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DEDICATION 

This thesis is dedicated: 
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also to Wanda Walker, creator of the illustrations, who died much too young, at the han& 
of a man who should not have been fk. 



This thesis begins with the story of an incident that the author experienced at a 

Canadian univenity. The events recounted gave rise to questions about the nature and 

f'unctionirig of the "Powers and Principalities" of institutional racism. In particular, the 

author's interest was drawn to studying the response of the "Powers and Principaiities" 

when there is an allegation of racism w i t h  an lll~tltut~on. 

Mer telling the stow, the thesis puts forward a proposal for an exploratory- 

descriptive study of the research question: " What were the institutional $ynamics 

following an allegation of racial harassrnent at the Canadian University Social Work 

Department during the 1994/95 academic year?" The thesis includes the fiterature review, 

conceptual h e w o r k ,  and detailed research proposai for an exploration o f  this question. 

The purpose of this research is to rnake a contribution to Diaconal Ministers' 

efforts to achieve social justice in the institutions where we study and work through a 

deeper understanding of "Powers and Principalities. " 
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The Context: Institutional Justice 

Much of our diaconal muiistry, and almost all of our professional diaconal 

muiisq ,  is carried out within institutionai structures--sorne within the chuch, some 

outside. We receive our professional training in other institutions-universities and 

colleges. As professionals involved in a ministry that takes social justice senously, many 

of us are cntical of the injustices perpetuated against women and minorities within our 

institutions, 

When we try to change things, however, we find ourselves in difficult and 

dangerous temtory. It is important to know exactly what we are doing when we launch 

any kind of change, but anti-racist, anti-sexist change in our institutions seems 

particularly difficult, at a very deep and personal ievel. There is dehiteiy the possibility 

of making things wone if we don't work carefùily and well. We are often hurt ourselves, 

and we cm bring M e r  injury to those less powemil than ourselves. I believe it is 

extremely important to study the institutional dynamics triggered by our efforts to change 

oppressive relationships within institutions in order to guide us in the future. 

1 work in the field of adult education and community development My mutistry 

has been defined by the education, organization, support, and nurture of people on the 

margins of Canadian society, always within the h e w o r k  of a critical social d y s i s .  

This front line work continually throws me into situations where 1 have no choice but to 

stniggle with the instihItionai structures that disenfriinchise people in the first place. Mine 

is a minism of transformation, although most of my daily practice is formation and 

uifomtion. At this point my calling has led me into the institutional structure of the 

university, where my job is to teach adult education/communi@ development, and mate 



non-exploitative links between the university and the rnarginalized comunities of the 

surrounding metropditan area. The story that led me to the study 1 am proposhg in this 

thesis took place in the cuntext of my employment. It is told in the next section 



hqpter 1 : The Story 

Note: A drawing of the instztutioml strucrure of Canadian University and u timeline of 

the events recounted in this story can be fou& Ni Appendix 2 .  Since the uccount is not 

s~ictl' cf;rondugicd, the rco& q j % d  it c ü s ï ~  io fotV~w by re ferring io iirrese 

documents. 

Background 

1 work in the Continuing Education Faculîy of a Canadian University. For the 

purpose of telling this story, I shall cal1 it "Canadian University." For ten years, my work 

involved outreach to organizations of marginalized people, including those in the Black 

and Native comrnunities. Because of my work, 1 often knew individual rnembers of these 

commuaities who were pursuing their dreams by studying or working at the University. 

The location of my office also reinforced my contact with this group of workers and 

students; it was right above the Native Student Centre. This was a place where Native 

students and their fiiends gathered for muhial support. Their friends included Native 

employees of the University, and Black employees and students. The Centre was a place 

of refuge fkom the racism both groups experience on the University campus. 1 took a tea 

break there once or twice a week. I heard their stories and tried to support them as they 

stniggled to survive in this sometimes unwelcoming institution. 

This is the story of my experience supporthg two Native students, a Black 

-den& and a Native Faculty member. 1 came to know all three througb my work in the 

community and my contact with the Native Student Centre. Later 1 met another student 

involved in the same situation, an international student who at the t h e  of these events 



was dependent on a student visa to stay in Canada. I shall cd1 the Native students "Beth" 

and "Laura," the Native Faculty member "Lillian," the Black student "Hannah," and the 

international student "Yuen." 1 will use titles for everyone else in the story. The titles, 

along with the names of comrnittees, departments, and other bodies, have been changed 

to protea the identities of the participants as far as possible. 

