’s is the opportunity to
study abroad. Study abroad opportunities are highlighted during the recruitment of
new students and the primary focus for these programs is on the junior yedy. Nea
half of every cohort will study abroad for one or two semesters during theyéaird
The vast majority of these students (85% during the 2007-2008 academic year) study
in one of the eleven programs that are sponsored directly by the institutiongSour
Fall 2007 Fact Book, St. Luke’s Office of Institutional Research). The inetithts
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program coordinators, and in some case faculty in residence, at universities in the
following locations: Alcala, Spain; Auckland, New Zealand; Bangkok, Thailand;
Beijing, China; Cork, Ireland; Leuven, Belgium; Melbourne, Australia; Netiea
England; San Salvador, El Salvador; Paris, France; and Rome, Italy. lomdesich
year a few students participate in St. Luke’s exchange programstiver

universities, affiliated programs and non-St. Luke’s programs.

As a residential college St. Luke’s provides students with a wide array of
opportunities to get involved in activities and leadership roles outside of class. The
institution has an active student government and student elections for student
government and class offices are competitive. The Office of Student Asdtiviti
sponsors a range of activities from concerts and entertainment to familyndeeke
The office also supports over 100 clubs and organizations. In addition, the Office of
ALANA Student Services provides support for students of color and offers cultural
programming for the entire campus through its sponsorship of the various cultural
clubs and organizations. St. Luke’s sponsors 17 Division | intercollegiate athletic
teams and students turn out in large numbers for home contests in basketbalg lacross
and soccer. St. Luke’s also has a large and active campus recreation program
Intramurals and club sports are popular and the campus opened an outstanding
recreation facility for students, faculty, staff, and alumni in the fall of 2000.

Student participation in co-curricular experiences is high and a typit¢aifpar
many students’ experience at St. Luke’s. Table 4.3 summarizes the number of hours

that the class of 2010 estimated they spent per week on activities ranging
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Table 4.3: Class of 2010: Number of Hours per Week on Co-curricular Activities
Hours per Week Percent

0 18.7
1-5 40.8
6-10 18.4
11-15 9.1
16-20 7.1
21-25 3.7
26-30 1.1
More than 30 1.1
Total 100.0

Source: Institutional Data for St. Luke’s from 2007 NSSE Survey, N=380
from student government and publications to intercollegiate sports and intramurals.
The vast majority of students (59.2%) participate between 1 and 10 hours per week in
these activities. The relatively high percentage of students who say they do not
participate in co-curricular activities (18.7%) may be due to the fact thateys
was completed during the second of their freshmen year and a greater number of
students are likely to become involved over time. Because the NSSE survey includes
intercollegiate athletics as a co-curricular activity, perhapethb® estimate the
greatest number of hours are athletes.
Tuition Policy and Financial Aid

As was described in Chapter Three, St. Luke’s has a high cost of attendance
(See page, 72). In addition, the institution has had a conservative tuition discount
strategy. The tuition discount rate is the percentage of the total cost of ateendanc
covered by institutional forms of aid. Table 4.4 displays St. Luke’s tuition discount
rate for the past 10 academic years. While the institutional financial aidtthatge

increased dramatically, primarily in order to keep up with the increake itost of
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Table 4.4: Undergraduate Tuition Discount Rate at St. Luke’s College 1999-2009

Academic Institutional Discount

Year Financial Aid Rate
1999-00 14,128,113 24.8
2000-01 16,806,860 25.0
2001-02 18,156,256 25.1
2002-03 19,465,195 25.1
2003-04 21,364,182 25.7
2004-05 23,653,475 26.5
2005-06 25,832,266 26.8
2006-07 28,536,019 27.6
2007-08 32,897,248 28.8
2008-09 39,788,961 31.7

Source: St. Luke’s College Office of Institutional Research
*Institutional financial aid includes academic scholarships, need-lggaets, and
athletic grants for tuition. These amounts do not include loans.
tuition, the discount rate only rose marginally each year. The largesisedrethe
tuition discount rate at St. Luke’s was seen in the most recent year. This was
primarily due the institution’s decision to meet full need for all studentséofirst
time. In addition the increase in the tuition discount rate for 2008-09 was a result of a
slight decline in the number of students who were so called “full payers.” Despite
this recent trend, the tuition discount rate has remained remarkably low. The low
tuition discount rate is one indicator of the relative affluence of the student body
because it indicates a high percentage of students who can pay St. Luke’s total cost of
attendance.

St. Luke’s offers three primary types of financial aid. The first tgpaerit
based scholarships. The institution offers five levels of merit based stiyodats
academically talented students. The scholarship levels for these aveards a
determined by minimal SAT scores. The minimal SAT scores for eachlaikefs

merit based scholarships for the incoming class of 2010 are summarized in Table 4.5.

The yield rate represents the percentage of students accepted byititeomst each
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scholarship level who in turn accept the offer of admission. Clearly, the fihaittia
package offered to
Table 4.5: St. Luke’s Merit Based Scholarship by Award Value for the Clasof

2010
Scholarship Value Offers Accepts  Yield Rate Average SAT

Merit | 31,270 52 13 0.25 1524
Merit 1 17,500 165 21 0.13 1436
Merit Il 12,500 271 29 0.11 1365
Merit IV 10,000 379 64 0.17 1338
Merit V 7,500 474 68 0.14 1290
Total 1,324 195 0.15

Source: St. Luke’s Office of Institutional Research
a student is thought to be one of the reasons the student might choose to attend that
particular institution.

The second type of financial aid offered to students at St. Luke’s is need based
grants. These grants are based on the student’s ability to pay. All studentsstvho wi
to apply for financial aid at St. Luke’s must fill out both the FASFA form and the
CSS Profile. The CSS Profile utilizes an institutional methodology debsigressess
the student’s expected family contribution. After the student’s expectely fami
contribution is calculated, St. Luke’s offers institutional grants to studentstitho s
have unmet need. St. Luke’s need based grant awards for the class of 2010 are
summarized in Table 4.6.0ne strategy St. Luke’s has employed in the past to keep its
tuition discount rate low is to “cap” financial aid awards for those students wigo wer
admitted who required the most need. The last class where students from the highest
need category had their financial aid “capped” was the 2010 cohort. Table 4.6
indicates that 14 % of the students from the highest need category in the class of 2010

had their need based grants capped when admitted as freshmen.
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Table 4.6:St. Luke’s Need Based Grants by Award Value for the Class of 2010
Award Range  Offers Capped Accepts Capped Yield Rate

(Cap Rate

75%) 23,450 140 14% 62 22% 0.44
20,000-22,950 97 42 0.43
16,000-19,950 143 48 0.34
12,000-15,950 155 46 0.30
8,000-11,950 150 40 0.27
4,000-7,950 152 26 0.17
0-3,950 130 18 0.14

Total 940 282 0.29

Source: St. Luke’s Office of Institutional Research

For these students their financial award only represented 75% of what St. Luke’s
calculated as their full need. Nonetheless, the yield rate for these stisdegteer
than for any other category of need based award recipients. In addition|dhatge
for students from the 2010 cohort who received need based aid is higher overall
(29%) than for those students who received merit aid (15%).

The third type of financial aid awarded by St. Luke’s is multicultural
scholarships and need based awards. In an effort to increase racial and ethnic
diversity the institution awards both need based and merit financial aid toeatimitt
students of color. Table 4.7 summarizes merit awards offered to students obrcolor f
the 2010 cohort.

Table 4.7: St. Luke’s Merit Based Multicultural Awards for the Class of 2010

Scholarship Value Offers Accepts  Yield Rate Average SAT
Multicultural | 31,270 19 4 0.21 1412
Multicultural 1I 20,000 40 5 0.13 1327
Multicultural 111 17,500 70 11 0.16 1259
Multicultural IV 12,500 54 9 0.17 1273
Multicultural V 10,000 85 18 0.21 1226
Total 268 47 0.18 1272

Source: St. Luke’s Office of Institutional Research
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In addition to offering merit awards for academically talented studersaf, St.

Luke’s offers need based awards for ALANA students in slightly greateuats

than for majority students. Table 4.8 summarizes the need based financialraisl awa
for the 2010 cohort. As was the case with majority students, the highest yisltbrate
students of color were for students from some of the highest need categories.

Table 4.8: St. Luke’'s Need Based Multicultural Awards for the Class of 2010

Range Offers  Accepts Yield
28,000-31,270 41 13 0.32
24,000-27,950 20 12 0.60
20,000-23,950 18 12 0.67
16,000-19,950 32 8 0.25

12000-15,950 21 7 0.33
8,000-11,950 29 9 0.31
4,000-7,950 17 3 0.18
0-3,950 16 3 0.19

Total 194 67 0.35

Source: St. Luke’s Office of Institutional Research

The relatively small number of merit awards (Table 4.7) and the relativeidbav

rate for these awards demonstrates that as a pre-dominantly whitgiorstt.

Luke’s struggles to attract these students in a competitive recruitin@emént.
Similarly, one would expect St. Luke’s would have difficulty attracting sttslef

color with high financial. However, in some categories the yield rates are
exceptionally high (over 60%). The yield rate for ALANA students who receeé ne
based grants (35%) is higher than for any other category of financiatgkngs.
Therefore, it appears that while there is a small number of low-incomenstate
color that apply to St. Luke’s is small, once these students apply they arakealgre |

than other financial aid recipients to accept the offer.
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Student Employment at St. Luke’s College

Employment opportunities on St. Luke’s campus are widely available. The
Office of Human Resources reports that in the most recent academ{2@@&+08)
over 900 hourly wage jobs were filled by students. Many of these jobs are offered to
students as part of their financial aid package because the institution isipaarin
the Federal Work-study Program. Table 4.9 demonstrates that for the past thr
academic years between 500 and 600 work-study positions have been filled at St.
Luke’s. The Office of

Table 4.9: Federal Work-study at St. Luke’s College between 2006 and 2009
Academic Year Work-study Offers ~ Work-study Positions  Percent Accept

2006-07 1035 550 0.53
2007-08 1093 595 0.54
2008-09 1124 554 0.49

Source: St. Luke’s Office of Financial Aid

Financial Aid reports that while there are many work-study opportunitiesabieil

each year only approximately half of the students who receive work-stadgtahe
award. In some cases this may be because students and their parents believe that
working may adversely affect their studies.

While in any given year slightly more than half of the jobs on St. Luke’s
campus go to students who qualify for work-study, another 400 jobs are filled by
students who do not qualify. These jobs are created by departments who needed
additional student employees and are supported directly by their operational budgets.
Student employees who are not awarded work-study are commonly referred to as
“direct hires” on St. Luke’s campus. Three of the departments with thesfreat
number of direct hire employees include Residence Life, Recreational Spdrts, a

Annual Giving. Residence Life employs students as desk assistantssaictwiby
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desks that operate 24/7 during the academic semester. Recreational Sponianyse
direct hire students in order to staff the Rec. Center and to support a wide array of
programming. Annual Giving utilizes many students to solicit donations from
alumni. While these three departments are the largest employers ohdiestudent
employees, work-study positions are available in just about every acad®mic a
student service department at St. Luke’s. The wage scale for direct Ipliceyees
typically starts at minimum wage (just as work-study). However, posibich
require special qualifications such as lifeguards or positions where students have
supervisory responsibilities over other students may pay more. In addition to hourly
wage jobs, Residence Life employs approximately 185 students per yoesident
Assistants (RAs). RAs receive free room and $2,000 per year stipend that can be
used towards tuition, books, or meals.

The number of hours that students spend working at their on-campus jobs is
regulated by their employers. A number of the administrators and student eraploy
interviewed for the study discussed the “informal” policy that work-study stadee

not permitted to work more than 15 hours per week during the term. Table 4.10

displays the

Table 4.10: Class of 2010-Hours per Week Spent Working for Pay On-campus
Hours per Week Percent
0 54.1
1-5 9.3
6-10 16.5
11-15 13.5
16-20 5.4
21-25 0.4
26-30 0.4
More than 30 0.4
Total 100

Source: Institutional Data Available for St. Luke’s from 2007 NSSE Surve$80I=
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number of hours per week that students from St. Luke’s class of 2010 estimate that
they spent working at their on-campus jobs. The high percentage of students who
state that they do not work on-campus (67.6 %) is partially due to the fact that
students from this cohort completed the survey during their second semester on-
campus. A number of students who were interviewed said that they did not want to
work at all their first year in order to focus on their academics. In additiany ma
students reported they found it necessary to work after the completion ofrdteir fi
year because the costs of attending St. Luke’s were higher than theysaedici

Table 4.12 presents the number of hours that students from the class of 2008 reported
working on-campus at St. Luke’s during their senior year. These data stiggest
more students work on-campus and for

Table 4.11: Class of 2008-Hours per Week Spent Working for Pay On-campus

Hours per Week Percent
0 54.1
1-5 9.3
6-10 16.5
11-15 135
16-20 5.4
21-25 0.4
26-30 0.4
More than 30 0.4
Total 100

Source: Institutional Data Available for St. Luke’s from 2007 NSSE Surve®78I=
more hours their senior year than as freshmen.

Far fewer St. Luke’s students work off-campus than work on-campus. This is
likely due to the fact that there are only two commercial areas within gfogenity
of the campus that support service industry jobs. Working off-campus is made more
complicated because St. Luke’s students are not allowed to have a car on-campus

during their freshmen year. Despite these deterrents, a small number ofsstiadent
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have off-campus jobs in their first year. Table 4.12 displays the number of hours per
week that students from the freshmen class of 2010 reported working at off-campus
jobs. Over the

Table 4.12: Class of 2010-Hours per Week Spent Working for Pay Off-campus
Hours per Week Percent

0 67.6
1-5 47
6-10 16.3
11-15 9.7
16-20 1.4
21-25 0
26-30 0
More than 30 0.3
Total 100

Source: Institutional Data Available for St. Luke’s from 2007 NSSE Surve$80I=
course of their four years at St. Luke’s more students do seek employment off-
campus. For instance, Table 4.13 shows that more seniors work off-campus and for
more hours than freshmen. Of course, it is likely that more seniors are pursuing paid
internships

Table 4.13: Class of 2008-Hours per Week Spent Working for Pay Off-campus
Hours per Week Percent

0 60.2
1-5 5.7
6-10 13.3
11-15 7.2
16-20 7.5
21-25 4.3
26-30 0.4
More than 30 1.4
Total 100

Source: Institutional Data Available for St. Luke’s from 2007 NSSE Surve®78I=
and other relevant employment opportunities in anticipation of entering the work
force after graduation. Nonetheless, the fact that 40 % of St. Luke’s studekts

off-campus during their senior year, and in some cases for many hours each week,
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suggests that the employment choices of students at St. Luke’s shift duraogitbe
of their undergraduate education.

One limitation of analysis of the NSSE data available on students’ work
choices is that students are asked separate questions about on-campus amalsff-cam
employment. Therefore, it is likely that some of the students who responded to these
guestions work in both on-campus and off-campus employment settings during the
same semester. Indeed, in the next section of the chapter, when | present the case
studies of the student subjects for the study, it is evident that working class student
more often combine on-campus and off-campus employment than their peers.

Working Class Students and their Jobs

This section of the chapter presents 12 case summaries of the working class
students selected for the study. These students were selected baseditamitime cr
described in Chapter Three and outlined in Table 3.3 (page, 80). The case summaries
describe each student’s work, academic and co-curricular choices. &Bese ¢
summaries establish the student’s employment history and identify eleoh&mes
personal background that shape their choices about work and school. Table 4.14 is a
summary of each student’s job(s), hours worked per week, and academic and co-
curricular choices. In addition to meeting the classification of “workiags;!
subjects were selected in order to represent as much variation in the type of
employment they held as possible. While four of the working class students in this
study were Residence Assistants (RA), all of these students held atnleast

additional job, either on or off-campus.
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Maura

Maura is a local working class student. Even though she commuted during
high school in order to attend an archdiocese school that was not in her neighborhood,
she has always been a residential student at St. Luke’s. Maura is unusually
academically and
Table 4.14: Working Class Students’ Work, Academic and Co-Curricular

Choices
Student  Job(s)

On-Campus Off-campus Hours  Major Abroad

Maura Desk Assistant (Residence Hall) Primate Kegf®o) 16-20  Bio-Psych No
Flower/Gift Clerk; Retail Clerk;

Sarah Office Assistant (Career Center) Babysitting 16-20  Math No
Sukeina  Service Coordinator; Teach for America  Farpeditor (Red Robin) 31-35  Psychology No
Sydney  Campus Event Staff 11-15  Political Science  No
Alicia RA;Office Assistant; Yearbook Editor 36 + Communications No
Brooke RA,; Office Assistant (Intramurals) Babysiti 11-15  Communications Rome
Lou RA; Building Supervisor (Rec. Center) 11-15  Psychology Bangkok
Luis Lab Assistant (Biology Dept.) 911 CAD Support 16-20  Biology No
David RA; Lifeguard (Rec. Center) 16-20 Communications No
Carlos Baseball Manager (Athletics) 11-15  Theology No
Taylor Desk Assistant (Residence Hall) 6-10 Sociology No
Paul Office Assistant (Admissions) Sales Assodi@@&p Inc.) 26-30  Business No

vocationally focused. A significant contributor to most of her choices is her
experience caring for primates at the local zoo. She began working at theaoo a
volunteer when she was just a freshman in high school and continues to work there as
a part-time employee.

Maura’s father was a self-taught bookkeeper. Maura explains that when she
was growing up he worked as an accountant for several nonprofit organizations.
When he was doing this work he took a few courses at a community college, but this
is the extent of his college experience. After her father had a heekt lathecame a
commercial waterman. Maura’s mother completed high school but did not go to

college. Maura’s mother has a back injury and is unable to work. Maura estimates
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her family’s annual income as between $20,000 and $25,000. She explains that
because her mom recently has been successful in filing for social séauhgy

disability, her family’s income will increase during the next schoal.ydaura

receives a merit scholarship of $33,150 per year from St. Luke’s. She alsesexeiv

Pell Grant in the amount of $2,460 per year, a Federal ACG Grant of $1,300 and a
Senatorial Scholarship of $500. Maura takes out $4,500 per year in loans and covers
her own meals, which she estimates at $700 for the school year. Because of her
family’s economic situation she says that they currently are not able tdatetio

her education.

Maura began her work at the zoo as junior keeper. She started this work
before she could drive and so her parents would have to take her and pick her up each
time she worked. Her responsibilities as a junior keeper, a position she now
supervises, included “helping out the regular keepers with special projects aod day
day cleaning.” As a result of her dedication and commitment to her volunteertwork a
the zoo, the summer before her senior year in high school she became a part-time
employee.

Maura was talented enough academically to consider many differesge=ll
While she says that having a job at the zoo was not necessarily the de@thngitta
was kind of beneficial that coming to St. Luke’s | could keep the job that | had.”
Because of St. Luke’s proximity to the zoo Maura explains that “it's actcaler to
St. Luke’s than it is from my house.” The greatest difficulty she had maimgeteir

job during her freshman year at college was due to the fact that St. Luke’s does not
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allow students to have cars on-campus their first year. Maura saykdligaed to
appeal this policy because it made it difficult for her to keep her job:

Last year was really tricky because | couldn’t have my car on-campus,

but | still wanted to work off-campus...We looked into it before

coming in the fall...if because | had an off-campus job would they let

me keep my car [on-campus]? But they wouldn’t.

Despite the fact that it was not convenient Maura says she was able to continue to
work “because the zoo is so close | was able to carpool with people who picked me
up and dropped me off on their way.” While this solution worked, unfortunately she
says “I just worked one day a week.” Now that she is a sophomore and is able to
have a car on-campus it allows her to work as many as “12 hours during the school
week at the zoo.” Unfortunately, now Maura has to pay $350 per year for parking.
Because she pays for all of her college expenses herself these feeti@ranha

hard felt: “I guess the biggest thing was thinking its $350 to park on this lot for a
year. That's like two months of work...So it was kind of hard.”

In addition to her work at the zoo Maura has an on-campus job as a desk
assistant in one of the residence halls. She found out about this job from her
roommate freshmen year. Maura explains that because she did not receive work-
study in her financial aid package she had to wait until all the students who had work-
study had been placed. Despite this she was still able to get a job at the rdsatlence
that is located immediately adjacent to where she lives. She explains tjudit &gia
desk assistant is pretty simple. She swipes ID cards and checks in studest$s’ gue
She also is there in case there is an emergency. She sees two real aslt@iiage

job. First, there is great flexibility in terms of the hours. She explaihstica a

week they “schedule shifts for the entire week, so if you have a club mee&rggr
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test you can schedule around it.” The second advantage to her job as a desk assistant
is that she can study while she is on the job. During the second semester of her
freshman year Maura took on a third job as the student recycling coordinator for the
campus. This was a paid position where she worked directly with campus services to
coordinate the student recycling effort. However, even though she was edenest

being an advocate for recycling at St. Luke’s the job was too much for her. Through
this experience she says she “realized that | couldn’t keep that up longmeljnm

order to have the on-campus job it's definitely something | need to be able to do my
school work at.”

Because Maura’s scholarships cover most of her tuition, she primarily uses
her loan and work to pay for most of the costs associated with living on-campus and
commuting to her job. These include the expenses that all residential students have
like housing, food and books. Because she needs to have her car she has to pay for
insurance and car payments. She explains that she has a used car and shgis “payin
back my grandfather and uncle who bought the car for me.” Recently Maura got into
a car accident with another St. Luke’s student and she explains the déf@ren
personal accountability between her and her classmate:

You know like when someone’s car got into an accident their parents

are usually going to pay to get it fixed—whereas if | get into an

accident then the increase in the insurance falls on me. | just got hit

two weeks ago and | know that her dad is paying for all of the finances

and the fixes...Little things like even if | wanted to go out on the

weekends...I work on Sunday mornings or you know I'd have to pay

my own cab fare. | kind of have to be smart about where my money

goes...and | think people whose parents pay for their books and pay

for food and that kind of thing have their job as more of a luxury to
pay for the fun stuff.
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Maura views the two jobs that she holds while she is going to college as
serving different purposes. She came to St. Luke’s with the intent of going to
veterinary school but has become more interested in the behavioral aspects of
working with the animals. Maura believes her job at the zoo and her long tenure
there “is more for my resume and just experience and the career...path.” 8ée stat
that her job as a desk assistant “is primarily just for extra spending mokleyia
says that during the entire time she has worked at the zoo her salary hgenenlyp
$.23 per hour. Even though her job at the zoo is not high paying it helps out. She
speculates that “if | didn’t have the zoo, if it wasn’t providing the resume experienc
| would still need another job to help supplement my education...so either way |
would be working but it's a plus that it helps my career.”

Maura also sees major differences in the amount of responsibility she has wit
her two jobs. She explains that at the zoo she volunteered for two years as training.
The work she does now with the animals involves a lot of responsibility:

| mean you work well with your team members...but you definitely

have to be really responsible at that job because you’re working with

wild animals...If you forget to lock a lock or something then you pay

personally...Also, it could be potentially dangerous and a bad situation

so you have to be responsible. If | forget to make this diet and feed

that animal then they are the ones that suffer, so there is a lot of

responsibility.

Maura emphasizes that her job working with primates can be physically auallgne
demanding. While she likes the fact that she is active when she is at her job, Maura
admits that sometimes when she gets back from a shift “I'm pretty tirgelttiog

motivated to do school work is a little hard.” Conversely, her job as a desk assistant

is not as difficult and does not involve as much responsibility. She states that the
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training for the job “was maybe a 15 minute or so orientation” and that the job is
mostly about “following instructions from other people.” Maura finds the hardes
thing about working at the desk is that it is staffed 24/7 during the term and she feel
pressure “to take those middle of the night shifts that no one wants, which really
screws up your sleep.”

When Maura came to St. Luke’s she had the career goal of becoming a
veterinarian. For this reason she started out as a biology major. Through her work at
the zoo Maura became more interested in primate behavior and this influenced her
course selection and choice of a major:

| came into it just being bio with the intent of going to veterinary

school and then | started taking chem. class and realizing all of the

other sciences you need for just the biology major... Then working

with animals | got more interested in their behavior and | thought

psychology would supplement that very well. | mean our psychology

program here is very human in clinical ways but | can take some of the

applications and apply them, especially because primates are really

similar.

As a consequence of her career discernment Maura now intends to complete an
interdisciplinary major in bio-psychology.

Maura has decided not to go abroad—at least in the traditional sense. Again
her level of seriousness and focus comes through because she says that “ray parent
wanted me to go abroad.” She asserts that while she would have liked to go abroad
the demands of her course work would have been difficult to fulfill and more
importantly she was concerned about her job at the zoo. She says she would feel

awkward “leaving my job at the zoo for awhile, not that they have expressithsai

but | didn’t want to leave my responsibilities there.”
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Despite the fact that she is not going abroad in the same fashion that most St.
Luke’s students do (for an entire semester at one of the institution’s programs M
has worked out an international experience that will be shorter in duration. Maura
sought out a scholarship that is coordinated through St. Luke’s fellowship office and
she plans to use the funds to go to Costa Rica to study primates for a month this
summer. The process for receiving this scholarship was pretty involved. Masira say
that it was based on “your grades and your experience and your personal statement
The fact that she was able to obtain the scholarship speaks to Maura’s resoesseful
in connecting her practical work experience with studies. She explainsténathef
found out about the program in Costa Rica online she discovered that some of her
colleagues at the zoo, who were recent college graduates, had gone through the
program.

Maura has had a few academic and career mentors who have assisted her with
the choices she has made while in college. Specifically, she mentions thadull ti
staff at the zoo saying: “I definitely feed off all the dedication that mpesrisors and
full time staff have and want to be as good as they are at what they do.” Maura
specifically mentions one of her supervisors who has “been a really greeatmoti
because she was a psychology major so that has been really helpful totsg®ewha
has been doing with that major.” In addition, Maura explains that it was a faculty
member in Computer Science at St. Luke’s who she “knew from church” who helped
her complete the scholarship process for Costa Rica.

Maura’s working class parents were slightly disappointed with heralecis

not to pursue veterinary school. She states that “I guess since | was ttéallgdid
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| wanted to be a vet, so they got the whole doctor image for me, so they thought that
it might be a step down.” Maura understands that her parents still support her
decision and she takes ownership saying “I pretty much have my scholarship and pay
most of my expenses so it was kind of my decision to make...so they just wanted
more information.” Maura is the youngest in a family of three. Both of her older
sisters started college but did not complete it. Maura believes that hey wiste not

as fortunate as she is and did not have a scholarship. She explains that they tried
commuting to a local college and this proved difficult. She says, “I saw what they
went through and tried to make it through college...I guess | am doing some of the
things that they weren’t able to...I'm kind of motivated to do that.”

In summary, Maura is a working class student who chooses to work one on-
campus and one off-campus job. Her work choices are shaped by institutional
policies and practices (e.g. parking policies and fees; work-study pohvability
of on-campus jobs). Maura’s early career interest and work experience shape he
academic and extra-curricular choices (e.g., choice of interdisciphmajor;
scholarship to take course abroad; participation in environmental causes). She
chooses not to go abroad in the traditional sense because of affordability and the
obligation she feels for her off-campus job. Maura has identified adult mentors at he
off-campus job who have provided her guidance. In addition, she has connected with
faculty, one of whom assisted her in applying for a significant scholarship.

Sarah
Sarah is a local working class student. Sarah is extroverted and opinionated

and was eager to talk about how her work and her social class background shaped her
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experience at St. Luke’s. She has a fair amount of cynicism about some aspects of
the culture of St. Luke’s and yet is quite engaged and connected. Her cyneimsm se
a result of her own difficult childhood (which she only references occasionally) and
her obvious contempt for the attitude of privilege of some of her classmates.

Sarah’s mother is a high school graduate who, other than taking a few units at
a community college for her job, has no experience with college. Sarah’s mom works
as a job coordinator for a door and hardware company. Sarah’s dad, who only
attended some high school, is not in her life. He lives in another state and Sarah
claims that he drifts in and out of employment as a factory worker, painter and
handyman. Sarah’s mom has remarried and lives with her stepfather. Sarddeslesc
both of them as supportive of her education, though they provide little financial
assistance other than some minimal support for her tuition. She estimates their
combined annual income to be between $50,000 and $60,000.

In describing the jobs she had before coming to college Sarah says “I have
been working since | was 13, which is the age we are allowed to start working here.”
She explains that she also played soccer and ran track in high school and “so | would
go to school, go to practice and then go to work for five or so hours...then go home
and do my homework.” During high school Sarah worked a variety of jobs, primarily
in the service industry. These jobs included working in a cafeteria at a nursing home,
bussing tables at a country club and performing food prep and cash registertauties a
pit beef stand.

Sarah says that finding a job was not really a factor in what collegdaebe. c

She is confident and resourceful and says “I knew | would be able to find something
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somewhere.” Currently, Sarah was holding down three jobs and was babysitting on
the side. One of the keys to her success in finding so many jobs was the work-study
position that she secured at St. Luke’s Career Center in her first semiedtant, it
was somewhat serendipitous that she got the job in the Career Center in the first
place. During her first week on-campus Sarah was looking for work and applied
online for a position in the Career Center as an evening receptionist. When she
discovered that this position was fulltime, she inquired about work-study. She
explains that “they had an opening, and | went in for an interview...and | was hired
on the spot.”

Sarah’s second job is at a gourmet supermarket that is located near $t. Luke’
The Career Center often ordered food catered from the supermarket. Ingacuri
job there she says that “I'm like okay, I've eaten there a few timekjudt go and
apply.” Sarah has been working at the supermarket for about a year adexlgift
Sarah has just started a third job with a company called Super Sweet [a psqudonym
making gift baskets. Sarah needs to work a lot during the summer in order to afford
college, so she was looking for a second job for summer. The only catch with the job
at Super Sweet was that she would have to start before the school year we&hever
also found this job through her work-study position. She noticed the job on a listing
faxed by the company to the Career Center. “I post them,” she says. lorgdditi
Sarah has found all of her babysitting jobs at the Career Center. Accordergio S
the best thing about working as a babysitter is how easy she finds the work and the
extra income it provides. She proclaims that “Yeah its extra...for basicaliyngn

sure kids sleep.”
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Despite the fact that Sarah works so many jobs she seems to have a system for
balancing all of the employment with school:

Well, for the most part it's kind of easy, believe it or not because |

have school every day of the week, except the weekend obviously.

And then so Monday, Wednesday, and Friday | work at the Career

Center—every day after class until they close, which is at five. So |

don't really have anything to do after five, as far as work goes, during

the week. And | work one day a week at Beverly’'s [a pseudonym for

the supermarket], which is usually Sunday. And...um...as far as

Super Sweet goes, it's more of an off and on kind of thing. She’ll ask

me ‘Hey are you free on Tuesday morning of next week?’ And so it’s

more sporadic. It's not like every day. Or on certain days, I'm

babysitting and | just call whenever | can fit it in on the weekend.
Sarah chose jobs that she not only knew she would be good at but that would
compliment her academic schedule. Because she has such extensive employment
experience and is unusually mature, Sarah often becomes a default supervisor of other
students or employees. She explains that at the Career Center “my Director ha
actually pulled me aside a couple of times and thanked me for how good of a job I've
been doing in helping the new work studies, and just making sure everything’s done
to how she likes it.” Similarly, at the supermarket she is “second from the top.”
Sarah explains that the manager is quite dependent on her:

| taught the other girls that are there, taught them how to make baskets,

and taught them how to do things there...and keep Jane (her manager)

in check. She forgets things a lot. Like I usually do...all the

ordering...and the inventories...l did the schedule for awhile.

Sarah does not feel that any of her jobs have directly influenced her choice of
a major. She is a math major and secondary education minor. Sarah is planning to
teach middle school math. She explains that for the past five summers she has been

working with middle school kids at a summer camp and that helped her decide what

grade level to teach. While working at the Career Center Sarah saysahart
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interest test and it said basically | should be a teacher or social workes.just
confirmed for her that she was on the right track with her career. Despisetiieat
she seems committed to this profession, she has had some academic challenges
because majoring in math is difficult:

| was really good at math and | knew that | loved algebra so | just

picked it...I've had some crisis moments because math is just so

difficult, but I think that that’s really what's gonna make me happy.

While Sarah is able to balance her work schedule with school, the demands of
her employment do appear to have prevented her from pursuing extra-curricular
activities and programs. She has primarily chosen activities thabateo big of a
time commitment. She belongs to the math club and plays intramural soccer. She
explains that after being involved as a runner throughout high school, she really
wanted to go out for track in college but she did not feel like she had the time:

When | came here | wanted to be on the track team. But | knew that |

would not have enough time for practice, school, homework and work.

So something had to go. But | had to financially support myself so it

wasn’t work, and it wasn’t school, and so it had to be track.

Similarly, Sarah claims that she never considered study abroad
because of her finances and the pressure she felt from her mother to be
realistic about what she could afford:

That's a decision | made probably before | even came here.

And it wasn't really me that made it. It was that my Mom

made it. Because she’s like ‘there’s no way we can afford for

you to go abroad.” And | understand that it is part of tuition to

like live there and to be enrolled in college. But as far as like

spending goes while you're there, most students say that they

spend between $5,000 and $8,000 dollars...just on traveling

and everything like that. And | was just like, ‘there’s no way
for me to do that.’
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Sarah’s relationship with her father is difficult for her to talk about.
She explains that “my Dad is not a very nice person and | did not have a very
good childhood.” While she was reluctant to provide specifics about her
father, she hinted at the cause of his problems when she revealed that she is a
member of an ACOA (Adult Child of Alcoholics) group on-campus. When
describing her college aspirations Sarah says: “So, from my upbringing |
basically rooted myself in saying, I'm going to college and I'm notdkke
him. So my dad has influenced me because | knew that that's not who |
wanted to be.”

Sarah’s relationship with her mother is better, though it is definitely
tainted by tensions associated with affording college. Sarah saysrthat he
mom was the one who encouraged her to apply to St. Luke’s: “She’s actually
the one that told me to apply here. Even though we couldn’t afford tuition,
she was like just go ahead and apply and see how much aid you get.” Despite
receiving “way more aid” at St. Luke’s than at another local state urtiyersi
Sarah really struggles to afford the institution. Sarah’s mother understands
that Sarah must hold several jobs as a reality associated with theirdlnanc
predicament. Sarah also says that her mom understands that at times Sarah’s
employment may affect her grades: “She knows everything. | tellloel
her after every interview...And she knows that if a grade falls here or there,
it'll be OK because she knows that | am doing what | need to do.”

Another significant and influential relationship for Sarah is with her

boyfriend. He also is a student, but not at St. Luke’s. He goes to a local
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community college. She explains that: “We’ve actually known each other
since middle school and have been dating each other since sophomore year in
high school. So he’s a pretty big part of my life.” Most of what little social

life Sarah has revolves around her boyfriend. She says that they might “catch
a movie, go eat dinner or something.” She explains that “usually we split it
because he knows how financially strapped | am, and he works way more than
| do.” Sarah’s financial difficulties were complicated by the fact tigstmom

and stepfather have moved to another county that is further away from St.
Luke’s. Because she wants to be near her boyfriend, she has decided to live at
St. Luke’s year round. She says that, “This year I'm living on-campus
because I'm not living in Orange County (a pseudonym). | told my mom and
my step dad that | was not moving in with them. So | have taken out a loan
from Bank of America in my name to live here and take two courses over the
summer.”

Sarah’s financial responsibilities and obligations have caused her to
view the relative privilege of some her classmates with contempt. She
believes that many of them are not being taught real life lessons of adult
responsibility because they are so dependent on their parents’ support. Sarah
complains about their use of the One Card [a pseudonym], for example. The
One card is a campus ID that can be used as a debit card to purchase many
items on-campus (e.g. books, food, vending). Because she pays for all of
these items herself, during her first semester Sarah noticed how conspicuous

her classmates’ consumption of these items was:
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Well a lot of kids, their parents put money on their meal plan.

They're like, ‘Oh well my kid has to eat, so I'm gonna put X

amount of dollars on their One card.” And, ‘Oh | don't

care...it's my dad’s money, swipe.’ So it’s just teaching them

that since they don’t have to pay for it it's not a responsibility

they have. Like their credit cards. A lot of parents still pay for

their kid’s credit cards. And if they overdraw, it comes out of

their parents’ accounts...It’s just frustrating sometimes. I'm

like ‘man I wish my mom put money on my meal plan’ or stuff

like that, or ‘I wish she paid my credit card bill’...must be nice.
Another characteristic of the student body that Sarah suggests reveals a
culture of privilege is the party culture. She says:

| work for the necessities and whatever money | have left over

| either save or treat myself to something. But | dorcgn’t

spend exorbitant amounts of money like everybody else does.

Like a lot of kids party all the time. And so they're just putting

it on the credit card...And like | don’t,dan’t do that (italics

added for emphasis).
Perhaps because of the issues she has faced with her father, or perhaps
because she simply has a difficult time fitting into the student culturdy’'Sara
objection to the “bar scene” at St. Luke’s almost has a moral tone. In
discussing the tendency of students at St. Luke’s to go away for spring break
she says: “There’s no reason to do that. | will go my senior year (when she is
21) and that will pretty much be it. | work all of the breaks.” In terms of her
participation in the student culture that surrounds drinking she says: “I don'’t
go to the bars because | don’t approve of it and I'm not legal.” Sarah has
ruled out this part of college life as not worth her time and something that is
for others but not her.

In summary, Sarah is a working class student who balances her academics

with as many as three jobs during the semester. Her on-campus job in the Career
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Center serves as an anchor for her and has in fact helped her find other work. Sarah
has been working since a very early age and because of this she has gaiseéa se
pride about her own work ethic and skills. Sarah has acquired a degree of self-
efficacy and confidence from excelling in a variety of employmesmsrblut has not
experienced the same level of academic success. Her work at a summpeeeans
to have influenced her career choice. Despite this, she knows that the netessity o
working a lot in order to afford college has caused her grades to suffaeat t
Sarah’s work choices seem to be influenced by institutional policies and wactice
(e.g., high cost of housing and food; availability of jobs; high tuition but high aid).
While her boyfriend and parents seem to have influenced her choice to live on-
campus year round, except for the Director of the Career Center, she does not
mention adult mentors on the campus. Sarah has little time for extracurricula
activities and will not study abroad because her family considers it tooexpe
Sukeina

Sukeina is a working class student from a rural town located in a state that
borders St. Luke’s. Sukeina chose St. Luke’s because of its academic reputition a
because it was Catholic; she went to a Catholic high school. However, she has been
disappointed by the lack of socioeconomic diversity on-campus and explains that “if |
had to do it over again | would want...a state school that has a reputable education.”
While she is not sure she would choose St. Luke’s again, Sukeina is unusually
focused on some of the core values the institution professes; this is espediaihy evi

in her commitment to issues of social justice. Sukeina’s level of respogsaidit
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commitment to her academics, employment, and extracurricular agiwati
remarkable.

Sukeina’s father graduated high school and took a few courses towards a
business degree. He is currently unemployed and Sukeina stated rather matter-of
factly that her dad is a cocaine addict. Sukeina’s mom is a high school grablaate w
works as an insurance agent. Sukeina says that her mom is an alcoholic. Sukeina’s
parents are divorced and she has very limited contact with her father. Hedstraine
relationship with her dad is awkward because she says her grandparents on her
father’s side provide financial assistance for her college education. Sek&mates
her mother’s annual income as between $25,000 and $30,000. Exactly how she has
financed her college education to this point is a little unclear. Despite hi&’'sam
economic situation, she failed to apply for financial aid her first two ydarsllege,
which is indicative of the fact that her parents were either unwilling or unable to
assist her and that she did not receive guidance about the process from her high
school. Sukeina receives $20,000 per year from her grandparents for her education.
She estimates that she contributes $10,000 per year through her savings from work.
Sukeina applied for financial aid for her junior year and will begin receiving $15,000
per year from need based grants from St. Luke’s and Pell Grant support.

When she was a high school junior Sukeina got her first job at a small
restaurant called “Hoagies, Steaks, and Shakes.” She was a three speriralindg
school, so she only worked at the restaurant on weekends. Beginning the summer
after her junior year she got a job at Applebee’s. She worked at Applebee’s during

her entire senior year and when she came to St. Luke’s Sukeina “just tethsferr
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restaurants.” She started working at the Applebee’s that was locatedtriedhe
college.

Sukeina faced a dilemma because she wanted to work off-campus and
freshmen are not allowed to have a car on-campus. For this reason, she told me that
she did not start her job at Applebee’s until after Thanksgiving. After she lived on
the campus for several months Sukeina was certain that she could find places to park
on or near the campus without registering her car with the school. Concerning her
dilemma about St. Luke’s parking policy she said sarcastically, “I had to sobpe
the parking scene and stuff, so | saw that | could have a car and | love 3$. Luke
now.”

Sukeina worked at Applebee’s from Thanksgiving until the end of her
freshmen year. Sukeina worked as many as 30 to 35 hours per week at the restaurant
during her first-year. She observed that, “I think it was the week befors, firkedd
worked like 45 hours and | was hitting overtime.” Sukeina was also involved as a
volunteer at the Community Service Center [a pseudonym] during her first year.
Toward the end of her freshmen year she found out that the Center had a few paid
service coordinators. She applied for one of these positions and was accepted. As a
result, she started working as a paid service coordinator as a sophomore. Meanwhile
through her job at Applebee’s, she got to know a few people who also worked at Red
Robin. As a result, for a brief period during her sophomore year she worked at both
restaurants. Sukeina says, “I was making more money at Red Robin so | fadt star

working there.”
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In addition to her on-campus job and her job at Red Robin, Sukeina took a
third position as a campus coordinator for Teach for America. She was able to
accommodate this job because it had no set hours. In effect Sukeina worked to recruit
student leaders as candidates for Teach for America and actually h&ped th
organization select applicants from among those who applied. Sukeina did not like
this job and was planning to quit at the end of her second year.

Sukeina states that all three of her jobs served different purposes. She says
that her job at Red Robin is essential given her financial situation. Sukeisaistate
“on-campus jobs don’t pay very well.” While she makes $8 an hour as a service
coordinator, she claims that most campus jobs are for minimum wage. At Red Robin
she can make between $20 and $30 an hour depending on tips. Because she is in
demand at the restaurant she is able to pick the shifts that will be mostdikely t
generate more tips. She explains that as a “food expeditor” she gets “cerd pérc
the sales of the restaurant, so if they have a $9,000 shift for their sales th&8Q get
cash.” This is over and above her hourly wage of $7 per hour. Sukeina says that at
Red Robin, “I have a huge amount of say in my position and everything like asking
for raises.”

Sukeina sees an additional advantage to working off-campus at Red Robin.
She says that it has helped her meet college students more like her. Because the
restaurant is located near a large state university the employessddib the students
from that school. She says that this environment is more comfortable for her and that:

| guess it’s nice to meet different people other than at St. Luke’s

because here it’s like a double edge sword. | don't really like a lot of

people at St. Luke’s, the crowd is a lot different...I think...working
off-campus | meet people who have car payments and pay for rent.
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But they are the same age as me and we have similar interests. | feel
more distant from St. Luke’s.

Sukeina believes that her job as a service coordinator on-campus provides her
with a significant leadership opportunity. She also understands that this experience
will be great for her resume. In addition, her job with community service psogite
experience that is affirming of the institution. She says:

The job at Community Service...is probably the only thing that keeps

me in the loop in the St. Luke’s community. And there aren’t many

drawbacks to the job. It's a little bit stressful but | mean its inspiring

stuff because of the community service...I get to meet a lot of people

and | have a lot of opportunities.

Yet even on the job with Community Service Sukeina experiences tension with
classmates she views as more entitled. She complains about the lack of follow
through and responsibility of her fellow service coordinator. She says:

| have a co-coordinator and sometimes communication with her can be

difficult. She’s the exact opposite of me. She doesn't have a car. She

doesn’t drive. Her parents pay for everything...She’s the exact

opposite, so that’s tough and that’'s why it's stressful.

Sukeina took her third job at Teach for America because she wants to start her
career as a special education teacher working with autistic childrerfelSiies
working as a recruiter with Teach for America might help her gain insight
working in a school setting. However, she has been uncomfortable with the role. She
finds it difficult trying to recruit her classmates not knowing if they dIselected.

Sukeina’s jobs help her afford college. She states that she helps her
grandparents with tuition and she spends the rest of her earnings on “living expense

in general.” She says these are necessities like her “food” and “cell phdree.” S

explains that “I paid for my car and I'm trying to save up for another cat.haised
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on how my car is acting.” She says she also pays for “car insurance.” Sukeina
reluctantly admitted that sometimes she has even loaned her parents moneyd Her da
is not in the picture much but she says:

My mom couldn’t pay her car insurance once and | had to lend her

money...l feel like sometimes when those things happen I’'m not

necessarily going to get...the money returned to me.

Perhaps it is because she had to take on adult responsibilities so early that
Sukeina is so decisive in her choices. She is a psychology major and she chose her
major before she even came to St. Luke’s. Ultimately, Sukeina hopes to work with
autistic children. While she intends to fulfill a minor in special education and begin
working in a school setting, she says “ultimately | would like to work in a more
institutional hospital setting.” While Sukeina does not see much of a causal
relationship between her career path and her jobs, clearly her positions agthfée
America and Community Service supplement and contribute to her interests. In her
job as a service coordinator she organizes a Special Olympics event on-campus. She
states that if she were to take an assignment with Teach for Americecéshare I'd
work...like downtown Baltimore and...have kids in [the] classroom with emotional
and behavioral issues.”

Sukeina was interested in going to Argentina in order to supplement her
course work in Spanish. However, she has ruled out going abroad:

In my ideal world | would want to go. | just don’t think | could afford

it. | can’t save enough money while | have to pay for these things and

then go and not have a job for awhile...and then come back and not

have any money. That and my family can’t support it.

While Sukeina’s relationship with her parents is strained she remains in

contact with her mother. While her mom struggles with alcohol Sukeina tries not to
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judge her. She says, “I guess I've learned to look past her alcohol problem and stuff
because my dad makes her look so much better by being so much worse.” With
steely determination Sukeina says her parents have provided her with “motivation”
succeed. Sukeina proclaims that their examples are something that “I don'dowant f
my life or for my future family or for my little brother...I'm going in affdéirent

direction.”

While Sukeina’s parents are virtually absent from her college experigine
does point to a few other adults as people who provide stability in her life. Perhaps
the most significant of these are her boyfriend and his parents. She explasietha
met him at Red Robin and that he is a student at the nearby state university. His
parents have welcomed her into their family:

My boyfriend’s parents, | value their opinion a lot. | see them a lot,

like | see them on holidays... Thanksgiving, Easter, Christmas

break...They live around here, so they are kind of like my parents

away from home.

In addition to her boyfriend’s parents Sukeina seems to place a great dedliaf trus

her supervisor at the Community Service Center. She values the personal connection
with him and that she can go to him with problems. He even asked Sukeina to
babysit his kids, which she considered a sign of genuine trust.

In summary, Sukeina is a working class student who chooses to work three
jobs. She works two jobs on-campus which supplement her academic and co-
curricular interests. She works another off-campus job, which she views risagsse
in order to afford college. Sukeina’s off-campus job also provides her with a social

connection to students more like her than the majority of the students on St. Luke’s

campus. Sukeina’s choices appear to be influenced by institutional policy and
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practices (e.qg., relatively low wage of campus jobs; cost of study albmwdadadbility

to work; parking policy hinders off-campus employment). Finally, while henpare
are largely absent from her college experience she has made conneithstaff
members through her on-campus job and other adults through a relationship at her
off-campus employment.

Sydney

Sydney is a working class student from a rural farming community that is
located a little over two hours from St. Luke’s. She was born in Asia and her parents
adopted her as a small child. She is somewhat quiet but self-assured. Sydney is an
interloper between two social worlds. She does not fit in at home where the “girls”
from her high school went on to be “secretaries or nurses” and the “boys” pursued
“physical labor” jobs. However, her comments indicate that at times shelhas f
equally out of place at St. Luke’s amongst a culture of affluence and privilege.

Both of Sydney’s adopted parents graduated from high school but neither
attended college. Sydney’s dad is a factory worker on an assembly line thatproduc
motorcycle parts. Sydney’s mom is a secretary and dietary aid. Sydmegtesther
parents’ combined annual income as between $30,000 and $39,000. Sydney missed
the deadline for financial aid for her first year at St. Luke’s. Conseqush#ypaid
for her first year of college from savings from work and by taking ouslo&he said
that her parents had to refinance their home. For Sydney’s second year at St. Luke’
she received a need based and merit scholarship for students of color in the amount of
$30,000. She continues to take out $10,000 per year in loans and pays the rest of her

expenses by working.

134



At her parents’ urging Sydney worked a lot while she was in high school. She
says that she started working during “her junior year of high school at aresdta
doing food service...preparation and clean up.” During the school year she “worked
about 5 hours a night during the school week.” She explains that she had longer
shifts on Friday and Saturday nights. The restaurant was closed on Sundays. The job
at the restaurant has been a main stay for Sydney, and she continues to work there
during every break from college and during the summer. She explains that when she
was in high school “during the summer...| picked up a second job and | worked in
retail at JC Penny and worked in another restaurant.” She states ratleerofratt
factly that “during the summers | worked like 60 hours if | could in a week.”

As a result of her long tenure and capable service, the restaurant offered her a
job as manager when she graduated from high school. When she chose to go to
college her parents were disappointed:

My parents wanted me to keep working at home. They didn’t really

want me to go to college...They really just wanted me to have a kind

of blue-collared kind of job. They didn’t really think it was necessary

for me to go to school.

Not only did Sydney’s parents not support her decision to go to college, they were
particularly concerned about her college choice:

Well, the actual step of me telling my parents | was definitely gaing t

school was the hardest part because they were really opposed to the

idea. | mean going to college, especially out of state and especially a

private school. If | had said | was going to community college, or a

state school nearby, they probably would have been a little happier but

they weren't exactly thrilled with my St. Luke’s decision.

Sydney’s failure to complete her financial aid application for hery@at at

St. Luke’s also had an impact on her ability to find on-campus employment. She
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explains that she applied for work at the library and for Phone-A-Thon during her
freshmen year but that she did not get either job because their policy wes to ta
work-study students first. Even though Sydney qualified for work-study her
sophomore year, she did not have it her first year because she missed thal fandnci
deadline.

Beginning her sophomore year Sydney took a job at Phone-A-Thon soliciting
donations from alumni on behalf of the Alumni office. Even though her job offered
incentives where she could earn more money, Sydney really did not like working for
Phone-A-Thon. Sydney says that she was not very good at the job because she felt
“guilty” asking people for money. She explains that the job was partichiart,/for
her because “I know myself and | don’t have that much money and to call people and
ask them for money, especially...young alumni who are paying for grad schoal, | jus
felt terrible.”

Fortunately, because of a tip from a roommate, Sydney was able to quit her
job at Phone-A-Thon and go to work for Campus Events [a pseudonym]. The work at
Campus Events suited her better. Sydney states that she can work plenty of hours for
Campus Events and that they are “really flexible as far as the actualdioung the
week.” Sydney also feels that through working on the Events staff she was able to
meet some students who were more like her. She says “it's a good clique. ethey ar
really a good group of friends that are working together.” Sydney assartg thas
a different group of kids than you're used to seeing around St. Luke’s, that’s for

sure.”
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Sydney believes there is a lot of responsibility and independence with her job
on the Events staff. However, she found the job difficult at first because she did not
get much training: “I'm the kind of person who likes to have written directions so it's
something that | had to adjust to...being shown how to physically do something
without having a set list of what to do.” Sydney takes pride in the fact that in her job
with Campus Events she is entrusted with a great deal of responsibility:

You might be the only person at a certain event. Like if there is a

certain event...in Daniel Hall [a pseudonym] | might be the only

person there supervising the event and if something goes wrong then |

have to make sure | know what to do to take care of the situation,

whether it be sound or lights or an emergency.

Working at Events has helped Sydney feel like she is a representative oféige.coll
She recalled a specific example where she helped a parent of a prosgiadve:

Just this past week | had a mother come up to me and ask me a

personal question from a student’s perspective about how | feel about

St. Luke’s and she obviously approached me because | was in my

event staff uniform and |1 still look young. So she was like ‘Oh well

this girl is working and going to school.” So she was able to ask me

guestions and | was able to be helpful to her.

The only downside that Sydney can see to her job with Campus Events is that
most of the hours occur on the weekends and sometimes these are very long shifts:

The down side | would say is that you never have weekends off.

That's pretty much it. I'm always working on the weekends, which

makes finishing your homework on the weekends kind of tough. And

I’'m exhausted a lot because the shifts are really, really long. They can

be up to like...12 to 20 hours in one shift.

While Sydney works long hours, particularly on the weekends, she feels that she is
able to balance working at Events with going to school. She says without hesitating

that “my school work comes first and | do put Campus Events on the back burner

from time to time.”
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Sydney is dependent on the jobs that she has to help pay for her college
expenses. Even though she now has a significant grant from St. Luke’s, she still has
some tuition to cover. She says that her work helps her “afford my own bills, my car
insurance, and my cell phone bill.” She explains that freshmen are not allowed to
have a car on-campus but now that she does she has “to pay for my parking.” Sydney
also pays for her own food so she tries to cook for herself as much as possible. She
uses the money she earns to buy groceries. Sydney bought her car when she was in
high school and she considers it a necessity. She says she uses it about “once a week
[to] drive my roommates to the grocery store.” She says that havingrtbe-ca
campus “is really convenient when | want to go home.” Occasionally Sydfiey wi
use some of what she earns to go out to eat with her friends, but she sees a definite
difference in how she spends her discretionary income compared to other St. Luke’s
students. She identifies this difference in attitude about money stemming from
students who come to St. Luke’s from two states in particular. She says:

| usually see kids that are looking for fun and they want to flaunt their

money. | really think that a lot of kids at St. Luke’s have an

attitude...like an indifference towards expenses and things...It sort of

offends me...because | work really hard to make money and | don’t

take anything for granted...I feel like a lot of kids here have the luxury

of being able to do that and it's a completely different socioeconomic

background that I'm thrown into...I mean it’'s not true for all cases, but

the majority of St. Luke’s kids come from private schools...and like

the [two states] area, and it's not a type of social atmosphere that | am

used to.

Sydney has declared her major as political science. She does not see any
direct connection between her choice of the major and the jobs she has held. She says

that she came to St. Luke’s intending to major in political science because in her

hometown her mom had a job for a short time as a clerical assistant with the
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government. When her mom had that job, Sydney says she “liked getting involved” at
the “township meetings.” Even though Sydney does not see a direct connection
between her job and her major, she does think that her job at Campus Events has
assisted her in the development of communication skills that benefit her in the
academic setting. She says, “I think with St. Luke’s a lot of times in clagssdien
you have to interact with people and learn to communicate well and I've learned a lot
about communication in Campus Events.”

Sydney has decided that she will probably not go abroad during her junior
year. Her decision seems primarily due to her financial situation and hesrcomf
zone. She says:

| don’t really know if I'd be able to adjust well on my own and

financially in another country. It was something that was kind of scary

to me and | know I've settled into a routine here...l have a job that’s

guaranteed steady and | don’t want to leave my job back home...I

mean | leave it during the school year but | don’t want to cut all

ties...just like occupational ties that | didn’t want to sever by going

abroad.
While she has decided not to study abroad Sydney says she does “want to travel some
day” and states that “even though | was born in Asia...that was the only time I've
been out of the country.”

Sydney was involved in several extra-curricular activities before sheegot
on-campus job. During her freshmen year she volunteered at a local parish school
through St. Luke’s Community Service Center. She spent time there “doing

homework help with the kids.” She was also involved with Chapel Choir, which she

says helped her see “another side of St. Luke’s students—Iike more spirituah#ids
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that was something really healthy.” In addition, Sydney says that sheedtsome
events sponsored by the Asian Students Association.

Even though Sydney’s transition to college was characterized by some tension
around fitting in, both at home and at St. Luke’s, it appears that she has turned the
corner. Concerning her relationship with her parents now she says:

They're always like ‘just come home.” And then when | did come

home for summer last year they're like ‘you don’t have to go back.’

But | think at this point if | dropped out they would be pretty angry at

me for spending all this money and not following through with it.

While Sydney is not sure yet what she wants to do with her political science degre
she is beginning to think about working for the NSA or the CIA. She says that she
was exploring a NSA scholarship that is available through St. Luke’s but she did not
think she was quite ready. Regardless of what profession she winds up in Sydney
wants to be more comfortable than her parents:

It's a huge influence on me because | basically don’t want to be in the

situation that they're in, which isn’t terrible but it isn’t comfortable

that’s for sure. Like my parents they struggle with finances but it's

nothing that we can’t survive on. Where | live...the cost of living is

really low. | just don’t know if | really want to live in [her home state]

for the rest of my life. | know that if I'm ever going to be able to

support myself | need to make more than that and going to college is

my way to solve that.

Despite the fact that Sydney has to a large extent had to persist in cotlegat Wwer
parents’ guidance and support, she does appear to have had an adult mentor to assist
her. She points to her “godmother” who lives in a nearby town as her inspiration:

| have a godmother and...she went to college...She was always in the

background kind of like encouraging me and telling me I'd be

okay...She always asks me where I'm working, what I'm doing...She

cares about the job decisions. If I had picked a job that she didn’t

approve of she would say something or she would offer me money in
exchange for finding another job in the meantime.
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In summary, Sydney is a working class student who chooses to work an on-
campus job. Sydney also chooses to work many hours at a business in her hometown
during school breaks. Sydney’s work choices appear to be influenced by institutional
policies and practices (e.g., financial aid deadlines; qualification for starky;
availability of on-campus jobs). Her college choices, including the types of job she
chooses, seem to be influenced by her social class and the tension that shiehfeels
the peer culture at St. Luke’s. Her academic and co-curricular choaresede
influenced by institutional policies and characteristics (e.g. does not stumhdabr
because of expense and work; participates in service and campus minigitiggct
Her ability to persist seems to have been buoyed by finding students likié herse
through her job and because she was able to identifying a role model and mentor
outside her family.

Alicia

Alicia is an in-state working class student. She is from a suburban aresa tha
about 35 minutes from St. Luke’s. She is the type of young person who excels in
many areas and who does not let on how much stress she is under. She is always
cheerful and even was level headed when she was critical of the institution.

Alicia’s father is a butcher. He graduated from high school but did not attend
college. Her mother is also a high school graduate and is a mobile home park
manager. Her parents are divorced but their relationship is amicable. Atidect
even indicated that at times they had attended college events togethweerwith
younger brother who is 14. Alicia estimates their annual income as between $60,000

and $75,000. Alicia receives a Senatorial Scholarship from the state of $25,000 per
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year. She also is an RA and receives free housing and a stipend. Alicia takes out
$4,000 per year in loans. She estimates that her parents contribute $3,000 per year
toward her college education. Alicia devotes $1,000 each year from her savings from
work.

Alicia worked a lot when she was in high school. She started working “retail”
on the weekends when she was iff géade. She found a job during her senior year
in high school “at a gym” and she says “they promoted me to sales.” She took
advantage of the fact that she only went to school half days during the second
semester of her senior year in high school, so she “would work from 12 to 5
everyday.” In addition to the retail jobs she had during the school year, Alicia
worked at a summer camp.

Even though Alicia worked a lot in high school, having a job was not a
deciding factor in where she chose to go to college. She only applied to three
schools, which included a less expensive private school than St. Luke’s and a state
institution. Both of these institutions are less selective. Alicia explaihstba
though she was admitted to the honors programs at the other schools, she really
wanted to go to St. Luke’s. She was not admitted to the honors program at St.
Luke’s, but she says “I got a decent financial aid package first year, solédiéx
come here.”

Alicia secured a work-study job as a freshman in the Provost’s office. She
stated that she knew she needed to find a work-study job right away, so she looked
for the offices that had the most openings. Even though the Recreation Center had

many work-study positions she said she “was tired of working at a gymciaAli
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believes that the Provost’s office was a great find because the peopl®thkese

personal interest in her and really understood that she was a student first. Her work i
the Provost’s office was light at first and involved answering phones and performing
clerical tasks. However, over the course of the year Alicia becamstadrstudent
employee and was assigned more specific tasks and projects that were under the
guidance of a staff member who was responsible for diversity initiatives.

Alicia says she struggled socially during her first year at\8¢els. Even
though she was doing well in her classes and made the Dean'’s list, she felt out of
place at St. Luke’s and a lot of that had to do with her social class:

| didn’t feel like | was making a lot of friends here because | felt so

different. My roommates would talk about their maids and their

nannies and | was like ‘Oh | clean my house and my mom cleans her

house.” So, seeing what others had and seeing what | had, or what |

had to work for, made me a little hesitant to make friends. Like |

wouldn’t be quite as accepted...l really frown upon the underage

drinking and the bar scene because a lot of these kids are just handed

money and their parents just know where it's going. My parents could

never just hand me money.
In addition to having a difficult time fitting in socially, Alicia knew her pasanere
struggling to afford St. Luke’s. While she felt that she got a solid finandial a
package, Alicia found the costs associated with living on-campus were high. She
explains that during her first year:

My parents had to pay $6,000 out of pocket without the meal account.

And | could tell that was wearing on them, even though $6,000 isn'’t

much. It's hard for someone who is living paycheck to paycheck

basically.

Because of her social experience, and the fact that she was strugglffayd

the school, Alicia considered transferring at the end of her freshmen year. She

explains that she “was looking at state schools where | knew | would get sbipslars
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because St. Luke’s didn’t offer me any scholarships when | came here.” Around the
same time Alicia began to investigate becoming an RA and applied. She says that
when she was accepted as an RA this “was definitely a deciding factor asthew
or not | would attend my sophomore year.”

Alicia’s experience at St. Luke’s her second year was much betteausec
her financial aid package changed due to the fact that she was receivimgration
for room and board, Alicia no longer had a work-study grant. Despite this, the
Provost’s office brought her on as a “direct hire” to do special projects. One of the
major projects that she became involved in was the organization of an academic
conference that occurs every summer on St. Luke’s campus. The conference brings
together theologians and scientists to discuss the topic of faith and saneineerdle
with the conference she is delegated a fair amount of responsibility. She ekpains
her supervisor has her “making contacts” and “calling people.” Due to her thle wi
the conference she was planning on staying on-campus for about half of the summer.

Alicia also enjoys her job as an RA. Alicia believes that because of her
working class roots she is self-motivated and an independent worker. Thesgsare tra
she believes serve her well as an RA. She says that as an RA “we have
responsibilities and we meet with our supervisors, but | have the independence to
create programs for my floor, to go places, to do things.” She also does not see a
conflict in enforcing community standards and disciplining her fellow studesit® if
needs to. She says that for the most part her job as an RA does not seem like it is
work:

The RA job, a big factor was the money because it's room and board.
Therefore, | am grateful for the work that | have and I really love
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working with my residents. | don't feel like it's a job. | feel like | am

getting to be a leader on a floor and | am being rewarded for it by

having free room and board.

Financially, Alicia sees her jobs as serving different purposes. Her fob as
RA brings down her total cost of attendance by providing housing and a stipend.
Because she never actually receives a wage for her RA job, she still negpdisthe
Provost’s office she says “because that's my only means for incoming dasén’
though Alicia estimates she makes as little as $100 every two weeks et\thstB
office she uses that money to “buy groceries or gas.” Alicia has a car s#yshe
“my father pays car payments, | pay everything else.” Alicia expldnat because
she does not drink she saves a lot of money that most students spend on the social
scene, but she does occasionally go out to eat or to the movies with friends.

During her sophomore year Alicia also took on a third job, which is an
outgrowth of co-curricular interests. Alicia was involved with the yearboakglur
her freshman year and now she is paid a stipend to be editor. She explains that this
job is pretty easy for her, especially because with advances in technolomansihe
most of the work from the computer in her residence hall room.

Even though Alicia is busy with three different jobs she claims that she does
not have a difficult time balancing the work with her academics. One of thelieys s
thinks is that all of her jobs are on-campus and the hours for these jobs do not conflict
with each other. She says:

Being an RA...my night time shifts are like Friday nights when | know

| can put my homework off until the weekend. My work schedule, (at

Provost’s Office) it's ten hours per week but its spread out over two or
three hours a day. Then yearbook, a lot of it is done from my room.
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While Alicia professes that this balancing act between her jobs and acadgeasy,
she attributes her ability to manage it all to her working class roots:

| think the way | was raised, everyone in my family always worked.

My mom and dad always worked seven days a week. | always learned
that you work and you succeed and you always push yourself. So that
is kind of the mentality I've always had. I've been a self-motivator

and so working lights the fire under my butt to get things done. If |
didn’t have things to do | would probably sit around and do nothing.

While Alicia sees great value in the work she does as a college student and
believes it has shaped her character, she does not believe it has affeatzdiberic
choices. Alicia is a communication major with an emphasis in digital media.s She i
hoping to work for a publisher one day. Alicia claims that her primary motivation for
pursuing this academic interest is to shed her working class roots and live more
comfortably than her parents. She explains her choice of the major and her career
interest saying:

| like history but | know if | graduated with a degree in history | could

be a teacher or | could go to grad school. | knew that | wouldn’'t make

too much as a high school teacher so that was scratched. | considered

marketing because | knew with a business degree | could get a job and

| could make money, but | was like ‘number crunching isn’t for me.’

So | fell somewhere in between, where | could be creative and | could

use knowledge and I could use practical business skills to create a
foundation for a job.

Alicia considered going abroad but she has decided not to. Her primary
reason for ruling it out is financial. She explains that not being employed for an
extended period definitely factored into this choice:

| want to go to Italy but | can’t afford to go to Italy. With loans and

stuff | could definitely get over there, but living there for three or four

months...I couldn’t because | couldn’t have a job...Like my loans, my

federal grants would all cross over. Flights, airfare, are all paid for.
But you have to pay for your meals...not transportation but if you
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want to travel...and so not having a job abroad definitely affected my
decision in applying to go abroad.

In addition to holding three jobs and carrying a demanding academic load,
Alicia has been quite active with extracurricular and co-curricularites. Her
main activities tend to fulfill two primary purposes. First, her experiertteSt.
Luke’s own student press supplements her academic and career goals in publishing.
Alicia explains that she has been involved with something called the Printirgg[®res
pseudonym], which she says “is our own campus publishing press.” She exclaims
proudly that, “Last year | designed a book that was published which | was really
excited about.” Alicia’s second area of involvement is as a club officer fortsmme
called Alternatives [a pseudonym]. She explains the purpose of this student
organization saying:

Alternatives is a program that offers alternatives to students ratrer t

just the traditional college social life—rather than what is associated

with, on St. Luke’s campus, the bar scene or drinking or drugs...l do

not drink. | know that | have been affected by friends and family

members of mine who do, and it’s just been a choice of mine not to.

So we go off-campus and we go to different places in the state for fun

social gatherings, just to create a sense of community.
In a very real sense then Alicia’s second area of involvement centersadimgithe
kind of community that she found absent during her first year at St. Luke’s.

A definite benefit associated with both Alicia’s extracurricular and co-
curricular interests and her work has been her exposure to faculty and adtronistr
at the College. In particular, she mentions the two faculty members who whbrk wi

the Printing Press. Because she worked with faculty through the student press, in

addition to having them as course instructors, she describes the relationshgp sayin

147



They see me in the light of like a worker and so | move out of the

student role for them. So, the same with John...I worked with him

with the Printing Press before | was ever a student of his in the

classroom... It kind of creates this alternative relationship with faculty,

and then | become their student.

In addition to developing relationships with faculty through the Printing
Press Alicia explains that her evolving role with the Provost’s office has
introduced her to many members of the administration. She says, “I think
there are a lot of administrators | have met through my job at the Provost’'s
office.”

In summary, Alicia is a working class student who chooses to work three jobs
on-campus. Her job as an RA and the remuneration that it provided, coupled with her
extracurricular involvement, helped in her decision to stay at St. Luke’s. Hier wor
choices appear to be influenced by institutional policies and practices lf@se,to
come due to financial aid package; lost work-study because of RA job; behefitte
from availability of campus jobs). In addition, her academic and co-cwaricul
choices were influenced by her social class (e.g., chooses a major andicreill
provide a comfortable income; leadership roles allows her to create commdhity a
find students like herself; will not study abroad because she cannot afford it dsd nee
to work).

Brooke

Brooke is a working class student from a suburban area located almost four

hours from St. Luke’s. Because almost two decades ago St. Luke’s reatuitme

strategy began to focus on attracting students from many Catholieffesthools in

this location, a high percentage of students in each class come from several parochia
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high schools in this densely populated region. As a result, many of Brooke’s high
school classmates also attended St. Luke’s and she chose to room with several of
them her freshman year.

Both of Brooke’s parents graduated from high school but neither attended
college. Brooke’s parents became entrepreneurs. They both own their own
businesses. Brooke’s mother has her own advertising business, which she has
operated as a one person shop for the past 13 years. Brooke’s father owns a printing
business. As a result of their hard work and drive to succeed, Brooke’s parents
definitely view college as a vehicle for social mobility. They desireéheir children
to make the investment they are making in their education “pay off.” Brooke
estimates her parents’ income as between $100,000 and $150,000 per year. Her
parents’ income is the greatest of any of the working class students in the study
Brooke is the middle child of three. Her older brother also attends St. Luke’s. The
following year her sister will attend another Catholic university thelbiser to home
but very similar in cost and institutional characteristics to St. Luke’s. Brooke
receives $14,000 per year in need based aid from St. Luke’s. Her job as an RA
provides free housing and board. Brooke says that she and her parents cover the rest
of the cost of her attendance by taking out loans.

Brooke did not work much in high school. She says that “my parents didn’t
really like during the week jobs.” Brooke says that she did work on the weekends
during high school, mostly in jobs her parents arranged with business clients. She
says “mostly like secretary type things like filing and billing...and ewa &f [the

jobs] were cashier type things.” Brooke began working various jobs at theaR@tre
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Center she says because “l went to the Center a lot...in my freshman bear.”
social interaction at the Rec. Center, and her participation in activiieesmtramural
basketball, led her to work there. Now she works for the intramural directorrighaki
schedules and emailing and doing all that.” She also works as an assistant to the
athletic trainer because “he needed help filing.”

Brooke’s roommate situation during her freshman year was not good. Even
though Brooke was rooming with “girls from high school,” she said that before
coming to St. Luke’s “we weren't like really close friends.” She expththat she
discovered her roommates were “into a lot of things that | didn’t know they were
into.” Brooke clarified that it was not just the drinking scene at St. Luke’s that he
roommates participated in. She said “it was a lot of drugs actually. Itiveasm
partying, it was drugs.” As a result of being in a roommate situatiorhiikeBrooke
found herself under scrutiny by the St. Luke’s residence hall staff. Fatyifat
her, one of these staff members was able to identify her as not being involved but
guilty by association: “I got documented one time and it wasn’'t my fault.ipPhil
Meyer [a pseudonym], my building A.D. and I—we just became friends and like |
stayed in touch with him throughout the year.” Brooke says that it is a “funny story
that this led her to apply and become an RA.

The two on-campus jobs that Brooke has are completely different. While she
estimates that she works between 16 and 20 hours per week, it is hard for her to
account for how many hours she actually spends being an RA. She believes that the
RA job has a lot more responsibility and that the hours associated with it are endless

She says of her position as an RA that:
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RA, I'd say, it's definitely like the leadership thing. And it just

teaches you to be on a schedule. Like cause you have just...we have

meetings like random times, random days for random things. And

students will come to you and you’ll have to drop something and go to

them, and it will screw your whole day up. And it just teaches you

how to be on your toes | guess. | know it’'s helped me get this job, my

internship. It was really competitive.
While she had a rough time socially her freshman year because of her reommat
group, becoming an RA has turned that around. Brooke says that “I met so many
amazing people through this job. Ilove it.” While she definitely has enjoyedgettin
to know the residence life staff, Brooke is mostly talking about other students who
have made a difference in her social life. She explained to me that she naw &ves
residence hall where several RAs live together in a suite-style agpartider
roommates now seem to represent the polar opposite of the students she roomed with
her first year. She says “my roommates are both leaders.” She expédihert
roommates are really dedicated to activities like campus ministrganchunity
service. “Both my roommates are big in that area. One of them is a campusyminist
intern and the other is a community service intern,”

Brooke does not view her job at the Rec. Center in the same way as she views
her work as an RA:

The Rec. Center it's not great money. | mean sometimes I'm like is it

really worth even going up to the Rec. Center...like even walking to

the Rec. Center, is it even worth it? But | mean it’s just so much fun

and for me that's my break from work actually. Like that's my

recreation ‘cause everyone that | know really works there. And | have

so much fun with them. So | just have a great time working there.
Brooke also does some babysitting on the side to make some money. She finds these

jobs through the Career Center and she looks for easy babysitting assigimatents

will help her earn extra cash: “I'll look through the Career Center stunffean |
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babysat at home and have a lot of experience babysitting. | mean if | sessome
who is like 5 kids, 7 dogs, and $ 10 an hour. I'm like absolutely not.”

Brooke says that one of the advantages of having these jobs, especially the RA
position, is that it helps afford college and allows her to do what she wants to do. She
states that the RA position provides “free housing, stipend, food.” Because Brooke’s
parents have two kids in college, with a third to start soon, they definitely appreciate
the compensation she gets as an RA: “The stipend is like food and books and stuff. |
mean just free room, that’s almost ten thousand dollars, which is great.” Brooke says
that she mostly uses the money she earns at the Rec. Center and babygittiowgg to
to eat with friends or to go shopping. She says that she tries to save but that her social
life sometimes prevents it: “It's really bad, like I just love going out tpasal I'll go
[downtown] with friends. And then I'll come back and be like | spent $60 and | don't
know how.”

Brooke does not have a car at St. Luke’s and her parents pay for her cell
phone. But she says that at St. Luke’s there often are fees for things sheowants

A lot of other things are just things that will come agpecially at this

school Just random things—Iike even signing up for an intramural

team. It’s like like 15 bucks here, 10 dollars for something else...And

then we had a 350 dollar deposit for going abroad that | had to come

up with (italics added for emphasis).

Even though Brooke’s parents had greater financial resources than the othegworki
class students in this study, she did not ask them to pay for all of these extra fees

Even though Brooke works a lot of hours she does not feel her work has

compromised her academics:

| think if anything being an RA has improved my grades. | would
think so. | have to have a schedule every day. | just have to because if
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| don’t pencil in the time to do this paper | will never do it. | won't

have time. And the Rec. Center jobs, they're great hours for me. For

me, they’re hours that | probably wouldn’t be doing anything anyway.

It's like usually 8-11:30 at night...So that’s just great hours for me and

| can always study after.
Even though Brooke thinks that her jobs have helped her with time management and
provide structure for her day, she does not see them as particularly relevant to her
course of study or intended career. Brooke is an interdisciplinary “psych and
communication” major. She explains that she started off as a business majos but wa
scared off by a course in macro economics. She says she did so poorly in macro that
she dropped it. Then she said she began to review the business curriculum: “I looked
into where | would go as a business major...l1 would have to take this class and this
class...And it was like eew...that sounds awful and | don’t want to do that.” Brooke
says that next she turned to psychology. She says that she liked these courses and she
could apply them to some of the situations she found herself in as an RA:

| am usually dealing with people my own age (as RA) who have

problems or are having problems with roommates or things like that.

And both my roommates are psych majors. So we always find

ourselves analyzing something or someone somehow, which is funny

but it does happen.
Even though she enjoys psychology Brooke decided to add an interdisciplinary
emphasis in communication because she wants to pursue a career in advéfising.
advertising she says “I think my Mom just got me into that.”

Brooke views her chosen career path in advertising as more lucrative than
psychology. Brooke is very clear that her career needs to be something tteat she

make money at and that her parents encourage this type of thinking:

| just love making money. | will work at whatever to make money. |
think that psychology you had to be more in love with it to go on with
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it. And I just wasn’t. | wasn’t willing to just spend this money in

school and be in school forever and | just wasn't feeling it at all. And

| just wanted to get out and make money. That's what | wanted to do.

And my mom was making money in advertising. So | checked that out

and | love it. It's competitive and it's creative and | just love it.

Brooke speculates that her parents’ working class background causes them to
emphasize the importance of her getting a good job after college and influenced he
selection of her major:

They are both very profit driven. | mean even when | was going into

psych, they were like ‘what do you really want to do that for? Do you

want to go to school forever?’ | mean they were educated but not past

high school. And so it was out of high school and into the workplace.

That's what they did. So that’s just what they know.

A recent focus for Brooke includes the paid internship that she has arranged
for the summer and her plans to study abroad in Rome next fall. Brooke devoted a lot
of time to finding an internship in advertising. She is quite proud of this and says that
the process was very competitive: “That was really important for mee Qlikistmas
break, | was working on my resume forever. And on Easter and spring brealalihat’s
| did were interviews.” In particular, the interview she did with the advertigimg f
that hired her for her internship affirmed for Brooke both her choice of career and
course of study:

The lady that interviewed me was a psych major. And it's helped her

a lot just in the business world and in advertising. So she saw that and

thought that was great...Coincidentally, [she] went abroad to Rome.

So that worked out in my favor.

Brooke looks at studying abroad in Rome as a great opportunity to broaden

her horizons. She equates this with being able to do something that her parents have

never been able to do. She says, “I have never been to Europe and neither have they.

They think it's an amazing experience. They are really excited abolgetause of
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the nature of the jobs she has, and the fact that they are on-campus, Brooke is not
concerned about leaving her jobs to go abroad. Of her position as RA she says “I told
them | was going to be gone in the fall, but they will place me in the spring.” She
says her positions at the Rec. Center will be there for her when she ratoins f

abroad as well. “They are really flexible with that. They want you to guadly’ she

says.

While Brooke says her parents are “very supportive of everything” they
definitely want her to complete her degree and to get a good job in order to inelp the
pay back the loans that have helped finance her education. Of her parents philosophy
she says they want her to get “the education to get the job to pay back the loans.” She
believes “that’'s why they are like get your resumes out and get yourshies and
build relations with these companies so you can...have somewhere to go.” While
Brooke seems to be enjoying her education, and is trying to get the most out of the
experience of attending St. Luke’s, she says that her parents “make swe kmaw
that we’re lucky to be here.”

In summary, Brooke is a working class student who has chosen to work on-
campus. Her work at the Rec. Center provides her with social interaction and
enhances her experience there as a participant. Her experience as anpR¥vidad
her a leadership opportunity and exposure to peers with similar interests. Heschoic
are influenced by institutional policies and practices (e.g., leave of alfsemce
campus jobs while abroad; availability of jobs; stipend for housing from RA job; Pell
Grant and availability of loans). Brooke’s parents’ working class backgrouhd a

upward social mobility appears to have influenced her academic and vocational
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choices (e.g., she focuses on advertising over psychology to make money; she
prioritizes and obtains a paid internship; she plans to study abroad in Rome for a
semester with the support of her parents). While Brooke’s parents’ working class
background makes her very aware of work and money as they relate to her vbcationa
choices, their upward mobility allows her to consider aspects of the co-carrricul
experience such as study abroad. In Brooke’s mind her accumulation of apdagll ¢
through participation in St. Luke’s program in Rome helps her make a connection
with a supervisor for a paid internship.

Lou

Lou is a first-generation, working class student whose parents immigrated t
the United States from the Caribbean. He is from a large, metropolitamarésa t
about four hours from cam. Lou is gregarious and engaging. He speaks with a level
of formality that is not typical of many St. Luke’s students or even teenage
general. When he answers a question in the affirmative he frequently begins his
sentence with “indeed” and he often prefaces what he intends as a genuinentomme
with “quite honestly.”

Lou’s father attended high school in the Caribbean but did not finish his
schooling. He is currently employed as a custodial engineer at a New prk C
courthouse. Lou’s mother completed grammar school in the Caribbean but had no
further education. She works as a home attendant for the elderly. Lou estimates hi
parent’s annual income as between $75,000 and $99,000 per year. Lou receives a
need based grant and scholarship from St. Luke’s for students of color of $28,000 per

year and a Pell Grant of $2 ,000 per year. He takes out loans in the amount of $8,000
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per year. He estimates his parent’s contribution to his education is $1,000 per year.
He reports that he contributes $200 per year from his work directly to his education,
but he also receives room and board as compensation from St. Luke’s because he is
an RA.

Lou did not work during high school. He explained that his “parents didn’t
like during the week jobs” because they wanted him to focus on school. He also says
that working would have been difficult because he was involved in after school
activities like chess, choir and drama club. During his first semester atk&tsL
Lou did not work. Lou explains his decision not to work during his first term:

It could take some a week to get used to St. Luke’s. It could take some

a whole year. Fortunately it took me a couple of months to acclimatize

to the campus—just to get used to the activities and some of the clubs

they had, but especially to focus on my academics. | was pursuing

biology, so that was something that | had to be serious about and | felt

that having a job first semester would kind of hinder the process as a

freshman.

After his first semester on-campus Lou felt like he needed some “cash flo
Lou says that he “had to start paying bills” and that “quite honestly it gibtesbiit
tiring because | used to have to call my mom like every two weeks and | was like
mom | actually need $20 to...do this and do that.” Lou states that because he had a
friend who was taking “Music Fundamentals” he found out about a job in the Music
Department. Lou only worked as an assistant in the Music Department for one
semester because he took a job as a building supervisor at the Rec. Center that
summer. An important consideration for taking the job as a supervisor at the Rec.

Center was that in addition to paying him a wage the department covered the cost of

summer housing for its employees.
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Lou mentions that a factor that was instrumental in his adjustment to life on
St. Luke’s campus was that he was assigned a peer mentor. The relationship
developed out of Lou’s participation in a multicultural awareness orientatiorapnogr
designed to help students of color make the transition to the predominantly White
campus. The multicultural awareness program is sponsored by the Asian, Latino,
African American, and Native American (ALANA) Services office. Lousstoat
ALANA was “quite honestly one of the best programs on this campus.” Lou explains
that after the four day orientation program each student is assigned a mentor who is
also a student of color. As it turns out, Lou’s mentor was influential not only in
helping him find the building supervisor job at the Rec. Center but also in assisting
him in pursuing an RA position. Concerning his mentor Lou says:

So he took me and showed me around campus and basically helped me

develop myself on this campus. One of the things he helped me do

was get the job at the Rec. Center....After seeing him and many others

pursue leadership positions on-campus, | was eager to see what kind of

leadership things | could pursue sophomore year. One of the things he

did was become an RA. So he was telling me about the job, the good,

the bad, and the ugly, and it was attractive. So quite honestly half the

reason | got the job was because of him.

Lou considers his jobs as a building supervisor and as an RA to be leadership
opportunities as well as employment. He believes that both jobs can be hard, time
consuming and stressful. Nonetheless, Lou indicates that he has learned a lot about
himself in these positions and they have helped him to grow as a person in addition to
allowing him to collect a paycheck. For example, in the building supervisor role at
the Rec. Center Lou is responsible for all of the student employees in the building

during his shift. He explains that this means “you have to be in charge of ensployee

your own age, maybe even older than you.” In addition to supervising his peers Lou
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is responsible for communicating with the general public that uses the facility
Sometimes this means articulating and enforcing policies and procedura® thatt a
necessarily popular. He explains that this can be “something as simpl@asidnyjt
have a [ID] card you can’t enter into the facility.” He explains thatgblgy

infuriates some patrons and that “many a time, honestly people just blow up.” Lou
believes that learning to deal with unhappy patrons has helped him see “customer
service” in a new light and to develop people skills.

Similarly, Lou has had to enforce unpopular rules as an RA. He says this was
particularly difficult because as a sophomore he was chosen to be an RA in a
freshmen area. Lou had to learn how to balance his desire to be liked by his residents
and his responsibility to develop community with his role in enforcing rules. He
explains it this way:

| did have a couple of problems on my floor in that they did like to

drink. They weren't allowed to drink. | had to write them up and they

ended up not liking me. So the RA job is actually really hard. It's

really hard. | have learned through that experience that indeed

Residence Life needs you to reprimand anybody who goes outside the

boundaries in terms of documenting them...I see that as not always the

answer...There are different paths to take and sometimes that is

something as simple as talking to them about why they do the things

they do.

In addition to providing an opportunity for personal growth, Lou is quick to
acknowledge that both of his jobs allowed him to become more fully integrated into
the community. Because the building supervisors at the Rec. Center represent a
select group of students with additional responsibilities he says theyeatett a

little bit more like a family.” He provides an example that indicates tha¢soms

this cohesiveness involves sacrifice:
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...Just this morning my co-worker called me at 2 AM saying she had
perhaps broken her arm and could | open for her at 8:30. | said sure
because even though | could have slept in...we have to be there for

each other.

Lou has developed important and lasting relationships with his fellow RAs as well.
He says that “it's a great job community wise.” Even though he has had some
difficulties with his residents, Lou also credits his job as providing him with the
opportunity to meet students that he would not have likely associated with: ‘8t give
me a chance to interact with freshmen...a whole new breed, something thaastwas
year, but something | would not interact with if | wasn't an RA.”

Because Lou has chosen two on-campus jobs that represent significant time
commitments and can be stressful, he has had difficulty balancing these jobgswit
academics. He says he constantly has to try to remind himself that “Itadeats
first, not a Building Supervisor, not an RA, but a student first.” Lou has struggled
with his intended major, and he believes that despite the fact that he has declared
biology as his major he may have to change:

It's a hard subject, quite honestly. | had a hard time this year keeping

up with my bio class, so | had to unfortunately withdraw from it. And

| am taking my chemistry class right now and...I am doing poor in it.

And | try to blame my job and I try to blame my extracurricular

activities and they do play a fair part in it. They are very time

consuming. But quite honestly you just have to take a step back and

ask yourself...it might just be me? | might just not be good at

chemistry or | might just not be applying myself. And quite honestly

that’s the answer. | haven't been applying myself.

Because Lou is struggling with courses for his major it appears as ifllohavige it

at the end of his sophomore year. While it looks as if Lou will change his major to

sociology this presents him with another dilemma:
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...Unfortunately if | was to do that | am pretty behind in the sociology
major. One thing I have to do is make sure | graduate on time. So one
thing | have to do is...start talking to some people in the Sociology
Department [to] make sure what classes | need and [to] make sure that
| am still able to graduate on time.

Further complicating Lou’s ability to graduate on time is the feattlie has
decided to go abroad to study in Thailand at the end of his sophomore year. St.
Luke’s program in Thailand starts in May and goes until November, so he will be
away from campus for an entire semester. Lou’s decision to study abroad was
influenced by students he met on the job at the Rec. Center. Lou recounts how one
student in particular influenced his study abroad choice:

...Fortunately | had the opportunity to work at the Rec. Center

over the summer and about two or three other people that |

worked with studied abroad and actually went to Thailand.

And it was kind of funny how it came up, somebody | worked

with...1 think she had a tattoo on her neck...So | asked her |

said, ‘Hey where did you get it from?’ She was like

‘Thailand.” That was a good answer. We spent the whole

summer talking about her experience in Thailand....This girl

pretty much spent the whole summer telling me how she

traveled in jungles, went through caves, rode elephants, and

spent nights with tribal people. I think that is the experience

that you want. So | handed in my application to Thailand and |

got in fortunately.

Despite the fact that Lou may be behind academically because of chhisging
major and studying abroad, he is not considering taking an extra semester taeomple
his degree. Lou states that he must avoid taking extra time to complete hés degre
because: “I am well aware that my [St. Luke’s] Grant expires aftdooryyears, so
that if | were to do a®year | would be paying the rest of the tuition.”

In addition to working two jobs on-campus Lou has been involved in extra-

curricular activities. Lou became involved with Campus Ministries priyngmiough
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his participation in the retreat program. He says that because he was involved in the
freshman and sophomore retreats he got to know the two priests who ran these
programs. As a result, Lou was invited by them to assist in a leadershigtioke w
retreat for the soccer team: “So | am actually pretty cool with Faihem@ Father
John [pseudonyms]. So that was a pretty cool experience. | got to know the soccer
team. | didn’t know any of them.” In addition to Campus Ministries Lou has stayed
involved with ALANA Services. Lou is the fundraising chair for the Black Student
Association (BSA).

A lot of Lou’s work ethic and drive to succeed as a leader comes from his
parents. Of his parents Lou says:

Well, basically my parents emigrated from the Caribbean. | forget the

year but | believe early 80s. Of course things weren’t handed to them

and they definitely have to work or it. Of course they don’t have the

best jobs and they taught me that. But they did teach me the meaning

of hard work....l guess that’'s why you could say that | am a little bit

more ambitious than people. And they taught me that I've got to go

places.
Despite the fact that Lou’s parents were very supportive of him attending S's Luke
this was a hard transition for him at first. Lou described the culture shock that he had
when he first came to campus for an admission event:

Quite honestly | am from the [major metropolitan] area. So | am not

too familiar with too many Caucasians...So definitely it was a huge

culture shock when | came on-campus. | didn't really see too many

African Americans so | was a bit taken aback by it. But my mom liked

the college. | quite honestly didn’t like the College when | first got

here...I didn’t have my niche yet. But she liked it and thought it

would be a good place for me.

Besides participating in the multicultural orientation, Lou’s on-going

relationship with staff in ALANA Services has helped him find his niche at St.
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Luke’s. Lou specifically mentions the Director of ALANA Services as being
instrumental in helping him adjust to life at St. Luke’s: “Simply Mr. Conwaspllia

[a pseudonym], Director of ALANA Services. He is the man. Quite honestly,
without him my St. Luke’s experience would be a bad one.” Lou credits him with
convincing him to participate in the multicultural orientation when he was set agains
it because he would have to arrive on-campus early. He explains that oncedtk arriv
on-campus Mr. Conway was always able to assist him:

He has an open door policy. | am always able to walk in and tell him

what’s going on, academically, socially, anything that's wrong with

the job or just a positive note. He’s definitely been a force in my

college experience.

In summary, Lou is a working class student who chooses to work two on-
campus jobs. He considers both of these jobs to be leadership opportunities in
addition to providing employment. He believes that both jobs have benefitted him
greatly but that they may have influenced his academic choices (e.g., chlanges
major partially because of the demands of his work). Lou’s choices are seem to be
affected by institutional policies and practices (e.g., takes a job that dwadsing;
time limit on his grant prevents him from taking extra semester; avajlaifi
campus jobs) but are also appear to be influenced by his peers (e.g. ALANA mentor
helps him find jobs; co-workers influence his study abroad choice). Finaly, as
student of color on a predominantly White campus, Lou’s integration into the college

community has been aided by his relationships with priests and staff memiméms wit

ALANA Services.
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Luis

Luis is a Latino working class student from a nearby county to the St. Luke’s
campus. His father is a St. Luke’s employee and this may partially acootmné f
fact that St. Luke’s is the only college he applied to. Luis’s parents imeuigi@t
this country from Latin America, though he, his 17 year old sister and 5 year old
brother were born in the United States. Luis is exceptionally bright andyendili
student. Luis’s father has worked at St. Luke’s less than the 5 years requireéerin or
for employees to receive the free tuition benefit for their children.

Luis’s father works in a technology support position with St. Luke’s. When
he first immigrated to this country from Latin America he lived in Queelfs, Most
of what Luis’s father knows about computers and technology he taught himself.
However, while he was in Queens he was able to take a few courses at a community
college. Luis’s mother immigrated to this country with his father. She coedplet
high school in Latin America but shortly after arriving in this country Luis baaa
and she never pursued any further education. She is a “stay at home mom.” Luis
reported his family’s annual income as between $40,000 and $49,000. Luis receives
almost $35,000 per year in need based aid from St. Luke’s. He receives another
$1,600 in the form of a Pell Grant. Luis takes out approximately $ 4,500 per year in
loans. He says that his family contributes approximately $ 4,000 per year to his
education and he estimates that he directly contributes about $ 2,000 a year for books
and other expenses.

Luis explains with a sense of pride that his first job was as an altar doy wit

his church but the only time he was ever paid was when he “did weddings.” “It was
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like $20,” he said. Luis said that eventually he also worked at the church answering
phones and “assisting parishioners” after school. Luis says that his faisjolve
started the summer after my graduation from high school.” Because he had
developed an interest in computers, and had some specialized course work in high
school, Luis was fortunate to get a paid summer internship with the county’s CAD
911 Center. He said that at that job he learned how to assist “operators or any othe
members of the Center with anything technology related.” Luis explainthibat
internship became a part-time job because the 911 Center “received me Néry we
Luis still works for the county’s 911 Center while attending St. Luke’s

During his first term at St. Luke’s Luis decided not to work. He states that
“the first semester | didn’t even go to the 911 Center, | decided to focus gnctly
academics.” Luis says that because he was the first in his family tdocgbieilge he
“felt a lot of responsibility to me and to my family to be successful here. adery
after his first semester he said that he “felt a little more comforteibiethe
academic component and able to juggle more, as the adage goes, and take on a new
responsibility with an employment position.” He started working again at the 911
Center and began to look for work on-campus. During the spring semester of his
freshman year he found a work-study job as a desk assistant in his residence hall.
However, when he returned to campus for his sophomore year he changed his work-
study job and began to work for the Biology Department. He says that “I felt that
because my major was biology...I really wanted to immerse myself mare hizal

so far.”
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Luis tries to save as much money as he can from his two jobs. Luis describes
his rationale saying, “Seeing how tuition is very close to the annual income in my
household, | need to contribute as much as possible and basically pay everything on
my own.” Due largely to the generous need based grant that he receives from St.
Luke’s he does not have to contribute a great deal toward tuition. Even though Luis
is a local student he chooses to live on-campus, so he does have expenses associated
with room and board. He says that he covers as much of those costs as he can and
tries to save because he is taking out loans. He says, “The good thing about these
loans is that they don’t actually kick in until | graduate so | can buy time and...well
save basically.”

Luis also attempts to live fairly frugally. For example, he lives in apartm
style housing on-campus and says that “most of the time | just buy geoardé
cook because it's cheaper.” Luis buys his own books and this is very expensive
because he is a biology major. He says, “It breaks my heart every beginthieg of
semester.” He states that, “I resorted last semester to going oraacbggtting them
at a substantial break from what the bookstore asks.” Finally, Luis does not have a
car on-campus. He is extremely knowledgeable about free and public transportation
and he uses this to get to and from his off-campus job. At St. Luke’s there is
something called the University Exchange shuttle, which is free transporta
between the area colleges and the main attractions in the city. In orderadiget t
job he takes “the College Town shuttle and if they are not running then | take the 11

bus from here or the 8 bus from home.”
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Luis mostly sees the jobs he holds as beneficial to his college experience.
They enhance his personal and intellectual growth; concerning his job at the 911
Center Luis says:

| am able to grow in my knowledge and my interest in technology. |

also get great interactions with the operators and administrators, the

whole department there. | get to see how government works because

of the other jobs | do there. | was a records person, supplying 911

calls to lawyers and district attorneys that obviously have play in the

courtroom in certain cases.

Of his ability to find such a significant job at such a young age, Luis says “my
technology interests were something my father instilled in me...1 built msty fi
computer when | was seven.” Luis says the only drawback about his job at the 911
Center is that he has to use public transportation to get there: “Someting#ogoin
[the county] seems out of the way and | get really tired because the week was
hard...On the public bus it's an hour, on the private shuttle it's still a half hour.”

Luis sees an advantage in working in the Biology Department as weladie
been able to get to know most of the professors in the department and has benefited
from their advice concerning the major and his goal of becoming a doctor. He
describes how his role as a work-study has allowed him to get to know his faculty on
a very informal level:

At the Bio Department it's not so much the money that | care about

because honest to God the faculty are just amazing. | just hang out

with them, and we share a similar sense of humor. So we are just

joking around, especially in the last few weeks when there is nothing

left to do. We were just playing outside on the quad, playing Frisbee.

It's pretty awesome.

Luis also feels the work that he does at the Biology Department supplements his

study. He says that “since | am taking courses in the department | cahates
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going on behind the scenes during the lab, so the means of preparing the medium in
which we are studying.” He says that what he is asked to do on his work-study job
can be “something as complex as setting up an auger sample that | can do DNA
recognition in biology.”

Even though Luis’s father encouraged him to pursue a degree in Computer
Science, Luis has had his heart set on becoming a doctor, so he is majoring in
biology. Luis says that he took computer science classes during his junior amd seni
year in high school that taught him “the protocol of networking that’s used in a lot of
major corporations.” Even though Luis says that he enjoyed those courses he “knew
that's something that | did not want to do for the rest of my life.” Luis explains tha
“from a little boy | always wanted to become a doctor.” Luis is hoping to beaome
cardiologist. He has a family friend who is in that specialty who proviaes hi
guidance regarding his academic and professional preparation.

Luis is not planning on studying abroad. However, his reasons for not going
abroad do not appear to be financial. Luis was interested in several of St. Luke’s
abroad programs. He viewed studying abroad as a way for him to better himself
personally and intellectually:

| really wanted to go. | was thinking about Thailand for the purpose of

being immersed in a completely different culture, or Spain or

Argentina too...to integrate myself with my heritage, to kind of

cultivate it more and to refine my Spanish speaking abilities a little bit

more.

Despite wanting to go abroad Luis was concerned with the pressure tissed m

semester would put on him academically. He was influenced by the advice of the
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friend of his family who he considers to be his career “icon.” Luis articulates hi
friend’s advice saying:

He basically just said that grades come first and it's more important to

do well in your classes here than taking a bunch of classes later on, not

being able to put the same amount of time and effort because you are

so thinly spread out.

Despite the fact that Luis has a very demanding major and two jobs he has
been able to become involved in a number of extracurricular and co-curricular
activities. He has been involved in the Drug and Alcohol and Drug Education Team.
Essentially, these are students who volunteer to present programs togreir pe
informing them about the effect of alcohol and other drugs on the campus
community. Luis says that “I help them out with activities and | brainstorm for
activities for them.” Even though Luis is involved in this activity as a peer &duca
he does not seem to judge or stereotype his peers. For example, when he speculates
about why many of his peers have jobs he says:

| mean | can see that many students work just for the paycheck to do

their lifestyle on the weekends. But | am also sure there are many

students, as in my case that intend to gain something sort of more

organic and develop that.

Luis’s other extracurricular activities include being involved in ALANA
(Asian, Latino, African American and Native American student servares)

ALANA Pre-Health. Luis says that ALANA Pre-Health is a “branch of ipeaith
students but one that focuses on ALANA students.” Luis says he also was “recently
inducted into the Tri-Beta Honor Society for biology” and that he is an organizer of a

team for “Relay for Life.” Relay for Life is a large scale studefdrebn St. Luke’s

campus to raise money to cure cancer.
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As a first-generation college student Luis feels a special respaysil@ his
parents Luis says, “Although they didn’t complete a BA or anything | am ctehple
certain that it was within their abilities...it was within the situations pihesented
themselves at the time that prevented them from doing so.” Of the opportunity that
he has to pursue a first-class education and become a doctor Luis says:

There is a mentality that wherever any member of the family goes the

whole family goes as well. So, again | take great pride and

responsibility in completing my studies here and taking advantage of

all the resources that are available to me and to push myself as hard as

| can and as far as | can to accomplish the most that | can.

In addition to the strong role that his parents play in his life Luis seems to
have quite a few adult mentors who have assisted him with the choices that he has
made as a college student. The friend of his family that is a cardiobgisthaps
top on that list. Luis says that he met him because his mother attends a bible study
with his wife. In addition to the academic advice he has provided Luis says Yhere i
a great religious influence that is strengthening within that relationsivigelh”
Clearly, his relationships with faculty members in the Biology Departimave also
proved useful. For example, he says that “I've opened up with Dr. Shivers [a
pseudonym] on certain concerns of mine with medical school, and academically when
| am concerned with something, he has allowed me to realize that | have what’s
needed to become a doctor.” Finally, Luis’s supervisor at the 911 Center seems to be
a great friend and supervisor:

My other great mentor is my boss at the 911 Center, Ray. He is a great

friend. He is always willing to listen to any problems that | do have
and advise me on what to do.
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In short, Luis seems to have a number of great adult mentors in his life and even
though his parents did not attend college he is able to depend on a number of people
to help guide him through the process.

In summary, Luis is a working class student who works on-campus with the
Biology Department and off-campus with the CAD 911 Center. His work choices
seem to supplement his academic and intellectual interests (e.g., he ehooskes
study job in the department where he is a major; he works in technology support
because he studied it in high school). Luis’s work seems influenced by institutiona
policies and practices (e.g., works to cover room and board; availability of work-
study jobs allows him to switch jobs). However, some of his choices seem primarily
related to the pressure that he feels from his family to succeed acaliygamd
rigors of his major (e.g. chooses not to go abroad because of the demands of his major
and his desire to be a doctor). Despite having both an on-campus and off-campus job,
Luis is involved in extracurricular and co-curricular activities. Findllys has
found many mentors within the institution (e.g. faculty within the biology
department) and outside as well (e.g., family friends and work supervisorgithat
him in the choices he makes as a college student.

David

David is a soft spoken but assured young man. David is a local working class
student from a city neighborhood. Because he is from the city where St. Luke’s is
located, he received a waiver from the residency requirement for finsstyekents
and commuted to the campus during his freshmen year. He found the experience of

being a commuter at St. Luke’s to be very isolating:
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| didn’t mind the school itself but | just had no social interaction...l

was going to class and going home...or just going to class and going

to work and then going home. The only people | knew were other

lifeguards (his on-campus job)...and maybe the people sitting on

either side of me in class. That wasn't really what | was looking for. |

felt very secluded.

Neither of David’s parents went to college, though both graduated high
school. His father is a captain with the city fire department and his motheragla
David was unable to estimate his parents’ annual income. He said, “I rea@lyptav
idea. My parents do not share this information with me.” David receives a
significant aid package in order to attend St. Luke’s. This includes a Predidenti
Scholarship (St. Luke’s merit based award) and Pell Grant assistancinédedleral
government. He also has a small state and Senatorial Scholarship. For thhisest of
expenses David has taken out loans, which he says his parents have agreed to repay.

David went to an all boys’ Catholic high school run by the local Archdiocese.
David has two older sisters. One of his sisters attended community college, but he is
the first in his family to attend a four-year institution.

David has had a variety of jobs ever since he was fifteen years old. His first
job was as a cart boy at a local grocery store. During the summer when he was 15 he
got his life guarding certificate. He has been life guarding at sgweodd ever since,
and he also worked as a bus boy and bar back at a restaurant during the summer after
he graduated from high school. Because he had his life guard certificate, David was
able to get a job at St. Luke’s recreation center during his first semestar.tHough
he says the pay isn’t that great (he only earns $6.75 per hour) he has kept at that job

because it is convenient. He makes a better wage when he guards during school

break periods, and because he is a local student he is always in demand. Even though
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he says that holding down a job didn’t influence choosing St. Luke’s, he says that the
necessity of having a job “was one of the many reasons that | stayed localisdéc
knew | was going to be working.”

David almost transferred after his first year at St. Luke’s. Heceasidering
attending another local state university that he felt was more “commetedlfri’ He
says, “l was thinking like Metro State [a pseudonym]...I have friends who commute
to Metro.” Because of his desire to have a residential experience David also
considered transferring to another private university, located in a nearby co&@tty t
Luke’s, because the total cost of attendance was less and he felt he might be able t
afford to live on-campus. “I considered going somewhere where | could live on-
campus for like the same amount as going here. And that would have been like
Martinsville [a pseudonym] or someplace like there...I could have went there and
lived there for the same amount as going here without living here.”

David decided to stay at St. Luke’s. He says that he was encouraged to stay
by his parents “because | guess the prestige the school has.” St. Luke’s is more
selective than either Metro State or Martinsville. One of the key factdrs tha
convinced David to stay at St. Luke’s was that he was selected as a ResslstanA
(RA) for his sophomore year. As a RA David received free room and board and was
able to move on-campus. Because neither of his parents went to college, David says
it was difficult for them to understand why it was so important for him to livé.at S
Luke’s. He says of his first year that he “would see everyone walking aroumdy havi
fun with all their friends and | was just waiting for class and then I'd leayuest

think they (his parents) didn’'t understand why | needed that social aspect.”
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Because he knew his parents wanted him to continue to live at home, and he
knew they would not understand what being an RA entailed, he pursued the job
without letting them know. After reading about the job on St. Luke’s website he
attended an information session about it that was offered by the Office deRessi
Life:

| was done with class at noon that day and the information session was

like at six, so | was sitting around all day...But it seemed interesting

and it appealed to me. | applied to it and did all the interviewing and

essays on my own. |did a lot of it without even telling my parents

about it because they were unsure about me living on-campus to begin

with. They didn’t know why it was necessary because neither of them

went to college...So | did a lot of it kind of under the radar until | got

it. Then | told them I got it and | really wanted to do it. And at that

point they really couldn’t say no. | mean if | did all that work. You

know what | mean?

Even though having the RA job has allowed David to live on-campus he still
struggles to afford the costs associated with going to St. Luke’s. Herexi#lat, in
addition to free housing, the RA job pays for his meals when he eats on-campus. He
also says that he uses the stipend from the job to pay for his books. He says that the
money he makes life guarding “that’s cash for my car payments and car
insurance...that’s pretty much all | got.”