Al1 three students and the Faculty member were associated with Canadian 

University's Social Work Department. The Social Work Department offers a three-year 

Bachelor of Social Work degree, and a one-year Master of Social Work degree. Masters 

level students choose one ofthree specialties. The "Commun@" specialty is the setting 

for this story. It prepares students for work in comunity developmeat and organizing, 

cornrnunity-based research and service delivery. 

It was surprising to me that these events should take place in this Social Work 

Department It officially takes a "ferninist, structuralisf regionalist" approach to social 

issues. This means that, in theory at least, ail course content includes an analysis of the 

underlying causes of poverty and rnarginalization, and students are encouraged to 

organize rnarginalized people for empowement, and build mategies for pushing 

idtutions to change in ways that benefit the least powemil sectors of society. In the 

Community specialty, this approach is the central focus. 

The Canadian University Social Work Depariment has also been a pioneer in 

afnrmative action. There has been a special effort to admit Black, Aboriginal, and ethnie 

minority candidates since 1973. From 1984 to 1990 the Social Work Department had a 

program designed specifically for Native students, dowing them to study in their home 

communities. In recent years, affirmative action has been extended to include shidents 

with disabilities. 

Another aspect of the policy has been the search for faculty fiom the affirmative 

action groups. The Social Work Department has had at least one faculty member with a 

disability since the 1960's. The nrst Black professor joined the faculty in 1989. Liiiian, 



the fm Native teacher, was hired as a sessional lecturer in 1992, and promoted to the 

tenure Stream in 1993. Her experiences are central to this account The Black professor 

was away on a study lave during the t h e  this story took place. 

The Social Work Department's main structural mechanism for accornmodating the 

needs of affirmative action groups was a cornmittee called the Equality Conmittee. It 

grew fiom the Equdity Task Force, the original group that established the afknative 

action admission policy. Later it became a standing committee of the D e v e n t .  The 

Equality Committee is made up of three faculty members, two graduates, representatives 

fiom Black, Native and minority ethnic organizations, three students, including "muiority 

snidents fiom the Region," and the Director of the Social Work Department The 

cornmittee was CO-chaired by one faculty member and one community representative. In 

theory, it assigns a member to each of the schooPs other cornmittees-the Bachelor of 

Social Work (BSW) Cornmittee, Master of Social Work (MSW) Cornmittee, and the 

school's overall policy body, the Executive Committee. The Equality Cornmittee's 

mandate includes: 

" to recmit students in [ethnie], Black and Native communities in the [Region];" 

"to assist in admission procedures for minority applicants," "development of means of 

implementing the [Social Work Department's Ipolicy with respect to minonty groups;" 

"to maintain liaison with other [Social Work Department] comanittees @y providing 

lEquality Committee] representatives) to promote the interests of minorities;" 

"to promote knowledge of minority concems within the [Social Work Department's] 

personnel and curriculum;" 

"to counsel minonty students as required regarding their individual concerns, including 

admissions, academic or school govemance matters;" and 

"to suggest solutions conceming problems and issues associated with the [Social Work 

De part ment s] policy of aiErmative actions and preferential admissions of speci fied 

disadvantaged gmups, both on and off campus." 



A former Canadian University Social Work Department professor, and long-the 

Equality Committee member explained to me that in practice, it has been difficult to 

establish the mode1 intended by the creation of the Equality Committee . Except for a 

loyal few, most faculty do not participate in the Equality Committee. In many years there 

have not been enough Equaiity Committee members to have a representative on each of 

the other commiaees. Above all, the cornmittee's original mandate to handle cornplaints 

and ~arry out student advocacy was removed fiom the Social Work Department's 

Constitution around 1980, after the Committee brought forward a charge of 

discrimination fkom five minonty students against a Faculty member. 

Faculty memben of the Canadian University Social Work Department have also 

been active in establishing affirmative action principles in the National accreditation 

criteria for Schools of Social Work. The 1993 editron of the Canadian Association of 

Social Work Schools accreditation manuai requires admission procedures, curriculum, 

administration, faculty selection, faculty sel f-awareness and education, and extemal 

relationships to fil1 the needs of Abonpinal and "multiculhiraVmtiitiracial" students and 

their communities. These communities must have a role in planning and evaluating social 

work prognims. 

In a separate section on the education of Aboriginal peoples, schools are required 

to help Aboriginal peoples maintain their "distinctive, culhaally-based helping systems," 

incorporate 'l the li feways, languages, history , culture, and values" of Aboriginal people 

into the curriculum, "facilitate access to traditional knowledge" dong with a " critical 

analysis of interaction between Aboriginal and non-Aboriginal societies," accommodate 

the family and commuai@ responsibilities of mature Abon@ students, recognize 

traditional Aboriginal ways of leaming when making facdty appointments, involve 

Aboriguial comm~ties in initiating, managing and evaluating programs, and respect the 

cultural ciifferences reflected in Aboriginal peoples ways of leaming. 