David explains that because he is a local student, and his family expects him
to come home fairly often, having a car is a necessity. He got the car whea he wa
16. When he got his license his parents allowed him to cash in savings bonds that he
had been receiving as Christmas gifts from his great grandfather. He usadthhe

from the savings bonds as a down payment on the car. David’s two older sisters got

their cars the same way. They also make their own car payments and pay for
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insurance. “We all have our own cars,” he said sarcastically. “We drapded
with them now.”

While David was initially attracted to the RA position because of the free
room and board, he says he is really passionate about the job now. David says that
the RA job is very demanding and time consuming but he likes the fact that he is
“considered a student leader.” He says “that looks good and feels good to me.”
Besides being part of the RA staff and being considered a student leaddrrd2dlyi
likes the responsibility associated with the job and the role he plays with kismnssi
He says an important part of the job has been “getting to know the 72 people that live
on your floor and having them trust you and being responsible for them.” David
takes pride in rising to the challenge of being an RA: “I really do feel likegitot of
work, especially for a college student to be working among his peers. | think it wi
really help as you get older, and you have a professional job, you will be working
among your peers.”

David went through most of his core courses and really did not find anything
of interest to major in. He did well in his classes, particularly in writimdyEnglish
classes. However, he did not really want to major in these subjects. He says he had a
good advisor who pointed out the field of public relations. He is taking intro to
public relations and really likes it. David is signed up for two more publicoakti
classes next semester and is planning on majoring in communication. David sees a
connection between his interest in the field of public relations and the skills he is
developing as an RA: “I do think that being an RA that is pretty much all itis in a

sense—public relations in a sense. | mean, building relationships or mending
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relationships and keeping harmony on the floor. So | definitely think it influenced the
job I hope to have.”

Between his job as a lifeguard and being a RA David does not have a great
deal of time for other activities. Because he keeps his car on-campus his parents
expect him to come home a lot. David is not planning to go abroad during his junior
year. “Itis not affordable to be honest,” he says. “I really have to keep a job here
and | can’t see myself getting a job if | were going abroad.”

In summary, David is a working class student who has chosen to work two
different on-campus jobs—as a lifeguard and RA. David commuted to campus his
freshman year before he became an RA. As a commuter he lacked ang gosial
connection with the institution and considered transferring. David’'s experiences
appear to be influenced by institutional policies and characteristics (glgtuktion
and high aid; availability of campus jobs; stipend for RA position). While he has
benefited in tangible ways from both jobs, the RA position in particular has allowed
him to develop his leadership skills and become part of the residential community.
Both of these dimensions associated with his education outside the classroom are
keys to his retention and success. David has benefited from guidance from mentors
on the Residence Life staff and his faculty advisor. David will not study abroad
because he feels he cannot afford it and he has to work.

Carlos

Carlos is a Latino working class student who is reticent to speak despite the

fact that his English is quite strong. In many ways his story is atygfi&il Luke’s

students in general, but even differs from that of other working class stud#hes at
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institution. He was recruited by St. Luke’s to play Division | baseball. o€arbuld
have received a full scholarship, but just before the start of his freshmen yeawhe bl
out his ACL while trying out for a professional team. Even though his baseball
scholarship fell through because of his injury, he was able to attend St. Luke’s
primarily because he now receives a large need based financial awarthéro
institution and Pell Grant support from the federal government. Carlos estinste
parents’ annual income to be between $40,000 and $49,000. His family has taken out
a $2,000 loan to support his education. Carlos does not receive any direct monetary
support (other than the loan) from his family in order to attend St. Luke’s.

Carlos is the son of first-generation immigrants from Latin America.sHe i
from an urban area outside of a large city. Carlos’s father commutes sia daek
to the city where he works as a cook. His mother works as a teacher’s agsthtant
special education students. Carlos’s father never finished high school in Latin
America. His mother attended a university in Latin America. She then dechple
associate degree at a community college in her home state in order todiedgsea
aide. Despite being quiet by nature, Carlos spoke with conviction and passion
concerning his parents’ immigration to the United States:

Both of my parents are from pretty poor areas of Latin America. My

Dad moved to Mexico when he was about 18 to work in the jean

factory, and then went to California. My Mom went to college in

Latin America and then she moved to Texas and that's where they

married. Then they moved to [a large city in the northeast] and my

mom continued studying. My dad started work at Johnnie’s

[pseudonym for a restaurant]. He’s been working there ever since he

moved to the United States. My mom used to work as a cleaning lady

in an apartment [in the city]. The lady who owned the apartment

helped my parents get papers to get their citizenship here. So they
have been through that. My Mom was very grateful for that.
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Both Carlos and his sister, who is 15, have been employed with his mom in
her aftercare job where they work with special education students. Carlamexpl
that this was the only job he ever held prior to coming to St. Luke’s:

| used to go Monday, Wednesday, Friday and work those days with

my mom and | would get paid through the Board of Education. | used

to do that, and over the summer | used to help my mom with the

summer camp with special education children. That's really the only

job experience before this...was the special education children.

Even though it is apparent that Carlos’ parents guarded against him and his
sister working too much while they were going to school, he speaks with a sense of
appreciation and resignation about how hard they work. His father has worked as a
cook in the same restaurant in city for 23 years. Carlos says that whemihysifas
in the city they lived in the basement of one of the employees of the restaurant
Carlos says that his father has remained there, despite the long commute, out of
loyalty. Carlos says his dad has remained so loyal to the owner of the m@staura
because he hired his dad and his uncle when they were illegal immigrants.” Carlos
father commutes to his job in the city every day and works “from four in the
afternoon to about three in the morning.” Carlos says “Wednesday is his only day
off.”

Carlos’ mom works at a local elementary school as a teacher’s aidesand al
works in an aftercare program for special education children three daygk asve
well as a camp for these students during the summer. Carlos says that his mom is
“actually considering getting another job over the summer...maybe work®gats

stadium | think it was.” Carlos says that once his mother received chiipestee was

able to bring his grandmother from Latin America to live with them. He explaas t
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his grandmother also works as a cook at a before school and after school program for
“underprivileged children who go to school and they have nowhere else to go...like if
their parents are working.” Carlos explains that in addition to working hard to

support their family, his parents still “have a lot of family members livinkgaitin

America, so we send money back just to help them out.”

Even though Carlos suffered an injury before he ever started playing baseball
at St. Luke’s, he has been able to stay close to the baseball team through his work-
study job. Carlos works as the team manager. He estimates that he works betwee
11 and 15 hours per week as manager but he says “it's a very flexible job...I don’t
have any set hours.” He explains that sometimes he helps set-up drills during
practice. He also assists with game day preparation and recruititgly he has
been working with game film. He explains “actually right now I’'m workinghan t
highlight video...so he’s (the head coach) like you don’t have to come in for three
hours, you can just go and work on the video somewhere else.” Even though his job
is very flexible, Carlos says that one of the only draw backs is that he sometime
misses class because he travels with the team. “I have to travel withrthe $e |
miss a lot of classes. Last semester | missed a lot of Fridagxtaasise usually the
team travels Thursday afternoon until Sunday.”

Even though the work that Carlos does with the baseball team does not seem
excessive, he says it helps him avoid more debt. Of working he says, “It's a way t
have more money for college...Last year | had some scholarships becatusdly ac
played baseball...Now it's different. It's either like a scholarship @t egoan, and

my parents really don’t want a loan right now.” Carlos explains that he does not have
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the job in order to pay back his $2,000 loan but instead to prevent his family from
needing to borrow more to support his college attendance.

Even though Carlos says that if he wanted to go into coaching his job would
be great experience, he is not thinking he will pursue coaching as a profession. One
of the main benefits he seems to get out of the job is the camaraderie with the playe
For Carlos his work-study job as manager is how he was able to stay conneloged to t
team:

| really wanted to be part of the team ‘cause | was with the team since

August of my freshman year. It was a great time, like all the guys

were really nice. It (the job) was a great way to continue just being

with them and talking with the coach.

For Carlos the social benefit of being connected to the team is not onlycsignif
because these were student athletes that he knew when he came to St. Lukets, but al
because the team represents a unique subculture at St. Luke’s. The baselaall team
St. Luke’s has many international players and for Carlos this seems to badéhea
transition to a campus that lacks diversity or a significant international papulati

He says of his teammates that:

| roomed with them (other players); last year with all basebali.guy

Two were from Texas and one is from Delaware, but he’s originally

from Columbia...One of them actually quit...and it seems like he’s not

sort of with us...when we go to the team breakfast or team lunch...It

would just seem different if | didn’t go to those things with the

baseball guys.

Despite such a tight connection with the baseball team, Carlos’s académic pa
at St. Luke’s seems unusually independent. He says, “I'm actually a themidgy

classics double major...I’'m planning to go to graduate school.” Carlos exglains t

when he first became interested in majoring in Theology one of his mentorsevas t
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chair of the Department. Of his evolving relationship with this faculty memédo<C
says, “I told him I thought about majoring in this, and he’s been pretty helpful. He's a
pretty well known bible scholar in New Testament and he said if | know the languages
it's gonna be a lot easier to get into graduate school.” By “the langu@gele’s is
referring to the Latin, Greek, and other ancient languages he will have to take in order
to complete his majors.

Carlos explains that while he always has been interested in reading and
thinking about scripture, the study of ancient languages has been difficult:

I've actually never taken any languages before (laughter)...yeah |

speak Spanish at home. | learned Spanish and speak English and my

friends taught me Portuguese. | have to learn ancient Greek and

Latin...A lot of students (at St. Luke’s) have already taken Latin or

Greek in high school...I've never taken any formal language because

in high school | always took the easy way out. Took the Spanish, get

the A (laughter). But | actually wanted to learn something, so |

actually started last semester taking Greek and Latin and it was a

struggle. But this semester it's been better. I'm actually taking

Hebrew right now.
Since becoming a Theology major Carlos has made connections with a number of
faculty
in the Department and with several priests in Campus Ministry. These individuals
seem to have given Carlos consistent encouragement and advice. “I've been talking
to a couple professors. | talked to them a lot to see what possibilities | haveto go t
graduate school. They said first, financially that | wouldn’t have a problem. That

knowing the languages would help a lot.” Carlos mentioned that he is even thinking

of applying to Yale, Duke and possibly Princeton Divinity schools.
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Carlos’s interest in Theology has extended beyond the classroom. He is an
officer in the Theology club. This is a small organization with “only about ten
people.” Their activities include attending “different churches to seeetitféorms
of worship.” He says that they are starting their own journal. Each member will
submit an article he explains. In addition, Carlos participated in the Community
Service Center’s Jamaican experience. Despite some exposure to interiratieha
(in addition to going to Jamaica Carlos has visited family in Latin Ameriadp€is
not planning on studying abroad during his junior year. He said, “I wanted to go to
Belgium, but I just decided it would be better to stay here...I could actualboget
money | think, working with the team.” Recently, Carlos’ contacts in the Theology
Department, and his involvement in extra-curricular activities of the Depattm
presented him with the opportunity to change campus jobs. The Theology
Department “offered him a work-study (job) next year because a studenbings g
abroad.” Yet, Carlos noted that he will keep his job with the baseball team as a way
to keep one foot in each of these social worlds.

Despite the fact that Carlos seems settled on his choice of a major, and
resigned to the fact that he will be unable to play baseball again, theresappea
some tension with his father about his choice of a major and disagreement about
whether he can play again. When Carlos first came to St. Luke’s he was@oing
major in biology and go to medical school. Carlos did pretty well in biology his
freshmen year but says that his plans to go to medical school waned when he took
chemistry. Even though Carlos has a difficult time acknowledging his ‘&ather

disapproval for his plans to major in theology, it is apparent when he says:
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Either baseball or doctor, cause in Latin America...it's different...if

you have like a doctor or something you're considered a very

professional person in Latin America. They respect you very much.

And they're (his parents) sort of looking for respect | guess. But I find

a lot of interest in theology for me, and scriptures. | really love

reading the bible, everyday. And that’s been...helpful in my

transformation through life | think.

Carlos’s dad does not appear to have adjusted to the idea that he might
go to divinity school instead of medical school. Carlos says that his father
thinks that there are some colleges that do joint degree programs: “He’s like
maybe you could do theology and still do...” Carlos’ father seems to be
holding on to his previous aspirations. Carlos believes that his parents are
mostly concerned that he chooses a profession that will provide him a secure
future. He states, “they just don’t want me to live like they did, working hard.
They just want me to have enough, like live comfortable.”

In summary, Carlos is a working class student who has chosen an on-
campus job working with the baseball team. He strongly identifies socially
with this team. His academic and co-curricular choices are both independent
of his economic background (e.g., he will major in theology and classics
despite the fact that this differs from his parents’ aspirations for him) and
seem to be directly influenced by it (e.g., he will not go to Belgium in order to
stay home and make money). St. Luke’s financial aid policies and on-campus

job opportunities, as well as access to caring and engaging faculty and priests

have strongly influenced his college experiences and retention thus far.
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Taylor

Taylor is a working class student from a suburban area located four arfid a hal
hours from St. Luke’s. While he has always lived in this area, Taylor “moved around
a lot as a kid.” Taylor is stocky and he has a scruffy beard and wearsldssksy
Taylor likes to play computer games and started the Historic Swordsmanshig Club a
St. Luke’s. Taylor seemed like the type of student who would have difficultydfitti
into the mainstream student culture socially, but nonetheless had found his own niche.

Taylor has no contact with his father who left his mother when he was very
young. Taylor knows that his father completed high school but he knows nothing
about his current occupation or where he is living. Taylor's mom has a mental
handicap and finished high school by getting her GED. Taylor's mom works as a bus
matron for a county school district. Specifically, Taylor explains thanbis
supervises children with disabilities on one of the buses. When Taylor is at home he
lives with his mom, grandparents, and his uncle. Taylor estimates his morh’s tota
income as between $30,000 and $ 40,000 per year. Taylor receives a Pell Grant of $
4,310 per year from the federal government. He estimates that he receives
approximately $ 30,000 per year in need based grants and work-study from St.
Luke’s. Taylor estimates that he takes out loans in the amount of $ 9,000 per year
which he intends to repay himself.

While Taylor indicated that his family does not contribute anything to his
college, he also noted that his extended family, particularly his grandpardpss, he
with his incidental expenses. His financial aid package was one of thd piticas

in determining if he would go to St. Luke’s. Taylor said, “We don’t have the most
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money in my family so one of the biggest things was always if | could go theiié a

| could get enough money to go there.” Taylor explains that in applying to college
and for financial aid he really had to depend on his uncle. He says, “My uncle was
the first person in my family to go to college so he basically had to do the whole
process himself and he has really helped me through a lot of it.”

Taylor worked a variety of jobs during high school. He started working “as
soon as possible” and said that he has “an overdeveloped sense of responsibility.”
Taylor’s jobs in high school included working as a camp counselor, supervising kids
in an after school program, and working for a catering company. He said that when he
worked catering it was only “2 days a week, but it was for 12 hours straight.” The
last job that Taylor had during high school was at ShopRite, where he stocked shelves
and assisted customers. He had this job until he started college and continues to work
there during his breaks from school and over the summer.

When he first came to St. Luke’s Taylor worked briefly for Phone-A-Thon, a
job where students solicit funds from alumni over the phone. He felt that at Phone-A-
Thon “the pressure was really high.” While his job at Phone-A-Thon offered a few
incentives that allowed students to earn more money, Taylor says “they were ver
inflexible about them.” Taylor was unhappy about this and quit his job with Phone-A-
Thon toward the end of his first semester.

After leaving his job at Phone-A-Thon, Taylor was able to find a job as a desk
assistant in his residence hall. Taylor says that his job as a desk assi'stact an
easy job.” Taylor says because shifts as a desk assistant are avdilables a day,

7 days a week, they never conflict with his classes. He says that occadienally
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might have to work from “12 AM to 4 AM or 4 AM to 8 AM but aside from that
there’s not many big sacrifices.” Taylor says that the job itself “dbbank a lot of
responsibility, | am just sort of a buffer really.” One of the difficult parthefjob

can be the conflict that arises when other students do not have their ID to check in to
the residence hall or do not want to check in their guests as is required by policy.
Even then Taylor says that “if there’s a big problem with students you cap@a
Police and they take care of it.” By contrast to his job at Phone-A-Thon, Taylor’s job
as a desk assistant is a “really casual job.” Taylor believes that kit a

variety of jobs on-campus, it is possible to pick the job that fits your persoaiadit

your purposes for working. He explains his rationale for being a desk astisgant
way:

| have a friend that works with the Community Service Center and

he’s pretty religious and he’s very into community and things like that,

and that’s the kind of job for him. Whereas, | suppose for myself

personally I'm just looking to get a little bit of pocket change...and

being a desk assistant is a very casual job...I have plenty of time to

study. Even when | am at work, | can get some work done.

Taylor uses his “pocket change” to support having a car on-campus. Between
his work-study job and his job at ShopRite, Taylor is able to afford the insurance on
the car. Taylor says that he needs to have the car and enough cash to pay for gas “in
case something goes wrong...in case | need to go back home for anything.”
However, Taylor says that he primarily uses the money that he earns on the job “for
my own recreation.” In terms of his own recreation Taylor says that he buyssmovie
and video games, but mostly he buys personal equipment for his recreatioeat inter

in sword fighting. Recently he has purchased “protective gear” and “amalmm

sword to practice with.”
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Taylor has declared his major as sociology. Taylor says that “he ntome i
school as writing major” but that he switched because he thought as a writetdt w
be “a hard career to get off the ground.” Taylor says that he becamelagpcio
major primarily because “he had a very good professor last semestesaidHthat
he really liked “the way she taught” and that he really enjoyed the mateeasaid
“I would actually be upset when | didn’t have time to actually read it becauserkf w
for my other classes.” While Taylor says that he does not think that hisnpart-ti
jobs had any influence on the major he chose, he does say that he thinks it makes
working as a desk assistant and at ShopRite more interesting. He saysogsasiol
all about people and how they interact and no matter what profession you're in,
unless you're in a cubicle 24-7..., you're going to have to interact with people.”

Taylor has decided that he is not going to go abroad. One of the reasons for
this is that it was a big deal for his family when he decided to go away fogeolle
He does not think they would understand it if he went abroad and could not come
home when he was needed. Of his decision concerning study abroad he says:

It's not really as big on my list of priorities as it is for other people.

I’'m just perfectly fine staying where | am. | moved around a lot as a

kid, so I'm fine just setting my roots so to speak...It was a really big

adjustment when | moved away for college.

Taylor’s extracurricular interests have really focused on hisicreat the
Historical Swordsmanship Club. Taylor says that he has been interestediah mar
arts for a long time:

Basically if | had to go way, way back, | got picked on a lot because |

always moved around...l was always the new kid, so | got into martial

arts, and it was really interesting to me...l had a talent for it. So I've

been going to different schools off and on for years...This is just a
different style for me, especially with the long sword there’s hand-to-
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hand techniques. This is one aspect of it...my involvement in martial
arts.

Through starting the Swordsmanship Club at St. Luke’s Taylor has developed
his organizational and management skills. Of the skills and talents thategened
of him to get his club off the ground Taylor says:

| see this as my work and | feel as though | have taken more from this

than | have from any job that actually paid me—both on a skill level

and a personal level. | have had to deal with the administration—both

cooperation with them and resistance with them. I've had to acquire

managerial skills pretty quickly. | had to manage funds. | had to

recruit. 1 had to make sure we had space and times to meet, and at the

same time...l learned that this is something that | really love to do. 1|

love to teach people what | know...l could definitely see myself

opening up a martial arts school and doing this for a living.

For Taylor one of the associations that evolved from starting a club at Sts ke’
the relationship that he developed with an affiliate member of the facultyr citdr
that is recognized at St. Luke’s has to have a faculty moderator. Taglamexi the
unexpected way that he found a moderator for his club:

| was screwing around before | actually knew anything [about

swordsmanship] on the quad with one of my roommates. He [the

member of the faculty] actually came over when he was walking

across campus. The funny thing was | was about to e-mail him that

night because | had heard that he was possibly involved in some kind

of sword fighting organization...He came over and was like ‘no that’s

not how you do it’ and he showed us some of the sword fighting

techniques.

While Taylor does not think that his family has played much of a role in his
academic and career interests, he does think that he has learned a lot about work from
each member of his extended family. Taylor says that “I guess if agytie way
that they’ve inspired me is that no matter what job each one of them has they do their

hardest at it and they excel at it as well.” Taylor believes that whiladms “has a

188



fairly simple job” he sees that “she loves working with kids on the bus and helping
out” and he has drawn inspiration from the pride she takes in her work. Taylor’s
grandmother works at a hospital as a nurse’s assistant and he admireshee pati
and tolerance for working with “people in the worst parts of their lives.” Taylor’
grandfather has had a variety of jobs “where he works with his hands.” Taylor says
that “I really admire people that work with their hands because they dont geall
any glory...but sometimes they keep the wheels kind of rolling.” Finally, Taylor
indicates that it is his uncle that helped him the most in making his college choice and
figuring out how to finance his education. He says, “my uncle is a little bit mkere |
the way my family sees me.” Taylor explains that his uncle is “anectall and
he’s a lawyer.”

In summary, Taylor is a working class student who chose a job as a
desk assistant in one of St. Luke’s residence halls. Taylor’'s choice of St.
Luke’s was influenced by institutional policy (e.g., availability of need based
aid and work-study job). However, his selection of his job appears to have
been influenced by convenience and his ability to study when he is at work.
Taylor’s extracurricular involvement in starting a club has allowed him to
pursue his recreational interest and to develop organizational and management
skills. Taylor’'s college choices also appear to be influenced by his extended
family. His extracurricular involvement has introduced him to an affiliate

member of the faculty.
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Paul

Paul is an African American working class student. Paul is from a suburban
area from a bordering state and has lived on-campus since coming to St. Lakk’s. P
is “commuting” to St. Luke’s even though his home is over two hours away. Despite
this, he knew a lot about the institution and had made many connections during his
time there. Paul is often critical of the institutions’ lack of socioeconomicsitiye

Paul’s father is a high school graduate who he describes as self-employed.
His father does not provide financial support for his education and Paul has only
sporadic contact with him. Paul’s mother is also a high school graduate who was a
clerical worker before she went on disability. When he is home from school Paul
lives with his mother and grandmother. Paul estimates his family’s annual ib@ome
be between $10,000 and $15,000 based on his mother’s disability. Paul receives a
combination of need based and merit aid from St. Luke’s for students of color in the
amount of $32,000 and another $8,000 in the form of a Pell Grant. Paul covers the
rest of his college costs by working. He works as many as 30 hours per week,
sometimes more.

During high school Paul worked at Starbucks. His work there almost seemed
to be an extension of his social life in high school. He says, “Starbucks was cool.
First of all it was a cool job. |loved it. A lot of my friends worked there.” Despi
working as many as 15 hours per week during his junior and senior year, Paul was
able to serve as Student Government President at his high school. Paul was even able

to become a “shift leader” at the store during his senior year. Then afleatjoa
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from high school, during the summer, he got a job at a printing business in the largest
city near his home town. He commuted about 20 minutes each way for this job.
Paul’s first campus job at St. Luke’s was with Technology Services. He says
that even though the Director of User Services understood that he did not have “many
skills as far as computers are concerned” he hired him because he was thiaking
becoming an MIS (Management Information Systems) major. Paul receivatdt-a w
study job as part of his financial aid package and when he was on-campus for summer
orientation he saw a job listed with Technology Services. He said he chose the job
“because it was a higher pay [than other work-study options] and | knewgoivers
to get the job that makes the most money possible.” Paul switched his work-study job
his sophomore year and went to work for Admissions because the work was with
multicultural recruitment efforts and this interested him. In his new job Pakéwor
with undergraduate multicultural recruitment. Paul explains that he hascaghif
responsibility for planning events for prospective minority students. yéetlsat his
“boss” in Admissions “basically leaves me in charge of a lot of things.” He asplai
that one of the main initiatives he has worked on is a program where prospective
multicultural students spend a weekend at St. Luke’s and “shadow” a cuacbartst
of color. He explains this program is important “because it is different comaimge
minority student perspective and a majority student perspective.”
In addition to his job with Admissions, Paul works off-campus at the Gap.
The Gap store that he works at is located in a major shopping mall that is about 15
minutes from campus. Paul says that he got the job because he was shopping at the

store and one of the sales managers recruited him:
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| was at the mall...buying a new t-shirt. And one of the guys who was

working there was like ‘you should get a job here’...And | was like

‘yeah,” and he happened to be one of the hiring managers...1 had no

idea how | was gonna go back and forth between (the mall) but | was

like ‘OK, I'll do it.” So I interviewed and got the job.

Paul’s job at the Gap pays well (he now makes $ 9 per hour). In addition,
Paul likes the job because it helps him afford things that help him fit in at St. Luke’s.
To begin with, Paul explains that his job allowed him to buy a car:

| got my car...| started working at the Gap in January. | got my car in

May. | was like ‘OK | have pretty decent credit because I've had

credit cards since | started school’...So, | went to a car dealership and

| just took the money | had saved up and used it as a down payment on

a car cause | was running back and forth, and the bus system here is

not great at all.
Paul explains that besides needing the car to get to his job, having the car on-campus
has enhanced his social life. He says, “It (owning a car) definitely nyakeft in
more...people call you because they need to go somewhere.” In addition to allowing
him to buy a car, Paul likes the job at the Gap because he gets a discount on clothes.
He explains that “this school is very big on name brands, so name brand clothing is a
big thing and that’s expensive.” He says that once he started working afptthe Ga
was able to “buy clothes and look nice and that sort of thing.” In addition to the Gap
he “met people who work in the mall so | get discounts at other stores too.” In fact,
Paul explains that part of the reason that he works so much is because of the
consumer culture at St. Luke’s:

But now | work so much because like, here at St. Luke’s, it's kind of

the social climate...that most people have a lot of money. So it tends

to be that if you don’t then you don’t hang out as much or if you don’t

then...you don’t necessarily fit in...But just to be one of the typical

kids you have money or whatever, so | work so | can have money in
my pocket at different times.
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Besides holding down his job as a work-study with Admissions and working
at the Gap, Paul began his sophomore year as an RA. However, he resigned the
position at mid-year due to conflict with the Residence Life staff. damed that:

| was working very hard as an RA. Trying to make sure my residents

were OK, trying to make sure | was doing everything that was

supposed to be done. And I felt like it wasn't...that wasn't the case

across the board. And when | tried to talk to people about it | got the

run around. And | don't like to be part of something | can’t stand

behind.

The consequence of leaving the RA job in the middle of the year was that he suddenly
had a bill to pay for spring housing. He explains that when he got the RA job it
reduced the “amount of loan” he took out. Quitting the RA job meant that Paul

would suddenly have to pay for on-campus housing and he says “it was $4,000 |
didn’t have, so | decided to commute.” Paul explains that he usually only commutes
home (more than two hours each way) three days per week. His sister attehels anot
private school that is located less than a mile from St. Luke’s and sometintagshe s
with her or with friends on-campus.

Despite the fact that Paul says that he does pretty well in school he
acknowledges that the amount of hours he works and his commute is affecting his
grades:

My grades have suffered and | haven’t done as well as | think | could.

What ends up happening is that | have to work and then I'll have a

club to be at or something like that and then if | have time I'll spend

some time with a friend. And what ends up happening are that the

only thing I can really sacrifice on is studying...l am getting better

with it. | have planned next year to be less involved with extra-

curriculars on-campus because | just feel | need to get my academics
in order.
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Paul is a business major with a concentration in management and information
systems. He also is considering going to law school. For this reason, haliagars
political science minor. Despite the fact that he works so much Paul is not planning
to take fewer courses and stay in school longer. Paul says that: “My plan is to
graduate in four years. Hopefully that works out the way | want it to. Betasd

to minor in Political Science, if | am not finished with my minor then | probably
won't graduate in 4 years.” He explains that part of the reason for this is that no
Political Science courses are offered at St. Luke’s during the summer.

Paul has been very involved as a leader with the Black Students Association
(BSA) and the office of Asian, Latino, African American, and Native Anagric
students (ALANA). He explains that his work with Admissions enabled him to be
the President and Founder of the Multicultural Outreach program and he also is the
chair of the social affairs committee for the BSA. This past fall heedeas a mentor
for a first-year student of color through the ALANA office.

While Paul has not completely ruled it out, he seemed doubtful that he will go
abroad in the traditional sense: “I was thinking about going abroad next spring. But |
think I'm gonna do a study tour instead because again if | go abroad...l won'’t be
making any money while I'm abroad.” As a business major Paul is required to
complete two out of four co-curricular experiences. These include study abroad,
study tour, internship, and service learning. Paul thinks that he will do an internship
and the study tour. He explains that even though the study tour is expensive (he
thinks it costs between $4,000 and $5,000) it only lasts for two weeks and therefore

he will not miss as much work. Paul resents the fact that the Business Schoel has co
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curricular requirements saying that they do not take into “account that there ar
people that have to work for money.” He explains that while studying abroad for a
semester is common place at St. Luke’s, “not everyone’s parents can support them
being in another country with the exchange rate being the way it is.”

Paul’s relationship with his father was strained because he chose to come to
St. Luke’s. Paul says that he was admitted to all seven colleges that he applied to and
his father really wanted him to go to Land Grant State [a pseudonym]. Pauhegplai
that when he visited St. Luke’s he really liked the school but his father disapproved of
the choice:

My Dad really wanted me to go to Land Grant State and | didn’t want

to go to Land Grant State. So we compromised, and he was like ‘OK.

Why don’t you go to National?’ [a pseudonym]. He was against me

going to St. Luke’s. He said from what he knew, St. Luke’s was a

school where rich kids wasted their parents’ money. | saw the school

totally different. | came here, and stayed here for a weekend. |

thought it was a great community and | liked it a lot. And it was

where | wanted to go. And his answer was: ‘If that’s what you want to

do then that’s fine. But if you go there, I'm not going to support you

with school. You’re going to have to figure it out.’
Paul’s relationship with his mother is good but because she is on disability she cannot
support his education either. It appears that Paul’s greatest support has been his
grandmother. He explains that while his grandmother did not go to college she
knows a lot about the process. Paul says his grandmother works for the state and that
“she works for the division of families and one of her jobs is she helps these kids that
come in...helps them find education...helps them to find grants and things like that.”
Paul’'s grandmother knew how to fill out the FASFA form, for example. Paul says,

“The FASFA form is very, very confusing.” In addition, St. Luke’s also requires

students to fill out a separate profile and Paul says “it was just very confasihg a
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wasn’t sure, you know, like the different terms that they use...and | wasn’t sure wha
| was supposed to put...but she (his Grandmother) knew all the information and she
helped me fill it out.”

In addition to assistance from his grandmother, Paul seems to get help
navigating college from other extended family members as well. He spéyific
mentions academic advice he has received from two of his cousins:

| have a cousin who's in law school right now who has given me great

advice on different things. A cousin who works in MIS...she actually

works at the Pentagon. She gives me advice on different things, on

what certifications I'm going to need to get.

In addition to extended family Paul mentions two specific adult mentors. He says
that his former 8 grade math teacher has helped him decide his academic course of
study:

She was the one who told me that you don’t have to major in Political

Science. Don’t be pigeon holed into that just because you want to go

to law school. She was the one who told me to pick my major based

on my classes. If | like the classes then take them.

Finally, Paul explains that meeting the Director of ALANA Servicesnlinefirst
visited campus and establishing that relationship really helped him with higchoic
In fact Paul says that part of the reason that he chose St. Luke’s wasrtbetioon

that was made between the Director of ALANA Services and his grandmother. He
says that “she influenced me to go to St. Luke’s because she came on mytour wi
me and met Howard Barker (the Director of ALANA Services—a pseudonym) and
ALANA services...and she loved it here.”

While the amount of work that Paul does during the academic year does seem

like a distraction, some of what he is learning on the job appears to be shaping his
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career choice. Despite the fact that his current major is technicabmeitéation, he

is not looking for an internship in the IT field. He states that he is looking into
internships with a big retail chain: “They are called Urban Outfittedsl avas

looking into their internship programs. They actually have internships in MIS but I'm
working in retail right now so...it influenced things.”

In summary, Paul is a working class student who has had more than one job
on- campus and works off-campus as well. His current work-study job, with the
office of Admissions, seems aligned with his extra-curricular intemassues of
diversity and multiculturalism. His off-campus job pulls him away from the campus
and is motivated by his financial situation, but also reflects his need to fit in with
peers of greater means (e.g., his job helps him afford name brand clothes and allowed
him to by a car). Paul was likely a top student at his high school, but he himself
acknowledges that his grades have suffered because of how much he works. Paul’'s
choices seem to be influenced by institutional policies and practices (edpcls®n
to leave the RA position adds to his cost of attendance; choice of study tour over
study abroad is necessitated by the need to work; St. Luke’s peer culkats bi$
desire to work). While Paul has mentors in the ALANA office, he most often seeks
guidance and support from his extended family (e.g., his grandmother and cousins).

Middle-Class Students and their Jobs

This section of the chapter presents six case summaries of the middle-clas
students selected for the study. These students were selected baseditamitime cr
described in Chapter Three and outlined in Table 3.3 (page, 80). The case summaries

describe each student’s work, academic and co-curricular choices. @bese ¢
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summaries establish the student’s employment history and identify eleoh&mes
personal background that shape their choices about work and school. Table 4.15is a
summary of each student’s job(s), hours worked per week, and academic and co-
curricular choices. In addition to meeting the classification of “middigs¢la

subjects were selected in order to represent as much variation in the type of
employment they held as possible.

Table 4.15: Middle-Class Students’ Work, Academic and Co-Curricular Chaies
Student Job(s)

On-Campus Off-campus Hours Major Abroad
Emma Office Assistant (Residence Life) 11-15 Business Leuven
Katy Campus Events 21-25 Business Beijing
Claire Waitress 21-25 Communications  No
Alex Campus Events 16-20 English Auckland
Chris RA,; Office Assistant (Campus Ministry) 11-15 Secondary Ed. Transferring
Red RA Sales Associate (GNC)  26-30 Business New Castle

Emma

Emma is a middle-class student from a community in a neighboring state to
St. Luke’s. She is a serious student and has been focused on academics since the first
day on-campus. Emma’s mother attended community college in order to become a
nurse. Her father attended a trade school after high school and he owns his own pool
mechanical business. Emma’s mother is not currently working because sliegs car
for her younger sister after she had back surgery. Emma estimatefhées fatnual
income from his pool business to be between $60,000 and $ 75,000. Emma receives
a merit scholarship of $25,880 per year from St. Luke’s and takes out $15,000 per
year in loans. She says her parents contribute about $4,000 primarily for her food and
she contributes $1,000 per year toward her education from her work-study job.

Emma did not work a lot during high school. She says that she mostly
“focused on school and sports.” She explains that after her sophomore year in high
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school she became a lifeguard. She says “over the summer, since then, | have worked
every summer.” Even though she received work-study as part of her finadcial a
package, Emma did not work during her first semester on-campus at St. Luke’s. She
says candidly that: “I'm the oldest child, so | didn’t have any brothers ersist

telling me what college was like. So | kind of wanted to get used to it...and make sure
| was doing OK in school and then start working.”

After getting the first semester under her belt, Emma found a job in the offic
of Residence Life. Emma says “I think | actually just went into Rasilkife
asking if they knew of any work-study jobs, and they had an opening.” She works
between 11 and 15 hours per week during the term. Emma works quite a lot as a
lifeguard in the summer and tries to save money from that, but she says thatkier
study job primarily is for spending money for “going out or buying groceries f..stuf
like that.” Even though Emma has a car, she says that it is old and was handed down
to her by her parents and they do not owe anything on the vehicle. She says that her
mom usually pays for car insurance and the only thing that she pays for is the gas.
Emma’s parents also pay for her cell phone. Some of what Emma earns does go
toward her books, but her parents pick-up most of those cost and pay for her meal
plan.

Even though Emma did not work during her first semester out of concern for
her academics, she has not found it difficult to manage having an on-campus job and
her studies. She says “it's a job but it's still a break from studying or.’cl&6& also
says that “it's easy to manage because occasionally | can get somwdr&rdone at

work.” Emma says that one of the draw backs of her campus job is that it does not
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pay very much. However, she really likes getting to know college staff through he
job. She says “everyone in the office is really nice...l get to meet new geople
Emma describes her work saying “I do a lot of simple office work...Likewans
phones, | answer people’s questions...A lot of filing, like there’s judicial files and
housing files.”

Even though Emma does not seem to think that much of what she does on her
job is relevant to her classes or to a future career, she does believe she isrdgvelopi
conflict resolution skills. She often has to answer phone calls from parents of other
students. Because the office handles student conduct, often the parents that call are
angry. Emma explains:

| have to talk to people well and communicate on the phone...and help

people with problems...Sometimes people call and will be angry and

you...can't always talk them down, but you kind of have to be able to

deal with it....I think it kind of helps in that aspect...just dealing with

people.

Emma says that it was difficult at first to be a student responding to irate
parents. However, Emma says now that she has developed skills in this area
“I kind of almost like the challenge a little bit.”

Emma makes more money in the summer as a life guard than she
does in her campus job. She feels that she earns that pay because as a beach
life guard there is a lot of responsibility. She says that she works “eiglst hour
a day, five days a week.” Emma tries to save from her guarding job for
expenses she has during the school year. Despite the fact that she believes she

could make more money during the school year if she worked at an off-

campus job, she really likes the convenience of working on-campus.
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Emma is a business major with a concentration in economics. She
also is completing a minor in math. Emma decided on her major even before
she got her job with Residence Life, and so she does not really see any
specific relevance of her job to her major. She does not really know yet what
she wants to do with her degree but she does feel her job has taught her time
management skills and responsibility. She is pretty sure that these dkills wi
be helpful when she looks for an internship.

Emma’s main extra-curricular activity has been club lacrosse. She
explains that she played lacrosse all through high school, but never considered
playing at St. Luke’s because the program is division I. She thought about
trying out for the intercollegiate team when she was a freshmen but she says
that “I think if | played (varsity) | wouldn’t be able to work or even do a lot of
other things.” She says that even “club lacrosse takes up a good amount of
time.” She says that “we have practice a few nights a week and games on
weekends.” She explains that being on club team also means travel and being
away from campus. “We actually were away all last weekend for a
tournament.”

Emma has decided to spend her whole junior year abroad in
Belgium. She says “It'll be a big change...I've never been out of the country,
so it will be an experience.” Giving up her campus job in order to go abroad
was not a deterrent for Emma. She says “I think I'll be able to get the job

again when | come back.” She also is thinking that she might want to work
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off-campus when she returns. She anticipates she will need to work her senior
year “especially after going abroad, I'll be spending money going @liroa
Emma is planning on taking full advantage of being in Belgium for

the year. In addition to going to school at St. Luke’s program in Leuven,
Emma plans to travel as much as she can. For this reason, Emma’s year
abroad has motivated Emma to work more before she leaves and she is
contemplating taking out more loans in order to afford the experience:

| think that | might have my guarding job and then have a

waitressing job for nights. That way I could save more...I

want to save as much as | can. | probably won't be able to save

enough. | mean I've heard from information sessions (on study

abroad) what people tend to spend. It'll probably be more than

| have saved, and | may have to take out a little bit of a loan for

that. I've talked to my parents about that and | feel like it will

be a good experience. It will be something to do. If | go to

Belgium, | might as well do the traveling and see as much as |

can see.
Emma is fortunate in that she is going to be able to take a number of courses
for her major while she is in Belgium. While she has not settled on a career,
the idea of studying business while she is overseas seems to be influencing her
thinking: “Like being in a different country...I'll be open to new experiences
and new kinds of things to do in business...l was actually thinking about
maybe | could get an internship abroad over the next summer.”

While Emma does not explicitly state that her middle-class parents

struggle to afford St. Luke’s, it is clear that the interruption in her mother’s

employment and the seasonal nature of her father’'s work make it difficult.

She explains:
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Since now...my dad has his own business, it's very seasonal. |

mean like in pools a lot of his income comes in the summer.

So summer is always fine, but every once in a while in winter

he does a lot of stuff on the side, like he’ll do electrical stuff.

So he has money coming in the winter but...We kind of have

to budget a little bit over the rest of the year.

Emma’s father’s ingenuity and entrepreneurial spirit have influenced
Emma in obvious ways. She says:

My dad worked for a pool company and did lots of technical stuff and

now has his own business...I always liked technical stuff. | like

computers and he got me into that...Now he has his own business, not

that | necessarily want my own business, but that may be why I got

into business.

Even though her father’s influence is clear, Emma expresses a desire to
succeed in business in order to have a more secure future than her parents.
She articulates this less as a measure of social mobility and monasnake
comfort and social status. She says of her future career in business:

| mean if | have a good business job, it's not even so much to

make more but I'd like a good business job kind of like for the

prestige more, and also it comes with making money. That

would be a good thing, and not having to worry about paying

bills or anything.

In summary, Emma is a middle-class student who receives a signifieaht m
scholarship from St. Luke’s. Nonetheless, due to her family circumstancea &nam
her parents still struggle to afford St. Luke’s. Even though Emma did not work right
away when she came to campus, her choice of an on-campus job is related to
institutional practices (e.g., availability of work-study jobs; avadlitytof
scholarships and loans). Emma’s academic choices also appear to be influenced by

St. Luke’s policies and characteristics (e.g., leave of absence from cpfos

study abroad). Emma’s extra-curricular choices are related to héealaihd talents
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as well as institutional characteristics (e.g., she chooses club Eor@svarsity so

that she can work). Interestingly, despite expressing some financiahipasdme of
Emma’s choices appear to be influenced by the peer culture of the reldtieacd

at the institution (e.g., she is willing to work more and borrow in order to afford a
whole year abroad). Her campus job has allowed her to develop important conflict
resolution skills and introduces her to administrators who serve as role mudiels a
mentors.

Katy

Katy is a middle-class student from out of state. Her hometown is located in
small town in a suburban area approximately four hours from St. Luke’s. She has a
soft-spoken assuredness and an impressive early career focus. Herimterest
accounting was central to her choosing St. Luke’s due to its strong programs i
business. In addition, she is confident in her place at the institution as a “non-
Catholic” Christian, and she appears to have been drawn to the school in part because
of its faith based mission.

Katy’'s father attended college and majored in business. He is a CPA with a
mid-size firm. Katy’s mom graduated from high school but did not attend college.
Katy has a younger sister and her mother was a “stay at home mom” duning the
elementary school and high school years. Now Katy’'s mom is a teacher’s amde a
elementary school in Katy’s hometown. Katy’s mom has lived her whole life in the
small town where Katy grew up.

Katy estimates her parents’ annual income as between $60,000 and $75,000.

She explains that their burden for financing her education increased dramdtisal
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past academic year when Katy’s sister started college. Katyes@need based

grant (which she explains increased when her sister started celleya)merit award
from St. Luke’s. Her financial aid from these two sources totals $29,800. She also
takes out a loan in the amount of $7,000 per year. She estimates that her parents
contribute $2,500 per year toward her college costs and she contributes $3,500 from
work.

Katy explains that she worked very little during the school year when she wa
in high school. She says, “I just worked during the summer...I mean every once in
awhile | would baby sit but for the most part | just focused on my studies.” In
addition to her studies, Katy was quite involved in a variety of activities afteokc
and on weekends. During high school Katy was in band and in three different choirs,
went to church regularly and played on the tennis team. She believes thatttirying
fit a job schedule into all of that, plus homework, would have been way too much to
handle.”

Even though Katy did not work during the school year in high school, she
held a job at a local amusement park during the summer. She worked in the retail
department the first summer she was there. She helped “keeping the siore cle
restocking, and running the cash registers.” Katy proved herself a responsible
employee and she says that in the “two subsequent years | worked in cash control at
the same amusement park.” This involved a significant amount of responsibility for a
teenager in that each day she went to the “vault” and was responsible for negoncil

the “revenue from the previous day.” Her other responsibilities included “bringing
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change out” and “doing pickups when our food cash drawers had too much cash in
them.”

Katy found a job doing community service for three hours a week during her
first semester at St. Luke’s. She says that she had received worlastpdst of her
financial aid package and found this “volunteer job” that was a paid position. She
says that seemed “a little bit of a conundrum.” Katy left her job with the Community
Service Center after the first term because she was looking for an on-gain et
would provide more hours. She says, “l was a bit concerned about how | would be
able to handle collegiate level work and whether | would have enough time between
studying and other activities to really be able to handle a part-time job.” yvdowe
after her first term Katy discovered that she could “use a little naste’ @and she
found work with Campus, thanks to a recommendation from her roommate. Now she
works 20 hours per week on the Events staff. She says that she is “pretty sure
I've...made over what I'm supposedly allotted on paper” (as a work-study). She
believes this is because she is a dependable and regular employee and no one on the
Events staff has said she has to limit her hours.

Katy internalizes the struggle that her parents have in financing heateduc
She notes that their burden has become more severe now that her sister goes to
college. Even though she thinks her financial aid package at St. Luke’s is quite
generous, she says her sister “went to a smaller college and they justadenas
much financial resources.” Katy works as much as she can in order to cover as much
of the cost of her tuition and fees as possible. She says what she can contribute varies

from semester to semester but that last semester she “actuayoartahe check (for
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the entire amount) and sent it.” For the current semester Katy says hs jpaid
“one-third but | paid the other two-thirds.” Katy takes a great deal of pride in
contributing to financing her own education:

| mean my parents are always there, and my mom is always telling me

‘If you need money let me know.” But at the same time, | really hate

asking for money when | know that stuff is strained, like finances are

strained.

Because she tries to contribute as much as she can to her own education Kg#y is fr
about spending money on herself. While she says she will occasionally go out to eat
or shopping with her roommates she admits “that | haven’t gone out a lot recently
cause I've been working all the time.” Katy “owns” a used car that her parents
helped her buy when she was in high school but she does not keep it at school. She
says that her mom pays for her cell phone because they have a family plan.oShe als
says that she spent more money on food her first year, but now that she works on the
Event staff she is pretty good at getting free food:

My mom and | have kind of gone back and forth on covering my food

for the year...Last year we put $1,000 on (her meal card) and | think |

went through $100 worth a week. And this year, | think $50 lasts me a

week and a half...I'm getting better at finding free food (laughter)...1

think college kids become very good at finding free food.

Katy works a lot of hours with Campus Events. Nonetheless, she does not
seem to find it that hard to manage primarily due to the flexibility assacvaith her
employment. She says “it’'s been an interesting and sometimes vergtenarc
careful balance, but I've found a lot of the hours come from weekends.” Katy
explains that the Campus Events office requires students to work a certain number of

“mandatory call” hours and that these are for major campus events that ale arsual

weekends. She also picks up “block hours” during the week by assisting in the office
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or at the box office. Katy believes that working this much has taught her time
management but that her academics have not suffered:

| do have to budget my time more wisely. And a lot of time when |

don’t, I find that leads to sleep deprivation. But | feel to a certain

extent every student finds ways to procrastinate and one of my ways

just happens to be work. But if it wasn’t work there would be other

reasons for me to not to do homework and putting it off and staying up

late. | don't really feel like work adversely affects my school work.

Even though Katy says that one of the negatives about working a lot on the
Events staff is that she misses social interaction with her roommates, bee of t
positives she feels is how cohesive the group of students are that work for Events.
Katy says, “I've met so many great people...I really like the people | wirk” In
fact she says that because she started the job during the middle of the agaderhic
was a little difficult to get used to the student culture of the Event staff vgorker

First coming into it, it was a little intimidating because it is a very tight

knit group. We do spend time outside of work together—a lot of

people hang out quite frequently. And sometimes | was like ‘How can

you do that? You just spent 12 hours with these people and you want

to spend more time with them?’ (Laughter)...So that has both its

strengths and its drawbacks. Because you know being a part of that is

really great.

As Katy reflected on whether she learned anything through her work with
Campus Events that helped her with her classes Katy initially said thgietHstr
with time management and responsibility. In addition, she cited a few examples of
how she made connections between her work and what she was studying in class: “I
mean in some ways it's interesting because | find ways that it (her sopkies to
my business classes.” Katy believes that through her work for Campus Bhwents s

better understands the process joining an “organizational unit” that she learned about

in her business class. Katy was able to apply what she had learned to this sétting a
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benefited because her course work taught her “to first observe and understand the
business culture.” In this way Katy has applied the theory that she was taughsin ¢

to her own transition to this work environment. She says that “I'm learning how to
interact with these people on both a personal level and then a more professional
level.” Katy thinks her course work helped her identify “appropriate sosialslén

the workplace”. She also found that her work has enhanced her appreciation of some
of what she is studying outside her major: “Like I'm taking physics and rauasic

sound. And one of the chapters is about electronic equipment, and I've worked with
some of that stuff. So [l learned] hey, that’'s what it does.”

Katy came to St. Luke’s intending to major in business with a concentration in
accounting. She will major in the subject in spite of the fact that at one point in high
school she felt like she would never want to do what her father does for a living:

It's kind of funny because | never thought | would want to do that

because of how stressed my father gets around tax season. And it

always seemed kind of boring. But then through a series of interesting

events and scheduling mishaps in high school, | ended up taking an

accounting course and found that I really like it.
Now that she has decided on accounting as her future career Katy is goatefal f
advice that some of her father’s colleagues have been able to give her:

But then actually once | decided | wanted to do accounting, | got to

visit his firm and talk to the people there which was really nice, and

they were really open to talking to me about what they did.

Outside of her academic focus on accounting and her work with Campus
Events, Katy is able to stay involved in several extra-curricular aesviflhese

primarily represent extensions of the interests she pursued in high school, though she

says that “now | can take a step back and really pick and choose the thingsathiat | w
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to do.” Katy continues to stay involved in a variety of volunteer opportunities

through St. Luke’s Community Service Center. She is also involved in St. Luke’s
Christian fellowship. Katy likes being involved in a more “non-denominational type
of service” and that it is “nice” to feel connected to students who have “similsgsval
because we’ve all been raised Christian.” Finally, even though she clatrske¢ha

does less with her music than she did in high school, Katy is a member of the Chapel
Choir and both sings and plays the flute.

Katy is very excited about her plans to go abroad to Beijing, China. Katy
plans on going to China during the spring semester of her junior year. She says that
she always “intended to go” and that it is “very exciting.” Katy’s stailoiypad
experience will be the “first time [that she has been] out of the country uless y
count Canada.” She is glad that Campus Events is flexible with students who go
abroad and knows that she will be able to have her job back when she returns.
Campus Events considers study abroad to be “like a leave of absence.” Intiact, Ka
says that having her job is helpful in that “right now I'm working more hours and
intending to save up for tuition and all that, but also to have some extra spending
money while | am abroad.”

Both of Katy’s parents appear to have shaped her attitude about working while
she is in college. In particular her mom’s example seems to have shapeduds attit
about college as a privilege. She says that even though her mom never went to
college that “she is smart enough, | know she is.” Katy says that they have “been
able to have in depth debates about very academic topics and she’s been able to hold

her own.” Katy believes that this “makes me appreciate my education so much
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more.” Katy contrasts this with what she feels is the general attitudedeings at St.
Luke’s:

The atmosphere of St. Luke’s is it was kind of just expected. ‘My

parents went...I'm going...My grandparents went...that type of deal.’

Whereas...| mean there is definitely a percentage here that are like it's

not a given and they have to work really hard and they really

appreciate that they're here.

Katy seems to have found more students like her, who view their education as a
privilege, on the Campus Events staff. In fact another student involved in this study
is her roommate and is a first-generation college student.

In summary, Katy is a middle-class student whose campus job is on the
Campus Events staff. Katy’'s work helped her find other students like hersgifs K
academic choices appear to be influenced by several institutional patidies a
practices (e.g., financial aid for her at St. Luke’s is greater ltleasister who attends
another private college; leave policy from her job for study abroad; aveyladsil
campus jobs). Despite balancing her work schedule with a demanding major, Katy
has been able to stay involved in many of the extra-curricular and co-curricular
experiences she pursued in high school. Indeed, it appears to be Katy'sability t
balance all of these involvements that has lead to her retention and success.
Claire

Claire is a middle-class student who lives approximately four and a half hours
from the St. Luke’s campus. Claire was involved in extra-curricular aesivit high
school and was a cheerleader. However, Claire’s sarcastic wit andlsydedid

not seem to fit the role of an ambassador of school spirit and her college expgerience

revealed a quite different path.
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Claire’s parents separated when she was six. Her father was a adigrente
18 years who, only recently, became a building inspector. Claire explained that he
earned this “promotion” through years of hard work and by passing the examethat a
required to be an inspector. Claire’s father graduated high school but never attended
college. Claire’s mother is an artist who returned to college to get her bachelor
degree later in life. She is self-employed doing graphic design and web page
development. Claire’s mother also does print media and promotions for other artists,
including two sculptors who live near her home. When Claire is not at school she
lives with her mom, grandmother, and her 15 year old sister. Claire’s family
struggles to afford St. Luke’s and she lists her mother’s annual income as only
between $ 30,000 and $ 39,000 per year. Her father has remarried and does not
contribute towards her education. Her financial aid package at St. Luke’s selude
need based grant of more than $20,000 per year. She also receives a Pell Grant of
over $ 8,000 per year. The rest of the cost of Claire’s attendance is covered by her
mother and grandmother, what Claire can contribute through her work, and loans.

Claire began working when she was 15 and held a number of jobs while she
was in high school. Her first job was as a cashier in a grocery store nearshibe
lived. She started this job one summer and then “carried it into the school year.” She
was involved in cheerleading after school and then would go “directly to
working...until 9:30 or 10.” Her next job was at an ice cream shop where she worked
“six hour shifts” for “five days a week” during the summer. She also worked at the
ice cream shop in the evenings after school until the weather turned cool. Fhelly, s

got a job at Agway, which is a pet and animal supply place. She says they do “large
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distribution” items like “hay and corn feed and 50 pound bags of dog food.” She
explains that during her senior year in high school the store was “under new
management” and “so | was helping them move the store around...they were
renovating the store”. Because Claire worked at Agway a lot during her gearor
and the summer before she started at St. Luke’s, she entered college with
considerable savings. As a consequence, she decided not to work at all during her
freshman year of college. Because she chose not to work when she firsb &tme t
Luke’s, Claire had what she calls “more of a college experience” donenfirst year.

Claire was offered work-study employment as part of her financial aid
package at St. Luke’s but turned it down. She did consider getting a work-study job
her first year but decided against it:

| was thinking of doing work-study but when | looked further into

it...It doesn’t really make a lot of sense to me | guess. You get paid

very low wages and you're not even allowed to work more than a

certain amount with them...I don’t even know the exact amount but

even if you worked the maximum amount it would not add up to very

much. And then the hours are just different because most of them are

during the day so you have to work the hours around your classes. So

you are only putting in two hours here, or an hour there, rather than

going in for a shift. So it was just very bizarre to me | guess

(laughter).
Claire did not reject work-study because of any negative stigma asslowi#h these
jobs but rather because she just felt like it was not a very efficient way to eaey m
in order to support her education. Because Claire brought a significant employment
history with her to college, and was accustomed to hard work that included long shifts
and some physical labor, the work-study jobs seemed irrelevant to her experience

For example, she compares her off-campus job to friends of hers who had work-study

jobs at the campus post office:
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They can go in whenever they want. It's not like | work these hours

on this day. It's like I think | might go to work today or | might not

(sarcastically). So they can show up whenever. They can putin an

hour here an hour there. They like it because none of them are

actually paying for school or actual things, so it’s just like spending

money for the weekends.

After living carefully on her savings as a freshman, things changed fioe Cla
her second year. To begin with, her mother had less money to support her tuition.
She says “last year my Mom was able to help me out a little bit, and thishgekind
of told me there was no way she was going to be able to help...like she doesn’t pay
for food or any of those things.” On top of her mother’s financial situation, Claire
decided to bring a car back to school for her second year. While Claire gat the c
because “someone was going to get rid of it that | knew,” she immediagtebvdred
that it needed lots of work:

Things are always breaking down...l mean as soon as | got it here

things were always going wrong with it. It needed new brakes; it

needed a tune up; new tires...

Due to the change in her financial situation Claire found an off-campus job at
the beginning of her sophomore year. One of her roommates from freshmen year
helped her find a job waiting tables at a restaurant-bar. Claire’s roorivesatelose
to St. Luke’s and worked at a produce stand that sold food to this particular
restaurant. Her roommate called her “the first week of school” and shéhsdghe
“got hired on the spot and started the next week.” Now Claire works between 20 and
25 hours per week at the restaurant.

Claire’s work as a waitress is both demanding and time consuming. She

works in a small, local restaurant where the wait staff has a lot of respionsibi

Claire works three nights per week. For one of those shifts she is the onlyaifait st
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She shares the shift with another waitress on the other two nights because the
restaurant has an “upstairs and a downstairs, so you kind of cover everythingg’ Clai
received very little training for this job despite the fact that she had nevtedw
tables before. She describes the owner/manager as her only supervisor ansl expla
her management style this way:

She’s not really in favor of affirmation. It is always what you are

doing wrong. She feels like the more she yells at you the better you'll

get. And we never really had any training because she is not good at

training. So the first day we got there, never waitressed, she was like

‘well, you'll figure it out’ and then just through us in. But then

whenever we made a mistake it was a huge deal and we would get

yelled at.

Fortunately for Claire the owner only drops in occasionally and she got good
at her job very quickly. She says that:

| actually love waitressing. | never really enjoyed working. | don't

enjoy working hourly. But | definitely prefer waitressing to any other

job because it’s paid on performance...Which I think is great. So if

you work hard and you really hustle then you get more money...|

really get paid on how much | work and how many tables, like your

turn over rate, and how many tables you go through. | have actually

learned different strategies for organizing people and planning tables.
The fact that Claire values work that is paid on performance is indicative ohier et
In addition, she has really come to depend on the money she makes as a waitress,
particularly through the tips she receives, to support herself as a student. Sfoe pay
all her own food, car repairs, and the gasoline she needs to get her backhatrad fort
work. She also helps pay for her own tuition each term. Claire describes how
difficult it is for her and her mother to pay for her tuition each term:

We are usually late with tuition. | don’t know if | am allowed to say it,

but we are usually late with tuition because when the tuition bill comes
in we are always scraping stuff together. My grandmother has got to
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help or loan my mom money. It is always kind of a mess and kind of
chaotic as to how we get the money.

Another dimension of the tension that Claire feels at St. Luke’s because of her
working class roots surrounds how her roommates feel about her job. She says:

My roommates give me a hard time for working sometimes. They
don’t understand why | work so much. Some of my friends have
ended up resenting me, | feel like a little bit, for working so much and
not spending time with everyone else. They don’t understand the
whole thing that you don’t have a safety net or someone to fall back
on. If they run out of money, they just call their parents. Their parents
will say I'll send you some or put some in your account. And they will
say you just pay me back during the summer or whenever. But they
don’t understand that if | run out of money then | don’t have anyone to
call. So that’'s the main difference, when there is no safety net it's
stressful because you feel like you have to have enough money for
whatever comes.

Ultimately, the difference that Claire feels between herself and bier m
affluent classmates, who do not have to work as hard to afford college, has led to a
feeling of isolation. She says:

It is hard. It makes me feel sort of alone in a way because | don’t have

anyone else to relate to. | mean | have friends here and | can be social

with them and go out with them but it's hard when this is a big part of

my life, and it creates a lot of stress, and no one understands it. Like |

get home from work and they don’t understand why | am in a bad

mood. Maybe | had a really bad night at work. You know what |

mean? It's difficult because there is no one to kind of commiserate
with about it.

Claire’s desire to socialize with friends who are “more like her” appedne
pulling her away from the campus. She has decided to live off-campus next year wit
her boyfriend, who she met at the restaurant. She describes him as “older” and he is
not a student. In her mind, even though she will have to share rent with her boyfriend
and commute to campus, this will simplify her life. She says it will beedsibe

able to come out of the house and go to my car” and go to work. Claire has even
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started to study at the restaurant after her shift ends. She explains hardew s
habits saying:

| actually have started to take my homework there to study. | actually

find that | can focus better at work because we have an upstairs that

gets closed. Soif | go up there, I don't have any of my roommates and

I’'m up like in a room with a table by myself.

Despite the fact that the first semester that she was working presented a
difficult transition academically, Claire says that “I actually thinkist
semester...has been my best semester at St. Luke’s.” She credits théado tteet
her job has forced her to do a better job of planning ahead. She says, “Now | plan
ahead and | tend to make lists and schedule things ahead...so | have lists of when
things are due and the day things are due.”

Claire is a communications major with a concentration in public relations.
She originally thought that she wanted to major in journalism and perhaps go into
broadcasting. She even volunteered at the campus radio station doing the 5 o’clock
news during her freshman year. She decided that while that work wasirsgiisfy
did not involve enough interaction with people. Now she thinks that she wants to do
public relations and event planning for a non-profit organization. While she is not
certain that her job as a waitress had a direct effect on her career, CHaiee
acknowledges that her job had some influence on her decision to change majors:

| guess it did a little bit because | didn’t know if | was going to be any

good at waitressing. And once | actually started working there | really

enjoyed meeting different people and getting to know different people.

| mean PR obviously is not waitressing but the whole interaction part

is definitely similar.

Claire is Italian and was very interested in studying abroad in Itabyveker,

she has decided not to study abroad and describes her decision saying:
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| am Italian and | have taken Italian classes here. | had always planned

on it when | was younger. | always thought | would go abroad, but

after researching into it | found it was actually $5,000 on top of the

actual tuition and | already have a hard enough time with what | am

paying for now. And | know that in Italy | wouldn’t be able to get a

job so | would have to come up with the $5,000 for the program and

for any expenses that | had while | was in Italy without ever actually

having a job and | don’t think that | could ever actually get that much

savings.

The few extra-curricular activities that Claire has been involved ia we
limited to her freshman year before she started working. She says that she
volunteered to give Admissions tours and participated with her roommate on the
freshmen retreat. Now that she is working she says, “Actually | am not invaleed i
lot of extra-curriculars. | was in high school and | actually did a lot of studihow
this is not great but when | am off work | don’t really want to be doing other things.”
Claire does not have adult mentors at St. Luke’s who assist with her acadenoe and ¢
curricular choices. She is influenced by her family and extended family bubhdbes
mention connections made on-campus.

In summary, Claire is a middle-class student whose family only has modest
means to support her education. She chose not to work during her first year of
college and turned down work-study opportunities that were offered to her. Now she
works 20-25 hours per week waiting tables at a local restaurant. Cl&iogtes and
experiences seem to be influenced by institutional policies and practiceslie.g
rejects work-study because of low wage; does not go abroad because of her need to
work). Claire’s social integration at St. Luke’s is deterred due to hendgsedf

separation and alienation from her more affluent classmates. Finalige'€iaork

appears to have some positive effect on her personal development (e.g., it teaches her
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to better plan for academics and focus on her studies; she gains a sense of self-
confidence and independence from her job). In addition, she attributes the
interpersonal competence she has gained as a waitress to reinforaegikien to
major in communication and to pursue a career in public relations.
Alex

Alex is a middle-class student from a suburban area located about 20 minutes
from the St. Luke’s campus. Alex is intelligent and somewhat introverted. He
attends St. Luke’s as a member of the Honors Program. Even though Alex grew up in
a religious family, he has rejected formal religion. Perhaps becauss tddhiand
because he chose to attend a Catholic university, some of his answers to questions
seemed uneasy and even evasive.

Alex’s father is an evangelical pastor from a Protestant denomination. He has
a graduate degree in theology. Alex’s mom has a college degree but wasdta stay
home mom” for most of Alex’s childhood. After Alex went to college his mom took
a job as an instructional aide at an elementary school near to where Alex grew up.
Alex estimates his parents’ annual income as between $60,000 and $75,000. His
family has the additional resource of living in the manse provided by his father’s
church. This was Alex’s home when he was growing up. Alex receives a merit
scholarship of $17,500 per year to attend St. Luke’s. He also says that he receives
other scholarships and grants totaling $15,000 per year. Alex says that he takes out $
12,000 per year in loans and that an additional $1,500 per year comes directly from

his family.
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Alex had two jobs when he was in high school. He worked for a brief period
at a golf course as a bag boy. He said he only worked at the golf course arfthg m
because he got the job toward the end of the summer and the course closed in
December. After that Alex was able to get a job at a public library. He woffiead a
days a week after school and during the summer and he kept the job up until he went
to college.

Alex says that even though he was guaranteed a work-study job as part of his
financial aid package at St. Luke’s, he did not pursue it during his first yeaas It w
not until the end of the year that he got a job on-campus. Alex explained that at “at
the end of my freshman year | needed a summer job.” He said that he “could’ve gone
back to work for the library if | wanted to but | kind of wanted to do something else.”
He happened to see a flyer in his mailbox that Campus Events was hiring students to
work over the summer and that housing was also provided. Alex was interested in the
job, and in staying on-campus, because he said “I figured | could be on-campus and
meet a new group of people...and still work and be close to all my friends and
family.” Alex worked the whole summer for Campus Events assisting with
commencement, alumni weekend and new student orientation. He really found a
home on the Events staff and he has been working there ever since.

Alex works primarily in order to afford the “little things” that he did not want
to have to ask his parents for anymore. Alex says that he does not have a car but that
he does spend some of the money that he earns “buying a movie or CD.” He likes
music and so he spends a fair amount of his money “going to concerts and shows.” In

addition, Alex uses his money to buy groceries so that he doesn’t have to eat at the
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campus food service locations all the time. He also mentions that he is planning to go
abroad to New Zealand and he is trying to save for that as well as the eveargtay
associated with going to college. He says, “I'm trying to pay for more advamy
stuff, like books. I'll buy online with my own money rather than use my parents’
money.” More than anything having a job seems to have allowed Alex to gain a
sense of financial independence from his parents. This is important to him bezause h
does not agree with some of their fundamentalist social values.

Alex says that he works between 15 and 20 hours per week at Campus Events.
He explains that working for Events is not like some of the other jobs on-campus and
that it is “a lot more involved.” Specifically he mentions that he felt the job had a
steep learning curve, he says:

It's a hard transition for a lot of people to just start working because

they expect you to know everything that needs to be done very

quickly. Everyone’s first day normally sucks...there really is no

training at all.
Despite the fact that the job was sink or swim at first, Alex likes the fadh¢ha
trusted to do a lot now and has a fair amount of independence. He says “they won't
be supervising us all the time and they’ll kind of expect you to be self-sufficient
Sometimes Alex feels the level of responsibility that he has can be kindssffgkre
but when he proves himself he gains a great sense of accomplishment. He mentioned
a specific event that he worked on that was challenging:

When you're actually working an event, like you're sitting in on it,

there’s a lot of times when it's just you there and if there’s a problem

you to have to know how to handle it. | just had a lecture with Leo

Bretholz, who is a Holocaust survivor. There was a lot of confusion

surrounding it. | had to bring up a different microphone and put out
more chairs and try to fit everyone’s need.
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Besides developing his self-confidence by working with a great deal of
independence, Alex thinks that another benefit has been learning more about how the
college works. He says:

It gives you just a greater understanding of what goes on at the college

and what it takes to run the college. So, it's kind of eye

opening...something that we kind of all say that we wish everyone

would just see what it takes to prepare for an event...just once.

Beyond developing his sense of independence and self-confidence, Alex does
not see the work he does with Campus Events as particularly relevant to his course of
study. Due to the fact that Alex has had some difficulty in declaring a majoid he
“actually switch around a lot.” He says that it was not until recently that lutated
as an English major and a minor in math and film studies.” While he says that he was
good in physics in high school and for awhile was considering majoring in the
subject, after starting down the path to be a physics’ major at St. Luke’'dihedéa
“wasn’t something | was truly passionate about.” It does appear that tmnaaof
time that Alex was spending on the job with Campus Services reinforced his decision
not to major in physics. He says:

| think it was like the first two weeks there were a lot of events going

on, so | ended up working over a 40 hour week like the first week of

school and that probably had something to do with it. Just because |

was so burned out at the time that | definitely didn’t think | would

have time to do physics.

While Alex is not sure what he wants to do for a career his growing intereshis wi
film. Alex thinks that once he completes his undergraduate degree he willjikely
to graduate school in film studies.

Alex is planning on going abroad to New Zealand during the spring semester

next year. He says that he chose New Zealand because “I've always baidatitan
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with that part of the world.” He said that while he always wanted “to go to Alastral
when | was younger” he spoke with some other students on the Events staff. After
talking to them Alex said “it seemed like you were in New Zealand longer ared ther
were more things that you could do and there were more trips that you took.” Alex
wants to take full advantage of being abroad so he plans to continue to work as much
as he can with Campus Events over the summer and during the fall semester so that
he can afford to travel while he is in New Zealand.

While he knows that he can come back to his job with Events when he returns
from New Zealand, he is not sure if he will do that. He is hoping to find an internship
for the summer after he goes to New Zealand. He is exploring doing an internship
with the British Film Institute in London. Alex explains that “it's somethimaf 1
would be really interested in looking into.” Alex said he had “just started redding t
pamphlet” about this internship and did not “know if | would have A) the funds or B)
the means to get into it.”

Alex is not involved in many extracurricular programs or activities. sHe i
member of the Honors Program but says “there’s not too much with that besides the
courses you take.” He explains that with the Honors Program “there are certai
events that you have to go to like you have to go to a colloguium every semester, but
it doesn’t really take up too much of your time.”

Alex has a good relationship with his parents and he says that they are
supportive of the choices that he makes as a college student. However, cledsly Alex
rejection of his father’s religion and participation in his church has caussidrie

He says that for him “just my father’s line of business is kind of like a touchy
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subject.” He explains that life in his father’'s congregation was ffayhen | was
growing up, up until about middle or high school years when | started to have
different points of view than my father.” In terms of his academic choices/be sa
that “there’s never any pushing by my parents for me to go in a certain direi&gon, |
| guess they supported me once | told them | felt differently, althougbdsghey are
disappointed...l don’t know they are okay with everything.”

Since Alex received a significant scholarship to attend St. Luke’s he does not
have to depend on his parents a great deal in order to pay for his tuition. However,
since he did not work during his first year in college he was more dependent on his
parents to help with the incidental costs of being in college. He says, “thgeérst
my parents had to bail me out once and put some money in my checking account but |
guess that’s another reason that | did get a job because | didn’t want that to happen
again.” In short, because of his personal differences with his parents Alekdeel
needs to work in order to live more independently.

In summary, Alex is a middle-class student who chose an on-campus job with
Campus Events. Alex’s choice appears to be influenced by policies and prafctices
the institution (e.g., summer housing provided with his job with Events; availability
of jobs; availability of merit based financial aid) and reinforced his academices
(e.q., too busy to pursue physics). The amount of hours Alex works also seems to
have been affected by his desire to study abroad. For Alex the campus job has
represented an important opportunity for establishing financial and emotional

independence from his parents. Alex’s job has allowed him to gain a greater
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appreciation for certain management functions of the college and has connected hi
with other students and staff members.
Chris

Chris is a middle-class student from a neighboring state to St. Luke’s. His
hometown is about an hour and a half from campus in a rural, farming community.
Chris is thoughtful and introspective. He and his twin sister are the youngest in a
family of six. His sister goes to another Catholic university that St. ul@isiders
to be a peer institution and is located in his home state. Chris has decided to transfer
at the end of his sophomore year.

Chris’s father completed college and works for an electronics congsaay
project manager. Chris’s mother finished high school but did not go to college.
Chris’s mom stayed at home and raised six children but now works part-time as a
religious teacher. She is responsible for the confirmation class at Chrisls pa
Chris estimates his parents’ annual income as between $75,000 and $99,000 per year.
Chris estimates his family’s annual contribution to his education as $ 10,000 per year
He says that he contributes $3,000 toward his tuition through the money he saves
from work. Chris is an RA and so during his sophomore year he received room and
board as compensation. Chris estimates that he takes out about $6,000 per year in
loans and that the rest of his cost of attendance is covered by need basedognants f
the institution.

Chris worked some as a bus boy in high school during the summers. Chris
tried to work some at the restaurant during the school year but in high school he “had

nine different classes” and it was just too hard. The summer after his jurman yea

225



high school he worked the dinner shift at the restaurant, which meant that sometimes
he only worked until 9 or 10 at night, while other times he worked until 1 AM. After
Chris graduated from high school he took a job “at the United States Post Office as a
mail handler.” Chris worked the “third shift” at the post office, which meant six

nights per week from 8 PM to 6 AM. He says during that summer he worked 50-55
hours per week and because he worked the third shift he received 80 cents more per
hour. He told me that he “learned quickly it wasn’t worth it.”

Chris came to St. Luke’s intending to major in psychology. For this reason he
pursued a work-study job as an office assistant in the Psychology Departrhest. C
says that he found the job on the St. Luke’s website and that “I just kind of went with
my interest...and the Psychology Department was one of the first few that | got a
hold of and they asked me to bring my paperwork in and they hired me.” Chris
enjoyed this job and says “I got to know my professors...and secretaries and just
some of the grad students and it was just a lot of fun.” However, at the end ot his firs
year Chris attended an information session about being an RA, he says “just on a
whim.” He says he went to one of the sessions because they “had big Gatorade signs
all over the place saying ‘Become an RA.” Chris says that he decided tehes
position because he “thought that it would be better money than work-study
and...you get the stipend and you get free housing.”

Despite the fact that Chris was originally attracted to the RA positicaube
of the compensation, the nature of the work also seemed to compliment his desire to
become a counselor. He says that when he came to college “my initial planlveas t

a family and marriage counselor...so just the counseling aspect that iSitgnts
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needed something | was there...appealed to me.” Despite his genuine interdst in bot
the compensation for being an RA and the people skills that he would develop, Chris
found the job to be more than he could handle at times and believes that it is a lot to
ask of a student. Concerning the RA position Chris says, “I quickly learned that the
money is not worth it...l was told by several of the professional staff that they
worked it out one year and an RA gets paid roughly ten cents an hour for the work
they do.” Despite the fact that he stuck out his sophomore year, it was clehetbat t
were aspects of the job that Chris really did not like. In particular, Clews tiped of
policing his fellow students when he was required to do “rounds” in the residence
halls:

The 2 AM calls that say someone is smoking marijuana or there is a

big party with alcohol and you have to get up and go out and address

it, then write all the paperwork that goes with it...I mean, no one really

enjoys that part of the job...We do a walkthrough of a freshman hall,

the Riley Ct [a pseudonym]. I've caught a few of those kids and they

really are ruthless. They really just think they are on top of the world

and that nobody can tell them what they can and can’'t do. They are

just not happy when they get caught.

Despite the fact that there were parts of the RA job that Chris did not like and
that he was not sure the compensation was worth his efforts, Chris says that he wa
able to balance his work and school. In fact, despite his hectic schedule Chris got a
second job as an office assistant with Campus Ministries during the secorsteseme
of his sophomore year. Chris promised his dad that the money he earned over the
summer ($3,000) would go directly to his tuition. The compensation he received as
an RA covered his housing and books. As a result, half way through his sophomore

year Chris discovered that “I had no steady income to kind of spend for me.” Chris

was very involved in campus ministry and he explains that “before Christmas” he

227



asked the “secretary in Campus Ministry if they had any openings.” Chrerexpl
that she called him back over the break and offered him a job.

While there are difficult aspects of the jobs Chris has held on-campus,
particularly the RA position, he expresses an appreciation for the connectipns the
provided him to the St. Luke’s community. He said:

A definite benefit for Campus Ministry and RA is the close-knit

community you get with other workers. The RA job has all-staff

meetings for all of the RAs and cross campus get-togethers where we

can all chat and then we have the training sessions...so you get really

close. You get to know people in your direct staff and then people just

outside. It's really nice that you have that community. And then

Campus Ministry is the same way. You just get really close to those

people.

Chris explains that because he and his twin sister are the last of six chldren i
his family to go to college things are pretty tight for his family finahgiaChris
understands that he needs to find a summer job each year and that he must earn at
least $3,000. He explains that his dad expects him to contribute that money to his
tuition. Chris says, “l write him a check at the end of the summer.” During the
summer before his sophomore year Chris worked at a dinner theater, and had secured
a job the summer after his sophomore year back home at the “Twizzler Factory
Because things are fairly tight for Chris, he uses the stipend he earnér&A job
to buy his books and he keeps his other costs down. For example, he does not have a
car.

Chris’s academic plans have evolved over the two years he has spent at St.
Luke’s and relate to his discernment concerning his future vocation. Chrisnexplai

that while he came to St. Luke’s thinking he would major in psychology and become

a family counselor, for quite awhile he was considering becoming a priess said
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that in many ways he had been discerning a call to be a priest since the 8th gsade. H
reflection about this path came to a head during his first two years at Ss.Luke
Concerning this process Chris says:

At the end of last year | was actually considering the priesthood...1

applied and was planning on...I had been accepted as of January this

year and | was planning on going. After that was all over I just kind of

prayed about it, and thought about it, and that was a decision that |

wasn’t going to do. And during that process | started thinking...What

are my options after seminary? What majors could | come out with?

And one was a history major. And history was something I'm very

interested in and something I've enjoyed through the years. So

somehow it came out that a secondary education [degree] in [teaching]

social studies, right around 8th or 9th grade, is something that would

be a lot of fun and something that I'm passionate about.

Chris’s choice of becoming a secondary education major is a big part of the
reason that he has decided to transfer. While St. Luke’s Education Department has a
teacher education program, Chris felt he would be better served if he pursued this
degree at another institution. In addition, because he desires to return to his home
state to teach, he has decided it would be easier to transfer and pursue iustioertif
and student teaching there:

I’'m actually going to transfer after this year...My secondary etituca

choice...I'm going to move back home to a campus that has an

education program slightly better than what St. Luke’s provides in an

area that | know a lot of teachers that | could student teach under, and

being that | want to teach in [his home state] | would have my

certification right after college.

While Chris’s decision to transfer is primarily a result of his futureera
considerations, his family’s ability to afford St. Luke’s is also a factoe Th

university Chris has decided to transfer to in his home state is a state unaedsity

he will qualify for in state tuition:
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That was one of the more deciding factors. It's [the school he is

transferring to] about one third the price of St. Luke’s. | think my total

cost is going to be $17,500. They factor in a little bit of the books and

the food and everything. So that was a factor in | knew that being here

every year | slowly was losing some of the grant and gaining a little bit

more loans and down the road just putting me in the hole a little bit

more.

There are two factors that seem to have impacted why Chris’s fahardti
package at St. Luke’s changed in composition to where he lost grant aid and had to
take out more loans. The first was that after his first year in college hrsootdeer
graduated from another institution and so he received less need based aid in his
financial aid package. The other reason had to do with the compensation he received
as an RA. Of his changing financial aid package at St. Luke’s Chris said:

Well when | first started we had three kids in college. | have a twin

sister and | had an older brother that was in college. And then my

older brother was not in college. It was just me and my sister, so the

financial aid package went down a little bit and then with the RA job it

went down probably a little bit further than it would have. So, just

because it's not a stable package that | can rely on, like a scholarship

would be, it's kind of difficult to see where | am going to be and how

much | really do need to work each year.

While Chris is transferring from St. Luke’s because of vocational and
financial reasons, his involvement in the life of the campus would not have indicated
that he might leave. Besides being an RA and working in Campus Ministries, Chris
has been involved in community service, including alternative service programs for
spring break. St. Luke’s has extensive service offerings during spring Imetak a
Chris participates in these. Chris also does regular service at a horheless s

where he “plays with little kids while their parents go off to parenting £ldasally,

in addition to participating in service Chris explains that he loves dance and was a
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part of St. Luke’s dance company. Chris said that because of the demands of his
schedule he had to give dance up when he became an RA.

Despite the fact Chris is transferring, at least partially bedaagamily
struggles to afford St. Luke’s, he is clear that the decision to transfdrisvasd not
his parents. In fact, he indicated that while they have been supportive of his decision
to transfer it definitely was a surprise. He describes his parenttsoretxhis
decision to transfer this way:

| mean for a couple weeks they kept asking me how it came about

because it was something...It wasn't that they couldn’t see me in it

[teaching], just everything that | kept talking about was just kind of

pulled from nowhere...I mean for me it was something that over a

long, long period of time | was able to kind of figure out...But they're

very supportive of the decision.

In summary, Chris is a middle-class student who chose to work several on-
campus jobs. His reasons for choosing these jobs appear to be influenced both by
institutional policies and practices (e.g., work-study award; RA compensand
out of his desire to choose work that complimented his academic and career interests
Chris’s campus jobs provided him with a strong connection to other students, faculty
and staff, particularly within Residence Life and Campus Ministry. Chlidwi
transferring after his sophomore year. His decision to leave is appears to be
influenced by institutional policies and practices (e.g., high cost of attendance;
changes in financial aid package) and his academic and career choice®(esmpn
to return to his home state to become a teacher). As a student who by all accounts
seemed uniquely connected to the campus and its’ mission, Chris’s case suggests tha

the retention decision can be influenced by interrelated issues of senstiuitst t

and the student’s academic and career trajectory.
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Red

Red is a middle-class student who went to an elite, all boys’ Catholic high
school in New York City. He commuted from another borough to go to this school.
Red is extroverted and gregarious. He is quite engaging and humorous. He readily
discussed his self-awareness concerning his own type-A personality angewheas
to do to keep balance in his life.

When Red is not at St. Luke’s he lives with his mother and stepfather. Red’s
mother graduated from high school but did not go to college. Red’s mother worked at
a hair salon that was a family run business until she was diagnosed with cartter. Re
says she needed health insurance so she started doing clerical work in a doctor’s
office. Working in a doctor’s office allowed her to pursue a certification as a
pulmonary technician. Now she makes pretty good money. Red’s stepfather also
graduated from high school but did not attend college. He is a teamster and works at
a baking supply warehouse. Red’s “biological father” (as he referred to arake
times) completed graduate school and is a risk analyst. He does not contribute to
Red’s college. Red estimates his mother and stepfather’'s annual inconreeisnbet
$75,000 and $99,000. Red receives a merit scholarship of $12, 500 per year to attend
St. Luke’s. He also says that his family contributes $7,000 per year towards his
education. He estimates that
$5,000 per year comes from his savings from work. His family takes out loans of
$7,000 per year and he earns free room and board because he secured a Resident

Assistant (RA) position.
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Red “had quite a commute” to attend high school and he “did a lot of
activities in school.” For this reason his work during high school was limited to
summers and weekends. Nonetheless, he managed to work in several capacities. His
first job was at the family salon where his mom worked. He says he did “odd jobs
and cleaning” and that he “got paid off the books.” After that he says he worked one
summer in a “restaurant of a family friend bussing tables” which was “offdbks
as well.” When he was a senior in high school Red explained that he “kind of knew
that | had to get a real job” and so the summer after his senior year he werk to w
for Starbucks as a barista, which means he prepared beverages for customers. He
says that when he was at Starbucks “I knew everyone who worked there, they wer
all friends of mine” and he says Starbucks was “a great company.” Redhatlys t
considered working for Starbucks when he came to St. Luke’s but the school did not
allow him to have a car on-campus his freshmen year: “I considered working at
Starbucks last year but | figured | would have to wait for a cab or relybos.&

Even though Red says that having a job did not affect the college he chose, he
says, “I planned to work because | knew that | would need the income.” When Red
came to St. Luke’s he had a difficult time finding a job at first even though he
qualified for work-study. At first he inquired about working at the Rec. Céuiter
discovered that they had a waiting list. Eventually, he found a job in the office of
Residence Life almost by accident. He said he happened to be in the office and asked
if they had any openings. Because he worked in Residence Life his fresbandrey
found out more about the application process to become an RA. He explains that he

decided to apply for several reasons:
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I've always been kind of a leader and stuff and my RA coming into St.

Luke’s was great and | knew it would be a great way for me to get

more in touch with the campus and more in touch with the other

students...Of course it's great for the monetary reasons but just to be

an RA really attracted me.

Red found another significant employment opportunity when he was selected
for a paid internship with the New York Power Authority (NYPA) during the summer
between his freshmen and sophomore years. He learned about this potential
opportunity from his biological father. He says:

When | got into college | was looking for something more towards

what | wanted to study here so | got a job, actually through my

biological father because he was looking for a job at the same time.

He was transitioning out of another job and he applied for the New

Jersey Power Authority...He noticed that they had internships and he

told me about them so | applied and | actually got the job.

Red’s experience at the New Jersey Power Authority (NJPA) turned out to be
excellent. He explains that he worked full-time that summer and was treated m
like an employee rather than an intern. He says that:

| worked in the Marketing Department and did some rate analysis, just

how much we would charge customers for electricity. It was very,

very interesting...steep learning curve, like a lot of specialized

material, like acronyms I'd never heard before in my life and you

would never hear if you don't deal with that business. But it was very

intriguing because...electricity used to be regulated by the government

and then it was deregulated in New Jersey.

During his sophomore year at St. Luke’s Red left his office job at Residence
Life and became an RA. In addition he got a job off-campus at GNC (a nutritional
supplement store). Even though Red took this off-campus job because of the pay and

because it was on the weekends, he could not sustain working there. He says of the

job at GNC that:
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It was more pay and it was on the weekends. So it filled in what time |

had free, kind of like my idle time, and it was on the weekends and

...it would throw off my sleep schedule because | would sleep really

late...l was like ‘Oh, | can’t come in this week because | have an RA

thing to do so I'll come next week’ and then next week would come
around and | would have another RA thing...I wasn’t even working

that much, so | decided | didn’t want them to rely on me...so | just cut

myself off.

Red readily admits that he needs his jobs to help support his college
expenses. In considering the primary reasons that he worked while enrolled
he said “monetary mostly...why else do you work?” He stipulates that he
primarily uses the RA job to cover the cost of his housing and food. He
usually can devote some of his RA stipend toward books as well. Red claims
that he uses the money that he was able to save from his summer job, and any
that he was able to earn while employed at GNC, as spending money. He
says: “The money that | save, that | just have in my checking account, goes
towards college expenses. 1 just use it for going out to eat and probably more
for like entertainment than | would if | didn’t have a job.”

In terms of expenses, Red does have a car on-campus now. He
explains that “the car was actually a gift from my grandparents andas f
paid off.” He says that “I have actually never made a car payment.” He also
says that “my mom actually pays for my insurance.” Red does pay for gas but
that he has a “little tiny Honda Accent which gets 33 miles per gallon.” Red
also has a cell phone but says his “biological father surprisingly pays for my
cell phone.”

Red is a strong student and takes academics seriously. The fact that he

was named to the business school’s scholars program indicates that he is
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doing well. Nonetheless, he says that his employment, particularly the RA
job, has challenged him to balance his employment with his work. Red
acknowledges that he has a type-A personality and he has to guard against
stress:

That's something the RA job definitely has taught me is take

care of myself physically, like taking vitamins and fish oil. |

do all that now. | don’t drink anymore soda, just because you

know | have to keep myself on top of everything.

Keeping “on top of everything” for Red means realizing the
importance of managing multiple priorities. He also has learned the value of
“utilizing every moment that | can to kind of get things done and not
procrastinating.” He says that the RA job has helped him be better prepared
for the unexpected: “I thought that | had my schedule together but I didn’t
because a lot of things come about last minute, like roommate conflicts and
things like that.”

Red thinks that his position as RA has helped him “to grow as a
person.” Red says that being in a position of leadership helps him “make
more appropriate choices” than some of his peers that he sees party all the
time. He says that:

| don’t think that I've sacrificed that much, like | don't feel like

I’'m missing out on college or anything. | still interact with

people in a good way and that doesn’t necessarily have to

involve alcohol...Especially with my RA job I'm constantly

dealing with people and I think that’s good.

Red is pursuing an undergraduate degree in business and is doing a

concentration in finance. He aspires to be an investment banker. He believes

that working as an RA will help in his future career because it has taught him
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how to balance multiple priorities. However, he does not think that any of his
jobs influenced his selection of the major. He says that business “was just
something that intrigued me and actually in high school | took some classes
that were related to finance.” Red does think that his internship with the NJPA
has enhanced his classroom experience:

A lot of what I learned is applied now directly to my courses

with finance and dealing with the future value of money and

things like that is all directly related...very fundamental ideas

that didn’t have a definition—Iike you know calculate what

this is going to be worth in so many years. That is what I'm

learning how to do now (in class) but I already know how to do

it...I've already applied it but | haven't learned it in theory.

Even though he knows the cost of studying abroad is high right now
Red is planning to study abroad in New Castle, England during the fall
semester of his junior year. He plans to use his job at NJPA during the
summer to save for his abroad experience: “l was actually considering looking
for another job just because | wanted to diversify myself a little bit but they
[NJPA] gave me a pretty big raise.” A few factors went into which abroad
program Red selected. First, he selected an abroad program that is sponsored
directly by St. Luke’s. He explains that if he had selected other programs that
were not sponsored by the institution “it was...a lot more complicated to have
to apply for financial aid over there and here | just pay Loyola’s tuition when |
go to New Castle so | can keep my financial aid.” Red has studied German in

school and will minor in the subject. For this reason he considered going

abroad to Copeland, Germany. However, Red is very serious about his grades
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and says, “l was going to go to Germany but then | found out that Copeland’s
program is the only one...where the GPAs go down.”

While Red’s father went to graduate school and works in the business
world, he considers himself to be from a working class background. For Red
this means that he has a strong work ethic and appreciates the opportunities
that are afforded him. When Red is tired and stressed out because of trying to
balance his life as an RA with his school work, he says that he calls his
stepfather: “I could call him up and say to him ‘you know | have so much
stuff to do, | have so many papers and stuff’ and he tells me ‘well you know
you can always come work with me in the warehouse.” Red’s class
background also seems to have influenced his chosen career in investment
banking. He says:

| really saw how hard my mom and step-dad worked to give

me everything and...you know, especially because they were

working class they had to work hard to give me everything |

needed. So | suppose | just wanted to work hard myself and

you know strive towards a career that not only | would enjoy

but also benefit me and my family so | could give back and you

know, not have to really...struggle like they had to.

In addition to his mom and step-dad, Red does point to the Residence Life
staff as mentors who have helped him while in college. In particular he

mentions the Assistant Director (a live-in position) in his area as someone
who helps him deal with all the stress he puts on himself. He says, “Gerry

Gemini [a pseudonym] has been a pretty good influence on my life, he’'s a

good guy.”
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In summary, Red is a middle-class student as defined in this study. However,
he considers himself to be from a working class background. He chose to work two
campus jobs, both with the Office of Residence Life. During his firsthy@aras an
office assistant and he became an RA his second year. He explains that tie RA |
has helped him develop important skills and grow as a person. He also was able to
gain valuable work experience to supplement his course work through a paid summer
internship. Some of Red’s choices appear to be influenced by institutional policies
and practices (e.g., he chose a campus job because he could not have a car on-campus
his first year; he chose a St. Luke’s abroad program because his firsad eigl
transfer; RA position helps him afford St. Luke’s) while other choices aredeia
his class background (e.g., he seeks the security of job in finance because he sees how
hard his parents work). Finally, Red’s adult mentors include his mother and
stepfather and Residence Life staff. His working class parentsdrspi due to
their work ethic and Residence Life staff encourages him to seek balansdifi@. hi

Upper-Class Students and Their Jobs

This section of the chapter presents six case summaries of the upper-class
students selected for the study. These students were selected baseditamitime cr
described in Chapter Three and outlined in Table 3.3 (page, 80). The case summaries
describe each student’s work, academic and co-curricular choices. &kese ¢
summaries establish the student’s employment history and identify eleohémbs
personal background that shape their choices about work and school. Table 4.16 is a
summary of each student’s job(s), hours worked per week, and academic and co-

curricular choices. In addition to meeting the classification of “upper;tkgsjects
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were selected in order to represent as much variation in the type of empldlyeyent
held as possible.

Table 4.16: Upper-Class Students’ Work, Academic and Co-curricular Chaies

Student Job(s)
On-Campus Off-campus Hours Major Abroad
Anna Cashier/Sales (Tanning Salon) 16-20 Business s Pari
Karen Waitress 21-25 Communications  Leuven
Rebecca RA 6-10 Education Melbourne
Gareth RA,; First-Year Aide 11-15 Business Melbeurn
Nick Campus Services 6-10 Business No
Manny RA; Intramural Staff 6-10 Biology No
Anna

Anna is an upper-class student from a suburban area located approximately
four and a half hours from St. Luke’s. Anna is strong student who was awarded a
merit scholarship in order to attend St. Luke’s but she is somewhat quiet and rather
reserved in expressing her opinions. Anna is the middle child of three sisters. She
attended a private high school located near her home.

Anna’s father commutes to New York City where he is the manager of a hotel
in midtown Manhattan. He is college educated. Anna’s mother was born in Central
Europe but completed college in the United States. Anna’s mom does not work
outside the home. Anna estimates her father's annual income as between $150,000
and $200,000. Anna did well in high school and receives a scholarship from St.
Luke’s of $12,500 per year. Anna takes out loans of $10,000 per year and her parents
pay all of the rest of her cost of attending St. Luke’s.

Anna did not work a lot during high school, at least during the school year.
She says “my main job in high school...l babysat for five families that | laalys
since | was 12.” She explains that this “was mostly on weekends but waslpasical
whenever | wanted to.” Anna explains that she also worked as a camp counselor
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during the summers the last two years before coming to college. She spysdsea
camp counselor “was five days a week.”

Anna did not work when she first came to St. Luke’s. She explains that I
didn’t know if | was going to work during college at all.” At the beginning of her
sophomore year Anna got a job at a tanning salon. The salon is located very close to
St. Luke’s and she can walk to work. Anna says that she found out about the job
because “one of my roommates had applied for a job there.” Anna says that “her
availability worked with them (the tanning salon managers) so they oftaede.”
Because of its proximity to campus the job is attractive to many St. Lukeasnts.

Anna explains that “all the girls that work there go to St. Luke’s...and there’s one
male.” Anna works about 20 hours per week at the salon and her duties include being
the cashier in the store, keeping the tanning beds clean and sales.

Anna takes pride in the fact that she receives a scholarship at St. Luke’s and
that this lessens her parents’ burden of paying for college. She explains that her
college choice came down to two schools. The other school is a well known peer
institution to St. Luke’s which is both more prestigious and more selective. Anna got
into both schools. However, Anna chose to come to St. Luke’s because she received
a scholarship and she didn’t receive any aid to attend the other school. Anna
attributes her decision to attend a less prestigious school to the merit award she
received:

| had the scholarship here so that's what kind of drove me to go here

and I'm fine with that decision. I'm happy I'm here. But that

definitely played a factor. | mean even now | think my parents, like if

I’'m tight with something, | don’t feel as bad to ask them to help me

out a little bit because | know I'm helping them out with the
scholarship.
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Even though she feels that she has contributed financially to her own
education by getting a scholarship, Anna says she decided to get a job her sophomore
year because “l wanted to have my own money coming in and not depend on my
parents for my activities during the school year.” She primarily ugestiney she
earns at the tanning salon to buy clothes and to support her social life. Anna’s social
life seems to primarily revolve around her roommates and she explains that she
mostly uses the money to either go out to eat or to go out to the bars. Anna does not
have a car at college and explains “I have to have cab money and going out to the
bars, sometimes that costs money.” Besides using the money she earns to support her
social life, Anna does use some of the money to buy books. Even though she knows
her parents will help with books if she is short on cash she tries to be thriftgatif |
I'll put in some money for [books]. But what | do is | take my books and resell them
online and then | usually put that towards my new books.”

One of the reasons that Anna chose an off-campus job was that she believes
that off-campus jobs often pay more. She says that after working at the taalamg s
for only one semester she got a .50 cent raise and now makes $7.50 per hour. She
explains that most campus jobs only pay $ 6.50 per hour and do not usually offer any
pay raises. Anna finds that one of the drawbacks with her job is that most of the
hours she works are on the weekends. Her work schedule makes it harder to keep up
with her friends. Anna finds that most of her friends who work on-campus have a
different schedule:

| have to work a lot on weekends. | usually work like ten hours

sometimes on the weekends and that sort of takes away from free time.
Because my friends that work, work Monday through Friday here at
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school. So when there’s no school they don't have to work. So

sometimes | miss out on an afternoon or Saturday. If they go to the

mall or to the lacrosse games, sometimes | miss out. | mean if | ask

for that day off in advance | can go...But like two weeks ago they

decided to go to Six Flags on a Sunday but | couldn’t go because | had

to work.
Anna believes that other students do not always respect the work she does because of
its association with a superficial luxury: “I guess sometimes peoplé¢aydu work
at a tanning salon’ and kind of look down on it or something and don'’t see it as a real
job...which is disappointing because it’s still work, just the same as everyone else.”

Anna is a business major with a concentration in international business. She
does not think that her job affected her choice of the major but when she went to look
for a job she was looking for something that would involve sales. Again, the most
important reason she was looking for an off-campus job was to secure employment
that paid a higher wage, but she also says that most of the campus jobs were
administrative and did not involve sales. Another advantage that Anna sees to having
a part-time job is that it helps her with self-discipline and provides structiner t
week:

Sometimes | have to work in the morning. | prefer doing that because

then | get up and | have the whole day...Otherwise, | might sleep in

and I'm the type of person that if | have a lot to do it's easier for me to

get everything done than if | have a day when | only have one or two

things to do. Then it takes a really long time.
Despite the fact that Anna found a job that involves sales, the work experience has
not assisted her in landing a summer internship. She expresses some frustration

saying:

I've been looking for internships for the past two summers but | think
the market isn’t really good so | haven’t been able to find anything yet.
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But I'm still looking and definitely next summer | plan on getting an
internship.

Anna plans to go abroad during the spring semester of her junior year. She is
not completely certain where she will go but said enthusiastically,tfinking
Paris, which is a more expensive program, so | know I'll need to work again next
semester.” One of Anna’s goals is to work as much as she can, at the highgst payin
job she can find, in order to save for her semester abroad. She says, “I mean next
semester if | were to find a job that | would make more money | would prob#bly ta
that. This way | would be able to save more money for Paris.” Anna does not seem
to think that if she wants to return to her job at the tanning salon after she goes abroad
that it will be a problem: “I think at the tanning salon where | work a lot of the girl
have gone abroad, so I think it will work out. So if | want to come back senior year
and work there | probably can.”

Anna’s strong desire to go abroad does seem to have influenced her academic
path in the business school. She says:

| was thinking about possibly doing a double concentration in

marketing or finance, but | decided against it because it would have

my course work very rigid. | wouldn’t have had any electives and also

| want to go abroad. So it would have made it (her abroad choices)

much more restrictive as well.
Her decision about where to study abroad seems to have played a pivotal role in her
academic choices.

Anna has not been involved in many extra-curricular activities at St. Luke’s.
She has played some intramural basketball but she knows, and perhaps regrets, that

she has not done more: “l know | can’t do something that has more involvement

because | already have a lot going on...but | have a job first.” Specifish#y
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mentions she would like to look into clubs and organizations and says “I definitely
want to do more service, but that is definitely something | am sacrifighgnmow
because of my job.”

Anna’s parents are very supportive of her choices and support her having an
off-campus job. She says “as long as I'm getting my things done (acajltmics
are fine with it.” Even though her desire to pursue international business “doesn’t
really match up” with her father’s career, he definitely seems to be Ipgainsn for
pursuing a career in business and he provides guidance and support: “The main thing
he’s always taught me is networking and making connections.” It appears that
Anna’s younger sister, who is a high school junior, will be going to college as well
Anna says “she’s really smart too; so she’ll probably get a scholarship taeri E
though going to college was never a question for her and her younger sister, Anna’s
older sister did not go to college initially. She says that after workingGMS
pharmacy for quite a while, her older sister decided to go back to nursing school and
is paying her own way. Of her older sister’s initial decision not to go to calege
says “I think at first there was definitely some tension (with her pardws3he
wasn’t going.”

In summary, Anna is an upper-class student whose college choice appears to
have been influenced by the institution’s merit based scholarship award. However,
her work choices do not seem strongly influenced by institutional policies or
practices. These choices do seem related to the student culture of edfaterece
(e.g., she works in order to afford to pay for cab fares or to go out to the bars; she

works off-campus because the wage is higher). She is a student who initially thought
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that she would not work while going to college. Her choice of an off-campus job is
related her academic choice of being a business major (e.g., she wanitédea had
some responsibilities for sales). Anna is undaunted in her goal to study in Paris,
despite the fact that she thinks it is one of the most expensive abroad experiences at
St. Luke’s. Anna has not participated widely in extra-curricular or co-clatric
activities and she suggests that her lack of involvement has to do with the time she
spends at her off-campus job.
Karen

Karen is an upper-class student from a major metropolitan area located about
4 hours from St. Luke’s. Karen has worked as a waitress since she was 16s She ha
an extroverted personality and is extremely gregarious. Karen sagi &llot.”
She also believes her frenetic energy makes her well suited for a job thagsequir
almost constant motion. Karen is the youngest child and has two older sisters who
both graduated from other Catholic universities.

Karen’s parents both work. Her dad went to a Catholic university and earned
a business degree. He is the treasurer of a credit union for a large public school
district. Karen’s mother also graduated from a private university and she is a
registered nurse. Karen estimates her parents’ annual income asnb&iwe®00
and $200,000. Karen says that her parents cover her entire cost of attending St.
Luke’s, other than a federal loan which she says “I have to pay after graduadien.”
loan is in the amount of $4,500 per year.

Karen worked on the weekends and during breaks from high school at a

family run restaurant in the city where she lives. She considers the ovthey of
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restaurant to be a personal friend. The owner’s daughter went to the sang privat
Catholic high school that Karen attended. Karen continues to work at the restaurant
during her college breaks.

Because Karen worked during high school, and her parents are paying for
most of her college costs, she came to St. Luke’s with considerable savingsidShe s
that she had hoped not to work during the school year. She says, “I tried to save
money as much as | could because | wanted to have an experience without having to
work because | had been doing it since high school.” However, Karen said that her
savings did not last very long. She says, “I went through that very quickly.” As a
result Karen got a job her freshmen year at Phone-A-Thon. In this position Karen
assisted the Advancement office in soliciting donations from alumni. Because of her
gregarious nature Karen was pretty good at the job. In the few months that she
worked at Phone-A-Thon Karen says, “I raised like $5,000 for the capital campaign.”
Despite her success on the job, Karen did not return to Phone-A-Thon. She believes
that while Phone-A-Thon is one of the highest paying jobs on-campus, it also “has the
highest turnover.” She says she did not like “getting yelled at” by alumni vitho sa
“stop calling.”

When Karen returned to St. Luke’s for her second year she was determined to
find a job as a waitress. Because she had significant experience sheumédses
out” at several local restaurant/bars that were all within about a twoadilesrof
campus. Karen does not have a car on-campus and she was looking for a restaurant
close enough that she could either “walk...or it's a small cab ride.” Karemabla

to get a job at one of these establishments fairly quickly. The restaul@csdted in

247



a commercial district that is frequented by St. Luke’s students. The qisaritsu
several bars that are popular with students because they are lax in poltengge
drinking. The restaurant/bar where Karen works is an exception. She observed,
“they are really strict with checking ID...on Saturday nights if you go up and dow
Colorado Boulevard [a pseudonym], Maria’s [a pseudonym] clearly has an of age,
older crowd.”

Karen really enjoys working at Maria’s. She is quite proud to have a job and
considers the fact that she works off-campus to be pretty unique among St. Luke’s
students. She said, “Honestly you don’t hear too much about students working off-
campus, unless it’s like a girl babysitting for a private person...the boys wlomar
the rugby club work at McCafferty’s Pub [a pseudonym], but that's just bedase t
hang out there.” Karen primarily uses the money she earns as a waigapport a
fairly active social life in college. She says that:

My spending money usually goes to going out on the weekend. | don’t

really go shopping that much. I'm not a girly girl. But probably my

weekend spending and then | also put money on my One card.

The One card is the campus ID which can also be used as a debit card for goods and
services on-campus. Karen buys her books with the card and uses it for other services
like laundry.

Karen understands that the weekend social scene at St. Luke’s is expensive.
Because she leaves work with considerable cash from tips, she often has adbt of ca
on hand when she goes out to the bars. She explained her feeling about going out
with her friends stating that:

| do have a mentality of being an Irish Catholic from [the Northeast].
Like the bar scene, | was exposed to it at a younger age...l don’t want
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to make it sound like | had all this crazy underage drinking but my
uncle bartended; my dad bartended his whole life before he became an
accountant. That's where you hang out...So when | go out on a Friday
or Saturday night | don’t have a problem buying a round of drinks
because in my mind it's not ‘I'm paying for you'...its more like

‘doesn’t everyone do that.’

Karen believes that one of the distinct advantages to having an off-campus job
is the fact the job pays so much more than on-campus jobs. She says that:

One of the reasons that | like waitressing or even just the service

industry is that it is quick money and you do make a lot of money on

it. If I have 12 tables in a day and the tips range from like $8 to $20

then | can walk out of there with $120 in my pocket, which is nice. |

keep my money in my drawer for every two weeks and then | deposit

it. And | can deposit like $500 or $600 every two weeks, which is a lot

more than anyone makes with on-campus jobs.