Proposed additions to the criteria included in the 1993 manual would require 

schools of social work to recugnized "the knowledge and life experiences of diverse 

ethnic, cultural and racial communities," reflect ethnic, racial and cultural diversity in 

their student admission, curriculum, selection of field supervisors, and faculty 

composition, educate shidents to be aware of the impact on diverse cornmunities of the 

cultural biases that have shaped social work theory and practice models, and be able to 

"negotiate effective working relationships with clients of diverse ethnic, cultural and 

racial backgrounds," Also, "Schools shall recognize a responsibility to acknowledge the 

existence of racism, and to deal with its affects (sic) on programs, faculty, staff, students 

and clients. " 

Field Placements 

My involvement in this story began during the s p ~ g  of  1994.1 had met Beth in 

the Native Student Centre during the years she was working on her Bachelor's degree, 

and then encountered her again when she was employed at a single parent support centre 

where 1 was a member of the Board. She is a Native mother, foster-mother, and 

grandrnother, with experience as a community activist and leader. At that time, I was 

working for Canadian University's Faculty of Continuing Education, and CO-taught an 

active, experientid program design4 to develop the skills and analysis of voluntary 

leaders in marginaiized cornmunities. It was called the Certificate in Comunity 

Development. We had offered to provide two field placements in this prognun for 

students in community-relaîed academic prognims. During the spring of 1994, Beth 

asked if she could do her Mastds level field placement with us during the coming 

academic year. We said that we wouid be delighted to have her as long as the Social 



Work Department would accept the placement. We felt she wodd be a great asset to our 

program- 

During the summer, she planned to complete her BSW field placement. Her 

placement was incorporated into her paid work at the single parent resource centre. 

Before the end of the summer, however, she became involved in a conflict between the 

staff and director of the agency. She explained to me that the s t a f f  had asked to see the 

centre's personnel policy, and the director had said she didn't h o w  where it was. When 

the dirty:tor went away for a few days, she left Beth the task of cleaning out the shelves in 

her office. Beth was coordinating an evaluation of the centre, and was told to copy any 

documents that might be useM in writing a history of the centre that would form part of 

the evaluation document. While cleaning the shelves, Beth found the personnel policy 

and, while copying the other material, made copies for the staff. The director accused her 

of the& 

Shortly afterward, Beth's field placement at the centre was canceled, and later she 

was fired. She found another placement, completed her degree, and was accepted into the 

Master's program, but the sumrner's experience followed her. The BSW Field 

Coordinator met with the director of the centre, and recorded everythmg she had to say 

about Beth in a set of notes. Without any attempt to speak with Beth or Lillian, who was 

her field supervisor, she gave the notes to the Community Specialty Coordinator, who 

would be Beth's Professor and MSW Field Coordinator during the coming year. 

At this point it might be helpful to describe the structure of the m e r s  in Social 

Work program. Each specialty has two core courses. One of these is intended to have a 

more theoretical orientation. As part of this course, students are encouraged to do the 

literature review for their project or thesis as their major paper. The other core course is 

intendeci to focus on practice skills, and incorporates the shident's 400-hour field 

placement The teacher of this more practical m e  course fin& and coordinates the 

students' field placements. In the Cornmunity Specialty, this course is called "Theory and 



Practice of Community Work." Accordhg to the course description, "this course 

pnvileges the experience of 'systematically disadvantaged' members of our society as 

starting points for our course investigations. How knowledge and analysis informs 

community action and how community social work are related to social movements is 

considered through the voica of women, minorities, and people who are labeled as 

'other."' 

Along with the two core courses, students have other required and elective 

courses. The choice of elective courses is rneant to complement the students choice of 

project or thesis topic. For Ml-the snidents, the courses and field placement continue 

from Septernber to April, and the project is completed under a faculty mernber's 

supervision by the end of July. Graduation takes place in October. Theses take longer, 

because three faculty members are involved. 

Beth began her field placement with us in late September. We had proposed that 

the two instnicton in the program act as a supervision team. We had both worked with 

MSW students in their field placements before. On October 3r4 the Community 

Specialty Coordinator wrote a memo saying that one of the instnictors could not be a 

supervisor because she was an MSW student herself. The memo went on to make other 

arrangements conceming the field placement without raising any question about my 

qualifications, so we assumed the placement had k e n  accepte-. Although we would both 

take part in the acnial supe~sion, 1 would be the official supervisor. 