In addition to the pay, Karen believes there are some other advantages to her
job. One of these is the fact that she believes that her job has allowed her to meet
other students who are not like herself. She explains that because of its progimit
restaurant draws employees from a state university that is nearby. flerende that
she comments on between herself and her co-workers has to do with race:

| am working with a lot of people who are unlike myself, so that was

helpful. At Maria’s...I had never worked with a black waitress

before...l had never worked with a Native American...there’s a Native

American waitress. They're my peers, but they are all different races

and religions and politics. And since we are all younger, they are

vocal about it. And so it's helped me to work with a diverse group of

females.

Ironically, Karen admits that one of the reasons that she chose St. Luke’scaasebe
of its homogeneity. She admits that one of the schools she considered attending was

a private, urban institution located in another large eastern city. Thatinstivas

not Catholic. She describes her college choice saying:
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When | was 17 or 18 looking at college...that was one of the reasons |
liked St. Luke’s. | went to Urban University [a pseudonym] right
before | came here and | was like ‘Oh my God, you have to be a liberal
Democrat with pink hair, smoke cigarettes and protest in order to go
there’ and | didn’t like that. And then | came here and...people were
throwing Frisbees on the quad and everyone was wearing St. Luke’s
sweaters and | like that about it. And | still like that about it, but it
would be nice to have a little more diversity.

Finally, Karen believes that her job assists in the development of a work ethic
and teaches real life responsibility. She sees this ethic as somethiisg tha
lacking among her peers. She believes it is not really developed even in the
students who have on-campus jobs:

This may sound arrogant but | don’t really see those as jobs. | know

that they are and they do work there but they are doing their

homework there. When you are talking about St. Luke’s, | don’t really

find that work. And | know that sounds so pompous, but when | think

about work, I think about having a strong ethic. 1 think about actually

having to do things and | just can’t see sitting at a desk swiping cards

as work.

Karen came to St. Luke’s thinking she would follow in her father’s footsteps
and major in business. She soon discovered that this was a major that did not suit her.
She says, “I came here and | thought | was going to be a business adnainistrat
major...and then | took economics and almost failed and | was like ‘this is not for
me.” Karen has decided to pursue a communication degree with a specialization i
writing and journalism. Specifically, Karen hopes to be a field journalist. ke sa
that she learned things about herself on the job that had an influence on her academic
and career choice:

| think because | am running around | want an active job. | don’t

really want to be calling people, sitting behind a desk just talking to

people. My major is communications for journalism with a writing

minor and | really would like to be a field journalist and go out during
the day to get a story...You have to be interactive and talk to people.
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Karen hints at the fact that the years she has spent waiting tablesvadehzed her
develop skills that she will need as a field journalist:

| like to be social. 1 like to talk to people, obviously. And I like to get

to know people...I can tell when | go up to a table if they are going to

be chatty or if they don’t even want to talk to the waitress.

Despite the fact that she uses a fair amount of the money she earngdto affo
her social life, Karen is trying to save for a year abroad in BelgiumerKar
emphasizes that it is important for her to save for her abroad experienusdoéha
euro is just killing the dollar.” Karen explains that she is saving for more thathgust
costs associated with going to school in a foreign country:

If I am going to be abroad for a year I'm going toederything | am

going to go everywhere | possibly can and if that means I'm going to

come back and go into credit card debt, fine | will pay it off. | will

figure out a plan. I will make a budget...When I'm over there it will

be the first time. | never have traveled for a year. It will be tke fir

time that | am on my own, away from my family. So | am going to

live it up. (italics added for emphasis)

Karen does not participate in many extracurricular or co-curriculiatess at
St. Luke’s. However, she does attend some sporting events. She also mentions taking
off work to go to an outdoor concert and festival that happens on-campus at the end
of each year, but she has not participated with any frequency or quality with an
student organizations or service opportunities. She admits that part of this may be
attributable to the time she spends on the job:

| don’t take part in extra-curriculars. | wanted to become an

[Orientation Leader] but it's very time consuming. So | decided

against it. But | do know a lot of people who participate in student

government or my friend is on the step team. My other friend was in

the BSA fashion show. They do take part in it, a lot of St. Luke’s

students do. But just the people that | interact with don’t do too many
extracurricular activities.
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Karen is very close to her parents. She is grateful for their willingogss/t
for college. She also acknowledges that it is their working class roots whidhrins
her a sense that she should work:

| love my parents a lot and they really have instilled in me that | need

to work. Like my mom’s dad died when she was very young and she

had to get a job to help out her mom...My father has had a job since he

was 15 years old and to them it is not a spending money kind of thing,

it is a livelihood kind of thing. They both paid for their own

college...But they are both hard edge Catholics who always wanted to

have a better life for their children than they had and for them

education is extremely important.
Karen states that one of the concerns that her parents have about her major i that the
will not have contacts in their social network to help her find her first job. She
explains that her parents were able to help both of her older sisters findrsth@bt

My parents are just worried that getting out of college | won’t have a

job right away because my older sister Catherine [a pseudonym] when

she graduated from [another elite Catholic university] she had a job at

KPMG because she had an internship right before her senior year. My

other sister Susan [a pseudonym], she majored in education and

history...and my, dad seeing how he works for the Metropolitan

Public School System, was able to get her all these interviews...So he

kind of fast tracked her and got her a job right out of college.
Despite the fact that her parents are worried that they do not have “contacts” in he
chosen profession of journalism, Karen is confident that she will be able to find a job
on her own.

Karen does not mention any adult mentors at St. Luke’s. She does mention
the owner of the restaurant that she works at home. She explains that he really took a

personal interest in her and even took an interest in her college search. Karen says

that he talked to her out of applying to a university in the state system Vkleegecsv
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up. She says her boss reinforced that her choice of a Catholic university was
appropriate:

| remember once | was thinking of applying, it was the only [in state

school] that | was thinking of applying to. And he was like, ‘Why the

hell would you apply there? No, no, no...these are the schools you are

going to look at.’

In summary, Karen is an upper-class student who chooses to work an off-
campus job. Karen’s desire to work appears to be influenced by institutional
characteristics more than policies and practices (e.g., she works tbaffor
expensive social life; she tries to save to be able to spend while she is abaad for
year). Karen expresses that her job as a waitress has provided her witarsgibie t
benefits besides pay (e.g., connects her to the work ethic that was part of hies' pare
upbringing; exposes her to diversity). Despite these benefits, Karen’s \agrk m
prevent her from participation in extra-curricular and co-curricular &ietvi In
addition she does not mention any interaction with faculty or staff at St. Luke’s.
Rebecca

Rebecca is an upper-class student from a suburban area that is approximately
two and a half hours from St. Luke’s campus. She is gregarious and outgoing. She is
an extrovert who proclaims “I just love working with people.” Rebecca’s college
choice did not seem to be limited by financial considerations. In fact, she chose to
come to St. Luke’s even though it was the only institution which she applied to that
did not offer her a scholarship.

Rebecca’s parents both work and are graduates of a Catholic university that

St. Luke’s considers a peer institution. Rebecca’s father is a retitedrstestigator

in her home state. She says that her father’s job was to investigate “computer and
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white collar crimes.” He received his MBA. Rebecca’s mother is a business
executive. She is a business executive who has a Ph.D. in Economics. Rebecca
estimates her parents’ annual income as greater than $ 250,000. Rebecca isdemploy
as a Resident Assistant (RA) and receives $10,000 in compensation for room and
board for serving in this capacity. Her family covers all the rest ofdilege

expenses.

Rebecca had very little work experience prior to coming to college. She says
that during high school she would babysit about once a month. She said that during
the summer before she came to St. Luke’s she applied for several jobs but she never
was hired “because my family went on a long vacation.” When Rebecca came to St.
Luke’s she got a job as a desk assistant in one of the residence halls. Shd says tha
she only worked until February because she “got fired.” Apparently Rebecca had a
difficult time following the schedule for desk assistants. Given her trackd&ath
the residence hall staff, it is perhaps surprising that Rebecca was hieedrida\
for her second year at St. Luke’s. Rebecca explains that she cannoteegtenat
number of hours per week she works because being “an RA does not have set hours
during the week.”

Rebecca played lacrosse in high school and was considering playing in
college. She was recruited by several schools to play lacrosse but ujtideatieled
not to play. Her choice of St. Luke’s was based on her sense that “it was where |
would be happiest.” Rebecca says that she had a difficult transition to coliege du
her first year and her RA really helped:

| had a great experience my freshman year with my RAs and | thought
they were great people, and really helped me get through the transition
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to college...l had trouble with time management and they really

helped me organize my life and things like that. And | wanted to help

people do that.

Even though Rebecca mentioned several times that her parents can afford St.
Luke’s without the break that she gets on housings and expenses through her
RA position, she is very proud of being able to contribute to her own
education:

| didn’t get money from St. Luke’s and every other school |

applied to gave me a decent chunk of money. So by being an

RA | get the room and board, which is about $8,000, and | get

a $1,000 stipend each semester. So | don't know...it pays for

housing and Residence Life pays for my food and they paid for

my school books both semesters which is great cause that’s like

$500, $600...so that was a huge factor in deciding whether or

not to apply because | feel like...I am helping my family out a

little bit. So we don’t necessarily need the help but it makes

me feel better since | didn’t get any money here.

In addition to her RA job Rebecca landed a job as a nanny during the summer
between her freshman and sophomore year. She worked fulltime in this capércity wi
a family who was close to her parents. She explains that she was able to sawve quite
bit of money through this job:

| started | think four days after | came back from school last

year...And so | worked everyday five days a week, 11.5 hours a

day...I mean it was long. Friday night people would be like ‘would

you like to go to the movies?’ I'd be like ‘I'm going to bed at 10.’

Rebecca has been able to use the money that she saved from her position as a
nanny to support her social life at St. Luke’s. Rebecca does not have a car at St
Luke’s and her parents pay for her cell phone bill. She is going to bring “her” car
back to campus after she goes abroad next year. However, her parent’s cavn the ¢

and she plans to pay for parking with part of her stipend from being an RA. As far as
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going out to eat or to the movies she says “l pay for that on my own, from the money
| made this summer.”

Even though the immediate benefit of Rebecca’s becoming an RA was that
her parents’ bill was reduced, it appears that they are returning this moneydo her
her future education or for her to be able to travel when she goes abroad during her
junior year. She says, “My parents and | worked out a thing with the moneivéhat |
saved them on room and board. They've put it aside for me on CDs.”

Even though Rebecca is proud of the fact that holding down the RA position
reduces her parents’ expenses, she definitely sees the job as good for her for othe
reasons:

The RA job is—for me—much more than the room and the board and

the stipend. It's like, | LOVE people. | mean | want to be a teacher

and eventually a guidance counselor, so working with people now—

especially people that are my age—is great...I'm pretty sure | would

have been an RA even if | didn’t get paid. Actually, I'm 100 percent

sure that | would have been an RA even if | didn’'t get paid. To me,

the money was just the icing on the cake.

Specifically, Rebecca has benefited from the RA position through the mentoring
she has received from Residence Life staff and the resources at theeSt.thak

her RA training has exposed her to. She speaks admiringly of the fulltim¢éaAssis
Director in Residence Life who has assisted her. Having his guidance and suppor
was especially important to her because she was assigned as an RAhmarires
residence hall:

He’s been great. Like | had a resident who has been really torn

between a situation and | haven’t been able to help them. But I've

been able to send them to someone...The benefits (of the job) are the
connections that I've made.
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Rebecca says that extensive training that she received as an RA, that she once
thought was excessive and irrelevant at the time, has often had a benefit. She
recalls a specific example that illustrates this point:

Like we watched a video on recycling—Ilike how St. Luke’s

recycles—and it really actually did come in handy. One of my

residents was very environmentally conscious. So she came to me in

the beginning of the year asking questions like: ‘Do we have recycling

bins? What gets recycled and what doesn’t?’ | was able to whip out

my little sheet and show her.
Examples like this suggest that Rebecca’s training as an RA not only mae her
better RA, but also helped her feel that she was an actively contributing member of
the St. Luke’s community.

Even though holding down the RA position has really helped Rebecca grow as
a person, she sees some drawbacks to the job. She believes that because she already
had difficulties with time management, the demands of the position add to this
problem. She remembers a specific incident from her first semester asthatR
illustrates this point:

| had one weekend in the very beginning of the year where | didn’t get

any work done. There was a huge incident on the floor, there was a

fight and somebody had to be escorted off-campus and it was this

whole big drawn out ordeal, and | just had a seven page paper to

write...l just didn’t get it done. My teacher was nice enough to give

me an extension.

Not all of the sacrifices that Rebecca makes because of her position as an RA
are academic. She also mentions sacrifices to her personal and soctihéfe
described a dilemma that she faced recently:

| wanted to go home for a day, to go home and grab my car and

come back. But | can’t cause | have to stay here. Sometimes
things like that kinda suck. Or like I'll want to go out to dinner
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with my friends at night and | can’t cause I'm on duty (as an
RA), and I’'m not supposed to leave the building.

In some ways these “real life” sacrifices really helped Rebeegmapz for the
world beyond St. Luke’s. She said that incidents like this, where she could
not go out with her friends on a whim, taught her “that it's not that big of a
deal.”

In terms of Rebecca’s “real life” plans beyond St. Luke’s, she is
studying to become a teacher and then perhaps a guidance counselor. She
sees her experience as RA as especially relevant to what she isgtady
class:

I've been able to use, like especially in the education

department, all my experiences on the floor. | was able to use

them in a couple of classes. | have been able to write a couple

of reflections about what | was able to learn in my service

learning on my floor and bring that together in class.
Rebecca explains that her work as an RA did not really change her mind about her
career but it “reinforced my decision to be a secondary ed. minor.” A more recent
interest for Rebecca is becoming a high school guidance counselor. It seemes that
experience as RA is really influencing this decision. She says, “Bvedd a lot
about people in general and | do want to be a counselor. So a lot of my experience on
the floor really will be like useful later in life.”

Rebecca’s experience as an RA seems to have been so powerful that she is
even considering a career in student affairs. Some of her supervisors in Residence
Life have discussed with her what this career might require: “I've beenngiakiout

maybe going for a career in higher education—working in Residence-like as an

Assistant Director. So that would require graduate school and stuff like that.”
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While the experience as an RA has been transformative, Rebecca’s iremediat
concern is going abroad. After being rejected to go to St. Luke’s program in New
Castle (England) Rebecca has chosen to go to Australia. Of her abroad choice she
says “I'm going to Australia in the fall. | leave Jund'28Rebecca plans to make
the most of the experience and plans to travel while she is abroad. She explains that
she does not start classes in Australia until JUfyar@ so she plans to travel until
then. She also plans to travel before she returns to the states becausermthsses
November 15 in Australia and she does not have to be back to St. Luke’s until
January.

Besides going abroad, Rebecca has many other co-curricular intefgists at
Luke’s. For starters she plays club lacrosse. This involves at least onegppacti
week and games on many weekends. She also has been in chapel choir and helps out
with campus ministry. As an education major she participates in the “Education
Society every once in a while when she can make meetings.” One thing tigpabei
RA has taught Rebecca is that she needs to limit these co-curricularesctitihe
says, “At first | didn’t quit any activities before | became an RAhsd was difficult.

So | had to weed one or two things out and not attend meetings as regularly.”

While Rebecca’s parents have made a lot of money in their careers,ahey se
very supportive of whatever career choices she makes. In addition to supporting the
fact that she chose St. Luke’s, despite the fact that she received moogfiaa
other schools, she claims they are supportive of her pursuing a career in which she
will makelessthan they do. Comparing herself to her mother Rebecca says “I'll

probably never make as much money as my mother does...ever! | mean my parents
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just want me to be happy and if | have to live, you know, in a cardboard box for the
rest of my life that’s fine.”

In summary, Rebecca is an upper-class student who chooses to work on-
campus as an RA. Rebecca’s work choice seems only partially influenced by
institutional policies and practices (e.g., she chooses to work the RA job because the
stipend makes up for the fact that she receives no financial aid but acknowledges that
her parents do not necessarily need the help). Rebecca’s work as an RA cataplime
and reinforces her choice of her major and career (e.g., working with hentsside
will make her a better teacher and guidance counselor). Rebecca hasvbbedi
in many co-curricular and extra-curricular activities (i.e., campussiny; club
lacrosse; education society). The demands of her campus job have helped Rebecca
prioritize her involvement in these activities and have challenged her to focus on her
academics. Rebecca’s choice of studying abroad does not seem latgehced by
her academics and reveals certain aspects of her class backgroundl(é&avew
extensively in Australia while studying there yet does not mention whemdoney
will come from). Rebecca’s social and academic connection to the campus is
enhanced by relationships with Residence Life staff, which have an infloence
vocational aspirations.

Gareth

Gareth is an upper-class student who comes from a near-by county to St.
Luke’s. He went to an all male private, Catholic high school. This is one of two all
boys schools that are considered the best Catholic schools in the area anéieach ye

these schools would likely have several students who matriculate at Sts.Luke’
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Gareth described himself as a shy kid in high school. He was a serious student who
always preferred math classes and numbers to English classes and writing.

Gareth’s father is a CPA who seems to have really influenced his son’s
attitude about personal finance. Gareth seems unusually disciplined about his
spending and serious about the need to save money. Gareth’s dad received his MBA
from St. Luke’s.

Gareth’s mom has her master’s degree and she is a human resource profegkiona

a private company. While Gareth is classified as an upper-class studéet for
purposes of this study because of his parents’ level of educational attainment and
their professions, he only estimates their annual income as between $100,000 and
$149,000. Gareth receives a merit scholarship from St. Luke’s of $10,000 per year.
He estimates that he contributes $12,000 per year to his own education from his job
as an RA and position as First-Year Aid (a teaching assistant to g fanartiber
teaching a freshmen seminar). Gareth estimates that his parents a@ntribut
approximately $20,000 per year to his education.

Gareth worked a great deal during his last two years of high school at a
supermarket. He found a job as a cashier at a supermarket the summer before his
junior year in high school. He says that “it was supposed to be a summer job to earn
some extra money, then | just stayed with it and it transitioned my junior year and
summer before my senior year.” Gareth worked at the supermarket betweeh 35 a
40 hours a week during the summer and about 15-20 hours per week during the

school year. Because of his high school job Gareth had a lot of savings for his
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freshman year in college. This was a good thing because even though he whas a loca
student, Gareth lived in the residence hall his first year and he did not work.

Gareth’s family is conscious of the costs associated with his attendédice at
Luke’s and they expected Gareth to commute after his freshman year. However,
Gareth applied for and received a RA position. Because the RA position oféers fre
housing and a stipend, Gareth was able to continue to live on-campus. In addition to
his position as an RA, Gareth has a position working directly with a member of the
faculty as a First-Year aide. The Alpha Program is an activity-exdiseminar style
course available for incoming students as a part of offerings availaléskorfen.

Gareth took this course himself as a freshman and the computer science faculty
member who taught the course recruited him to serve as an aide during his sophomore
year.

Gareth believes his two jobs serve different purposes. The financial wecenti
was really central to Gareth wanting to become an RA. He says thaeérched
[the] Resident Assistant position and found out that if you are a ResidenbAssis
you get free room and board, so | applied for the job spring of my freshman year and
received the position.” Gareth explains that his decision to become an Farsitie
was a result of developing a close relationship with a professor and not because of
any financial incentive. He explains that this relationship was actusliigred by the
RA application process:

Well, involved with my RA application | had to get a teacher’s

recommendation, so | went to one of my professors...We developed a

good relationship and he asked me to be a role model for freshmen

students this year, so | said yes. It didn’t have to be a paid position,
but that was just one of the perks. | would have done it regardless of
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whether it was paid or not...for personal satisfaction and my ability to
help others.

Gareth says that the primary reason that he works is to help his parents
with the costs associated with attending St. Luke’s “because of the ctsts of
school.” Gareth says that besides providing free housing his RA position
allows him to put the $2,000 stipend toward tuition. Gareth says that he
“splits the costs of books with his parents” and they pay for his campus meal
plan. However, Gareth is also very proud of the scholarship that he earned at
St. Luke’s and looks at it as a way that his hard work in high school is helping
his parents afford college. He says: “I do get $10,000 a year in scholarship
money...I don’t pay directly to them (for his tuition) but | have worked very
hard.”

In addition to easing his parents’ burden of financing his education,
Gareth definitely thinks that both of his jobs have helped him improve himself
as a student and as a person. In fact, Gareth did not tell his parents that he was
pursuing the RA position until he got it. He says that they were very surprised
because he was very shy as high school student and they just did not see him
as having the personality for the job: “They were a little surprised because
they didn’t think it was my style, so they were a little shocked but completely
supportive.” Gareth thinks there is a lot of responsibility associated with the
RA job and that it has helped him improve his interpersonal and conflict
resolution skills:

You go through a range of personalities. Some people will be

in a good mood and other people will want to tear your face off
right there. Especially when we are on duty, we have to deal
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with a lot of conflicts that may arise, and that is really on the

spot mediation...More on the administration end...l have had

to report to my superiors a few times every week about how

things are going in the resident halls...and if I'm having any

personal issues with other students or staff members...So, I've

had to transition from speaking with students to administrators

several times a day.

Gareth does not really see any downside to his job as an Alpha aide.
However, he definitely sees a negative social stigma associated with being an RA
This is because the position is viewed by the student culture as an extension of the
administration and one that is responsible for enforcing policy related to underage
drinking. Gareth speaks of the stigma associated with being an RA when e says

I'd say one of the drawbacks of the RA position is socializing. Many

students here at St. Luke’s are going out to different places during the

weekends. If | wanted to hang out with someone and they are in a

compromising situation with say something like underage drinking, |

can’t put myself in that situation...Even if | do want to hang out with

them, and they are my friends, | need to stay away from them.

Gareth’s natural ability with math and numbers led him to major in business
with a concentration in finance. While he has veered slightly from his initialtiote
concentrating in economics, he does not think that his jobs have had any influence on
the selection of his major. He does credit his dad as orienting him towardsrarcaree
business, but notes that the “long hours he works and the amount of stress he is
under” as a CPA caused Gareth to pursue a slightly different track. WargehGhas
the opportunity to return to work at the supermarket each summer, he hopes to find a
paid internship for the summer between his sophomore and junior year. He credits

his mom for helping him with career advice, including helping him look for an

internship. He says, “My mom being in professional human resources | have had her
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input on a lot of job related questions, concerning internship interviews and what |
should do to prepare for jobs.”

Despite the fact that he views it as a pretty expensive proposition, Gareth does
plan to study abroad in Melbourne, Australia during the spring semester of bis juni
year. He says, “l was a little reluctant to go abroad at first becauskcibst about
$5,000 more during the semester | am abroad and to me $5,000 is a pretty substantial
amount.” One factor that seemed to ease Gareth’'s concern was that Rdsigence
promises that he can have his RA job back when he returns: “I was a littkaméhkac
leave my RA position for a semester but I'm not too worried about it because if you
are abroad they will save you a spot for returning.”

While being an RA has cut into the time that Gareth likes to spend playing
intramural soccer and volleyball, he says he tries to “put aside 3 hours a day to do my
own personal work and maybe another hour or 2 for some relaxation time.” Gareth
has continued to do well in school and this is a requirement of his scholarship. In
addition, Gareth is a member of the Honor Council. The Honor Council is a student
organization that is responsible for adjudicating cases of academic misconduct.
Gareth seems invested in this role and says his work “reflects on St. itakH,st
helps to increase the integrity of the school.” Gareth has been able to take what he
has learned on the Honor Council and use it in his role with freshmen as a First-Yea
aid. He says, “Freshmen may not be aware of what is cheating...so | trghlidhem
as much as | can about plagiarism and the most common offenses.”

In summary, Gareth is an upper-class student who has chosen two on-campus

jobs. He views both jobs as carrying with them important leadership opportunities.
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However, he views the remuneration that he receives as an RA as the primary
motivation for pursuing the job. Gareth’s choices appear to be influenced by
institutional policies and practices (e.g., availability of campus jobst imased
scholarship awards; desire to live on-campus causes him to pursue RA job). A
number of his employment/leadership opportunities appear to relate to his forging a
close relationship with one faculty member during his first year. His
career/vocational goals do not seem strongly influenced by his campus jobsiéut rat
are shaped by his talents and abilities and the influence of his family.
Nick

Nick is an upper-class student from a wealthy suburban area located four and
a half hours from St. Luke’s. Nick has a twin brother who also attends St. Luke'’s.
Nick also has an older brother who studied film in college and now works in
Hollywood. Nick’s interview revealed that he may have had some difficulties
adjusting to college life, including some problems with St. Luke’s code of conduct
and underage drinking. He was forthcoming about the importance of keeping up with
his friends. In particular, he was involved in the “bar culture” that surrounds a
campus environment that is restrictive of alcohol consumption in the residence halls.

After completing college, Nick’s father worked on Wall Street as a
stockbroker for twenty-two years. He is currently selling “custom” lmssirsuits and
men’s clothing. Nick’'s mother also worked on Wall Street after she completed
graduate school. She gave that job up when Nick and his twin brother were born. A
few years ago she went back to work as a salesperson with a company called

Fearrington’s [a pseudonym], which Nick explained is a business that sellswdigh e
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flatware. Nick estimates his parents’ annual income at greater than $250,0£)0. Ni
says that his parents cover “almost all” of his cost of attending St. Luke’stlotimer
about $1,000 that he says he contributes from his work.

Nick had pretty extensive work experience during high school. He got his
first job when he was a 10th grader at “the local ski and snowboard shop” where he
helped customers and “stocked boots in the back.” He completed lease agreements
with customers for equipment and sold “boots and skis, as well as snowboards.” Nick
expresses that he was able to get this job because he has been snowboarding since a
young age. He explained that his family owns a house in New England and he says
“we used to go up every weekend.” Nick worked at the ski shop two days a week and
every weekend during the winter. He never worked in the spring because he played
lacrosse in high school. Nick’s second job during high school was as a caddy at a
country club where his family had a membership. In fact, Nick has worked at the
country club every summer since 10th grade and was planning on returning to work
there the summer after his sophomore year. After being a caddy, Nickdachag
boy” where he would drive “all the golf carts around” and takes care of equiponent f
the members.

Nick did not work during his first semester at college. He said: “l wasn’t
overly concerned with having to have a job.” When he came back to school for the
second semester Nick realized he had spent all his savings. As a result he found a job
at a restaurant and package goods store that is within walking distance uke3s. L
Nick explains that he had gone to this restaurant “a few times for lunch.” Nick

explained that he saw a flyer that advertised that the restaurant was Imdradtes
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he inquired about working there he got a job working at the cash register. Ne&k like
working at the store at first. He said, “The job at Barney’s [a pseudonysid waod
job and I liked it. |1 was a cashier there and | would sell alcohol and food.”
Eventually Nick grew tired of the hours, he said, “I found that they were over
working me a lot.” By over working him, Nick means that his supervisor was only
scheduling him for shifts on the weekends. This conflicted with Nick’s ability to
keep up with his friends and to go out socializing:

They only put me on Friday night, Saturday night, and then all day

Sunday. So | pretty much told them listen | am a college student. |

need to enjoy my time. 1 told you the days | could work. |told you I

can only do so many weekend days. However, for the next three

weeks the lady continued to put me on all weekend, every weekend.

So I told her I am going to have to step down.

Even though Nick originally wanted to work off-campus because he “believed
the wages were better,” when he returned for his sophomore year he got a job on-
campus with Campus Events. Ironically, Nick says that he found out about working
with Events because he got into trouble during his freshman year at St. Luke’s and
part of his sanctions included working with the department: “I actually had to work
some civility hours, volunteer hours, at Campus Events during my first semester
because | had gotten in trouble in an incident down on Colorado Boulevard [a
pseudonym].”

Nick says that one of the advantages of working for Campus Events is that
several of his friends are on the staff. “We have four friends there now,” ie say
Even though he may make a little less working for Campus Events than he did

working off-campus he still thinks he makes a little more than other students do at

other campus jobs. He also says, “with keeping the job, every semester, they give
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you a fifty cent raise...So that’s incentive to keep that job and to earn even more
money.”

Nick’s primary reason to work is to support his active social life. Nick says
he spends money on:

Alcohol. Food. What else, we go to the movies sometimes. Alcohol.

Going out, going to the bars. It's expensive, especially with all the

cabs...a cab to and from, drinks aren’t really cheap. A lot of my

friends go out, so | try not to sit in the room by myself if possible. So |

go out...So it gets pretty pricey. Besides that, | like to buy things for

myself—so clothes. | shop online a bunch, off eBay. So I like to have

the money there so | can purchase those things that I like.

When Nick is at school he shares a car with his twin brother. He explains that
he and his brother helped his parents buy the car when he was in high school. Nick
says “together when we got the car when we were juniors in high school we paid
$8,000 worth of it out of a $22,000 car, but since then we haven’t had any car
payments besides just accidents.” By accidents Nick explains that he nmegzmnss;r
new clutch, broken axle...any damage comes out of our pocket.” He says that his
parents pay for insurance as well as gas. During the summer when he is working
more hours he says “l will be buying all the gas.”

While Nick admits that he primarily “lives from paycheck to paycheckl’ an
calculates how much he should work by what social activities he has coming up, he
does see some non-materialistic reasons for working his job with Campus Events For
starters, he has bonded with other students who work there. He says “it's good that
you do form relationships with the people who work there.” He says that he sees that

these relationships with other students can provide important peer networking:

You meet people [on the Events staff] who tell you ‘he’s a good
teacher but he doesn’t demand a lot.” Or ‘this guy’s a joke you will
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just watch movies the whole class.” You do that, networking between

student and student. I've seen people and they're doing work together

in the [Events] shop. One person will help another person out with...a

math problem.
In addition, Nick feels like because of his job he has become a more visible member
of the St. Luke’s community. This has benefited him in some unexpected ways. He
says:

Just from wearing the Events shirt and walking around, especially on

the [Admissions] Days, future freshmen’s parents will come up and

ask you questions—'How do you like the school?’ So there is more

interaction with people who are not yet members of the community, as

well as with [the food service provider] and cleaning services. You

are all in it together in terms of breaking everything down and being

ready for the next day.
In terms of academics Nick believes that his grades were starting toh&ln he was
working off-campus. Now that he works on-campus he does not have a difficult time
managing working with his course work. He says that a big difference betvgeen hi
off-campus and on-campus job is that his job with Events allows him to determine his
own schedule. Nick speaks about the difference and says:

If | know | have a test the next day then | know | am not going to

work. Where at Barney’s that wasn’t the case. | used to have to beg

my boss, ‘Can | leave just a half hour early? | really have to hit the

books.” But they're not as flexible.
Nick says the fact that academics come first is emphasized by his sapatvis
Campus Events. He says, “Our boss Joe, he does encourage that everyone gets their
school work done. He does emphasize that.”

Nick is a business major and will be completing a concentration in marketing.

He primarily attributes his interest in business to his parents. Howevesohhiaks

that having so many jobs in the service sector may have had some influence on this
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choice. His intention to pursue a career in business definitely played a role in his
college choice. He says “that played a big part in my decision to come to St. Luke’s
because they do have a pretty good business school here.” Even though he had a
difficult time balancing his work at the restaurant/package goods stdteshdigests
that it had an effect on his growing interest in marketing and that it may indlinesc
career choice:

When | was working at Barney’'s | became extremely interestecein be

because we would sell many, many different types of beer from all

over the world. So | use to read the labels about them. | became

extremely interested in working for a beer company and trying to sell

that, and also | took a marketing course at the same time...I1 did a

presentation the other day for my organizational behavior class. It

talked about your plan and if you have a vision for the future. Part of

that vision for me was being part of the marketing department for a

major alcohol distributor and trying to influence consumers.

In addition to majoring in business, Nick is considering doing a minor in
Italian. He explains that he is still not sure if he will minor in Italian beedthe
school is still in the works of creating one.” In addition to pursuing a minor iarfal
Nick was considering studying abroad in Florence. However, primarily because of
academic reasons he does not think he will. He has taken more lItalian classee tha
required and completed his electives early. If he went to Florence hemotdbe
able to take enough courses to graduate on time. Of his decision not to study abroad
he says, “l was planning on going to Florence but I probably won't be going abroad
anymore, just because my curriculum isn’t really set-up for it right ndvick

admits that going abroad might have been possible if he had been better at planning

ahead: “One of the things | found out was | should have gone to a meeting and they
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can tell you about all the programs. And | never did that and that kind of back fired
on me.”

In terms of extra-curricular programs Nick has only really been involved in
one. During his freshman year he played on the club lacrosse team. However, once
he started his off-campus job he gave up lacrosse because he says:

| got hired up at Barney'’s so that cut into the time that | could practice

with the team and another [reason] was the team wasn't really well

run. The seniors were running it and it was kind a joke. It wasn'’t

worth my time. And | was going to pick it up this semester but | am

working again.

In summary, Nick is an upper-class student who chose to work an off-campus
job but found that the hours were not conducive to his life as a student, particularly
his social life. As a result, Nick quit this job and began working on-campus for
Campus Events. Nick’s work choices seem to be influenced by charactefisties
peer culture such as the socioeconomic status of the majority of the studerg.gody (
he works to afford to go out to the bars; he chooses a job where several of his friends
are employed). Nick’s choice of on-campus work over off-campus work also seems
to provide social integration (e.g., he is a more visible member of the community; he
works together with other staff to work events). In addition to his parents, Nick’'s
choices appear to be influenced by his supervisors at Campus Events (e.g., they
emphasize the importance of academics). While Nick chose not to go abroad this
decision was not made due to issues of affordability or employment, ratheratappe

mostly to relate to poor academic planning on his part and his need to complete

curricular requirements.
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Manny

Manny is an upper-class student from a suburban area that is located about
two and a half hours from St. Luke’s campus. He is the son of a first-generation
immigrant from Southeast Asia. He and his younger sister both go to St. Luke’s.
They both went to Catholic schools their whole life and during high school this meant
that they drove 20 minutes each way to attend a Christian Brothers school.

Manny mentioned several times that he and his sister are “spoiled.” His fathe
is a psychiatrist who received his medical education in Southeast Asia. His fathe
immigrated to the United States in order to do his fellowship in psychiatry. Réanny
mother is American and she is a registered nurse who worked for his father at o
point. She got her nursing degree at a community college. Now she is “retired” so
that she can complete her bachelor’'s degree. Manny estimated his fathagb a
income as greater than $ 250,000. Manny receives a merit scholarship from St.
Luke’s of $12,500 per year. The Multicultural scholarships are awarded to
academically talented students of color in order to increase diversity cantipeis.

In addition, Manny receives room and board as compensation for being an RA. The
rest of his cost of attendance is covered by his family.

The jobs that Manny held during high school were limited to the summer.
One summer he worked as a cashier at Dunkin Donuts. Then the summer before he
came to St. Luke’s he worked in retail at Burlington Coat Factory. Dursng
freshman year at St. Luke’s Manny got a job on the intramural sports’ btaff
explains that “they actually have staff members for intramurals”twinidudes “refs,

officials, and scorekeepers.” Manny is a flag football official and a scepekdor
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basketball. He also works various special events at the Rec. Center. Fplegxam
handles admissions to the conference swim championships or works at a promotions
table during open house events for prospective students.

During his second semester at St. Luke’s Manny applied for and became a
resident assistant (RA). He was encouraged by the Director of Residénto
become an RA during the summer orientation before his freshman year. “l have a
relationship with Dawn McFadden [a pseudonym], the head of residence life and you
know from this summer incident she actually told me that she thought that | would
make a good RA.” Largely because of this encouragement from the Directory Mann
paid attention to the advertisements for the positions and applied. He says that he was
also motivated to seek the RA position because of the remuneration:

| learned about all the benefits of being an RA and they are definitely

lucrative, especially the housing...| have a younger sister that goes

here. She’s a freshman, and so two college tuitions at the same

time...so | thought I'd take that and the $2,000 stipend would help pay

for books or even go more towards my tuition...which | ultimately

ended up doing.

Manny claims that even though he has had to limit his hours working with
intramurals since he became an RA, he really loves it. He feels egpsofgorted
by his supervisor there and that is a big reason why he stays with the job.stdé say
his work environment there:

| love working for them. | mean it’s really not that much pay but again

| made friends through the staff. John Jacobs [a pseudonym] is a great

guy. You know when | had some problems with Residence Life he

totally understood. He was very considerate. He really cared about

me as a person. And I'm like I just like working under you...you
know?
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Even though Manny likes his job on the intramural sports staff more than
being an RA, he feels that becoming an RA has challenged him in important ways.
He explains that this position really helped him develop interpersonal skills and
leadership capabilities:

The RA job allowed me to find a way | can be a leader because, for the

most part, | didn’t really have that kind of experience. | did volunteer

work you know. | participated in, you know, my track team in high

school. But never that position, you know, where | was...counted on

to do something solely by myself...And so | really liked that

opportunity to be able to be like ‘Hey | can get paid to do this’ but |

can also develop myself. You know develop skills that | was

particularly lacking in.

Even though Manny’s father is very insistent that he and his sister make
school their top priority, Manny knows that his father appreciates that he took it on
himself to get his RA position. Manny says that while he is aware of thén&did
comes from a background of privilege, “I really appreciate the opportunitisthat
given me.” He also says that he is aware that his “father works reatlyahd |
know it and even though he won'’t tell me | know.” As the oldest son in his family,
Manny took it on himself to help with the cost of college for him and his sister. He
explains that despite the fact that becoming an RA involved some sacrifice his
decision was “heavily influenced [by] the fact that they pay for housing, @nd y
know, | know that was a big chunk.” Again he expressed his father’s appreciation
when he says “along with the scholarship | think my dad said it was like one-
third...what he has to pay.”

Manny is not asked by his parents to cover any other incidental expenses

while he is at college. He says his parents pay for his food because he chooses to use

his RA stipend for books. He has a car at school that his father gave him and his
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father pays for gas by putting money into his bank account or he says “I hav&a chec
card.” He says that sometimes when his parents “come down, they just give me
cash.” He says that his parents also pay for his cell phone. For these reasgsas he sa
he can primarily use the money that he makes with intramural sports for
“entertainment.” He says the costs add up for things like “driving [downtown] to go
to the movies and then food, you know like restaurants outside of the money allotted
for meals while I'm on-campus.” Manny hinted that he does not frequent the bars
with his classmates by saying he is “pretty straight forward kid.”|Istesays that
during winter and spring break he goes home because he has a “very closé family

Academically, Manny is very focused on becoming a doctor. He is pre-med
and majoring in biology. Manny explains that because of his father’s inflirence
has been pretty focused on the medical profession:

I’'m pretty much pre-med all the way. | don’t want to say for certain,

but as | get closer and closer to graduating, I'm coming to the

realization that | think that's what | want to do. You know | am

preparing for that direction anyway and I'm thinking about it in terms

of like how I’'m gonna pay for it...where I'm gonna go. You know |

need to start preparing now. So it's definitely becoming more of a

realization.
Doing well enough in school to become a doctor is something that Manny credits to
his father’s ambition for him as his eldest son. Of his father’s drive he says:

You know he did come from a third world country. | mean it's

different and I'm very apprehensive of it and his kind of take on

things. | mean when | was growing up he always told me my job was

to listen to my parents and to do well in school.
Even though Manny describes his father’s approach to education as very

“regimented” he is very appreciative of how much his father has sadrfbcéim

and his sister:
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I've been going to Catholic school since elementary school. So it just

goes up for both of us...$1,000 for both of us...$10,000 dollars each

for high school. So now it's $40,000...so0 $80,000. So he (Manny’s

father) works pretty much seven days a week you know...l guess like

9 to 9 or something like that.

Because of his father Manny feels a lot of pressure to succeed acagemicall
While he does not feel that all the hours he has devoted to being an RA has caused his
grades to suffer he is sensitive to this possibility: “This semeéstex little unsure
on what I'm going to get. ‘Cause like usually I'm very focused on academicgoand
know | figure out what | can expect...This semester my gragsgirop.” Even
though he says he had “pretty much the same GPA” the first semester ttzst fuie w
RA, Manny is concerned because his course work is getting more diffidelsays,
“It's also that the classes are getting more difficult becauséréneycoming higher
levels. So | can't totally say it's the time, but with those classebegsate getting
harder, you need to spend more time with them.”

In addition to his concern that being an RA may affect his grades, Manny
feels that his social life was inhibited because of the job. Manny was akaigaea
RA in a freshmen hall in a part of campus where there are few students in the
sophomore class. Consequently, Manny feels that it has been harder to keep up with
his friends this year. Manny says that “I believe that I'm focused on n;, Wwot if |
can’'t enjoy myself that affects me wanting to do my work.” Finallyinag¢s this year
Manny did not feel that he had adequate support from the Residence Life stadf for t
difficult job that he was being asked to do. He says: “There isn’t that supp®rt. It

like here’s what you need to do. We’ll check in to be sure you are doing what you're

doing, and that’s it. We’'re counting on you to do it.” For these reasons, despite the
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fact that Manny thinks the RA job has helped him grow as a person, he has decided
not to come back on staff his junior year. He explains his decision saying:

| chose not to come back to the RA job. | mean it was an experience

but it's at the expense of academics, where | am still happy. But I'm

cautious. | mean it might have been lucky. It might not work out the

same way next year, especially as a junior...especially being more

major heavy subjects now.

Similarly, because of his focus on academics and his desire to go to medical
school Manny has decided not to go abroad during his junior year. He explains this
decision saying “for science majors it's pretty difficult...just in teohBke what
transfers over...They really have one program. It's in New Castle.” diiseen for
“what transfers over” reflects the fact that in going abroad Manny wouldeitl to
complete all of the course work to be pre-med. He explains that the abroad program
that he really wanted to attend was in Spain because he is pretty “conversational
Spanish. However, Manny says that program would not offer the courses he needs.

Manny recognizes that his parents are slightly disappointed that he will no
longer be an RA, and this will mean they will have more college expenses to cover
However, because he made the decision primarily for academic reasons he thinks
they will understand. Even though he recognizes that his parents often have to pick
up the slack and provide a safety net for his financial decisions, Manny sk thi
there is a difference between him and some of his other privileged classthate
mean we're spoiled but | guess like my opinion is there’s a difference betwiagn be

spoiled and spoiled rotten. | recognize that I've had tremendous opportunity and I'm

very appreciative of it.”
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In summary, Manny is an upper-class student who chose to work on-campus
with the intramural sports staff and as an RA. His academic choices i@y pnd
seem dominant to most everything else, including work (e.g., he is pre-meddeca
his father is a doctor; he chose not to come back as an RA in order to focus on
academics; he chose not to go abroad because of the demands of his major). Manny’s
two campus jobs serve different purposes. His job in intramurals provides a social
connection and he identifies with his supervisor as a mentor. While he does not feel
as supported as an RA, he acknowledges that it has helped him develop important
leadership skills. Manny’s work choices appear to be influenced by institutional
policies, practices, and characteristics (e.g., his merit based aveavd Aim to give
up his RA position; his assignment as an RA inhibits his social interaction). yfrinall
Manny’s background as upper-clas®l the son of a first-generation immigrant allow
him to recognize and acknowledge his own privilege and that of his peers and

classmates.

College Administrators and Student Employers
This section of the chapter presents the findings from the interviews

conducted with six college administrators and student employers. The section
presents these findings based on common themes that emerged from thesevmtervi
The themes are organized based on the participants’ perspective of how certain
aspects of the institution’s policies and practices influence students’ wodeshoi

The areas that | focus on include tuition policies, academic policies, sassiof the
majority of students, and the availability of jobs. These are the primary aspdoe

“field” (See Figure 2.1, Page 60) which administrators had knowledge that contribute
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to students’ work choices. | also asked the administrators and employetseif in t
experience social class affected students’ work choices. Finally, taveaetd of
the interview | shared with each participant some of the data | colleotadstudents
in order to get their reactions.

The administrators who were interviewed included four individuals who |
identified as informed experts and policy makers at St. Luke’s. These individuals
included Martin Carpenter, Vice President for Enroliment Management, Marvin
Livingston, Director of Financial Aid, Elise Montgomery, Dean of Academic
Services and Arnauld Clemente, Dean of International Programs. In addition to these
administrators | interviewed two individuals who work with a large numbers of
student employees due to their role at St. Luke’s. These included John Baker,
Director of Campus Events and Paul Plumber, Assistant Director of Resldénce
These two individuals were also selected because they both were helpfudtingssi
with the selection of the student subjects for the study. During that process they
seemed to have some unique insight concerning the student culture at St. Luke’s and
how it may be influencing students’ work and co-curricular choices.

Academic Policies

Most often the administrators and student employers expressed an indirect
influence of the academic environment at St. Luke’s on students’ work choices. For
example, Marvin Livingston, Director of Financial Aid said that “the academi
quality of our program demands a high level of effort.” Because of this he segjgest
that “with entering freshman...parents and students are reluctant to aockpt

study...because they think it's going to take too much time from their academic
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schedule.” Despite this Livingston suggested that his office counsels students about
the benefits of accepting the work-study position:

| couldn’t point you to an actual study, but there have been studies
done where the level of time in a student’s weekly schedule (devoted
to work) should not have an impact on a student’s academic work load
and their ability to handle that...once it gets above 15 hours per week,
that’s kind of a danger zone, but anything below 15 hours per week
forces the student to structure their schedule more...Whenever any of
our counselors talk to parents or students, sometimes during
orientation, [and] they will say ‘my son or daughter accepted the work-
study position but we are concerned about the time commitment.” We
have a conversation with them. The other thing we find is that the
work-study students get connected to the College more quickly
because the supervisors in the departments really look out for them.

John Barker, Director of Campus Events made a similar comment concerning
how academic demands at St. Luke’s force students to restrict the amount of hours
they devote to work:

| think the academic rigor can cause a student to not have as much

opportunity to earn additional income...especially as they leave core

and move into their major, where you know they are meeting with

groups on a regular basis. And at least for our scheduling, those group

times are in the evenings or on weekends when our work load is the

largest. And so I've had students take a semester off; [they] work with

us to get through a difficult time in their academic process.

Barker’'s comment, while similar to Livingston’s, further implies thatabademic
demands and priorities shift over time and may restrict some students on-campus
work employment once they become upperclassmen. In addition, the willingness he
expressed as a campus employer to allow students to have a semester off, i order t
compensate for a particularly difficult academic load, indicates thaathpus
supervisors do “look out” for students as Livingston suggests.

Some of the administrators indicated that St. Luke’s takes measureshat m

restrict the amount of time students spend on the job if they encounter academic
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difficulty. Martin Carpenter, Vice President for Enroliment Managemenaégid
that this is true for financial aid recipients. He said, “I think that...in order for a
student to receive work-study, if it's part of their financial aid packhgg, need to
be making...academic progress, so there are grade point average requisgriéints
they drop below that then the work-study can potentially be taken away.” Dean
Montgomery explained that in extreme cases students are urged to tesiriaork
hours in order to avoid being academically dismissed:

Let me give you an example. We had a student that had significant

academic distress in the first semester and she was working over 30

hours a week and through her work with this office | encouraged her to

cut back her work hours and made a serious recommendation to her

and her parents that she cut back her work hours. She did not and she

ended up on the dismissal list. We have other situations where...the

probation committee...will make recommendations on how many

hours not to exceed given the students co-curricular load, academic

load, and so forth.

Both Dean Montgomery and Dean Clemente mentioned the requirement in the
business school that students complete two out of three possible experiential
components as a policy that affect students’ employment and their co-curricular
choices. These include an internship, study abroad and service. Dean Montgomery
stated that often the “top choice” for business students is to complete an ipternshi
In addition, she suggested that the business school recently approved that these
internships could be for pay. Dean Montgomery explained that has caused some
students to feel pressure to find paid internships and has created some confusion
concerning the purpose of these experiences:

It's only been recent that the business school has authorized or allowed

internships for pay. The college of arts and sciences isn’'t quite there

yet, but my guess is that it may follow suit. There’s some discussion
about that...there’s the question: What's an internship for? Is there a
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conflict of interest if you get paid...if someone is paying you and
giving you a grade?

Dean Montgomery expressed that she felt that an unintended consequence of this
more liberal policy of allowing students to pursue paid internship was that
“sometimes a student might pass up a really good experience in termg of thei
formation for something that pays and I've seen that happen.” She feltatkingv
class students in particular felt pressure to find a paid internship because the
internship is often completed during the summer when they would ordinarily be
working.

Dean Clement also commented on the policy in the business school and how it
has added some pressure for his office to help students find internship experiences
overseas:

The students are often eager to get internships. So you know we have

a requirement in the business school that students have to fulfill now

two out of three requirements: internship, service, and international

experience...We've been trying to offer, through our office,

internships abroad...We're actually, for the first time, sending three

students to London over the summer to do internships...We helped to

organize that opportunity, but we will want more of that for the future.
Tuition Policies

A number of the administrators discussed the high cost of attendance at St.
Luke’s as a significant contributor to students’ work choices. Marvin Livingston,
Director of Financial Aid said:

| mean we are about as high as you can get. | mean next year our cost

of attendance for an entering freshman resident student is

$48,590...We're up there with probably 20% of colleges in the United

States that are high. So, as long as the cost is at that level a student,

unless they are coming from a very wealthy family, is going to have to
provide some help to their parents.
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Dean Montgomery concurred with this comment saying, “I think more and more
students are finding it increasingly difficult to be at St. Luke’s, esliettapay for
peripherals such as books and the day to day living expenses of being an engaged
student.”

In addition to having a high cost of attendance several administrators
mentioned that St. Luke’s conservative approach to estimating costs may caese som
students to have a somewhat unrealistic idea of their incidental expenses. Marvin
Livingston explained this saying, “The other thing you should be aware of...our
allowances for that total cost of attendance are very conservativeri Dea
Montgomery stated that she felt the estimates St. Luke’s provided studentsiand the
families were inaccurate. She said, “I think that our estimates arefivagtually.”

Paul Plumber, Assistant Director for Residence Life recognizedrideriey for

freshmen and sophomores to underestimate their incidental expenses, including their
social life, and then need to find jobs in the middle of the term. Many of the students
in their interviews not only discussed the cost of socializing with friends butérat

often were fees for things on-campus like intramurals or tickets for evlents |

concerts. Plumber said:

| see a lot of students in October and November having that kind of

freak out: ‘I need to get a job. Money is going a lot faster than |

thought it was going to go.” And I think they underestimate the cost of

life. 1think they think everything is paid already, you know, and

‘there is not that much | am going to need to pay for.” And they are

used to having mom and dad to pay for everything.

The other tuition and financial aid policies that many of the administrators and

employers mentioned as influencing the students on-campus work choices had to do

with the federal work-study program. Since over half of the students who work on St.
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Luke’s campus are work-study students these administrators pointed out that the
policies of the work-study program regulate the number of hours the students could
work. Vice President Carpenter mentioned a limit in terms of the number of hours
work-study students could work each week. He said, “I haven’t verified this in recent
years but there used to be a maximum of 20 hours a week that students could work in
work-study.” Mark Livingston confirmed that work-study students are lariienow

much they can work but that it was based on the amount of their financial aid award.
He said that for the 2008-09 academic year that amount was set at $2,350. Livingston
said, “Some students make a lot less than that, some make a little more. It depends on
the number of hours they work each week.” Moreover, Dean Montgomery explained
that students who are on need based grants have an added deterrent to working more.
She explained, “Once you go beyond the work-study hours and you get extra income,
they will cut back on the grants and so if you are on a financial aid package that’

kind of a guaranteed regulator of how many hours you will work.”

In fact both of the administrators who work with large numbers of student
employees specifically mentioned dealing with emotional issues withnétude
employees who were on institutional grants. John Barker discussed a recksritinci
with a student employee that typified for him how employment choices often are
closely connected to changes in student’s financial aid package from year:to ye

Just last week a student came to me and said | lost $12,000 in aid,

obviously very upset, an emotional situation...And a portion of it was

because her brother graduated from college...And the other, according

to financial aid, she was able to accrue some money, $11,000. That

changed her package and how much she has to work now because she

does have to take out a loan. It puts a larger emphasis on her having to

work, whereas before it was really to pay for her going abroad,
spending money while she was abroad.
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Similarly, Paul Plumber discussed how from his experience, financial aaigsoli
actually caused some students to decline the Resident Advisor (RA) position who
were otherwise inclined to accept it:

| know one policy that kind of...causes a struggle for us is how the RA

position is considered aid and then gets figured into the financial aid

package. So we have some RAs who...are still getting the same

amount of aid, so they are not making a whole lot more than they were

before. Because they were getting grant money before and now it’s

(their RA pay) coming in their financial aid package as income. That |

think has caused some of our students to decline the position after

taking it.

Plumber believes that because St. Luke’s considers the remuneration (room plus
stipend) that RAs receive as income, rather than as a scholarship, RAs tmt are
need based grants are in effect penalized.

Finally, both Vice President Carpenter and Marvin Livingston addressed St.
Luke’s conservative tuition discount approach and the fact that the class of 2010 was
the last cohort where the institution did not meet full need for the neediestapslic
Carpenter downplayed the amount of unmet need that these students had and the
possible impact that might have on their employment choices. He said that before the
change in policy “we were meeting close to 95-96% on average (of the student’s
need), so we weren't that far off.” Livingston emphasized that even when the
institution “capped” these students’ grants St. Luke’s had a high yielgd€tibentage
of accepted student who accept the offer of admission) for these groups:

So you know years ago we had two levels of capped grants, 65% of

tuition and 75% of tuition. When we were capping grants at 65%

tuition, it was amazing because the yield was still high. Some of the

highest need kids; the yield was in the 40% range. Overall, the yield
of accepted students to admitted students is like 19%.
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While it is difficult to say for certain why students from the lowest inegmoups
have the highest yield rates, one possible explanation that is suggested by the data
collected from students in this study is that these students apply to fewer skhnols t
their middle- and upper-class peers. In addition, many of these students and their
families were especially drawn to the institution’s Catholic mission @entity.

Livingston emphasized that the Financial Aid office recognized that the
highest need students would struggle to afford St. Luke’s. Moreover, he indicated
that these students may have resorted to working more in order to compensate:

We had a conversation with those families because they would call

and say ‘it appears that you haven’'t met my need.” And we would say

well ‘yeah you’re exactly right and you need to know that we’'ve made

you the best financial aid offer that we can given our financial

constraints.” We were kind of trying to discourage them from coming

because when they did come they struggled every year they were here.

And they probably were going out and getting two or three additional

jobs in addition to work-study. And we were advising those students

to think very, very hard before they made a decision to come here

because we told them if you decide to come your grant is going to

continue to be capped each year you are here.
Availability of Jobs

Many of the administrators and student employers commented about how the
residential nature of St. Luke’s caused most students to prefer working on-campus
over off-campus. Elise Montgomery said, “I think we are a campus that is
very...students like to stay on-campus, and so given the choice | think most students
would like employment on-campus because they find going into the city
difficult...and right around St. Luke’s there is not a lot of employment.” Both student

employers said that they believe that jobs on-campus were plentiful. John, Barker

Director of Campus Events said, “I think it's very convenient, especially with the
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policy where freshmen can’t have cars...I certainly think the closefi@as campus
where everything is right here, as opposed to a large university wheeyéisls

miles across campus has an influence on where students work.” Paul Plumber,
Assistant Director of Residence Life said, “I guess I've nevelyrball any students
come to me to say | can't find a job. So | don’t think that availability is a big factor

Many of the administrators commented about the institutional policy that
departments should hire work-study students first, even if they have the funds to hire
other students. Most felt that this didn’t hinder students who were not on work-study
from finding a job on-campus, but felt that these students may not get their first
choice of employment. John Barker said, “You know there is a general institutional
push to hire work-study first and direct hire second here. | mean that's whateyou
told to do.” He explained that at one time that meant that he couldn’t even rehire
employees who worked for him in the previous year if they did not receive work-
study, but that has changed: “That | know has changed where if you spend the time
training the student and they want to work then you can rehire them.”

Even though there seems to be plenty of jobs on-campus several of the
administrators commented that there may be social norms applied by students about
what jobs are acceptable for certain students. In fact, Dean Montgomerkedma
that very few male students take office assistant positions with adntineswa
academic units and that she had tried to recruit males to these roles wigubttess.
John Barker emphasized that because the jobs with Campus Events are demanding
students’ peers have a strong influence on who will take the job. He said, “The

students that do come to us generally don’t come to us cold. They've done a little
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research; even if that means having a conversation with students that guvozhkitl

for us or students who have graduated who have worked for us.” In at least once
instance an employer mentioned looking to hire certain students because of their
influence over their peers. Dean Clemente said that “for the first timéatiext are

going to hire two or three students who went to Belgium and we are going to hire
them to recruit other students to go to Belgium...because we know that studemts liste
to other students and it's better to have students to recruit for a program instead of
just us.”

While most of the administrators agreed that the availability of off-campus
jobs in the immediate proximity to St. Luke’s restricted the number of students who
worked in these settings, some believed that there was a social norm at work
concerning which students pursued these jobs as well. Most of these jobs tend to be
in the service industry. These employment opportunities often are at retdand
bars frequented by St. Luke’s students. John Barker commented about who tends to
take these jobs:

If you count sort of the I0Street corridor and the Colorado Avenue

corridor...there are a lot of restaurants. A lot of students have

waitressing or back bar...that kind of experience...sort of from the

shore—a lot of it is.

Barker’'s comment that students with previous experience in the servicayrskek
these types of jobs and the fact that they got this experience “at the sitlicatas a
social class distinction in who pursues off-campus work. Indeed, several students in
this study from middle- and upper-class backgrounds pursued off-campus jobs in

service industry settings. Many of them emphasized that the ability to wank on t

weekends and to earn more money through higher wages and tips were motivating
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factors for pursuing this work. In the next section | discuss further how the
administrators and student employers saw the social class make up of the campus
affecting students’ work choices.
Social Class of the Majority of the Students

The administrators and student employers discussed several ways that the
relative affluence of the student body at St. Luke’s affected students’ wodeshoi
The first common theme in this category was that these informants enguhéheiz
working was not as common place as it would be on other campuses and therefore
was undervalued by the majority of the students. Paul Plumber, AssistactoDof
Residence Life shared that he was a first-generation college studeexpleimed
the difference between his undergraduate experience and his experiendaukéeS
campus:

| went to a school that was primarily first-generation and so everybody

had a job and worked on-campus. You know it was part of everyone’s

day. And | know it's not the norm here, | wouldn’t say as much...|

think the students are kind of in the mindset that working is not the

cool thing to do and the ones that have to work to make ends meet

have the added stigma.
Marvin Livingston, Director of Financial Aid was less certain if workimgaampus
carried a negative social stigma. He noted that because his office priwarkls
with the students who have financial need it was hard for him to be sure. He
discussed the fact that even some of the students who did not qualify for financial aid
asked his office about work:

| guess | could envision a student who has work-study and

absolutely needs the money to exist from week to week...might feel

some sort of stigma because they have to be working, where...a
wealthier student...doesn’t have to work. But I will say this, we
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have students streaming into the office at the beginning of every year
who haven'’t applied for financial aid and want to work.

Another theme that emerged related to the culture of relative afflyasent
on St. Luke’s campus was that several administrators commented that there was
difference in students’ attitude about work based on their social class. S¥veral
these informants felt this shaped the type of jobs students would pursue. John Barker,
Director of Campus Events explained the difference:

| think there is a big difference in students that are in two categories.

The students that are full payers are looking for something that's

convenient, that isn’t going to impact their life in making it more

difficult or any additional responsibilities. They just want to sit in the

Campus Ministry office and answer the phone for a couple of hours

and it sort of provides them with a little discretionary income, but they

can go or they don’t have to go. The students who do need to work are

generally the work-study students who are receiving aid. But those

5% are usually the students that are working for us.

Dean Montgomery also remarked that she felt that there was a sossal cla
difference in the type of jobs students would consider:

Anecdotally, I think lower class students and also commuters and kids

whose parents come from working class backgrounds would be more

likely to get jobs and work off-campus or take...rough jobs...so like

Campus Events...just in terms of the hours and the physical stamina that

it requires.

While jobs like those offered by Campus Events may be more demanding they also
are appealing to working class students because of the amount of hours they can
work. In addition, most of the students knew before they ever interviewed for
Campus Events that the job paid a slightly higher wage than other campus jobs.
Finally, because several of the working class and middle-class stwdaries] to stay

at St. Luke’s over the summer the fact that the Event Service job becatmeefull

during the summer and provided free housing was important.
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Because of the difference in students’ attitudes about the type of jobs they
would consider several administrators felt that certain work environmentshdike
Events Services staff and the Resident Advisor staff, become subcultures which
provide support to working class students. Dean Montgomery commented on the
importance of this for these students in terms of gaining a sense of belonging on a
campus that is otherwise a mismatch with their social class status:

Well you know, Campus Events you talk about community. Students

talk about that (working for Events) as a community. There’s a lot of

support, a lot of camaraderie. While it's very, very difficult they like

belonging to that...They find a niche there.
Paul Plumber commented on the same sense of belonging that some RAs from
working backgrounds find from being on his staff. He discussed how often working
class students are initially attracted to the RA job because theyadm® housing
but that the support network that they establish with other RAs and Residence Life
staff almost becomes more important:

| wonder if it is salvation just financially or if it's salvation in kind of

finding that place where [they] fit. It helps them find that place where

they can make meaning of their experience...l think there is a unique

culture on the RA staff in general and | think that comes from so many

of them being first-generation or having a different experience and not

always fitting the culture at St. Luke’s.

Another theme that emerged related to the relative affluence of thatstude
body at St. Luke’s was that a number of administrators felt students neght fe
compelled to work in order to keep up with the expensive social life of the majority of

St. Luke’s students. Vice President Carpenter commented how students might get

caught up in this culture saying:
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| mean the other thing is our students...they’'ve got wants. A lot of
their wants are related to having the money to afford...being able to go
out with friends on the weekend or order that shirt from Abercrombie.

In fact, Marvin Livingston mentioned witnessing the pressure of this afffuesart
culture first hand because his daughter attended a peer institution of St thate’
has nearly the same social class composition:

So we have heard, in fact my daughter experienced it at Maryvale (a
pseudonym), | mean we weren’t providing her with spending money
but her roommates, their parents, one was a doctor, one owned a
restaurant and the money they were giving their kids to spend while
they were at Maryvale, she just couldn’t believe it.

Arnauld Clemente, Dean of International Programs discussed how the relative
affluence of the student body at St. Luke’s influenced students’ work choices in
preparation for study abroad. In fact, Dean Clemente confirmed that one of the big
concerns of students and their families concerning study abroad was the expense

They are all concerned, and their parents are concerned, about how
much money they are paying to study abroad because when they go
abroad they want to travel. So many of them get jobs before they go
abroad because they know it's going to be expensive. When they go
abroad they travel so much they get in debt and when they come back
they get jobs to pay for their debt.

Dean Clemente emphasized that his office tries to counteract this culaffiience
and the sentiment that students have to spend so much while they are abroad:

There is kind of some peer pressure sometimes when they go abroad
that ‘oh you know if you go to Spain you must see 11 countries’ and
another will say ‘I saw 13 countries.” And you know we try to fight
against this as much as possible because the extreme case is that a
student might go to Spain and come back and not really know a lot
about Spain because they spent all their time going to other
countries...We try to fight that saying, ‘no you’re going to Spain so
you’d better come back and know who's in charge in Spain, what the
current problems are in Spain, what'’s in the news, what are people
talking about, what is it like to work in Spain...Don’t come back from
Spain and tell me about England and all these other places.’
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Finally, several administrators remarked that because the cultureueiat!
was so pervasive at St. Luke’s it was very difficult for working class anisveae
middle-class students to find a niche. Despite the fact that these students may
outwardly attempt to “fit in,” they often still experience a clash of catturPaul
Plumber said of working class students at St. Luke’s, “I see some of theq tryin
pretty hard to fit in.” In fact, he commented about one of his RAs that participated in
this the study (David) who commuted to St. Luke’s before he got the job:

So he was moving on to campus and he was taking the RA role, which
is taking on a lot of responsibility...| wonder if there wasn't a big need
for him to kind of fit in, to look like everyone else. But he does in a
large way. Itis kind of interesting that [he] acculturated or assirdilate
in some way to what is kind of expected here and what [he] should
look like or act like or be wearing. To me he (David) sort of
epitomizes the first-generation kind of working class family and |
think there was a lot of pressure to be at home on the weekends or at
least stop by a couple of times. And | think that for him that was a
problem because he got a lot more comfortable here and was
connecting here.

Dean Montgomery commented that other St. Luke’s students from working
class backgrounds never feel comfortable with the predominant culture oégeivil
For her this often came down to the pressure that these students felt to keep up with
the expensive social scene:

| hear from students coming in that they feel that they need to work or
that they aren’t able to keep up and that causes other issues that they
come in to talk about. 1 also hear a lot from students in their exit
interviews that they can’t and/or don’t want to keep up with that
because that’s not how they want to spend their money. But those that
do want to keep up and just don’t have the finances, they will go to a
state school or a larger school where they perceive at least those things
will be...cheaper.
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This sentiment was echoed throughout my interviews with working class students—
students like Sarah who couldn’t believe how oblivious her classmates were when
spending money on their campus ID card or Alicia who recalled how casually her
roommates casually discussed that they were used to their maids cleanihgise
when they were home.

Reactions of Administrators and Student Employers to Student Data

Toward the end of the semi-structured interviews | conducted with
administrators and student employers | shared with them some of the data | had
collected from student participants in the study. Specifically, | shatbdivam the
data contained in Tables 4.14, 4.15, and 4.16, which present information about the
types of jobs the student held, the number of hours they worked, their choice of a
major and their decision about study abroad.

Several of the informants were surprised, concerned even, about the number
of jobs the working class students held and the amount of hours they spent at these
jobs.

Marvin Livingston, Director of Financial Aid specifically commented on howmuc
these students were working: “That's amazing. | don’t understand how they are
doing it.” After reflecting on these data he returned to the theme of costs:

Again, it goes back to our costs...You know we see so many students,

and | am sure this isn’t unique to St. Luke’s, but they fall in love with

the College and they will do anything to get here and afford it, and

then once they get here, stay here. | can’'t imagine that working more

than...I see 16-20 (hours per week) repeats itself a lot... Their

academic performance has got to suffer.

Elise Montgomery, Dean of Academic Services echoed the concern about how the

amount of work might negatively impact these students’ performance:
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Well, in terms of the number of hours, the working class students here

and the numbers that are above 30 (hours per week). You know 26-30

(hours per week), those are scary. The juggling of the jobs is a little

scary too, having more than one. | mean if these people are carrying

15 credit hours, | wonder if they sleep.

Not all of the administrators’ reactions to this data were as strong, andiaulaart

Martin Carpenter, Vice President for Enroliment Management was sKegiimat the

data given the relative small size of the sample. He said, “My assumption watild be

it were to be campus wide then that might be a little more surprising, but you know

on the other hand to see a certain population, or a certain number of students, working
longer hours doesn’t shock me.”

Paul Plumber, Assistant Director of Residence Life suggested thatthe a
pattern in the type of jobs that the students selected and that these variedlby soci
class. He commented on the jobs that many of the jobs that the middle- and upper-
class students selected: “But it is interesting how these four jobs arerpuoettyjust
money. You know waitress, waitress, sales associate, and cashier.” BEgtcbhat
pointed out what he perceived was a difference in the jobs the working class students
chose: “It's interesting that these jobs are very noble in a sense, antietobacc
campaign, 911 support, babysitting, Teach for America. They are very ‘helpiag’ i
sense.”

The other data that | presented to the administrators that generated a lot of
comments were students’ study abroad choices. Most of the informants were very
surprised to see that so few working class students were taking advantamgly of s

abroad. For example, Dean Montgomery said:

| thought naively that because of the way St. Luke’s charges for its’
abroad...that your tickets are paid for and you get to come home at
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Christmas, even though it would be expensive to be in Europe, |

thought that we made it attractive enough that more students in this

category (working class) would go.

Despite the fact that he was aware how conscious students and their parenfs were

the costs, Dean Clemente was also surprised by how few working classsfratant

the study went abroad. He immediately focused on doing more to present lower cost
abroad options in order to attract these students. In fact, he discussed a recent succes
that he had in working out an abroad experience for a student who wanted to go to
Africa:

That's very interesting...We are starting a program in Africa and |

have a student who has very big financial challenges. [She] is a single

mom and has no money and is completing on a scholarship and she

loves Africa. Basically, I'm opening up a program in Africa with her

and two other students. And the good thing about going to Africa is

once you get there everything is extremely cheap...So the working

class student | would suspect would want programs in very cheap

countries and they might go to those countries knowing that once they

get there they might not be able to get a job but at least everything will

be very cheap.

A few of the administrators commented about how disappointing it was to
find such an apparent social class difference in terms of which students’ stockss
abroad. Paul Plumber said, “I feel like these students (referring to the ugger-cl
students) being abroad in their future might not be that unlikely but these students
(referring to the working class studentsgtudying abroad might be the only time
they go abroad.” Dean Montgomery made a similar comment about it beingeal miss
opportunity that so few working class students would go abroad: “That’s too bad

because these are kids who you know would just benefit so much from the

experience.”
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At the conclusion of the interview | shared with each informant my conceptual
framework for the study (See Figure 2.1, Page 60). Arnauld Clement, who happens
to be French, commented on the accuracy of rolabitusin the working class
student’s decision about study abroad:

| tend to think that some parents, especially working class parents, or

parents in a tougher financial situation, see study abroad as a kind of

luxury. That study abroad is great and wonderful if you can do it. If

you cannot do it then it's not really a necessity or you can do without it

and still be fine. And you know | am from a working class

background myself. | tend to agree with that.

In addition, Martin Carpenter who remarked that the model didn’t address the fact
that the broader economic climate would like influence students financialafegisi
including their choices about working while going to college. He said:

The only other thing that comes to mind is | suppose the state of the

economy..l mean if you're in that time where it's huge economic

prosperity there may be less of a need (to work). But on the other

hand if there is a huge economic down turn or what have you there

may be more motivation. That’s the one that comes to mind.

Summary

This chapter presents the findings of the case study research. The
chapter begins by providing background information about St. Luke’s College
in order to accurately describe the context surrounding the phenomenon of
student employment on the campus. This section presents information
gathered from archival data available through St. Luke’s Office of
Institutional Research. The second section of the chapter presents case
summaries of twenty-four students at St. Luke’s. These case summaries

include the stories of 12 working class, 6 middle-class, and 6 upper-class

students. The case summaries provide information about each student’s
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employment, academic and co-curricular choices. The final section of the
chapter presents information gathered from administrators and student
employers at St. Luke’s. This section focuses on themes that emerged from
these interviews regarding how the policies and practices of the institution

might influence students’ work choices.
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CHAPTER FIVE

CROSS-CASE ANALYSIS

This chapter offers a cross-case analysis of the 24 undergraduat@aaigici
in the research study. | conduct this analysis by examining the six sub-quisiions
guided the research. | then return to the overarching research question whi€h asks i
the conceptual model that utilizes the constructs of Pierre Bourdieu sdftaet
students make choices about working while going to college. The chapter includes
four main sections, which follow the intuitive groupings of the research questions.

Research Question 1 and 2—Students’ Work Choices

Research questions one and two ask if students’ work choices (e.g., whether
or not to work, how many hours, and on-campus vs. off-campus employment) vary
based on their social class. The data presented in the previous chapter suggest that
the choices that working class students at St. Luke’s make about employmeastcontr
from their middle- and upper-class peers in at least three ways. Finsprikiag
class students who participated in the study tend to work more hours per week than
their middle- and upper-class peers. Second, the working class students are more
likely to work multiple jobs and/or combine on-campus with off-campus
employment. Third, these data suggest that, despite the tendency for working class
students to work more hours and to balance multiple jobs, they often derive a sense of
“belonging” or “fit” through some of the jobs they choose. The sense of academic and
social integration that working class students gain from their employment is
important in that it is often missing in their experience with the dominant coifture

the campus. Finally, the data suggest that regardless of social class, students who
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work at St. Luke’s are equally as likely to delay starting jobs for at tleadirst
semester and in some instances for the entire first year of college.
Working Class Students Work More Hours

By comparing data in Tables 4.14 (Page 112), 4.15 (Page 198), and Table 4.16
(Page 240) it is evident that working class students at St. Luke’s are kaebydhian
their middle- and upper-class peers to work more hours. Three working class
students (Suikeina, Alicia, and Paul) worked more than 26 hours per week. Four
other working class students (Maura, Sarah, Luis, and David) estimatduethat t
work between 16 and 20 hours per week. While a few students from middle- and
upper-class backgrounds (Claire, Red, Anna, and Karen) worked more hours, most
tend to work 15 hours per week or less.

The fact that working class students work so many hours affected their
experience at St. Luke’s in at least two ways. First, some of the worksy cla
students in the study indicated that they felt that the amount of time they spent on the
job affected their academic performance. For example, Sarah, who reporfed that
the most part it was “easy” to balance employment with school, explainedhé¢hdids
have “crisis moments” because she was a math major. While Sarah did not appear to
be at risk academically she indicated that the necessity of working a lot ef hour
caused her to lower her standards. Because she has to work so much she says, “If a
grade falls here or there | will be okay.” As a first-generation stusargh does not
have role models that demonstrate excelling in both work and school. In fact, she
discussed that her relationship with her mom is more like a relationship with a peer.

Paul, one of the working class students who indicated working an extreme number of
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hours each week (26-30), said: “My grades have suffered and | haven't dork as we
as | think | could.” Even the working class students who are excellingraczadly
indicated working placed an increased stress on their studies. For exampig, Ma
who received St. Luke’s highest merit scholarship award, explained that ter wor
with primates at the zoo is physically exhausting. Because of this shéabgs t
weekends, “I'm pretty tired so getting motivated to do school work is a little hard.”
These comments are consistent with the concern that was expressed by Dean
Montgomery that working this many hours could place students in academic
jeopardy. Nonetheless, while the amount of hours they worked did seem to affect
how well they did in class none of the working class students in the study seemed to
be at risk of being placed on academic probation or even failing individual courses.
The other way that working so many hours affected working class students’
experience at St. Luke’s is that often these students participated lessacitie
aspects of campus life. This included events like athletics, concerts and |easures
well as with the “bar scene” that is a big part of St. Luke’s social liféadin one
subtext related to the fact that many of the working class students are hlet, @s a
as willing, to participate in the aspect of the student culture that revoluasdar
drinking is an undercurrent of disapproval of this aspect of St. Luke’s student life.
For example, Sarah stressed that she can’t go out to the bars because she tlerks all
time on the weekends, but even if she could she says, “There is no reason to do that.”
Similarly, one of the reasons that Lou found the RA job so demanding was because
he had little tolerance for the freshmen on his floor who wanted to drink all the time.

Finally, while Alicia indicated that she has an active social life hinsugh her
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involvement with Alternatives, a student organization that provided alternative
activities to the drinking scene. Before being involved with Alternativasia®ound
it hard to establish a social life. She said, “I really frown upon the underage drinking
and the bar scene because a lot of these kids are just handed money...My parents
could never just hand me money.” This comment typified many working class
students reaction to a peer culture that seemed to them to be a waste of time and
money. In addition, the sentiment was a marker of their social class stdtas in t
unlike students from upper-class backgrounds they knew that their parents would not
understand or approve of this aspect of college life.
Working Class Students Hold Multiple Jobs

One striking contrast between the employment choices of working class
students in this research study and their middle- and upper-class peers is that the
working class students often work multiple jobs during the academic yefact,In
nine of the twelve working class students indicated that they held more than one job
during the school year (See Table 4.14, Page 106). Several of these students held as
many as three jobs during the same semester. In addition, six of these students
combined on-campus and off-campus employment.

There may be several reasons why working class students hold multiple jobs.
The most obvious is that they have to in order to help their families pay for tuition
and the costs associated with living on-campus. Chapter Three illustratsdrtigat
of these students had the total amount of their financial aid award they weske eligi
for “capped.” Therefore, these students have unmet need. Because these students can

only earn a finite amount from their work-study job they attempt to make up for
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unmet need by also working off-campus. Finally, while all of the working class
students in this study indicated that they were claimed by at least onegsmeen
dependent, they often were in effect financially self-reliant. Therefeoause one
or both parents did not contribute to their college finances these students were
employed in multiple jobs in order to compensate.

In order to manage working more than one job the working class students in
the study were extremely resourceful in finding employment that fit lcaidemic
schedules. They also were adept at finding jobs that matched their previous work
experience, complimented their academic program, or both. The example that Sara
provided was perhaps the most symbolic of this resourcefulness. Sarah'’s job with the
Career Center allowed her to pick and choose between other part-time, off-campus
jobs that fit her schedule because she received regular notices as part okher wor
responsibilities. Two other local working class students, Maura and Luis, c@htinue
to work jobs they had in high school. Maura’s job working with primates at the zoo
and Luis’s employment with CAD support for the 911 operator provided financial
resources for college and also represented meaningful work experiendesthhat
were anxious to continue. In addition to continuing the jobs that they held in high
school, both students found on-campus employment. Maura’s work as a desk
assistant allowed her to study while she was at work and Luis’s work-siudy the
biology department provided him with the opportunity to get to know his faculty on
an informal basis.

Another strategy that is repeated by many of the working class studdms in t

study is combining the Resident Assistant (RA) position with other hourly
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employment. Indeed, Alicia, Brooke, Lou and David all hold campus jobs in addition
to being an RA. Both David and Alicia considered transferring after thehy&estat

St. Luke’s and say that becoming an RA was important factor in decidingto sta

The working class students in the study were particularly sensitive togthedst of

living on-campus but also found living on-campus to be essential in order to feel
connected. While the RA position pays for their room and offers a modest stipend, the
working class students found it necessary to have another job in order to have
spending money. In addition, while a number of these students discussed how
demanding the training was in order to become a RA, they felt managing ¢he tim
demands associated with being a RA was relatively easy because thedreurs
flexible. As a result, many of them felt they should have another job that fet mor
like “work.”

While a number of the informed experts interviewed for the study noted that
work-study policy regulated the maximum number of hours students could work,
most working class students were able to work more hours by holding more than one
job. Many of these students fulfilled their work-study jobs during the week and
worked off-campus on the weekends. The working class students also combined the
hourly work-study jobs with other on-campus positions that were less structured but
allowed them to earn supplemental income (e.g., RA, Teach for America Cdordina
Yearbook Editor).

Only a few middle- and upper-class students held more than one job.
Moreover, only one of these students (Red) said he worked both on-campus and off-

campus. However, Red gave up his off-campus job at GNC because he was so
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involved as an RA that he did not have time to work there. Often if upper-class
students held more than one job, the motivation for one of these jobs was not
financial. For example, Gareth explained that being an RA definitely helpefiéi
like he was helping his family pay for college but that he became an AlpharAi
non-monetary reasons. He said, “I would have done it regardless of the pay.”
Gareth’s commitment as an Alpha Aid was only for a semester and he developed a
close relationship with a faculty member through serving in the role. 8ymila
Manny, who is an upper-class student who was working as an RA and an intramural
official, explains that his officiating job is “more for going out to the movies... for
personal expense.” Despite the fact that Manny specifically mentiondugHather
praised him for taking the RA job because it reduced his bills by a third, he ealicat
that he was giving up the position as a junior in order to focus on his studies. In
summary, while there were a few examples of upper-class students who held more
than one job, it was rare that they continued in both positions for a long period of
time. In addition, middle- and upper-class students did not combine on-campus and
off-campus employment.
Working Class Students find Self-Efficacy and Belonging through Work

Despite working long hours and holding multiple jobs the working class
students in this study often gained a sense of self-efficacy from theioymgoit.
Because the working class students had significant employment history before
coming to St. Luke’s, they often had developed a work ethic that allowed them to
excel on the job. For example, because Sarah had worked since she was very young

she sees herself as the most responsible worker at the Career Center. Shaetook pr
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in training the other work-study students and notes the importance of earning the
Director’s praise. Similarly, Sukeina saw herself as more focused théesilber

Student Service Coordinator and took pride in taking the lead. Lou emphasized how
he and the other building supervisors are a team, but noted with pride how he filled-in
for his co-worker when she was unable to make her shift at 6 AM. For some of the
working class students like Sarah, Lou and Paul who struggled somewhat in the
classroom or had to change majors the success on the job seemed even more
important. Work became an essential part of their identity because it wathsgn

they knew they were good at.

The working class students in the study also often found a sense of belonging
in the employment settings that they chose. Finding a sense of belonging on the job
was important to a number of the working class students because they often dxpresse
that they struggled to find other students like themselves.

One employment setting where working class and some middle-clasststude
said they often found this sense of belonging was with Campus Events. For some
working class students, finding a job that was the right “fit” involved a procesgalof tr
and error. For example, Sydney—the Indian-American student who is an adopted
child of rural working class parents—found a job with Campus Events after quitting
her first job with Phone-A-Thon. Sydney found her job at Phone-A-Thon to be very
difficult. She said that because she did not have much money herself sheiltglt “gu
soliciting funds from young alumni, who she imagined were in a similar position as
her. However, she found a home on the Events staff primarily because of the peer

group she established there. She said, “It's a good click...they are reatiga g
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group of friends that are working together...It was a different group of kids than
you're used to seeing around St. Luke’s, that’s for sure.”

Another employment setting where working class students often expressed
this sense of belonging was on the Resident Assistant staff. For examptk video
commuted to St. Luke’s his first year and felt isolated and alone, noted tleeo$ens
camaraderie that he found with his fellow RAs. He said in being selectedfas a R
that he was “considered a leader” and “that looks good and feels good to me.”
Likewise, Brooke had a difficult adjustment during her freshman year because her
roommates partied all the time. When she became an RA she said, “| met so many
amazing people through the job...My roommates are both leaders.” Paul Plumber,
the Assistant Director for Residence Life, also noted that he felt thdeResi
Assistant staff represented a supportive niche for working class studersgid;“|
think there is kind of a unique culture on the RA staff in general and I think that
comes from so many of them being first-generation or having a differpetiemce
and not always fitting the culture at St. Luke’s.” While many of the worliagsc
students expressed that they did not feel like they fit in before they became a RA
they often commented how important it was to them to have the opportunity to create
a sense of community on their floor of the residence hall.

While a number of working class students benefitted from campus jobs
because they met students who were more like them, others expressed ttatlthey
only find this “fit” through off-campus employment. For example, Sukeina discussed
how she felt more comfortable socializing with the students that she got to larow fr

a nearby state university through her off-campus job. She said that through her work
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as a food expeditor at Red Robin, “I meet people who have car payments and pay
rent. But they are the same age as me and we have similar interesisndife
distant from St. Luke’s.” Claire, who waits tables at a local barirestg said that
as she became more assimilated to the culture at work she experie@atedtgnsion
with her more privileged roommates. Claire said that eventually she feitiastt
because her roommates did not understand why she spent so much time at the
restaurant. Over time Claire began to withdraw from her social group at Sts].uke’
opting even to study at the restaurant before or after her shift. Both Sukeina and
Claire developed relationships with boyfriends who are not St. Luke’s students
through their off-campus jobs. In both instances these relationships were argnific
Sukeina spends most of her breaks from school with her boyfriend’s parents and
Claire decided to move off-campus to live with her boyfriend. These relationships
indicated that the socialization patterns for working class students atk8ts lnoay
be different than for their middle- and upper-class peers and that work may play
part in the establishment of the student’s peer group. By contrast upper-class
students, even when they worked off-campus, still maintained their primary
friendship group at St. Luke’s. Also, the off-campus jobs they held (e.g., Anna’s job
at the tanning salon) were more often alongside other St. Luke’s students.
Delaying Employment during the First-Year

One recurring theme related to St. Luke’s students’ work choices that was
similar across social class groups was the tendency by students to aieiag gibs

while in college. While on one level it seems logical that students would want to
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delay employment until they felt confident that they could handle collegéwerk,
the result was that often students appeared to be in a deficit financially.

Sydney is a working class student who opted not to work her freshman year,
primarily because she missed financial aid deadlines and therefore didanaot rec
work-study as part of her package. She worked many hours during high school and
the summer before she came to St. Luke’s. In addition, she received very little
guidance or even encouragement from her working class parents even to attend
college. As aresult, Sydney did not work at all her freshmen year and saw her
savings disappear. Fortunately, Sydney met financial aid deadlines her sophom
year and received work-study.

Claire is a middle-class student who, despite expressing great financia
hardship, actually turned down work-study her freshman year. Like Sydney Clair
chose not to work at the beginning of her college experience because she had savings
from working during high school. She said, “My mom and | discussed it and |
decided that | had enough savings from the summer.” In addition, because Claire
worked so much during high school, the limited hours and the low wage associated
with work-study did not appeal to her. Because she did not work her freshmen year
Claire said she had “more of a college experience...which was nice.” The fact tha
she did not pursue a job at all her first year also may have to do with Claire’s peer
group. She said, “None of my friends really work for anything.” However, by
sophomore year Claire had bought a car and her family was having a diffralt ti
paying her tuition. As a result she got an off-campus job waiting tables. She

explained that she likes the fact that her job as waitress is “paid based on
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performance” and she clearly was motivated by the fact that she coulchesr at

this job than as a work-study employee on-campus. Moreover, the fact Glage st

that she preferred to find work that was “paid based on performance” indicated her
development of a work ethic that is adverse to the idea that the work-study job simply
represented a hand out.

Several of the upper-class students also discussed the fact that they had not
intended to work while attending St. Luke’s and therefore did not have jobs during
their first year of college. For example, Anna did not start working at timénta
salon until her sophomore year. She received a merit scholarship and her patents pa
all of her remaining expenses to attend St. Luke’s. She said, “I didn’t know & | wa
going to work during college at all.” However, Anna decided to get a job her second
year because she wanted to be able to pay for her own social life and didn’t want to
have to ask her parents for spending money. She realized how much her parents were
already spending on her tuition and decided to get a job so that she could continue to
“buy clothes and go out on the weekends.” As a result Anna started working 16-20
hours per week at her off-campus job her second year.

Nick is another upper-class student who did not think he was going to work at
all during college. Despite the fact that he had worked at a ski shop and a country
club in high school Nick said, “I wasn’t overly concerned about having a job.” Nick
was very active in the social scene at St. Luke’s and he talked about how expensi
this became. He explained the bar scene saying, “It's expensive, dgpeitiathe
cabs and...drinks aren’t really cheap.” Nick spent so much money keeping up his

social life during his first semester that he started working a job atlayestaurant
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and package goods store. While the position provided him with spending money,
because the hours were on the weekends he found that it conflicted with his social
life. As a result he quit and got a job with Campus Events at the beginning of his
sophomore year.

The fact that many students, from all social class groups, delayggeiti
their freshmen year is an important finding of the study. The benefit of waaking
reasonable number of hours (e.g., less than 15) has been attributed with the positive
effect of helping students organize their time and providing structure and discipli
especially in the first year. (Curtis & Nimmer, 1991).While different sttslenay
have different reasons for delaying employment it does appear that many do
underestimate the costs associated with college. Moreover, the reftitieace of
the campus appears to place some peer pressure on students to live beyond their
means. As Marvin Livingston, Director of Financial Aid said, some students may
feel pressure “just to keep up.” In addition, the fact that many students do not get a
job during their first year indicates that students, and their parents, do not amticipat
the finances needed to pay for all four years. This is a point that Marper@ar,
Vice President of Enrollment Management made:

I'd argue that for the majority of families, they focus on that first year

of costs. Now some families are in a better position to afford to take

on the second, third, and fourth year of tuition increases, but | also

think it's on colleges and universities to do a better job to change that

conversation.

These data suggest that students should be encouraged to work a more manageable

schedule for all four years rather than delaying employment and working more

hours later in college when the demands of their upper-division coursework may
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create additional time constraints. In addition, this finding underscores King’s
(2002) suggestion that institutions should do a better job of communicating with
students and their parents the implications of different approaches to finanaing thei
education, including those associated with on- and off-campus employment.

Research Questions 3, 4 and 5—Students’ Academic and Co-Curricular

Choices
Research questions three, four and five focus on students’ academic and co-
curricular choices. Specifically, | asked if students’ employment chaftested
their academic and co-curricular involvement in any discernable wayeadvier,
these questions asked if these choices varied based on the student’s social class.
The data presented in the previous chapter suggest that the academic and co-

curricular choices of the working class students in the study differed fraim t
middle- and upper-class peers in three ways. First, the working class stondbats
study were less likely to study abroad than their middle- and upper-class peers
Employment played both a direct and an indirect role in the working class students
decision about whether or not to study abroad. Second, while the working class
students in the study chose a variety of academic majors, they wdrkdgsthan
their middle- and upper-class peers to select business. Given the size of the
undergraduate business program at St. Luke’s this is somewhat striking. itWghile
hard to attribute the reluctance of working class students to declare busiaess as
major to their employment choices, the selection does suggest that their middle- and
upper-class peers who declare business are accumulating different tgpemlbof

andcultural capital Third, as was previously noted in this chapter, the working
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class students in the study often held multiple jobs while going to school. For these
students the various jobs they pursued served different purposes and played
different roles in their development. One or more of the jobs held by the working
class students served the utilitarian purpose of providing financial support for their
education. However, often the working class students held at least one job that
substituted for, or complimented, their involvement in co-curricular activities.

These jobs often facilitated an opportunity for leadership, community service, or
academic and social integration on the campus.

The data presented in the previous chapter also suggest that work influences
students’ academic and co-curricular choices in at least two wayg]lesgaof their
social class background. First, the students from this research study who worked
exclusively off-campus were less likely to be involved in co-curricudtvigies.
Second, the results of this research study reinforce the findings of Cheng and
Alcantara (2007) that suggest that students are “constantly searchincafungfiel
work as well as meaning in their work.”(p. 308). The phenomenon of students
seeking meaning from their work was evident across social class grouplt as we
across differences in types of jobs and employment settings. Even some jobs that
students pursued for purely materialistic reasons (e.g., Paul’s job at the GA®P helpe
him buy a car) often informed students’ academic or vocational goals @ug., P
pursues an internship in retail).
Working Class Students and Study Abroad

Most of the working class students in the study (10 out of 12) decided against

studying abroad. This finding is important for an institution like St. Luke’s that
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places such a significant emphasis on international experiences for studéiles. W
students may have a variety of reasons for not pursuing an abroad opportunity, the
vast majority of working class students in the study cited three reaswsis.tHey
believed that studying abroad would be too expensive and that they could not afford
it. Second, they felt that the strain associated with giving up their job whiledabroa
would be too difficult for them and their families. Third, while some of the working
class students in the study were aware that their campus employer wouldeiold t

job for them not all campus employers and off-campus employers were wollda t

so. These three factors proved a significant deterrent to participation indie st
abroad program for working class St. Luke’s students. Even though working class
students discussed how studying abroad was not realistic for them, some had given
careful consideration to the prospect and many expressed that they would have liked
to pursue the experience.

Alicia’s decision about studying abroad is typical of many of the working
class students in the study. Her decision making process reveals that shehad giv
the prospect considerable thought and had even narrowed the process down by
determining the program that was right for her. For Alicia it came down to
affordability and maintaining a job. She said, “I want to go to Italy but | céoitch
to go to Italy. With loans and stuff | could definitely get over there, but living there
for three or four months...I couldn’t because | couldn’t have a job.” Sydney, another
working class student, did not give going abroad as much consideration. She talked
about the insecurity she felt when considering the prospect: “I don’t really ko i

be able to adjust well on my own financially in another country. It was something
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that was kind of scary to me and | know I've settled into a routine here...l have a job
that's guaranteed steady and | don’'t want to leave my job back home.” Sydney’s
answer indicated the complexity of deciding to study abroad for working class
students. She rationalized the choice by indicating the need to continue working
during the school year, over the summer, and during breaks. However, the fact she
considered the prospect “scary” suggested the boundaries of her social daghena
choice unlikely as well.

Another factor that working class students discussed as entering into their
decision about studying abroad was their reluctance to leave their familes f
extended period of time. David, the local, working class student who had made a
successful transition to living on-campus when he became an RA, did not think he
could be away from home for that long. Even though he had convinced his parents to
let him live on-campus, they still expected him to come home as much as he could.
Similarly, Sarah discussed how her mother’s opinion factored into her early
foreclosure of any consideration of study abroad: “That’s a decision | maiolzbpy
before | even came here. And it wasn't really me that made it. It wasanythat
made it.” Sarah’s reference to her mother making the decision about study faioroa
her reflects that while her family had adjusted to the fact that she hadogowikege
they still desired her to conform to certain working class expectations.

The two working class students who decided to study abroad (Lou and
Brooke) are from families whose income is greater than most of the othengorki
class students in the study. In fact, Brooke’s parents make over $100,000 per year.

Moreover, Lou chose an abroad program (Bangkok, Thailand) that Dean Clemente

316



said is among the most affordable because most of the costs associated with the
experience are included with tuition and fees. In addition, Lou’s decision to go
abroad was strongly influenced by the peers he met at work. He recounted how he
got interested in studying in Bangkok because a student he worked with at the Rec.
Center had a tattoo she got while in Thailand. As a child of immigrant parents and a
student of color, Lou seemed more interested in experiencing cultural diversity
through his abroad experience and this proved a compelling factor in his decision to
go.

Only three out of twelve students from middle- and upper-class backgrounds
were not planning to participate in study abroad. While Claire (middle}classled
against study abroad because of affordability and employment, the two uggser-cl
students who decided against going did so for different reasons. Nick missed most of
the informational meetings associated with studying abroad and had dailed t
sequence his courses appropriately in order to study in Italy. Manny, on the other
hand, was a pre-med student who had decided against studying abroad because of the
intensity of his academic load.

The middle- and upper-class students who chose to study abroad often worked
more in order to afford the experience. For example, Karen, an upper-class stude
saved the tips she earned as a waitress in order to go abroad for an entire nggar. Ka
also stated that she was willing to go into debt while abroad because she planned to
“to do everything” and “go everywhere.” She indicated a sense of excitémaént
being abroad for a year would provide her the opportunity to be on her own in a

foreign country. Despite the fact that Karen’s parents were working Icisis
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Catholics, her unbridled enthusiasm for studying abroad indicated that herctassal
did not constrain her consideration as it did for working class students like Alicia and
Sydney.
Social Class and the Choice of Major

Paul is the only working class student in the study who declared business as
his major. This compares to the finding that three students from middle-class
backgrounds and three students from upper-class backgrounds in this research study
majored in business. While this finding could be viewed as coincidental and
anecdotal, the size and popularity of the business school would make a more even
distribution of the selection of the business major more likely. Moreover, Paul
indicated that he is having difficulty completing the experiential componentartha
requirements for business majors. He discussed the fact that studyind)\absoaot
affordable and finding a paid internship was difficult. These comments haise t
question of whether some of the demands of the business school deter working class
students from choosing the major.

Many of the middle- and upper-class students who were majoring in business
demonstrated that they accumulated different fornsooial andcultural capital
than students from working class backgrounds. This was mostly reflected in the
emphasis in the business curriculum on obtaining internships that were exteneal to t
university. For example, Red is a middle-class student who counts his paid internship
with the New York Power Authority as one of his most valuable learning expesience
Middle- and upper-class students’ choice of majoring in business also influenced thei

part-time employment. For example, Anna indicated that she decided to work at a
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tanning salon because none of the on-campus jobs involved sales. As a business
major Anna wanted to pursue a job that related to her major. These data do not
suggest that upper-class students who pursue business majors necessarily @ccumula
more valuable forms of capital than working class students majoring in lévésal

majors. Indeed, many of the working class students seemed to accumuatde gre
capital through close relationships with faculty. However, the data did seem to
indicate that different types of capital may be valued by different groups.

In terms of students’ choice of a major a pattern found in this data was that
working class males frequently chose biology and intended to be pre-med.
Interestingly, Lou, Carlos, and Luis (working class) all were childrdinssf
generation immigrants who entered St. Luke’s intending to be doctors. In addition,
Manny (upper-class) was also a child of a first-generation immigriamtves
majoring in biology and intending to pursue medicine. These data suggest that the
medical profession may hold symbolic status attainment of particular sayma@ to
the working clasdabitus Recall also that Maura’s working class parents were
somewhat disappointed when she decided to become a naturalist and researcher rather
than a veterinarian because she said “they had that whole doctor image for me.”
Despite these aspirations, it was also telling that only two students who hratkethte
to enter the medical profession when they came to college were still pursuing that
goal by the end of their sophomore year.

Working Class Students’ Jobs Serve Different Purposes
The working class students in this study often held different jobs forettfer

purposes. In addition, the data revealed that the working class students in the study
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were very intentional about choosing these jobs. Often, one or more of the jobs they
pursued paid a higher wage and served the utilitarian purpose of helping these
students afford the cost of attending St. Luke’s. However, working class students
often pursued at least one job that provided an academic or co-curricular benefit
through establishing an opportunity for leadership, community service, or academic
and social integration with the campus.

As an example, Lou is a working class student who pursued two jobs
(Resident Assistant and Rec. Center Building Supervisor) because hebtiiese
positions provided him with leadership opportunities. He was encouraged to pursue
both of these roles by his ALANA mentor who Lou says, “Helped me develop myself
on this campus.” Even though Lou had some academic difficulties as biology major,
he never discussed scaling back his employment. While Lou needed both jobs in
order to afford St. Luke’s, these jobs also represented a significant parideritisy
as a leader on St. Luke’s campus.

In addition to being a RA, Alicia chose two campus jobs which allowed her to
utilize skills that complimented her choice of being a communications major and her
career interest in publishing. For example, even though her work with The Provost’s
Office started out as light filing and answering the phones, eventuallyAes
asked to help plan and develop promotional materials for an academic conference.
Similarly, her work with the yearbook was relevant to her interest in wpdsma
publisher.

Luis was also intentional about the work-study job he chose. Despite finding

a job as a desk assistant in his residence hall his freshmen year, he chose do work f
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the biology department when he returned to campus as a sophomore. He said that this
job helped his studies by allowing him to see what went on “behind the scenes” with
labs. Luis also discussed how beneficial it was as a pre-med major for hiselopde
relationships with his faculty. He even recounted playing Frisbee on the ghad wi

the same professors he has in class. When he discussed what this job meant to him
Luis said, “At the bio department it's not so much the money that | care about

because honest to God the faculty are just amazing.” Luis’s campus job with the
department helped him assimilate into an academic culture and to develop important
contacts for graduate school.

Sukeina’s job as a paid Service Coordinator represents another example of
how working class students often selected jobs that served as co-curricular
involvement as well as employment. When Sukiena applied for and received her job
as a Service Coordinator she did not quit her job at Red Robin. Instead, Sukeina’s job
as a Service Coordinator became her primary connection to the campus outside of her
classes. She described this work as “inspiring stuff” and that it was ‘thé&org
that keeps me in the loop in the St. Luke’s community.”

While there are examples of middle- and upper-class students whose jobs
provided leadership and co-curricular involvement, they more readily gavgdhsse
up for competing priorities. Upper-class students like Manny expressed how
becoming a RA was important because it provided an opportunity for him to become
a leader. However, Manny decided not to return to the RA staff his junior year in
order to focus on his studies. In addition, middle- and upper-class students who were

able to focus on just one campus job were more likely to also be involved in co-
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curricular activities outside of work. For example, while Katy (a middiescl

student) indicated that she worked as many as 20-25 hours per week with Campus
Events, she also was still involved in regular community service, Christian

fellowship, and chapel choir. Katy emphasized that while other St. Luke's\gude
guestioned the amount of time she spent on the job, she felt she was able to balance
her work with co-curricular activities. In other words, middle-class and wgass
students were less likely to seek out and maintain employment that served as or
replaced their co-curricular interests.

Off-Campus Jobs Deter Co-curricular Involvement

As | presented in Chapter Three off-campus employment is fairly uncommon
at St. Luke’s. However, the data suggest that by the senior year apebyxi2i&o
of St. Luke’s students are spending more than 10 hours per week working off-
campus. For this reason it is important to note that this research indicatebehat
students work is exclusively off-campus they are less likely to be involved in co-
curricular activities. This is a phenomenon that holds true across differentctassa
groups.

Claire is a middle-class student who chose to work off-campus at a restaurant
beginning her sophomore year. She discussed the fact that she was quite involved in
co-curricular activities in high school and to a certain extent as a frasfin®.

Luke’s. However, once she started working off-campus her involvement on-campus
stopped. During her first year Claire was involved with the freshmentratrdas a
tour guide for admissions. However, beginning with her sophomore year Claire

worked at least three shifts per week at the restaurant for between 21 and 25 hours per
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week. She said that when she was not working she often was tired and rarely wanted
to “do other things.”

Similarly, Anna is an upper-class student who worked as a cashier and in sales
at a tanning salon. Even though Anna discussed that she still kept up her social life
she was not involved in many co-curricular activities. Anna explained that eside
playing intramural basketball on occasion, her job prevented her from being more
involved. Anna mentioned wanting to do more service but said that she had to think
of her job first. She explained that she would like to be more involved in clubs when
she comes back from abroad. However, she admitted that she had not “really looked
into it” thus far.

Karen is also an upper-class student who is very connected socially to St.
Luke’s, despite the fact that she works 21-25 hours per week waiting tables at local
restaurant. In fact Karen indicated that she had arranged to stop working before the
end of her sophomore year in order to attend an off-campus event hosted at a local bar
and also the year-ending festival and outdoor concert at St. Luke’s. She sai@, “Thos
are two days of the year | don’t want to miss.” Despite the fact that ikeada
attending St. Luke’s events such as these a priority, she was not involved in co-
curricular activities like leadership or service. She mentioned that shedwante
become an Orientation Leader but “decided against it” because it wgdifue
consuming.” These examples underscore that students who exclusively work off-
campus are less likely to be involved in on-going co-curricular experisncbsas
clubs, student government, or leadership opportunities. However, perhaps there are

fewer consequences for this “pull” from the campus for middle- and upper-class
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students because they have a sense of belonging because of their soci@meconomi
background.
Searching for Meaning in Their Work

Cheng and Alcantara’s (2007) research utilized a grounded theory
methodology and focus group interviews in order to develop what they call
theoretical propositions about the role of employment in students’ undergraduate
experience. The thrust of these propositions is that students are “constantly
searching for meaningful work and for meaning in their work” (p. 301). Cheng and
Alcantara’s proposition is supported by the data collected for this reseadgh st
Moreover, Cheng and Alcantara’s proposition that students are engaged in the process
of meaning making through their work is supported across the different sosg&l cla
groups and the variety of employment settings represented in the study. nétlale
of the students would articulate that they consciously sought part-time jobs itcorder
add meaning to their lives, they often discussed aspects of these jobs that brought
about self-discovery and helped them realize what kind of work would bring a sense
of purpose and satisfaction.

Cheng and Alcantara (2007) suggest that some students “are lucky enough to
find jobs that match their academic interests or future career plans” arfor tthegtse
students “work becomes a part of their on-the-job learning or preparation for
advanced graduate training” (p. 309). Maura is a working class student feom thi
research study who has had the good fortune of finding employment that has shaped
almost all of her choices as an undergraduate. Indeed, her work with primates at the

zoo has influenced her educational choices since she began volunteer work there as a
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freshman in high school. She has taken on progressive levels of responsibility and
remained devoted to the job despite the inconvenience associated with “commuting”
to the zoo during her first year of residence on St. Luke’s campus.

While Maura’s early career focus is quite unusual, her process of making
meaning out of this experience while in college was still nuanced. She decided to
major in bio-psychology rather than just biology because of her growing interes
the behavioral aspects of caring for primates. Because of her vocatienadtint
Maura drew upon applications from many of the courses that she chooses as part of
her interdisciplinary course of study. For example, she explained that she was
enrolled in a “year long research methods class which is very applicabledoctem
any field.” She also discussed that while she is taking a course in evolutionary
psychology that primarily focuses on human evolution she has found that a lot of the
content “applies back to primates.”

During her first two years at St. Luke’s Maura changed her mind about a
career as a veterinarian. She was inspired by the adults she has come to know at the
zoo and now is planning a career conducting research on primates and working as a
naturalist. Maura explained that at first her working class parents veaqgdinted
in this change because when she “wanted to be a vet they got the whole doctor image
for me.” Nonetheless, it is evident that Maura’s self-confidence has@od/ she
displayed the ability to make independent decisions. Speaking of her parents she
said, “Because | pretty much have my scholarship and pay for most of my

expenses...it was kind of my decision to make...They just wanted more information.”
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Finally, like most of the working class students in the study Maura decided
against studying abroad in the traditional sense. Nonetheless, her acaa@mic
vocational focus, which grew out of her part-time employment, caused her to
investigate taking a course where she would study primates in Costa Rezus8e
the course in Costa Rica is shorter in duration than traditional abroad programs,
Maura was able to continue her work at the zoo with less interruption. Maura’s
process of obtaining a scholarship for this experience suggested a process of
meaningful discernment and integration of her academic and vocational interests.
Referring to the process of obtaining the scholarship Maura said, “I went thibugh a
of that last year and won the scholarship and then within my personal statement
wrote that | wanted to use the money towards this (Costa Rica) program.”

Chris is a middle-class student whose campus jobs as a Resident Assistant and
an Office Assistant with Campus Ministry served as a catalyst for ¢tuegs of
making meaning out of his experience during the two years he is at St. Lukals. W
Chris is less single-minded than Maura, his employment contributed to the aignific
choices he made, including a decision to leave St. Luke’s. Chris explained that as a
freshman he came to St. Luke’s intending to major in psychology and to become a
family counselor. His decision to pursue the RA position at the end of his freshman
year was partially due to his desire to have a job where he could explore the
counseling dimensions associated with assisting his residents.

Chris’s position as an RA, his plan to study psychology, and his desire to be a
family counselor represented an integration of his academic and co-curricula

interests. However, his discernment of the priesthood called all of this intcoguest
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Chris comes from a large Catholic family where the nourishment of faith has
provided a significant part of his development. Even though his part-time job with
Campus Ministry was primarily motivated by financial exigency, thesfwiand

support staff provided useful guidance during the time in which he considered going
to seminary. In fact, Chris specifically mentioned both the RA staff and Campus
Ministry as the most influential parts of a “close knit” community at Skelsithat
supported him through his process of difficult decision-making.

Ultimately Chris decided not to become a priest and in the process determined
that he really wanted to be a middle school history teacher. He mentioned that
through prayer and reflection he came to a decision that this profession is something
that he is truly “passionate about.” Because his role as an RA did not come yaturall
to him, Chris was able to discern that he was better suited to enter a professen wher
he could utilize the interpersonal skills he had developed but that involved less
individual counseling. His decision to become a secondary school teacher ultimately
caused Chris to decide to leave St. Luke’s. Here too his part-time employaseat w
contributing factor. As the last of six children to go to college Chris has worked
some demanding blue collar jobs (e.g., post office and factory work) during the
summer in order to provide his father assistance with tuition. These jobs have
allowed Chris to gain a true appreciation for the high cost of his private education.
As a result Chris determined that he would be better off completing his degree at
lower cost state university in his home state. In this way Chris will algpaprdor

his teaching career in the state where he hopes to receive his teachimmgteerti
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Cheng and Alcantara (2007) state that whether or not students find meaningful
jobs, they often derive purpose from their work because it becomes a means to insert
structure into their daily schedules. Karen is an upper-class student whose job as
waitress demonstrated this point. While Karen’s job as a waitress was peohaps
altruistic as the jobs that Chris and Maura pursued during college, she found meaning
and purpose through her work. Even though she says her parents are wealthy enough
to support the entire cost of her college education, Karen described themdas “har
edge” Irish Catholics who worked their way through college. As a result, Kacen sai
she preferred a job that was “active.” She even discussed the fact she did not
consider some of the campus jobs to be “real work” because they do not teach the
same ethic. She said, “I just can’t see sitting at a desk swiping cardskas w

Beyond instilling a work ethic and providing discipline and structure to her
routine, Karen articulated ways that her job helped her make meaning of hee colleg
experience through exposure to the world beyond the campus and a process of self-
discovery concerning the type of work that would bring her personal satisfaction.

The first way that she said her job has contributed meaning to her experidratatis t
has exposed her to diversity through the close relationships she established with co
workers from different racial and ethnic backgrounds and different political pdints
view. She explained that working alongside “a diverse set of females’tasdl

her to develop a greater appreciation for their perspectives. Her exposuradp grea
diversity in her work environment allowed her to view with critical introgpadter
choice of attending St. Luke’s. She seems to have reached a level of lszdtioea

that her decision to come to St. Luke’s was in part because of the homogeneity of the
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student body. The second way that Karen’s work as a waitress contributed to her
sense of meaning and purpose is that it affirmed her interest in becomilty a fie
journalist. Her job as a waitress has convinced Karen that she is not suiteobfor a |
behind a desk. In addition, she believed that working with customers allowed her to
develop the intuition and interpersonal skills needed to succeed as a journalist.

To summarize, the examples provided by Maura, Chris and Karen suggest that
students’ jobs, whether as working class, middle-class or upper-class students, oft
provided significant opportunities for them to make meaning out of their college
experience. This process of meaning making included observable gains in self
discovery and an increased awareness about the type of work that would bring them
satisfaction and purpose. In some cases, like the example provided by Maura, the
employment opportunity can become a unifying factor that assists the student in
developing a coherent academic and co-curricular plan. For other students, like
Chris, the challenge and support derived from the job assist with significant
vocational and even spiritual questions. Finally, Karen’s experience aeswai
suggested that even jobs that are less academic or career reladsdististudents to
integrate disparate parts of their lives.

Research Question 6—Policies and Practices of the Institution

Research question six asks how the work choices of working class, middle-
class and upper-class students appear to be influenced by the institutional
characteristics, policies and practices of St. Luke’s College. Thepdatented in
Chapter Four suggest that St. Luke’s tuition discount policy, as well as the

institution’s conservative estimate for the total cost of attendance, maywaukseg
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class and some middle-class students to work more hours and to work multiple jobs
during the same academic year. In addition, St. Luke’s policy which considers the
remuneration package for Resident Assistants when calculating finaddesaihe
effect of diminishing the actual value of the compensation for working dladsrds
who are on need based grants. The data also suggest that some academic policies,
such as the requirements in St. Luke’s business school that majors complete two
experiential components, may be more difficult for working class studentditio ful
In addition, the findings indicated that while lower cost study abroad options existed
and many departments held students’ jobs for them while they are abroad, these
policies are not widely known by students. Finally, the data from this résstaty
suggest that the relatively high percentage of upper-class students at St. Luke
creates an expensive social environment. However, many working class students
actively resist this culture and their out-of-class experiencestréfisgesistance.
Nonetheless, the affluence of the student body does seem to influence a few of their
choices, particularly study abroad.
Tuition Policies and Financial Aid

St. Luke’s tuition discount strategy was presented in Chapter Four. The
institution has a high tuition, high aid approach to financial aid policies. The
institution offers both need based grants and merit scholarships. In addition, as a
predominantly white institution, St. Luke’s has attempted to increase diversity on
campus by offering scholarships at a higher level for academicallyigdatidents
of color. As a tuition-dependent institution St. Luke’s has attempted to control its

tuition discount rate by capping need based grants for the students with thstgreate
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need at 65% to 75% of the student’s unmet need. Marvin Livingston, Director of
Financial Aid explained that prior to a recent change in this policy his ofase w
forced to explain to the neediest students that their financial award wasttbédres
the institution could make. He said, “We were kind of trying to discourage them
from coming because when they did come they struggled every year they wecte he
Despite St. Luke’s attempt to discourage students from the neediest
backgrounds from attending, the yield rate for the students with the grestesivas
remarkably high (e.g., greater than 40% compared to an overall yield d3&opf
The data in this study suggest, at least anecdotally, that part of the reasenhigh
yield rate among the students from the lowest income groups may be becdaota the
amount of their award appears large given their parents’ annual income. For
example, Alicia is a working class student who was admitted to the honor’s programs
at two other universities. She said that she chose St. Luke’s because she gt she “
a decent financial aid package.” Alicia’s case also suggests that fomswhRirg
class students St. Luke’s may be the most selective institution to whichphlsy
For this reason, the perceived prestige of the institution may influence their choice.
Evidence from this study also suggests that working class students applyrto fewe
institutions than their middle- and upper-class peers. For example, Luispplibda
to St. Luke’s and as a high achieving student of color he received the highest level
merit scholarship. Still, he said he knew he would have to work a lot and take out
loans when he chose to come to St. Luke’s. He said, “Seeing how tuition is very
close to the annual income in my household, | need to contribute as much as

possible.”
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One consequence of the policy of capping need based grants for students from
working class backgrounds is that many of these students work many hours and
multiple jobs in order to compensate for their unmet need. Table 4.14 (page 106)
demonstrates that working class students spend far more time working when
compared to their middle- and upper-class peers. Marvin Livingston said thabprior
the change in policy in which St. Luke’s began to meet full financial need these
students “probably were going out and getting two or three additional jobs iroadditi
to work-study.”

The working class students were also more sensitive to St. Luke’s
conservative estimates for the total cost of attendance. Because, unlikefrttaay
peers, working class students paid for their own meal plans, housing, and books they
had to make up any difference between the actual costs for these items antl what S
Luke’s provided as an estimate. Marvin Livingston said that “the other thing you
should be aware of...the allowances for the total cost of attendance are very
conservative.” Dean Montgomery took this a step further saying, “I think their
(Financial Aid’s) estimates are way off actually.” For exampéhlé 3.1 (page 73)
illustrates that St. Luke’s only estimates a total of $1,010 for books and supplies for
the year. Many of the working class students in the study discussed the high costs of
books. For example, Luis who is biology major said that buying his books “breaks
my heart at the beginning of every semester.” In addition, many working class
students who held off-campus jobs viewed having a car on-campus as a necessity.
Because these students pay for all of the costs associated with owningrhégas,

maintenance, insurance) the $360 that St. Luke’s allots for transportation seems

332



unrealistic for these students. Finally, many of the working class studergs w
particularly sensitive to the high cost associated with living on-campus. Buith Da
and Alicia discussed considering transferring to other institutions whang twvi-
campus would be less expensive. For both Alicia and David the fact that they were
able to become RAs influenced their decision to stay at St. Luke’s. Othengorki
class students discussed the high cost of paying for meals on-campus. Sarah
mentioned how the institution’s declining balance meal plan just encouraged
wealthier parents to put money on their kid’'s cards. Consequently she said that their
attitude became, “Oh | don’t care...it’s just my dad’s money, swipe.” SiypiRaul
said, “Our dining services...everything is ala carte. And that's detrimestaluse
we spend so much money on things and we begin to think these prices are normal.”
While many working class students are drawn to the RA job because the
position covers the cost of room and board, some of these students discover that the
compensation for the position has less financial benefit than they may have
anticipated. As Paul Plumber described in the previous chapter, this is because St.
Luke’s Office of Financial Aid considers the remuneration for room and board to be
part of the financial aid package. As an example, Table 5.1 demonstrates how the
financial aid package for the same student with high need might be calculated based
on whether or not the student accepts the RA position. Because St. Luke’s considers
the compensation for the RA position to be part of the student’s financial aid package
many working class students see a reduction in their institutional loan andoidse w
study. More significant is the fact that generally they will neeéess institutional

grant support because of the RA compensation. Therefore, while working
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Table 5.1: Example of Financial Aid Calculation for Resident Assistant

Aid Program With RA  Without RA
RA Room $8,120 $0
RA Board $2,000 $0
RA Fees $300 $0
Pell Grant $2,260 $2,260
ACG SMART Grant $1,300 $1,300
Federal SEOG $2,500 $2,500
Stafford Loan $5,500 $5,500
St. Luke's Loan $0 $1,500
Federal Work-study $0 $2,250
St. Luke's Grant $16,780 $23,450
Total $38,760 $38,760

Source: St. Luke’s Office of Financial Aid
class students receive part of the value of the RA compensation through decreasing
their work and loan burden they do not receive the full amount because their need
based grant is reduced by the institution. As was noted by Paul Plumber (Assistant
Director of Residence Life) this policy does not seem equitable in thahtsufdam
wealthier families, whose parents are paying for the entire cost of gpasma
greater financial benefit when they become an RA than do working class students.
This inequity was noted by several of the working class students in the study who
were RAs. For example, Lou said: “Unfortunately what they did was they kind of
lowered my St. Luke’s grant and they implemented the RA funds. So it appears that
they do pay for my housing, but quite honestly | am paying the same amount as | paid
last year.” As was noted previously, this inequity has caused some worlgag cla
students to turn down the RA job.
Availability of Jobs and Residential Life Policies

The data presented in the previous chapter suggest that the availability and

convenience of on-campus jobs encourages on-campus employment. In addition,
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several of the campus administrators mentioned that the lack of serviceyinolost

in the immediate proximity of the campus provided limited opportunity for students

to work off-campus. More than one of the student participants in the study referred to

the St. Luke’s campus as a “bubble” and that the residential nature of the campus

deterred off-campus employment. For example, Karen who found a job waiting

tables at a restaurant/bar located near St. Luke’s campus said, “Hgoestign’t

hear much about students working off-campus.” Despite this, some students are

motivated to work off-campus because these jobs pay a higher wage. Moreover,

some of the working class students expressed that jobs such as waiting tadles wer

based on performance and that many of the campus jobs offered little incentive.
While the data presented in Chapter Four suggest that off-campus

employment is not a common part of the student culture at St. Luke’s, the institution

also deters off-campus employment through some of its policies for residential

students. For example, two of the local, working class students who established

residency at St. Luke’s as freshmen had a difficult time continuing theibptause

of the policy that prevented first-year students from having cars on-campusa Ma

had a hard time keeping her job at the zoo because she could not get an exemption to

the policy and Sukeina delayed getting a job at a restaurant chain until estmei cled

she would be able to circumvent the parking policy. Luis takes public transportation

to his job with the 911 operator and this adds as much as two hours to his shift. These

data suggest that the parking policies are more likely to affect local, walkisg)

students because they often want to continue jobs they had while in high school or

seek off-campus employment because these jobs pay a higher wage. However,
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because the empirical research on student employment suggests thatmfé-ca
employment can have a negative effect on retention and reduces the opportunity
students have to interact with their faculty (Ehrenberg & Sherman, 1997; King, 2002;
Lundberg, 2004; Stern & Nakata, 1991), it is not clear that St. Luke’s should make
exceptions to the parking policies unless the employment is clearly relaked to t
student’s academic or career goals.
Academic Policies

Two of the administrators mentioned that the requirement that business majors
complete two out of three experiential experiences (e.g., study abroad, imternshi
community service) created added pressure for many students to fulfill these
components. Dean Montgomery mentioned that because students’ course work does
not allow them to complete an internship during the academic year, there was some
pressure for working class students to find paid internships during the summer. The
requirement of these experiential components are an example of policigseddsi
enhance the educational experience of all students that have the effect ofimaking
more difficult for students from working class backgrounds to complete the course of
study. As noted earlier in the chapter this may result in fewer workingstiagsnts
pursuing business as a major.

Paul is the only working class student in the study that is majoring in business.
Paul expresses frustration with the requirement that he complete tweeakper
components in order to graduate. He said:

If you can’t find a paid internship, or your GPA isn’t really competitive right

now, you may not have a chance to do a paid internship. So then...you have

to do an internship for free...I think in theory it's a good idea to have these
requirements. But it's not taking into consideration the fact that not
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everyone’s parents...can support them being in another country...The other
alternative is a study tour and that'’s like $4,000 or $5,000. Not everyone’s
parents have that kind of money to send them abroad like that. And they (the
business school) are not used to people asking...Because when you call and
you say ‘I can't really afford that,” it’s kind of like they don’t really know
what to say.
Paul’'s comment that the administration in the business school is not used to students
asking about the consequences of the policy suggests that these requirements were
adopted with little consideration of socioeconomic diversity. Moreover, Dean
Montgomery’s comment in the previous chapter that the College of Arts ant&xie
was likely to follow suit and allow students to pursue paid internships to count for
credit suggest that the institution is putting the onus on students to adapt to the new
requirement without consideration for the differences within the student population
that might make these requirements problematic. The example that Paul provided
illustrates just how invisible the working class student is to some of the dbgulat
St. Luke’s and at times these students feel as if they are without a voice. tWhide
a difficult problem to address because the policy is based on sound pedagogy (i.e.,
joining the curriculum with applied learning), in the next chapter | suggestcy pol
intervention that maintains the requirement but assists working class students to
complete the requirements of the major.
Social Class of the Majority of the Student Body
Stephen Hess'’s (2007) research on working class students at Boston College
found that these students “chose not to conform to the lifestyles and values of their
middle- and upper-middle-class peers, a finding that contradicts currdahgolass

literature” (p. 158). For the most part, this study confirms Hess’s findinggct,

many of the working class participants, some tacitly and others mordyyacaively
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resisted what they perceived to be the dominant culture of affluence and privilege on
St. Luke’s campus. Like Hess, | found that most of these students were conidient a
secure in their working class identities and for the most part they did not try to
assimilate into the mainstream culture that they associated with theraffioent

peers.

Symbolic of the working class students’ resistance of the predominantcultur
were the leadership and involvement roles that many of these students chose. In fact
some of these roles can be viewed to be what Hess (2007) terms a “countef-cultura
response to the aspect of student life at St. Luke’s that revolves around underage
drinking and the “bar scene” that was discussed most prominently by upper-class
students like Karen and Nick. For example, four of the working class studesats we
RAs. Clearly, one of the more challenging aspects of this leadership oppgounit
enforcing St. Luke’s rules regarding underage drinking. While many of thengorki
class students discussed that it was difficult to “write up” their peeeddohol
violations, most understood and accepted their separate roles as employetens. st
For example, David said:

The fact that you may have to get other students in trouble isn’t something |
always enjoy, but it comes with the job. | mean, | signed on for it.

Other working class students viewed the affluent peer culture associtted wi
the “bar scene” with contempt. Both Sarah and Alicia expressed that they
disapproved of this aspect of St. Luke’s culture. Both of these students had family
members whose lives were affected by alcoholism. Sarah mentioned attending an

Adult Child of Alcoholics (ACOA) group on-campus and Alicia said that one of the
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reasons that she chose not to drink was because “I know that | have been affected by
friends and family members of mine who do and it’s just a choice of mine not to.”
While many of the working class students’ co-curricular involvement was
limited because of how much they worked, the organizations they did get involved in
often were symbolic of their opposition to the mainstream culture at St. Luke’s.
Alicia is an officer with the student group Alternatives, which she explained$offe
alternatives to students rather than just the traditional college socialSifmilarly,
Luis is a CADET, which stands for the Choice Alcohol and Drug Education Team.
The Cadets make classroom and residence halls presentations on a variéihestwe
issues related to alcohol and drug use. They also are involved in campus-wide
educational efforts to inform students about the negative effect of the use and abuse
of alcohol.
Another area that revealed working class students’ tendency not to assimilate
into the mainstream student culture was their intimate relationships. Inkdiesdot
the working class students in the study (Sarah, Sukeina, and Maura) discussed
significant relationships with boyfriends who were not St. Luke’s students. Wlhile
of their boyfriends were attending college, the institutions they attendedied a
community college, a state university, and a less selective Catholic utyivéns
addition, Alicia discussed the fact that her boyfriend attended St. Luke’s bbethat
relationship with him began in high school. Because Alicia discussed her boyriend’
appeal of his financial aid award, she made it apparent that he was from agworki

class background as well. Without exception the relationships that the women from
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working class backgrounds discussed were long lasting and serious. They also were
with significant others with whom they shared similarities in terms obolass.

Finally, while the decision of most of the working class students not to study
abroad could be viewed on one level as a purely economic choice, an element of this
decision relates to their resistance of the predominant student cultureiehedéfland
privilege. Indeed, Arnauld Clemente, the Dean of International Prograghthati
his office has to “fight” against the prevalent attitude that studying dibrasito be
very expensive because of the tendency of St. Luke’s students to spend a giat deal
money while they are overseas. He said that he was aware of “exasese where
parents of St. Luke’s students who were studying abroad would “fly over tlesid$ri
to meet with them for their birthday party.” The fact that at times this téve
privilege is associated with study abroad may partially account for avmasy
working class students decided the experience was not for them. For examgsie, Sa
said that part of why she determined that studying abroad wasn'’t feastbbeeause
“most students say they spend between $5,000 and $8,000 just traveling and
everything like that.”

On the other hand, it is important to acknowledge that study abroad was more
socially and culturally accessible to the upper-class students who werestndiie
They were more likely to have traveled to other countries with theitiéamiMany
upper-class students also had experienced going away to camp during the summer.
The upper-class students in the study were more likely to have parents whodassume
this would be part of their college experience. The idea that study abroad would be

culturally enriching and an integral part of their collegiate experiEttapper-class
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students to seize the opportunity. The working class students in the study were much
less likely to have assumed or expected these same experiences woulabe part
college because they were not familiar to their family. Moreover, becauseksts

study abroad Alternatives often overlapped with the summer or break periods,
working class students’ absence at home was harder felt by theiefamilhe

working class students in the study indicated that when they were home for the
summer they helped their families with rent or assisted with youngergshiihile

their parents worked.

To be sure, not all of the working class students resisted all aspects of the St.
Luke’s culture of privilege. Paul, for example, discussed that his job at the Gap
allowed him to buy “name brand clothing” at a discount and that this helped him
“look the part” at St. Luke’s. In addition, despite the fact that Paul struggled
financially once he got his off-campus job his goal was to buy a car. Paul viewed
owning a car as a “necessity” because he had to get back and forth to his job at the
mall. However, he admitted that an added benefit of car ownership was thatdt helpe
him “fit in” at St. Luke’s. Despite adapting in outward ways to the upper-class
student culture at St. Luke’s, Paul still resists other aspects. Likevathidng class
students Paul said:

A lot of people go to bars and | definitely don’t do that because that would be

a big waste of my money. So, | don’'t do the whole bar and cab scene because

| don’t have the money for it.

Hess (2007) distinguishes between adapting and assimilating when he discusses the
experience of working class students at Boston College. For the most pantl |

that while students like Paul might adapt to certain outward characteoistics peer
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culture at St. Luke’s, they may not assimilate to the mainstream cultprevitége
because of their working class roots.
Overarching Research Question: Bourdieu Reconsidered

This section of the chapter returns to the constructs of Bourdieu’s social
reproduction theory (See Figure 2.1, Page 65) in order to examine if theseh@flec
college students from different social class backgrounds make choices aboagworki
while going to college. | begin by discussing some of the noteworthy chéstcse
of the student participants who were from working class backgrounds. These
characteristics, revealed to me through the interview process, often provided a
dramatic contrast between these students and their middle- and upper-class peers
terms of their family background and experiences. | then discuss the halbitfs
in differentiating between the choices of the working class students anchttidie-
and upper-class peers. Next | discuss differences between working classided m
and upper-class students in terms of their accumulatienasfomi¢socialand
cultural capital Finally, | discuss some of characteristics offtakl and how these
influence students’ choices about work and school.
Noteworthy Characteristics of Working Class Students

For Bourdieu the construct b&bitusrepresents the unspoken and perhaps
even unconscious constraints associated with an individual’s social class strata
Bourdieu asserts that the primary unit that determines babitusis the family. For
this reason, before | turn to a discussion of the evidencalofusat work in the

choices that the student participants in the study make while in college, | bffef a
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analysis of the differences in the background and experiences of the workig cla
student participants when compared to their middle- and upper-class peers.

The working class student participants in the study were more likely than the
middle- and upper-class peers to come from families with divorced parents and to
come from households with absent fathers. Five of the twelve working class
students’ parents were divorced. In Sarah’s case, her mother had remmatrined a
stepfather was present in her life. Alicia’s parents’ divorce was amiaatlshe
discussed the fact that they attended college events together with her yaorotiger.
However, Sarah, Sukeina, Taylor and Paul all had fathers who were either ebmplet
absent or only on the margins of their experience. The characteristic of divorce
parents was a salient factor in the experience of the working class stixgEmnts
because this often exacerbated the tension associated with financing college.

In contrast, only two students in the study from middle-class backgrounds
(Red and Claire) had parents who were divorced and none of the upper-class students
had divorced parents. While it is hard to know if the fact that all of the upper-class
students came from intact families is representative of the population, Marvin
Livingston, St. Luke’s Director of Financial Aid suggested that the highofos
attendance made it more likely to be the case:

My suspicion is...our costs promote a lot of self-selection out even

before a kid from a divorced family even considers a private college or

university...I'm probably making a gross generalization but because of

the cost...families are just saying even if | get financial aid I'm not
going to be able to do it without two parents supporting that effort.
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While there is no denying that Livingston’s comment is based on anecdotal evidence,
the data collected for this study do indicate that the experience of divorceeis mor
likely to be a part of the working class studeh@bitusthan their upper-class peers.

The working class students in the study were more likely than their middle-
and upper-class peers to discuss living with, or receiving financial support from,
extended family, most often grandparents. Paul, Taylor, and Carlos all mentioned the
fact that they lived with extended family when they were not at school. In addition,
Sukeina and Alicia mentioned receiving financial support for college from their
grandparents. Indeed, Sukeina’s fraternal grandparents’ financial suppa@ritigcas
given her parents’ struggle with addiction. Many of the working class students’
extended family members played an active role in their college choice #émthevi
decisions that they made while in school. For example, Paul discussed the fact that
while his “Nana” did not attend college, she learned about the financial aid process
through her state job. Paul specifically mentioned that she assisted him with
completing the FASFA application. Similarly, it appeared that the onlg\stea
financial support that Taylor receives for college comes from his graartparin
addition, Taylor mentioned that his uncle is his only family member to have attended
college and that he served as a source of inspiration for him. Finally, Carlos efiscuss
the fact that once his parents established citizenship in the United State®tbey
able to bring his grandmother from Latin America. Carlos emphasized thkdact t
his grandmother also has a job and that his family depended on her assistance. The

presence of influential extended family was a significant factor in tthegeol
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trajectory of the working class participants in the study, especiatlg snany of their
nuclear families were fractured due to divorce.

While it is difficult to know the level of financial support for college that
extended family provided the middle- and upper-class students in the study, none of
these students mentioned living with grandparents or their involvement in their
college choice. In fact, the middle- and upper-class students in the study rarely
mentioned anyone outside of their parents as being involved in their college choice or
decisions around financing their education. As an example, Anna (upper-class)
mentioned her father helped her decide to choose St. Luke’s over a more selective
institution because she received a merit scholarship. Similarly, Rebppes-@Qlass)
mentioned that her parents helped her decide to go to St. Luke’s over another school
where she was offered a scholarship to play lacrosse. In fact, the only ggser-cl
student to mention any other adult as being involved in their college choice was
Karen. Karen discussed that the manager of the restaurant where sbe ofteked
her college advice because his daughters went to her same private high $tieool
involvement of grandparents or other extended family in the college process simply
was not a part of the discussion with middle- and upper-class students.

In terms of racial differences, five of the six students of color in the study
were from working class backgrounds. Sydney, Luis, Carlos, Lou and Paul are all
working class students from ALANA backgrounds. Sydney was born in Asia and
was adopted by working class parents in a rural farming community. Luis dod Car
are Latino students whose parents immigrated from Latin America. laou is

Caribbean-American and Paul is African American. These data suggestdtiegra
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important characteristic in what constitutesbitus particularly for working class
students, may relate to their family’s immigration process.

Manny was the only upper-class student of color in this research study. His
father emigrated from Southeast Asia after completing medical school mtorde
pursue a fellowship in psychiatry. Manny discussed the fact that because his fathe
“did come from a third world country” he truly appreciated the advantages thathe
his sister were given. However, Manny appears to have never waveredsrgoahi
of becoming a doctor and attributed this to his father’s influence. This provided a
stark contrast to the experience of the working class students who werencbildre
first-generation immigrants. Indeed, Lou, Carlos and Luis all were gtéerén
pursuing medicine and only Luis was still on that track by the end of his second year

In terms of personal characteristics, the working class students in tkie stud
often displayed a high level of financial independence and self-reliance elein if t
parents claimed them as dependents. Most of these students began working at a very
early age and were accustomed to the demands of balancing work and school. In
addition, many of the working class students discussed completing college
applications and financial aid forms on their own. In fact, students like Ahda a
Maura professed having enough expertise to assist other students with thalfinanc
aid process. Alicia even discussed the fact that she prepared her pareetsirtex
each year. Other working class students in the study managed to apply and be
accepted to St. Luke’s, but missed important financial aid deadlines. Fgplexam
Sydney and Sarah went their entire first-year without financial aid despitg be

among St. Luke’s neediest students. Indeed, Marvin Livingston, St. Luke’s Director
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of Financial Aid acknowledged the tendency for some of the neediest students to fail
to apply for financial aid:

It doesn’t surprise me but it puzzles me. | mean we are very flexible with

financial aid application deadlines, but we do find that the highest need

students are perennially late in filing. In some cases it does penalize them
because for state purposes you know you either meet the deadline or
not...They can’t be as flexible as we are. And so they will lose out on a state
grant that would have automatically been renewed had they just filed on time.
As is evident by Livingston’s comment the level of financial independencesfnd s
reliance characteristic of working class students is a double edge swhile. thgse
students develop an enviable level of ownership and responsibility for their education,
they sometimes are penalized simply because they lack the same kvielapice
and support as their middle- and upper-class peers.

In contrast to the working class students in the study, for many middle- and
upper-class students their college job was their first step toward financial
independence. Most of these students either did not work in high school or worked
only sporadically. In addition, none of them said they completed financial aid
applications (if they filed) on their own. As an example, Alex was a middés-cla
student in the study who was in the honors program and had a merit scholarship. His
job with Campus Events allowed him to feel less dependent on his parents for
spending money and provided him with the opportunity to live on-campus over the
summer. Even though Alex was a local student he was able to rationalize staying
campus to his parents because he had a job. This level of independence was

important to Alex not because of financial necessity but because he had some

differences with his parents’ religion.
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Habitus

In Distinction: A Social Critique of the Judgment of Tg41@84) Bourdieu
differentiates between the working clésitus which he says is associated with the
taste of necessity and the upper-claaisitus which he says is associated with a taste
of freedom. To reiterate, Bourdieu’s construchabitusrepresents one’s
internalized sense of the proper social order. Bourdieu’s (1984) depiction that the
working classhabitusis derived from the “choice of the necessary” (p. 379) is a
particularly useful construct when examining the employment-relatedeshoi¢he
working class students in the study.

Despite the fact that a few of the working class students delayed the start of
their employment after coming to St. Luke’s, the numerous jobs and the extensive
hours that these students work indicated that employment was the way that they
perceived they should pay the high costs associated with a private educationf. Even
these students could borrow more money rather than work so many hours, they
probably would choose not to because of the constraints ohtil@tus The fact
that the working class students in the study often expressed that they haluentk
experience itself and gained a sense of self-efficacy through their engioglso is
consistent with Bourdieu’s notion of the taste of necessity. Recall for exavhpl
Alicia said she worked so much:

| think the way | was raised everyone in my family always worked. My mom

and dad always worked 7 days a week. | always learned that you work and
you succeed and you always push yourself.
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Alicia’s reference to having a job because this was how she “was raisaddence
of ahabitusbound by the taste of necessity. She chooses to work a lot not only
because she needs to work but because her family’s values suggest this erpectati

One surprising finding of the study was that nearly half of the work-study jobs
offered to students each academic year at St. Luke go unfilled. Theevaral
possible factors that could contribute to this phenomenon. The first explanation is
that first-year students do not accept work-study out of a concern for thderaic
work load. Indeed, this is the explanation offered by Marvin Livingston, St. Luke’s
Director of Financial Aid. However, equally probable is that working cladsame
middle-class students need to make as much money as possible from their
employment, and they view the relatively low wage associated with stody as
simply unacceptable. Indeed, this is the reason that Claire gave fogtdawm her
work-study job—a job that she suggested “was not real work.” The fact that Claire
did not consider the work-study jobs on-campus to be “real work” reflects her
perception about what constitutes work, most likely derived from her workirg clas
father.

Bourdieu’s distinction between the taste of necessity and the taste ohfreedo
is also reflected in the motivations that students from different social btuaé for
seeking employment during college. Bourdieu (1984) explains that the working class
habitusof necessity is marked by “an inescapable deprivation of necessary goods.”
While many of the working class students in the study indicated that their &hanci
aid packages were adequate to cover their cost of tuition, they still strugglegbto ke

up with the costs associated with attending a high cost, residential institntieed,
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the working class students in the study discussed needing jobs in order to afford
housing, meals, books, and transportation. The case summaries presented in Chapter
Four revealed that working class students paid for most of these expenses themselves
In fact, one of the surprises was how many of the working class students viewe
owning a car as a “necessity.” Eight out of twelve working class stueiinés
owned cars or had cars purchased for them by their families. This compares to si
out of twelve middle- and upper-class students who had cars on-campus. However,
unlike their upper-class peers the working class students discussed making ca
payments, paying for insurance, and struggling to keep up with the costs adsociate
with automobile maintenance. Moreover, for many of the working class students ca
ownership took on a symbolic significance associated with their habitus. A number
of the working class students like David discussed the fact that their plaegrds
them buy cars when they turned 16 (e.g., David was encouraged to cash in savings
bonds from grandparents). Despite the burdens associated with paying for and
maintaining an automobile for the working class students these vehicles mégalese
the security of knowing they could return home if needed. The few working class
students in the study who did not own their own cars often were from major
metropolitan areas where the cultural aspects of their upbringing were Iiiclato
reinforce the importance of owning a car.

A great deal of the motivation for working displayed by upper-class students
can be seen as a “taste for freedom.” Upper-class students like Anna, &ade
Nick emphasized that they worked in order to afford the high cost associated with

maintaining a social life at St. Luke’s. These students highlighted tre cost
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associated with going out to the bars with friends or taking trips to amusemet par
Moreover, two of these students (Karen and Nick) discussed altering their work
schedule or even quitting their jobs when employment conflicted with their social
lives. The “freedom” to quit one’s job or opt out of a regular shift represents a stark
contrast to the working class students’ experience.

Bourdieu’s (1984) constructs of the taste of necessity versus taste ohireedo
provides a useful lens through which to view how students’ study abroad choice
reflects their social strata. DistinctionBourdieu (1984) explains that “although
working-class practices may seem to be deduced directly from toeiomac
conditions” they also are derived from an internalized sense that a &festyl
experience is “not for us” (p. 378-379). Clearly, the findings that so few working
class students choose to study abroad can be viewed as a result of their concern for
affordability and the possible interruption of their employment. However, the
perception that abroad experience must entail extensive travel and lavismgpendi
also seems to create an expectation where working class students viemagstudy
abroad as a luxury rather than a necessity. On some level it seems likely tha
Bourdieu’s (1984) “principle of conformity” is functioning in working class students
dismissal of the abroad experience as not for them. Bourdieu explains that the
“principle of conformity” operates to ensure social class solidarity thramgmplicit
“warning against the ambition to distinguish oneself by identifying with other
groups” (p. 381). While some of the working class students in the study had given

careful consideration to the feasibility of studying abroad, it was ecapisrent that
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others had simply ruled it out because on some level this might have signaled to their
families that they were stepping beyond their working class roots.
Capital

As | discussed in Chapter Two Bourdieu’s conceptual framework, which
accounts for the “practices” of individuals from distinct social strata,aeletiges
their differentiated accumulation of three distinct forms of capital. Tinetede
economigcultural andsocialforms. The findings from the study are fairly clear that
theeconomiccapital that students either bring to the college experience in the form of
financial support from their parents, or acquire as a result of receivinganaged
based support, affect their work choices. However, the findings from the study are
less clear that the differences in students’ work choices based on sssahdurn
affect their further accumulation sbcialandcultural capitalwhile they are in
college.

In terms ofeconomic capitathe students from working class backgrounds
who participated in this research study, many of whom may have unmet need, work
more hours than their middle- and upper-class peers. Recall that approximately 40%
of St. Luke’s students do not work at all during the academic year. The informed
experts interviewed for this study pointed out that even before the institution began to
meet full demonstrated need for the neediest students, the amount of unmet need was
not great. However, these appear to be the students that are the most sensitive to St.
Luke’s high cost of attendance.

One difference in terms of the accumulatiorcdnomic capitathat affected

St. Luke’s students’ employment was the type of St. Luke’s grant theyedcei
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Those students who received merit awards, as opposed to need based grants, had
greater predictability in terms of their employment. This was becausgeha the
students family situation (e.g., fewer or more siblings in college, parents’
employment status) affects students need based grants while the mdaitsbgho
remained the same regardless of fluctuations in the family’s finances. Student
employers interviewed for the study noted that when these changessddcrea
students’ need based grants they often would attempt to compensate by working
more. Changes in need based grants from year to year obviously were motte likely
have an impact on the working class students in the study.

While differences in the accumulationexfonomic capitabased on social
class strata had an effect on employment, the evidence was less cléa #mbunt
of time working class students spent on the job significantly deterred their
accumulation osocialor cultural capital In fact, it was often through their on-
campus employment that working class students developed significant andcamhport
relationships with faculty, student affairs staff, and other students who served a
mentors. Luis, for example, developed relationships with faculty in his major throug
his work-study job. Other working class students like David mentioned important
relationships with residence life staff that developed out of becoming a RA. Even
students like Sarah and Sukiena, who worked a significant number of hours off-
campus, developed important relationships with personnel in the Career Center and
the Community Service Center through their on-campus job. Indeed, Paul Plumber,
Assistant Director of Residence Life observed that often it seemeddHhahg class

students were more likely to accumulateial capitalthrough the development of
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meaningful relationships with college personnel. He said that for the upper-class
students at St. Luke’s:
There was kind of a sense that | don’'t need to deal with administrators to get
through my experience...whereas...first-generation students value that
interaction because the administrators in student affairs are going to help
[them] make meaning out of this mess that is college.
The data from the study are also less conclusive that students from different
social class backgrounds accumulate different amoumigitofral capitalbecause of
their employment. Evidence that supports of the fact that upper-class studesds acce
different types otultural capitd can be seen in differences in the study abroad
decision. In as much as their employment status is a contributor to the working class
students’ decision not to pursue an abroad experience the study suggests that the
necessity of working does influence the accumulaticzutitiral capitalthat is
associated with this important educational activity. Evidence that workisg ¢
students acquire lessiltural capitalthan their middle- and upper-class peers because
of their employment is less clear. In fact, because of their campus jolbsbamof
working class students accumulatdtural capitalthrough their role as employees.
For example, Luis learned more about science labs and Alicia gained exfman
academic conference through their work-study jobs. Sydney attendeddecture
conferences, and sporting events due to her job with Campus Events.
Finally, it was difficult to ascertain the relative value of sbeialandcultural
capital students gained from off-campus employment. The benefits students received
from these jobs tended to fall into two categories. The first category evasdial

capital that students gained from interacting with peers in their off-campus workplace

who were “more like them” than the majority of St. Luke’s students. For example
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both Sukeina and Claire mentioned this as an important aspect of their jobs as
waitresses. In the next chapter | discuss the potential negative “pull” eanttud
associated with the off-campus job (Bean, 1991, Tinto, 1993). However, it is hard to
measure the relative value that some of the working class students nigioga
working side by side with students who are from a similar social class baokir
Indeed, in the case of Sukeina and Claire these work settings led to intimate
relationships with individuals who seemed to provide personal stability and
companionship. This stability in their lives may well have allowed them to patsist
St. Luke’s.

The second way students gairsedialandcultural capital through off-
campus employment was through the relationships they developed with adult mentors
and the access that these mentors provided them to developmentally unique
experiences. These adult mentors tended to provide students with academic, career,
and personal advice. For example, Luis benefited from a close relationdhipavit
supervisor at the 911 Operator. He also gacmdtiral capitalthrough exposure to
the operations of the county court system. Similarly, Maura gaioaédl capital
through her mentors at the zoo. Maura utilized this to gdinral capitalwhen she
found out about a course in Costa Rica from her work supervisor and received a
scholarship to participate.
Field

The data presented in Chapter Four indicate that the unique institutional
characteristics of St. Luke’s College do influence students’ work choicesnd\the

characteristics of what Bourdieu describes adi¢h& perhaps the most influential is
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the institution’s conservative discount policy and tuition policies. For example, the
policy discussed in this chapter where the remuneration for the Resident#ssista
position tends to reduce the working class students need based grant is an example of
a policy which tends to “reward” middle- and upper-class students more for the sam
work. This is an important finding because evidence suggests that working class
students often derive important non-monetary benefits from pursuing the RA
position. The availability of jobs also is a characteristic of the field wdeelms to
influence student employment. The residential nature of the campus and the adequate
number of work-study and direct hire jobs causes students to favor on-campus
employment. Nonetheless, the relatively low wage for these positions may be one
reason more working class students to seek off-campus employment in addition to
their campus jobs. In addition, the academic policies of the institution oftea fail t
take into account that students may need to work and therefore may have difficulty
completing the requirements in certain majors. The requirement of business majors
to complete two experiential components is one example of a policy that may deter
working class students from pursuing the major. Finally, at first gldwec€atholic
mission of the institution appears to have little influence on students’ worleratad
and co-curricular choices. However, upon closer examination some subtle
differences in the elementary and secondary schooling of the workiisgstlaents

may indicate that the stratification of educational experiences of stud&its a

Luke’s begins before they ever arrive on campus. The working class patscipa

were more likely to be in-state students (e.g., 5 out 12) and to have attended either

public schools or lower cost archdiocese schools. Most of the upper-class students
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were likely to have attended higher cost Catholic schools that were notlaakyic
diverse socioeconomically. These differences in the pattern of schooling wedle not
by some of the working class and middle class students (e.g., Alicia ane) Gkair
contributing to the difficulty that they felt in adjusting to a campus.

Summary

In this chapter | conducted a cross-case analysis of the 24 undergraduate
participants in the research study. As such the purpose of the chapter wagz® anal
the research questions for the study. Following the groupings of the research
guestions, | first examined the differences in students’ choices about workireg whil
going to college based on social class differences. | then examinedtdideats’
employment in turn affected their academic and co-curricular choicese thitt
section of the chapter | analyzed the policies and practices of thetiostib see if
these affect students’ employment choices. Finally, | explored if Batsdie
constructs for social reproduction theory provide a useful framework for
understanding the differences in students’ employment, academic and calaurric
choices.

The analysis of the first three research questions for the study concluded tha
the working class students in the study are more likely to work more hours and to
hold multiple jobs during the academic year than their middle- and upper-class peers
By comparison middle- and upper-class students were less likely to juggle poscam
jobs with off-campus jobs. However, working class students do gain a sense of
belonging from many of these jobs that is otherwise lacking in their experéice

campus. Moreover, the self-efficacy that these students derived from wofitdbene
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them in tangible ways. | also concluded that St. Luke’s students, regardless of
differences in social class, tend to delay starting employment durimdjitsteyear of
college.

The analysis of research questions four and five concluded that the working
class students are far less likely than their middle- and upper-classqparscipate
in study abroad. A central reason that working class students forgo the abroad
experience is out of a concern for affordability and the need to continue to work.
Nonetheless, | also concluded that certain cultural experiences of middlepper-
class students’ upbringing may prepare them to embrace the abroad expérience.
also concluded that while the working class students often hold multiple jobs, ¢hey ar
quite intentional about the jobs they choose. Often these jobs provided working class
students with important opportunities to develop leadership capabilities oatacilit
academic and social integration. On the other hand, middle- and upper-class students
who do not work as many jobs or hours are more likely to pursue co-curricular
activities in addition to work. The analysis also suggested students, regafdles
social class differences, often derived a sense of meaning from tr&ithat
assisted with their academic and personal development. Finally, | conclutled tha
students who work exclusively off-campus, regardless of their social class
background, are far less likely to be involved in meaningful co-curricular
experiences.

The analysis of research question six suggested that the availatility a
convenience of on-campus jobs, as well as policies that prevented first-yearsstudent

from keeping cars on-campus encouraged on-campus employment. Despite this,
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some students pursued off-campus jobs because these jobs pay a higher wage.
Academic policies, such as the requirements in the business school for exalerienti
learning, also have unintended consequences for students who must work. | also
concluded that St. Luke’s conservative approach to tuition discounting and tuition
policies influenced students’ work choices. Finally, | found that the social clas
composition of the campus created an expensive social environment. Despite this, |
found that often working class students actively resisted some aspects oftthes c
and that their work and areas of co-curricular involvement reflected tistarese.
Finally, the overarching research question for the study asked if the
employment choices of students at St. Luke’s reflect Bourdieu’s theoogiaf s
reproduction. | concluded that Bourdieu’s notion that the working bisisusis
shaped by tastes of necessity whereas the upperdbigsis shaped by tastes of
freedom is particularly useful in considering the work and co-curriculaceboif
undergraduates at St. Luke’s. In addition, while the findings from the studytadlica
that both working class and upper-class students gain a sense of structure and
responsibility from work, working class students may gain moogalandcultural
capital through the relationships they developed with faculty and administration
while on the job. Upper-class students on the other hand were less likely to develop
these forms o€apital through employment and more likely to develop them through
their co-curricular involvement. The upper-class students were alsdkkdggdi
seeksocial capitalin the form of these relationships because they had intact social

networks through their families that satisfied these needs. Finallyetinemrs that |
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have articulated as the policies and practices of the institutiorfigld) ,do seem to
shape students’ employment choices.

| further discuss these findings in the next chapter. In addition, | digwiss t
implications for theory and specifically address if the differences instside
employment and co-curricular choices at St. Luke’s College can vienwedag that
social class differences are reproduced. Further, | discuss the pgigatons of

these findings for St. Luke’s College.
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CHAPTER SIX

DISCUSSION, IMPLICATIONS AND CONCLUSION

Introduction

The purpose of this research was to explore if social class differencaedffec
students’ work choices. The study also examined if the unique collegiate cadture
manifest through the policies and practices of one institution, influenced students
choices about work, academic, and co-curricular experiences. The findings support
that there are differences between the work choices of undergraduates fiongwor
class backgrounds when compared to their middle- and upper-class peers. The study
also suggests that these choices affect some of the students’ acadetoic and
curricular experiences. Finally, the results indicate that institutionehctesistics,
policies and practices of St. Luke’s College assume a predominantly upper-middle
class student population and in effect reinforce social class differences.

Despite the fact that differences in students’ social class background may
affect some of their work, academic and co-curricular choices, this daaly a
indicates that most students benefit from working while in college in some t@ncre
ways. Cheng and Alcantara (2007) state that:

Students are motivated to work for a number of reasons. Most

students felt that working was necessary to meet their daily financial

obligations. However, once they started working, students began to

see other benefits of work. Employment provided them with greater

access to the world beyond the campus gate, on-the-job learning, and

'Ege ?(’)é)é))ortunities to interact and network with people in the workplace.

The results of this study suggest that faculty and student affairs proféssiooald

consider “employment as an educationally purposeful activity outside the
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classroom... [and] create meaningful job opportunities that are experientially and
financially beneficial to students” (Cheng & Alcantara, 2007, p. 309). Indeed, many
colleges and universities, including St. Luke’s College, have developed important
learning partnerships through well designed community service, internship, anpd stud
abroad experiences. (Baxter Magolda, 2004). The results of this research thajgest
part-time employment holds the possibility for the same transformative f@lu
students.
Overview of the Chapter

| begin this chapter with further discussion of the main findings from the
study. | then turn to the implications of the study for institutional leaders at St.
Luke’s College, as well as broader implications for practitioners in studansaind
financial aid who administer student employment programs and supervise student
employees. Because the study’s conceptual framework explored the useftiiness
Bourdieu’s constructs (1977; 1984) as a way to understand students’ choices about
work and school, | discuss the implications of this approach for theory. | also include
sections about the strengths and limitations of the study, and suggest afetasdor
research.

Discussion of Findings

In this section | discuss the primary findings of the research in threersecti
The first section focuses on how students’ work choices varied based on sosial clas
This section examines some of the differences in employment choices bdtaeen t
working class students in the study and their middle- and upper-class peers. The

second section discusses how students’ work choices affect their academie and co
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curricular choices and how these varied based on social class. | then discuss some of
the discernable ways that the institutional context at St. Luke’s Collegencid

students’ work choices. In the final section | discuss what the findings frostuithe
suggest about the role of work in the experience of undergraduate students.
Students’ Work Choices and Social Class

The finding that working class students work more hours and hold multiple
jobs (See Table 4.14, Page 112) is important in order to understand how their
experience differs from their middle- and upper-class peers at St. Lukéege€ol
The fact that five of the twelve working class students in the study hold both on-
campus and off-campus jobs is important as well. In this study some working class
students worked more because they had more unmet need. In addition, the study also
indicated that employment was often an essential expectation of the wodssg cl
student’shabitus That is to say, a fundamental part of how working class students
expect to pay for college is by working as much as possible during the acgeamic
and break periods.

In general, the research on student employment reviewed in Chapter Three
concludes that employment that is on-campus and less than 15 hours per week can
have a positive impact on students’ GPA and promote persistence. However, work
that exceeds the “ideal” of 15 hours per week and is off-campus can have a negative
effect on persistence (Ehrenberg & Sherman; Gleason, 1993; King, 2002, Stern and
Nakata, 1991). Therefore, based on the literature on student employment we might

expect the students who indicated that they worked more than 20 hours per week and
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held off-campus jobs (a greater portion of who were working class) to be argreat
risk for departure.

While none of the working class students in this study had decided to drop
out, some did indicate that they considered leaving St. Luke’s. For example, both
Alicia and David discussed feeling extremely isolated and alone during their
freshmen year and were considering transferring. For David this waly besause
he commuted from home. The fact that he completed the entire RA application
process without discussing it with his parents indicated how difficult it wasrfotdi
transition from one social world to another. Alicia expressed that she felp&ae¢t a
because of her socioeconomic background and had a hard time making friends. The
fact that Alicia and David received Resident Assistant positions playegeartde in
their deciding to stay at St. Luke’s. For these two students, on-campus eraptoy
in a leadership capacity had a positive effect on persistence. Securing the R
position “pulled” them into the life of the campus, both literally and figuratively.

While upper-class students such as Manny and Rebecca emphasized that the RA
position allowed them to develop as leaders, the position was not fundamental to their
retention decision. These upper-class students never questioned whether St. Luke’s
was the right fit for them and in fact both opted to leave the RA staff during their
junior year. Rebecca does so in order to study abroad and Manny decided he must
focus on his studies because of the demands of his upper-division course work as a
pre-med student.

Other working class students like Sukiena, Paul and Claire spent a significant

amount of time working at off-campus jobs. These jobs appeared to distance them
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from life on the campus. Sukiena said she found more students like her at her off-
campus job and specifically mentioned that “if | had to do it all over again | would go
to a state school.” Paul’s job at the mall allows him to buy a car and he decided to
“‘commute” from his home in a nearby state in order to save money. Claire’s
socialization at work and increased tensions with her roommates caused her to move
off-campus. While none of these students indicated that they would transfer, their
work choices represent what retention theorists call an environmental “pull” awa
from the institution (Bean, 1990; Tinto, 1993). Recall that King’s (2002) research
suggested that students who were least likely to drop out worked less than 15 hours
per week, borrowed money to finance their educadimhlived on-campus
Therefore, when employment “pulls” students from the campus to the exterehat t
“choose” to live off-campus this may put them at risk for departure—partigaitarl
an institution like St. Luke’s which is so strongly residential in character

Two of the upper-class students in the study, Karen and Anna, work
exclusively off-campus. However, their jobs at a local restaurant and taafong s
do not seem to produce the same level of “pull” from the campus. While both Karen
and Anna are not involved in co-curricular activities at St. Luke’s, they maimtain a
active social life attending parties and social gatherings. Neither purfueampus
jobs out of a sense that they did not fit in socially at St. Luke’s. In addition, both
planned on studying abroad. In Karen’'s case she saved money from her off-campus
job in order to afford going abroad for an entire year. While these upper-class
students’ jobs might distance them from life on the campus,hhbitusallowed

them to still experience a sense of fit with the institution.
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Interestingly, the one student in the study who decided to leave St. Luke’s is
Chris. Chris is from a middle-class family and he and his twin sister (wdmodata
high cost, private institution) are the last in a family of six to attend &l@gce
Chris decided he would not enter the priesthood, he elected to transfer to a state
university in order to pursue a secondary education teaching credential in his home
state. His decision to leave seemed deeply personal and well thought out. Chris
decided to transfer primarily because of his interest in becoming a teaghleis
choice also involved financial concerns as well. Chris comes from a large, imiddle
class family and his father’s salary has been the primary support fongeichis
siblings to college. Chris has worked in demanding blue-collar jobs each summer to
help his father with his tuition. Therefore, his decision to leave St. Luke’s is not only
about the utility of his degree but also about the burden of financing a high cost
education.

Paulsen and St. John (2002) suggest that undergraduates make a series of
complex and interrelated choices that include whether to go to college, hoartodi
their education, whether or not to live on-campus, and whether and how much to
work. Further, they suggest that these factors form a “financial nexus” thattstude
use when deciding where to go to college and whether or not to stay in school. The
example that Chris provides is illustrative of Paulson and St. John’s “nexus”
framework and suggests that student’s appreciation for the real cost ofithetien
contributes to their retention decision.

Despite the finding that working class students work more hours and hold

more jobs during the school year, their employment benefits them in some tangible
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ways. In particular, working class students’ on-campus employment provides what
Stephen Hess (2007) calls an “ecological niche.” Hess adopted the term from
Bronfrenbrenner’s (1993) work on peer culture in order to describe the employment
experiences of working class students at Boston College. Hess found thaebecaus
working class students often had a significant employment history prior tgeolle

and possessed values congruent with on-the-job success they derived bothisatisfa
and self-efficacy from their employment. Moreover, Hess suggests thatjtes
represent “part of the environment...where students find a sense of comfortableness
or fit” that is otherwise lacking in their experience of the predominantly upple

class campus (p. 147).

This study supports Hess’s (2007) findings. Students like Sara and Sukeina
gained self-confidence in their work at the Career Center and CommunitgeSe
Center. Because they excel at their jobs, full-time personnel praised thenfiexhd re
on them to supervise other student workers. Luis’s on-campus job represented an
important “niche” for him in that he got to know the faculty in the Biology
department better and they represented key mentors for him as a pre-med major.
Carlos’ job as the manager for the baseball team allowed him to maintaint eattiac
this social group when he suffers an athletic injury. Another dimension to the idea
that work can provide students with an “ecological niche” on St. Luke’s campus is the
fact that working class and middle-class students were attracted thgoldfer full-
time employment during the summer and access to free summer housing. Students
like Lou and Alex pursued jobs with the Rec. Center and Campus Events so that they

can afford to stay on-campus year round.
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Finally, the findings from this study suggest that working class students
generally less involved than their middle- and upper-class peers in traddigos|
and activities. However, often their work itself represented a signtfao-curricular
experience or is an extension of those activities which interest them. While
Walpole’s (2003) multi-institutional assessment of NSSE data indicatesttlolants
from lower socioeconomic backgrounds work more and are involved in fewer clubs
and activities does seem accurate, she does not acknowledge that for working class
students their jobs may represent significant leadership or co-currigpkniences.
For example, Sukiena’s paid position as a service coordinator built upon her
significant commitment to these programs. Similarly, Paul’'s wareysjob with
Admissions was an extension of his interest in diversity issues on St. Luke’s campus
This study suggests that for working class students paid positions such as Resident
Assistant or Building Supervisor may replace or reduce the time spent on co-
curricular experiences such as clubs and activities. However, this does not
necessarily mean they are involved less in the life of the campus.
Students’ Academic Choices

Beyond differences in how much students work and how many jobs they hold,
this study revealed some differences in the role that work played in students’
academic choices. For example, the concern working class students had for the
continuity of their employment deterred participation in study abroad. The Dean of
International Programs emphasized that he understood, and identified with, the fact
that working class families might view study abroad as a luxury. He emptdhat

as a co-curricular experience study abroad was not a requirement. However, S
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Luke’s places an institutional emphasis on the abroad experience as an opportunity
for students to develop intercultural competence and stressed the importance of
developing this core value in an increasingly global world. For this reason, the
finding that access to these programs is stratified by social slagsarticularly

revealing one and indicates that the institution, however unintentionally, tends to
perpetuate social class differences. More than one administrator iwtshiier the

study expressed concern about the finding that so few working class studen&dpur
study abroad. Paul Plumber, Assistant Director for Residence Lifekednidnat for

the working class students, “studying abroad might be the only time they @ould g
abroad.” Dean Montgomery said that it was “too bad because these are kids who you
know would just benefit so much from the experience.” The administrators and
student employers interviewed for the study were surprised by the findirgptfeaw
working class students chose to study abroad. Clearly, very few workisg clas
students viewed study abroad as even a “choice” and yet the administictoo$
perceive this limitation. This suggested that social class stratfican the campus

may be somewhat invisible (Hess, 2007).

The few studies reviewed in Chapter Three that examine the effects of student
employment on learning (Lundberg, 2004; Pascarella, Bohr, Nora, Deslerngaédus
1994; Pascarella, Edison, Nora, Hagedorn, & Terenzini, 1998) are somewhat
inconclusive. They also do not address whether work deters participation in gulturall
enriching experiences like study abroad. Walpole’s (2003) research does suggest tha
low-income students work more and are less involved in campus activities such as

clubs and activities, but her study did not focus on study abroad. An interesting
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guestion raised by this study is whether the fact that so few workingstleents
chose to study abroad suggests that they accumulatilassl andsocial capital
than their middle- and upper-class peers who participate in these experiences

Indeed, it is beyond the scope of this study to measure the gains associated
with study abroad and these would probably be hard to quantify. Moreover, some of
the experiences that students have while studying abroad may only bemefyetns
later. For example, Brooke, one of only two working class students who went abroad
discussed the fact that she felt studying in Italy helped her get a paisimp with
an advertising company. She reflected that the representative from thengomiza
interviewed her had a similar abroad experience while in college. This cimme
highlights the idea that study abroad may represent more than just enriching
experiences for students. Perhaps another benefit is the accumulation offoartai
of socialandcultural capitalthat are important in an increasingly global economy.

The accumulation of these formssafcialandcultural capitalmay benefit students

in their future careers or in graduate education. Further evidence thak&s Lu
College recognizes that abroad experiences might provide students with atlditiona
forms ofsocialandcultural capitalthat will be valuable in the workplace is the
implementation of an experiential requirement in the business school.

Another observable difference between students from working class
backgrounds and their peers from middle- and upper-class backgrounds was found in
the choice of a major. While there was wide variation in the majors that thatstude
in the study chose, it was striking that only one working class student chose business.

The size and prominence of the business school at St. Luke’s would suggest a more
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even distribution. For example, three students from middle-class backgrounds and
three students from upper-class backgrounds chose to major in business. Paul is the
only working class student in the study to major in business and he explicitly
mentioned how difficult it was for him to complete the experiential requirements of
internship, service or study abroad.

While it was difficult to establish that these requirements deter students f

choosing the major, this study supports Nespor’s (1990) findings that different
curricular structures interact with the student’s social class to éaster or deter
students’ academic success in the major. Moreover, once students chose a major, this
may influence the type of employment they pursue while in college. Clearly,
business majors are more likely to seek internships and therefore accumulate
additionalsocial capitaloutside the university setting. On the other hand, many
working class students benefited from campus jobs that facilitated theplexzit of

social capitalthrough interaction with faculty or student life personnel.

The data from this study also suggest the inclination of working class students
at the institution to aspire to go to medical school and as a result to initially pursue
majoring in the life sciences. Three working class students from the &may (

Carlos, and Luis) and one upper-class student (Manny) indicated they had intended to
major in biology and wanted to pursue medical school. Interestingly, all four students

were children of first-generation immigrants. The data suggested thhéete

students the aspiration to become a doctor may be related thab#us For

example, Carlos said that his parents dreamed he would become a doctor bacause “i

Latin America...if you are a doctor...you are considered a very profesgersin,
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they respect you very much.” The aspiration to become a physician appeared to be
symbolic of status attainment and upward social mobility. However, delspge t
aspirations only two of the four students who indicated aspiring to medical school
were still pursuing that goal by the end of their sophomore year (Luis and Manny)
The data from this research indicates that the pipeline to medical school begins very
early and that for working class students uneven academic preparation fge colle

may contribute to their decision to pursue other academic goals. While tren@tva

a clear connection between the students’ employment and retention within the major,
it was telling that Manny (upper-class) decided not to continue in the RA role his
junior year in anticipation of demanding upper-division course work.

Taken as a whole, the data from this study suggested that students’ sesial cla
affects their academic choices. The study indicates strong evidensediziclass
differences influence students’ decision concerning study abroad. Iroadthe
study revealed that patterns related to the choice of a major were iefiLispthe
students’ social class.

Institutional Context and Students Work, Academic and Co-curricular Choices

In applying Bourdieu’s constructs to American higher education Berger
(2000) stresses the significance that “each campus is composed of students who
generally share a commabitusthat is to some extent congruent with the
organizationahabitusof that institution” (p. 107, italics added for emphasis). Berger
suggests that the level of congruence that students have with the attitudes and value
of the dominant peer group affects students’ relative ease or difficultyusted) to

life on the campus. Further, Milem (1998) found that the peer referent group was
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more influential in shaping students’ values and attitudes than the faculty of the
institution. This study illustrated that St. Luke’s College is primaoiynposed of
students from middle- and upper-class backgrounds and the relative affluence of the
student body influences students’ work, academic and co-curricular choicesral seve
ways.

One way the social class of the majority of students at St. Luke’s infldenc
students’ work choices related to the tendency of students from all socioeconomic
backgrounds to delay employment for a semester or an entire year. Thiglsim
surprising finding from the study can be partially explained by the factitba
majority of St. Luke’s freshmen do not work during the school year. Similhdy, t
finding that only about half of all St. Luke’s students who were offered a wady-st
job actually accepted the position suggests that many students are influgtived b
attitude that most St. Luke’s students don’t have a job during the academiaiterm a
that it is necessary to focus entirely on academics in order to succeed.

Marvin Livingston, St. Luke’s Director of Financial Aid emphasized that his
counselors stress with students and their families that the work-study job pravides
valuable connection to a work supervisor and that these jobs actually help students to
better structure and manage their time. Curtis and Nimmer’s (1991) study lends
credence to this advice suggesting that on-campus student employmeast foste
discipline and inserts structure into the daily routine of first-year students w$to m
learn to manage the freedom associated with college. Despite the faeintipais

officials promote the positive value of work, both academically and socialtjeists
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often delay getting a job at St. Luke’s. This suggests a peer effecotimieiacts the
advice that having a job can help the student adjust to college life.
Another possible reason that students may turn down work-study jobs is that
these positions do not fit their concept of what constitutes work. In fact, seteral
the students and one of the employment supervisors commented that many of these
jobs simply did not seem like “work” by their standards. Many of the working class
students had worked long hours in demanding employment settings while in high
school. They viewed jobs that simply required students to swipe ID cards or to show
up whenever they wanted in order to answer phones as not congruent with their
working class attitudes and beliefs about employment. Moreover, students
commented that the restrictions on the number of hours they could work and the
relatively low wage these jobs paid caused them to decline the work-studgipositi
The residential nature of St. Luke’s is another characteristic thateaffec
students’ work choices. In fact, several of the student informants described the
campus as a “bubble.” The percentage of undergraduates living on-campus was close
to 90%. In addition, only about 18% are in-state residents. These chaiastesist
to create an environment in which most students who do work chose to work on-
campus—a characteristic which reinforces the perception of the campulsudsobe™
from which students rarely venture out. This finding is in stark contrast with Perna,
Cooper and Li (in press) who found that nationwide 84.2% of working students at
private four year institutions were employed off-campus. In addition to havihgasuc

significant number of students from out-of-state, another reason that so few St.
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Luke’s student work off-campus is the general lack of a commercial district in the
vicinity of the campus.

Finally, the findings from this study suggest that working class students
actively resist certain aspects of a peer culture associated flugnat and
privilege. However, working class students often had significant incentiwerk
because of the high costs associated with living on-campus and with keeping up an
active social life. Working class students like Sarah were particularlyoweet with
what she perceived as expensive campus dining and she remarked how litt@nattenti
her classmates paid to the expense because they used their campus Dpzardiart
food. Similarly, a number of working class students discussed how many on-campus
events and programs required additional fees. For example, Brooke, a working class
student said:

A lot of things will come up, especially at this school. Just random

things like even signing up for an intramural team, it’s like 15

bucks...And then we had a $ 350 deposit for going abroad that | had to

come up with.
Again, the fact that several students mentioned needing to come up with additional
money to participate in campus programs suggested that campus officials are not
always sensitive or even aware of socioeconomic diversity on-campus.

While working class students expressed that they spent some of the money
that they earned on the job on-campus programs and activities, they aebistigd
the peer culture that was typified by drinking and going out to the bars. This was
reflected in the comments they made and in the employment and co-curricular

choices they pursued. Working class students not only discussed the fact that they

considered the “bar culture” to be something that was irrelevant to xpeirience,
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they actively created alternative experiences to this culture for datliemgs. The
roles they served in as Resident Assistants and with organizations likedele¢s C
and Alternatives were symbolic of their resistance of the culture thatdhegss
indicative of privilege and affluence.
The Role of Work in the Undergraduate Experience

This study establishes that differences exist based on social cleasasnof
the amount of time students spend working, the number of jobs they juggle and their
motivation for working. However, the findings presented in Chapter Four suggest
that it is wrong to think of undergraduate student employment from a deficit
perspective. This section of the chapter suggests some ways that studentxbenefit
from their employment regardless of their social class background. As Cheng and
Alcantara (2007) indicated in the quotation at the beginning of this chapter, some of
these benefits may even surprise the students themselves, who initially thkeen t
jobs simply as a way to help finance their college education.
Student Employment and Leadership Development

Many of the on-campus jobs described in this study represented significant
leadership opportunities for students. Positions such as Resident AssistamgBuildi
Supervisor, Service Coordinator, and Events staff required significant training and
challenged students to see themselves as student leaders and not just agemploye
filling out a time card. Manny is an upper-class student who summed up the value
that these jobs can have as leadership development. He described his expedence as
Resident Assistant saying:

The RA job allowed me to find a way | can be a leader because, for the
most part, | didn’t really have that kind of experience. | did volunteer
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work you know. | participated in, you know, my track team in high

school. But never that position, you know, where | was...counted on

to do something solely by myself.

Devaney (1997) challenges student affairs professionals in many functieasita
consider the development of student employees in the same vain as they consider the
development of volunteer student leaders. She says:

We must learn how to assist and teach students to translate their work

into a larger learning tableau. We must teach ourselves to see our

service areas as learning environments rather than as work places. We

must see ourselves as teachers rather than as managers or taskmasters

focused on getting the work done right (p.1).

Later in the same volume Devaney states that “student employment success
now looks far beyond dependability and workmanship to include quality customer
service, initiative in problem solving, and the ability to work harmoniously with
people from different backgrounds”( p. 9). The data collected for this study suggest
that many student employees at St. Luke’s are learning the higher ordethskill
Devaney suggests. For example, Lou explained his job as Building Supervisor at the
Rec. Center this way:

It tests you because you have to be customer service oriented. You

have to pretty much lay down the law because you have to be in

charge of employees your own age, maybe even older than you. You

have to uphold the policies.

While his employment as Building Supervisor definitely teaches Lou aboijloisc

and provides structure to his college routine, his comments suggested that the work
adds to his personal development as well. In many respects, Lou is participating i
learning laboratory. He is developing customer service skills and conflict

management techniques that are likely to be essential to his future cayesduate

education. Lou comments that he is challenged by the level of responsibility and
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authority as a Building Supervisor. This stands in stark contrast to some of the other
jobs that working class students found to be mundane or meaningless, such as the
desk attendant position.
Interactions with Campus Adults and Off-Campus Supervisors

Of course not all student employment opportunities provide leadership
development and not all students will seek such positions. Nonetheless, many of the
employment opportunities pursued by students in this study, whether they represented
leadership opportunities or not, provided them with valuable interaction with
administrative staff and faculty. Indeed, the case summaries presenteabieIC
Three provided many examples in which student employees discussed significant
relationships with faculty, coaches, student life personnel, and clergy through their
campus jobs. These relationships often are the value added dimension associated
with campus employment. Parker’s (1997) qualitative study of student emplayee
the Ohio State campus union had a similar finding. She found that student employees
believed that the relationships that they developed with campus adults through their
employment were more significant than those they developed with faculty through
their course work. She says that often the relationships students had with their work
supervisors were of greater frequency and of a more personal nature thaheiiose t
had with course instructors.

Earlier in the chapter | discussed that for many students in the study-the off
campus job represented an “environmental pull” away from the institution. Indeed,
Lundberg (2004) found that off-campus employment that was greater than 20 hours

per week caused students to interact less and be less satisfied with theirsia|as
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with faculty and peers. Despite this finding Lundberg found that working off-campus
for more than 20 hours a week did not inhibit learning. As a result Lundberg
concludes that: “Perhaps working students gain support for their learning through
relationships with colleagues and supervisors in the workplace” (p. 209). The off-
campus jobs that students like Maura and Luis pursue indicated that this may very
well be true. Maura’s job at the zoo allowed her to establish relationships with
professionals who served as her mentors and provided her academic as wedlras care
advice. Similarly, Luis’ supervisor at the 911 Operator provided him with personal
advice and served as a close mentor. These cases illustrated that off-campus
employment is more likely to be meaningful if these jobs are related to students’
academic interests. Moreover, Luzzo, McWhirter, and Hutcheson (1997) found that
students whose employment is congruent with their career interests arekelgrioli
believe they have personal control over their career development.
Student Employment and Self-Authorship

Baxter Magolda (2009) has defined self-authorship as the shift from the
“uncritical acceptance of external authority” to the “internal capagitiefine one’s
beliefs, identity, and social relationships” (p. 2). Baxter Magolda arguesdifiat
authorship should be the goal of higher education and that “faculty and student affairs
educators are ethically obligated to work together to promote self-autharshi
learning” (p. 2). Baxter Magolda’s research (2004) indicates that most Stahéet
college in a phase of development where they mostly follow external formulas. She
suggests that often self-authorship is not achieved until after students graduate but

that universities should create learning partnerships in order to encourage its
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development. This study suggests that in some instances working while in college
can promote self-authorship by providing the context in which students begin to
define their own identity, values, and beliefs.

The three examples | provided in the previous chapter as evidence that
students were engaged in the process of making meaning from their work are
illustrative of how employment can serve as a catalyst for students to begin t
develop self-authorship. Maura’s work at the local zoo convinced her that she wants
to become an animal researcher and naturalist rather than a veteriesiBaxter
Magolda (2009) describes it, Maura is at a crossroads in terms of her own persona
development because on some level her decision disappoints her working class
parents. Similarly, Chris’ decision to leave St. Luke’s comes aftemghie
discernment concerning entering the priesthood and his reflection about his work as
an RA and with Campus Ministry. His decision to leave St. Luke’s and become a
secondary school teacher surprised his middle-class parents who haveesbaridit
to send him to the school. He said, “I| mean for a couple of weeks they kept asking me
how it came about...| mean for me it was something that over a long, long period of
time | was able to kind of figure out...They’re very supportive of the decision but in
no way was it their idea.” Finally, Karen’s job waiting tables helped her aevel
inter-personal skills and to discern that she wanted a career as a fieldigouiae
too displays a sense of self-authorship in that she knows her upper-class paeents we
hoping she would pursue a career in business because they have contacts in that field
that could help her land her first job. She said, “My parents are just worried that the

really have no contacts to help me out once | get out of college. But...I really have
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some contacts—Ilike my friend’s mother is in publishing. | can figure it out for
myself.” In summary, these three cases suggest that student jobs, irtyaofarie
settings, can assist them to develop self-authorship. Employment not only provides
students with a sense of financial independence, but perhaps more importantly it can
help them begin to understand their own voice.
Implications for Practice

This section of the chapter suggests implications for practice and policy. As
such, the focus of these recommendations is primarily for institutional lestdgts
Luke’s College. These recommendations are divided in two parts. While the focus of
the study was on students’ employment experiences, the unique research design
revealed differences in students’ experiences based on their social clagobad.
For this reason, the first set of recommendations relate to ways in which St. Luke’s
College could enhance its recruitment and retention of working class and first
generation students. The second set of recommendations suggests ways that St.
Luke’s could enhance on-campus and off-campus student employment opportunities
through its programs and services.
Enhancing Recruitment/Retention of Working Class and First-Generation Students

One of the justifications for this study was that the cohort of students under
investigation (Class of 2010) was the “last” at St. Luke’s College where fulwag
not met for some students from low-income groups. In Chapter Three | discussed the
conservative tuition strategy employed by St. Luke’s whereby institlisop@ort to
these students was capped. Clearly one finding from this study is that the working

class students, who were knowingly admitted with unmet need, often attempted to
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compensate by working an extreme number of hours and by holding multiple jobs.
Beginning with the cohort of 2011, St. Luke’s College implemented a policy to meet
full need for the neediest students. While it is only possible to speculate, # seem
likely that working class students in that cohort will have less unmet need and
therefore may feel less pressure to work as many hours. This study stiygeSts
Luke’s policy shift toward meeting full need should remain an institutional pridrity i
it is to effectively support the students it admits from low-income backgrounds.
Current economic conditions suggest that this will be difficult for the institution t
afford while simultaneously maintaining merit scholarships. However, gaareh
suggests that meeting full need is essential if St. Luke’s is to continueut aec
retain students from working class and first-generation backgrounds. lioagdifhe
study indicates that if the institution is able to meet these students’ fdltimegare
more likely to be able to take full advantage of the experiences offered at S&. Luke
St. Luke’s could also enhance its recruitment and retention of working class
students by identifying who these students are early on during the recituitme
process. This study found that the family backgrounds of working class dnd firs
generation students differ from their middle- and upper-class peers. Aamissid
financial aid officers could provide direct assistance and guidance to stadent
their parents when filing for both institutional forms of aid and state and federal
support. This support could be offered during admissions events and open houses.
This study suggests that this support is critical when assisting students who come
from single-parent households and homes where intergenerational support is critical

to their college attendance.
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Beyond meeting full need for low-income students, the results of this study
also support King's (2002) recommendation that financial aid counselors and student
employment supervisors should increase their efforts to better inform studeuts a
the implications of financial strategies on their retention and academigssucc
Given the data collected in this study about the employment choices of working clas
students this educational effort seems critical to their success. Cloli@geing
strategies should be included as a topic during orientation and as part ofdirst-ye
experience courses (Tuttle, McKinney, & Rago, 2005)

The data collected in this study also confirms Hess'’s (1997) findings that
working class students often feel a level of invisibility on-campuses with
predominantly upper-class students. While working class students sometimes
discovered a sense of belonging through their employment, St. Luke’s could take
additional steps to assist working class students’ academic and socialtmontee
the campus. Working class students like Lou and Paul, who were also ALANA
students, described how the orientation programs and mentoring offered by ALANA
were important to their transition to a predominantly white campus. | recommend
that similar programs be developed for first-generation students that weigdtl as
them in overcoming the sense of isolation they experience because of their social
class. Again, these programs could also focus on involving the first-generation
students’ parents and extended family in the life of the campus.

Enhancing On-Campus and Off-Campus Employment Opportunities
This study suggests that students benefit from working while in college in

some tangible ways. However, the findings suggest that these experiences could be
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enhanced if student affairs professionals and other student employers were more
intentional about creating employment opportunities which assist students in their
development (Cheng & Alcantara, 2007). Moreover, some policies could be
implemented to help students strike an appropriate balance between their
employment, academics, and co-curricular experiences.

The policy of some departments at St. Luke’s, like Campus Events and
Residence Life, guarantee students their jobs back when they return from abroad.
These policies encourage student employees to take full advantage of inteknationa
programs. This study suggests that these policies should be made universal ko that al
departments equally encourage students to take advantage of study abroaderHow
my research also indicates that even if working class students were gedrinatt
they could return to their jobs, many would still be unlikely to go abroad. For
working class students, the continuity of their employment was critical ho dnel
their families. For this reason, St. Luke’s should consider establishing sbilars
opportunities for study abroad for students from low-income backgrounds. While this
might be expensive, scholarships of even a few thousand dollars might compensate
for the lost wages that working class students would incur while abroad.

In addition to scholarships, the Office of International Programs needs to do a
better job of marketing the lower cost programs. They also might improve
participation by students from working class backgrounds by facilitatfogmation
sessions conducted by students who went abroad on a restricted budget. Clearly
many working class students in this study ruled out studying abroad be¢baus

social norm at St. Luke’s suggested that these experiences had to be expensive. |
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addition, these students habitus defined a different set of priorities for them than for
their middle- and upper-class peers. While most of their families had accotechoda
the idea that they could attend a residential college few viewed studying inga fore
country as a possibility. As a result, any effort to collaborate with woriliass
students’ parents and extended family should articulate the benefits of stadg.abr

This research revealed that the policy in the business school at St. Luke’s that
requires students to complete two experiential components made it difficult for
working class students to complete the major. While this policy is based on the
pedagogically appropriate goal of joining the curriculum with applied llegyitihas
the unintended consequence of disadvantaging students from lower socioeconomic
backgrounds. Because one of the experiential components is study abroad, the
suggested policy intervention of providing scholarships for needy students for study
abroad should assist students in fulfilling these requirements. This reseastbdeve
that the business school already has allowed students to pursue paid internships,
which should help working class students. The other possible remedy would be to
assist students by providing the necessary time in their academic schguluieue
these opportunities. For example, if the institution were to move to not offering
classes on Fridays, working class students would not have to interrupt their @cademi
or employment commitments in order to complete community service or internship
requirements.

Beyond developing policies that assist students in establishing a balance
between work, academics and co-curricular experiences, student affai@nahits

other student employers could enhance the benefits associated with working by
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developing specific learning outcomes for student employees. Once thresgglea
outcomes were established Career Planning and Placement, as well as units
employing students should encourage students to keep co-curricular transcripts or
electronic portfolios, which would allow them to track the skills and attributes
acquired on the job. Clearly the findings of this research indicate that student
employment experiences can represent a transformative part of stlei@mting
experience. Campus employers should be more intentional about assisting students to
ensuring meaningful employment for students and encouraging them to upfthect
these experiences.

Finally, I make two specific recommendations that would enhance the value
of employment experiences at St. Luke’s. First, St. Luke’s needs touatevtie
policy whereby compensation for the RA position is considered financial aid. The
institution should either pay students a salary equal to the total value of their room
and board or allow students on need based grants to reduce all of their debt, including
the Federal Direct Stafford loan, in lieu of reducing their institutionaltgraThis
shift in policy would allow students from working class backgrounds to receive the
same compensation for the RA position as their peers from more affluent $amilie
Second, an effort should be made to increase the hourly wage for all work-study and
direct hire jobs on St. Luke’s campus. This might increase the number of students
who accept the work-study position and encourage on-campus employment,

particularly in the first-year.
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Implications for Theory

This research suggests that the theoretical constructs of PiercieBoliold
promise for explaining how college students from different social class foackis
make choices about working while in college.

In particular Bourdieu’s (1977, 1984) construchabitusis useful when
examining the employment, academic and co-curricular choices of workisgy cl
students as being determinedthgtesof necessity In contrast, Bourdieu would
describe the upper-class students’ choicdasiss of freedomFigure 6.1 represents
a set of theoretical propositions suggested by this research concerning tbfe rol
work based on social class difference. The findings suggested that often working
class students’ employment choices were derived from the need to affordithe hig
costs of a private, residential education. These choices were derivedhidiom t
habitus which suggested working as much as possible was the expected way to make
up for unmet need. By contrast, upper-class students worked as a way to establish
greater financial and emotional independence from their parents and primarily t
afford their social life.

The research also revealed differences in students’ academic andicolaur
choices based on théiabiti. For example, the working class students’ often ruled
out study abroad as too expensive and primarily for wealthier students. They were
concerned with the continuity of their employment and the lost wages asdawuiidie
being abroad. By contrast, upper-class students often worked more prior to going
abroad in order to afford the experience. The upper-class students considered the

abroad experience to be integral to their undergraduate education.
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Figure 6.1 suggests some theoretical differences in the academic and co

curricular experiences of students at St. Luke’s based on their social class.

Figure 6.1: Internalized Sense of Social Order: Class Origins of thedRe of

Work

Work
Choices

Major

Academic/

Co-

cu rrl_cular Study
Choices  Abroac

Taste of Necessity
(Working Class)

Work to afford high cost

of education

Work as first commitment
outside class

Taste of Freedom
(Upper-Class)

Work to afford greater
financial/emotional
independence

Choose social life over
work

A
A 4

A
A 4

Choice of pre-med symbolic
for family of social mobility

Concerned with expense and
need for continuity of
employment

View as “not for them”
Principal of Conformity

Choice of business to
maximize social
connections

Assumed benefit of liberal
arts degree

v

Implies accumulation of different forms of social/cultural capital

These differences in experience suggest students may accumulaentitiems of

socialandcultural capital However, the most difficult of Bourdieu’s constructs to

interpret when differentiating between students’ work choices include his various

forms ofcapital. Clearly, the students from working class backgrounds enter college

with low levels ofeconomic capitaand their priorities for work, academic and co-
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curricular experiences reflect this deficit. In addition, their relatilek levels of
capital, combined with the boundaries of theabitus may prevent them from
acquiring additional forms afultural andsocial capitalthrough participation in co-
curricular activities and study abroad. However, working class students stuitlys
often seemed to gain valuable formso€ialandcultural capital through their
employment. Many of the working class students demonstrated closenmshgis
with faculty and student life staff than their middle- and upper-class péeey. also
seemed to acquire valuable forms of applied learning by setting up labs itatfagil
guest speakers or events. As | indicate in the next section of the chapter, gerhaps
true test of whether the accumulation of different formsapital does in effect
socially reproduce class differences would be to conduct follow-up intervidtvs wi
these students post-college.

Finally, the data collected for this study suggest that the elements of the
“field,” including the social class composition of the student body, tuition policies,
availability of jobs and academic policies all influence students’ work choidéhile
there may be other characteristics of the institutional context that sftelents work
choices, particularly the residential nature of the college or university éxpsored
in this study seemed to have an influence.

Limitations of the Study

This study is limited in several ways. First, by bounding my study at ke sing
institution | focused specifically on the phenomenon of student employment within
the unique culture and institutional ethos of one university. | used Bourdieu’s

constructs as a way to explore if students’ work experiences are markersabf
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class distinctions on this campus and if these work experiences reveantiffer

choices based on social class. However, regardless of the study’s successrg apply
Bourdieu’s constructs to understand student employment choices, the findings should
not be interpreted as a way to reveal broad patterns of social inequality théhi

system of higher education. Indeed, | believe that other research (e.g& Brin

Karabel, 1989; McDonough, Ventresca, & Outcalt, 1999) does this effectively.

The second limitation of the study is the recognition that any means used to
select a sample based on social class would not be perfect. My attempt in this
research study was to use purely social measures as proxies fan olaks to
identify and sort my sample. These measures included the student’s parents’
educational attainment and occupational status. This strategy proved to be a fair
accurate means to identify the student’s habitus as working class, makiear
upper-class. | attempted to adhere to identifying students as workasgndiase
parents had very limited or no involvement in higher education. One notable
exception to this was Carlos (see Table 3.3, page 85) whose mother completed an
associates’ degree at a community college in order to become a teaatier’ After
completing my interview with Carlos | remained convinced that he occupied a
working class habitus due to his parents’ immigration to the United States and the
pattern of employment prior to obtaining citizenship.

Classification of the student subjects based on their parents’ occupations was
more complicated and consequently | would concede that in the final analysis two
students may have been classified incorrectly. For example, neither of Br{sde’

Table 3.3, page 85) parents attended college but they both owned their own business
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and my interview with her clearly indicated that they were upwardly mobhes, T
combined with the fact that Brooke’s parents’ annual income was between $100,000
and $150, 000 indicate to me that she should have been classified as middle-class.
Claire (See Table 3.3, page 85) on the other hand, was a student who was classified
as middle-class because her mother completed the bachelor's degree. However
interview with Claire revealed that she was a student who identified strarigly

her father’s working class roots as a carpenter. This combined with thiegashé
estimated her mother’s annual income as $30,000 indicated to me that she should
have been classified as working class.

The third limitation of this case study was that because | have bound the study
in terms of time to take place during the student’s sophomore year | forgo the
opportunity of including a longitudinal dimension to the research. My choice of
conducting data collection and analysis during the student’'s sophomore ye#s reflec
my intent to examine the student’s decision making at a critical time dueirg t
undergraduate careers. However, a clear extension of the study for feteaehe
could be follow-up interviews with these students as alumni as they entesaareer
graduate school.

Finally, in terms of investigating social class difference the sttadylimited
in that | chose to interview only students who worked during the academic year. This
choice reflected my interest in the phenomenon of student employment and the
effects of the “field” on these experiences. However, my researchedubat many
students at the institution do not work during the academic year. | can only speculate

that these students are more likely to come from upper-class backgroundsoréheref
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interviewing these students about their academic and co-curricular £hoégehave
provided insight as to how students who do not choose to work experienced college.
Moreover, it may have been interesting to have compared their acadencesciiod
patterns of involvement to the students who worked.
Suggestions for Future Research

This study suggests several areas for future research that focus on the
phenomenon of undergraduate student employment. In addition, the study explored
Bourdieu’s social reproduction theory as a lens through which to examine students
employment related choices. Several other frameworks are mentioned that dhay hol
promise for guiding future research. Finally, the interview data cetldor this
study suggests that a great deal is still not known about first-generatiagecolle
students—particularly those who matriculate to private colleges and unegershis
finding suggests another line of inquiry.

The first area for future research is one that evolves from my discussions of
the limitations of the study. Clearly, a longitudinal follow-up to this resgavhich
would involve interviewing the same students as young alumni of the institution,
would be valuable. Such a study could examine if student employment affected their
entry level career or graduate school choices. In as much as this studyeskami
students’ work choices based on their social class, follow-up interviews with
graduates might assist in establishing the extent to which their college<iheil to
social mobility. In general, a fruitful area of future research sugdds this study
would be the examination of how college employment affects post-college outcomes

Such research should include, but is not limited to, studies that examine how student
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employment might influences outcomes in the labor market such as salaries or
graduate degree completion rates. In addition to the collection of longitudiaal da
through follow-up interviews with the subjects from this study, the results of this
research could be used in order to develop survey instruments with better mefsures
social and cultural capital. Such instruments could then be validated and
administered to a larger sample of students and alumni and thus enable a quantitative
analyses of longitudinal data that might provide generalizable results.

A second extension of this research would be to replicate the study at other
institutional settings. Clearly, we would expect that the social normauswling the
role of student employment would be very different at four-year commuter
institutions or community colleges. Examining the applicability of Bourdieu’s
constructs in reflecting the choices of students at these institutions would be a
interesting extension of this research.

Another area for future research would be a closer examination of the éffect o
student employment on learning. Indeed, the research about student employment and
cognitive development still seems rather inconclusive (Lundberg, 2004; Pascarell
Bohr, Nora, Desler & Zusman, 1994; Pascarella, Nora, Hagedorn, & Terenzini,
1998). The findings from this study suggest that student employment may add to
students’ meaning making and self-authorship could provide a fruitful area for future
research. Related to this potential line of research, the various emplogti@giss
described in this study provided students with exposure to dramatically different
organizational cultures and levels of supervision. These characteristiod aoul

considered when examining what students learn from their jobs.
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This research suggests that Bourdieu’s social reproduction theory f&ila use
lens through which to view the interrelationship between students’ employment,
academic and vocational choices. Nonetheless, the findings from the studyeindicat
that alternative analytic frameworks provided by other contemporary thewysbe
appropriate to explore. For example, empirical research by StantoraSataz
Dornbusch (1995) suggests the need to consider the expansion of the concept of
social capital to include the relative importance of strong social ties ititiostal
agents when describing the experiences of working class, Mexican Amkigtea
school students. Findings from this research that indicated the relativelrgreat
importance of the relationships that the working class students in the studypeelvel
with faculty and student life personnel through their employment suggesteehat
construct of social ties is worth exploring in order to better understand and
differentiate these students’ experiences. Moreover, some of the ratiataieet
students from this study displayed surrounding their choices indicates the
appropriateness of utilizing counterfactual frameworks such as emotiooahliy
and decision-affect theory.

Finally, the 12 working class students in this study are in many ways great
exceptions to the rule. All of these students are first-generation colletntt and
many are from low-income families. As such their matriculation to ateti¥@ur-
year college is extremely rare. For example, recent data releatiesl Pgll Institute
of Opportunity in Higher Education suggests that only approximately 6% of students
who are first-generation and from low-income families choose privateyéaunr

institutions (Lederman, 2008). Nonetheless, as the demographics of those attending
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college continues to change it is likely that more first-generation categents will
attend private institutions in the future. The likelihood of this is enhanced by the fact
that many private institutions are now developing programs to attragjdingtration
students. This research suggests that studying these students’ experieghassisul
not only with their successful recruitment to such institutions but also with thei
retention.
Concluding Remarks

The current economic climate, as well as the findings from this study,
suggests that the burden of financing a college education is likely to comopel
college students to seek employment in a variety of settings during the cotirse of
undergraduate careers in the future. Many public and private universities are
developing scholarship programs designed to encourage access to higher education
for first-generation and low-income students that eliminate debt and provide campus
jobs for a limited number of hours each week (e.g., see Carolina Covenant at:

http://www.unc.edu/carolinacovenaniHowever, these programs are expensive and

to date have involved relatively few students (Perna, Cooper, & Li, in press).
Moreover, the results from this study indicate that, depending on the type and amount
of financial aid students receive, students at a particular private univieosity
middle-class families may feel as much pressure to work as theamases from

working class backgrounds. For these reasons, more needs to be known about how
employment contributes to students’ complex process of making meaning of their
college experience (Cheng & Alcantara, 2007; Perna, in press). This research has

sought to fill that void.

395



Empirical studies on student employment often fail to explicitly
identify a theoretical model to guide the research (Rigger, et al., 2006). This
study explored if a model based on the theoretical constructs of French
sociologist Pierre Bourdieu (1977; 1984) reflected how undergraduate
students at a private, four-year institution make work-related choices (e.g.,
whether or not to work; on-campus vs. off-campus employment; how many
hours to work). The research also explored if students’ work choices in turn
affected their academic and co-curricular experiences. While the thatlel
was developed does seem to be helpful when examining the different choices
students make based on their social class, other models should be explored. In
particular, models associated with student learning and development might
help unravel what is at times an inconclusive set of findings about the impact

of work on students’ cognitive development.
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Appendix A

Archival Data
Survey Questions of Interest

2006 CIRP Freshman Survey

1.. How much of your first year’s educational expenses (room, board, tuition, and
fees) do you expect to cover from eadhhe sources listed below? (Mark one answer
for each possible source)

Family resources (parents, relatives, spouse, etc.)...

My own resources (savings from work, work-study, other income)...

Aid which need nobe repaid (grants, scholarships, military funding, etc)...

Aid which mustbe repaid (loans, etc.)...

Other than above...

Possible responses include:

(None, Less than $1,000, $1,000-2,999, $3,000-5,999, $6,000-9,999, $10,000+)
Construct: Habitus Research Question: 1, 2, 3

2. What is your best guess as to the chances that you will:

Get a job to help pay for college expenses?
Work full-time while attending college?

Possible responses include:

(No Chance, Very Little Chance, Some Chance, Very Good Chance)
Construct: Habitus Research Question 1, 2, 3
2007 NSSE Survey

3. About how many hours do you spend in a typical 7-day week doing each of the
following?

Working for payon-campus?
Possible responses:
(0, 1-5, 6-10, 11-15, 16-20, 21-25, 26-30, More than 30)

Construct: Habitus/Field Research Question 1, 2, 3
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Working for payoff-campus?
Possible responses:
(0, 1-5, 6-10, 11-15, 16-20, 21-25, 26-30, More than 30)

4. Which of the following have you done or do you plan to do before you graduate
from your institution?

Practicum, internship, field experience, co-op experience, or clinicahassig
Study abroad

Possible responses:

(Done, Plan to do, Do not plan to do, Have not decided)

Construct: Habitus, Capital Research Questions: 1, 4, 5

5. During the current school year, about how often have you done each of the
following?

Attended an art exhibit, play, dance, music, theater, or other performance
Possible responses:
(Very often, Often, Sometimes, Never)

Construct: Habitus, Capital Research Questions: 1, 4,
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Appendix B

Student Employment Study
Participant Demographic Questionnaire

This form seeks demographic information from prospective participants inaaalese
study on how college students make choices about employment (e.g., how much to
work, on-campus vs. off-campus employment, how many hours to work). The study
investigates the influence of students’ social class as well agagrtaacteristics of

the campus where they attend on these choices.

Please note Participation in this study is completely voluntary. You may withdraw
at anytime. Please complete this questionnaire to the best of your abditymad/
choose not to provide information to any of the items.

Participant’s Name
Email
Campus Mail Box Campus

Phone

Cell
Phone
Permanent Address

Demographic Information:
Sex _ Male __ Female

Financial Aid Information (Please provide information about all that apply)

How much of your educational expenses (room, board, tuition, and fees) do you

expect to cover from each of the sources listed below?

_____Family Resources: Amount

My own resources (savings from work, work-study, other income):
Amount

____Presidential Scholarship: Amount

____Claver Scholarship: Amount

____Federal Assistance (Pell Grant): Amount

____Aid that must be repaid (loans, etc.) Amount

____Other than above: Please describe
Amount

Mother’s Education (Check One)
____Graduate degree

_____Some graduate school

____ College degree

_____Some college

____Postsecondary school other than college
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____High school graduate
_____Some high school

____ Grammar school or less
Mother’s Occupation
Father’s Education (Check One)

____ Graduate degree

_____Some graduate school

____ College degree

____Some college

____Postsecondary school other than college
____High school graduate

_____Some high school

_____ Grammar school or less

Father’s Occupation

What is your best estimate of your parents’ total income last yeartd€oimcome
from all sources before taxes. (Check one)

___ Less than $10,000 __$30,000-39,999 __$100,000-149,999
__$10,000-14,999 __$40,000-49,999 __$150,000-199,999
__$15,000-19,999 __$50,000-59,999 ___$200,000-249,999
__$20,000-24,999 __$60,000-74,999 ___$250,000 or more

— $25,000-29,999 — $75,000-99,999

Student Employment Information

Are you currently employed during the school year? yes no

Is the job you hold part of the work-study program? yes no

Please provide your job title(s) and a brief description of the work you do:
Title:
Description of work:

Please list your second job if you have more than one during the school year

Title:
Description of work:

Type of Employment (Check One) _ On-campus ___ Off-campus
BothApproximately how many hours per week do you work during the academic
year?

__05___610__ 1115 1620 21-25___ 26-30 ___31-35 36+
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Appendix C
Semi-Structured Interview Guide for Student Participants

Informant Code: Interview Date and
Time:

| am interested in knowing how students make choices about working while going to
college. | also want to know about the academic and co-curricular choices students
make and how students think working influences these choices. | believe that the
results of this study can help this institution provide better support for students who
work. | will be sending you a report summarizing the results of the study wsen i
complete. You have received a consent form to sign, which indicates your consent to
this interview. I'd like to audio record what you have to say so that | don’t myss a

of it. 1 will be protecting your anonymity as a participant in the study, antthir

reason all my transcripts and field notes from this conversation will not oejyeut

name. | will keep these recordings for my own confidential records, andnjat

time during the interview you would like me to stop recording just let me know and |
will be glad to do so.

Student Background Questions

Question Construct RQ
1. Did you work while you were in high school? Habitus 1,2
Probe:

a. Did finding a job at college influence your choice about where
to go to college?

2. How did you find out about the job(s) you have had while in Capital
college?

Probes:

a. Did you find out from a college department (e.g., Human Resources,
Career Center, Financial Aid)?

b. Did you find out from friends or other students?

c. A newspaper or other outside sources?

3. Are there jobs that are highly sought after or popular with students? Capital
1,2

Probes:
a. What are these jobs?

401

1,2



b. Who gets them?
c. How do you get them?

4. What are the primary reasons you are working? Practice/ 1,2,6
Capital
Probes:
a. To afford college? (tuition, books, fees)
b. For spending money? If yes, for what?
c. In order to gain valuable experience/build your resume?

5. How do you balance working with going to school? Habitus 1,2

Probes:

a. How many hours per week do you work during the term?

b. How do you decide how much to work?

c. Can you alter your work schedule when you are busier with school?
(i.e. mid-terms, exams)

6. What are some of the benefits and drawbacks of your job? Capital 1,2

Probes:
a. What do you like about your job(s), what do you dislike?

7. Describe the type of work you do in your job(s). Capital 1,2

a. Do you have a lot of responsibility or a little?

b. Do your supervisors trust you to make decisions?

c. Does the work you do involve a lot of independence or are
are you closely supervised?

d. How much training did you receive for your job?

8. Do you feel like you have learned anything from your job that Capital, 3,4,5
assists you with college or might possibly help you after college? eld Fi

Probes:
a. Specific skills?
b. Problem solving?
c. Responsibility/Time Management?

9. How important is the pay that you earn on the job? Capital 1,2
a. In selecting the job?

b. In being satisfied with the job?
c. In determining how much you will work?

402



Now | would like to talk with you about other choices you make as a college student.
| am particularly interested in some of the choices you have to make as a saghomor
If you haven’t made up your mind about some of these choices, | am interested to
know what will factor into the choices you will make.

Question Construct RQ
10. Do you feel like working influenced your selection of a major? Practice 3,4,5
Probes:

a. Have you changed your mind about your major?
since coming to college?

b. If yes, why?
11. Do you feel like working will influence your decision?
to study abroad or your choice about where to go? Practice 3,4,5
Probes:
a. Will you go?

b. If yes, where?
c. What do you hope to get out of study abroad?

12. Are you involved in extra-curricular and programs? If yes, what Practice3, 4,5
activities? If not, why not?

Probes:
a. Do you think that work either led you to participate in these activities or
prevents
you from doing so?
b. What are the primary benefits from these activities?
c. Do you get to know other students through these activities?
d. Do you get to know faculty and staff through these activities?

Finally, I would like to know a little about what role your parents or others who are
important to you have in your work choices.

Question Construct RQ
13. Could you talk a little about what your parents do for a living?

Probes:
What role if any do you think their jobs played in your goals?

14. Do your parents know about your work? Habitus 1,2
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a. The type of job you have?
b. The amount of hours you spend on the job?

15. Do your parents encourage you to work while going to school? Habitus 1,2
16. Do your parents count on your job to help finance your college? Habitus 1,2
17. Are there other adult mentors who have helped you with important Habitus 1,2

decisions you have to make? Who are they? How do they help?

18. Is there anything this institution could do to help you and other students like you
manage work and school?

You have been very helpful. | would be very interested in any other feelings or
thoughts you could share with me about the choices you make as a college student. If
there is anything you would like to share with me now, please do so. If you think of
anything else later, please contact me.
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Appendix D
Semi Structured Interview Guide for Administrators/Student Employers

Informant Code: Interview Date and
Time:

This study seeks to better understand how students make choices about working while
going to college (i.e. how much to work; on-campus vs. off-campus employment;

types of jobs). The study also explores if certain institutional policiestigea or
characteristics influence student work choices. | have already intex/i24 second
semester sophomores at this institution about their work experiences and now | am
conducting a few interviews administrators and student employers. You have

received a consent form indicating your willingness to participate in tieisview. |

would like to audio record the interview so that | don’t miss any of it. If atiamey t

you would like me to stop recording just let me know and | will be glad to do so.

Do you think that there are any institutional policies that might influence students
employment choices? If so, what are they and how do they affect studenteséhoic

Prompts:

Tuition and financial aid policies?
Academic policies and requirements?

Do you think that any characteristics of this institution’s culture mightastudents’
employment choices?

Prompts:

Reisdentiality?

High SES of the majority of the students served?

Availability of jobs (both on and off-campus)?

This study also investigates whether students’ work choices affect thesnaiceand

co-curricular choices (i.e. choice of major; involvement in co-curriagtvities,
study abroad, career aspirations).
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In your experience do students work choices affect their academic andicalaurr
choices? If so, how do they affect these choices?

Prompt

Choice of a major?

Involvement in co-curricular choices?
Study abroad?

Career aspirations?

This study also explores if differences in student characteristics siffielents’ work,
academic and co-curricular choices. Specifically, | investigatef@rdiices in
students’ social class affect these choices. For this reason, the samydieofsst
interviewed included 12 working class, 6 middle-class, and 6 upper-class students.

In your experience does the student’s social class background affect hisitker w
choices?

In your experience does a students’ social class back ground affect gdusmac and
co-curricular choices?

As | mentioned, | have already interviewed 24 students who work about their jobs. |
would like to share with you some data about the types of jobs they hold, the number
of hours per week that they work and their academic and co-curricular choices.

Does anything stand out about these choices?

Prior to collecting data | developed a model to help explain how students from
different social class backgrounds make choices about working while in college. T

is based on the ideas of Pierre Bourdieu a French sociologist. | would like to describe
the model and ask you to react to its accuracy.

Do you think this model helps explains students work choices?

Is the model complete? Are there other characteristics of the “freddl'might
influence students work choices?

You have been very helpful. | would be very interested in any other feelings or
thoughts you could share with me about the choices you make as a college student. If
there is anything you would like to share with me now, please do so. If you think of
anything else later, please contact me.
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Page 1 of 4
Initials Date

Appendix E
CONSENT FORM

Project Title

A Case Study of Undergraduate Student Employment a
Private University: The Effect of Social Class and
Institutional Context

Why is this
research being
done?

This is a research project being conducted by Richard T.
Satterlee at the University of Maryland, College Park. We
inviting you to participate in this research project because
are a student or administrator at Loyola College and as a
subject in this study you will be able to help us better
understand student employmeiitie purpose of this
research is to explore and analyze college students’
work-related choices. The research also explores if
college students’ work-related choices vary for students
from different social class backgrounds. The end-goal of
this study is to explore if Pierre Bourdieu’s social
reproduction theory helps explain how students make
these choices.

are
you

What will | be
asked to do?

Each prospective informant will complete a demographic
guestionnaire.Selected subjects for the study will receive
a copy of this consent form and an explanation of this
study. Informant participation is voluntary and an
informant may withdraw from the study at any time.
Informant identification will be held confidential if he or
she decides to participate. Semi-structured interviews
will be the primary mode of data collection. These
interviews will be conducted with willing informants who
were identified and selected after completing a
demographic questionnaire. Participants will be asked a
series of questions like the following: 1. Please describe th

types of jobs you have had while you have been in college.

How do you balance working with going to scho®lPoes
your job help you meet others on-campus or do you feel lik
your job inhibits you from meeting others? 4. Do you feel li
you have learned anything from your job that assists you w
college or might possibly help you after college?

Interviews are expected to last between 60 and
90minutes. Informants may decline to answer any
guestions that he or she does not feel comfortable
answering. All interviews will be audio-recorded for the

e
2.

e
ke
ith

purposes of transcription unless the informant does not
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agree to this procedure. Investigator notes will
supplement all informant interviews.
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Page 2 of 4

[a

Initials Date
Project Title A Case Study of Undergraduate Student Employment a
Private University: The Effect of Social Class and
Institutional Context
What about All informant identities will be kept confidential at all

confidentiality?

times. Potential informant risks include an invasion of
privacy if he or she were identified. Research findings
and conclusions will safeguard against informant identity
with the use of a numerical coding system for interview
participants. This code will be attached to audio
recordings, written documents, draft and final study
reports. The researcher holds an administrative position
at the host institution which includes some
responsibilities for student conduct. This research is
separate from his administrative responsibilities and
nothing that student subjects disclose will ever be used
as part of a judicial proceeding.

What are the risks
of this research?

The risks of this research are minimBbtential informant
risks include an invasion of privacy if the informants
were identified. Safeguards described above will guard

against the identification of informants and the release of ¢

personal data.

Ny
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Page 3 of 4
Initials Date

Project Title A Case Study of Undergraduate Student Employment at a
Private University: The Effect of Social Class and
Institutional Context
What are the The researcher will be offering a monetary stipend to
benefits of this participants. In addition the researcher will provide each
research? participant with a 3-5 page summary of the findings of the

study that will connect the findings to the literature on the
topic

Do | have to be in
this research?

Participants reserve the right to withdraw from this study at
any point in the research study. Participants also maintain|the

May | stop right to review interview transcripts, notes, and responses.
participating at Participants have the right to delete any portion of their

any time? interview responses.

What if | have This research is being conductedRighard T. Satterlee at the
guestions? University of Maryland, College Park. If you have any

guestions about the research study itself, please contact
Richard Satterleat: 4501 N. Charles Street, Baltimore, MD|
21210. (410).617.51260r at rsatter @ oyola.edu

If you have questions about your rights as a research subjgect
or wish to report a research-related injury, please contact:
Institutional Review Board Office, University of Maryland,
College Park, Maryland, 20742;

(e-mail) irb@deans.umd.edy (telephone) 301-405-0678
This research has been reviewed according to the University
of Maryland, College Park IRB procedures for research
involving human subjects.
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Page 4 of 4

Initials Date

Project Title

A Case Study of Undergraduate Student Employment a
Private University: The Effect of Social Class and
Institutional Context

[ a

Statement of Age
of Subject and
Consent

[Please note:
Parental

consent always
needed

for minors.]

Your signature indicates that: you are at least 18 years of
age; the research has been explained to you; your questio
have been fully answered; and you freely and voluntarily
choose to participate in this research project.

Signature and Date
[Please add name,
signature, and date
linesto thefinal
page

of your consent
form|

NAME OF SUBJECT

SIGNATURE OF SUBJECT

DATE

****Please note: When the consent form requires more than one page, please
include a space for the subject to initial and date at the top right-hand corner of
each page. The corner should appear as. Initials Date

Also, each page must display a page range such as. Page 1 of 2, then Page 2 of 2.
Thisadditional information would confirm that the subject agreed to the entire
contents of the consent form. ****
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