The next week 1 received a cal1 from Hannah, an Black student also in the 

Community Specialty. 1 knew her fkom several commmity and campus contexts. She was 

a h  a mother, grandmother, and mature student with lengthy commUIl]ity expience. She 

had originally proposed a field placement in the setting of her paid work She had been 

told that this cannot be done, although she h e w  of several students who had had 

workplace field placements accepte& incluâing the one white student in the current yeats 

Community Specialty class. She had then proposed a series of possible field placements, 



but al1 had been tumed d o m  by the Community Specialty Coordinator. She asked the 

Coordinator to suggest possible placements. She suggested one, but they already had a 

BSW student and couldn't s u p e ~ s e  two placements. They referred her to another 

agency, where she got the same answer. The Coordinator then suggested another three 

possibilities. She had been himed down by two. Our prog~un was the third. She was 

immensely relieved when we said we would be happy to have her. 

Downstairs in the Native Student Counseling Centre, Laura, another Native 

student in the Community Specialty, had begun work on her field placement in early 

August. The Native Student Counsellor was confimied as her supervisor, and since she 

had not done field work supervision before, 1 agreed to give her some support in the task. 

Shortly after accepting Hannah as a field student, and a week &er the October 

3rd memo, the Community Specialty Coordinator raised questions about my 

qualifications. She said she would have to take my resume to the MSW Cornittee for 

consideration. I produced a copy for her. On October 18th she reported that the MSW 

Cornmittee had d e d  that 1 was not qualified to supervise because 1 do not hold an MSW 

degree. The same day she told the Native Student Counsellor that she was not qualified 

for the same reason. She told us we could still supervise the students' work, but we wuld 

not be officially counted as supervisors or paid the honorarium that normally came with 

the position. The students would each have to have a "technical supervisor," sorneone 

with an MSW. 

The three students and three disqualifieci supervison discussed the situation. The 

students were al1 established in their placements, and aU had Mnen more than one draft 

of the learning contract that m u t  be signed by the student, field supervisor, and 

Community Specialty Coordinator. We al1 wanted to challenge this abrupt change in 

policy, but not at the cost of delaying the students' placements. Over the next few days, 

we found a recent MSW Community Specialty graduate who was ready to take on the 

position of "technical supervisor" for all three students. The Coordinator accepteci this 



proposal for Beth and Hannah, but wanted to supervise Laura herself L a m  resisted this 

suggestion, and f d l y  the Community Specialty Coordinator accepted the students' 

choice of "techaical supervisor" for al1 thtee placements. Soon a e r  this, my co-tacher 

and 1 organized a meeting of d l  Community Specialty field supervisors to discuss the 

change in policy. This story will be picked up again later. 

The next problem emerged over the learning contracts The second maft of Beth 

and Hannah's contracts incorporated the supewision team's suggestions, and we were 

ready to sign them The CommUNty Specialty Coordinator, however, continued to 

suggest changes. Both students conhued to wrîte dmfts. 

Beth's contract was the first to be signed, on November 9th At the Community 

Specialty Coordinator's urging, the wording of her final draft had been modeied closely 

on the wording of the Field Placement Manual. At the end of the meeting the contract 

was signed, and the Coordinator asked to see Beth alone. The three supe~sors withdrew 

to my office to talk. Eventually we realized that the two of them had been together for a 

long time. I W e d  into the hallway to see if they were still taiking. I codd hear Beth 

sobbing. 1 opened the door, and Beth used the opporîunity to nui from the roorn. 

Back in my office, she told us that the Coordinator had asked her to write a 

personal statement to go with the leaming contract. Beth objected for two reasons: the 

personal statement as it is described in the Field Placement Manual, is something the 

student writes for the field placement agency at the time the assignment is proposed in 

order to help the agency make its decision, not when the placement is established. Also, 

Beth knew that faculty at the Social Work Department had ûied to convince several 

Native students that they are not "healed enough" fiom childhood abuse to be appropriate 

candidates for social work. The information about their past abuse came fiom their 

personal staternents. Beçause Beth is also a survivor of abuse, she was reluctant to put 

such personal materiai on paper. She wanted to lmow who would be allowed to see it. 

The Coordinator insisteci, specimg what should be in if and nnally saying that she must 



do it because "I'm your Professor and I Say so." She told Beth if she didn't write it, her 

field placement would be invalid. Beth later wrote a very impersonal personal statement. 

The &y &ter the signing and the argument over the persona1 statement, the 

Coordinator wrote a letter saying that my CO-teacher and I intimidated her into signing 

Beth's contract. She withdrew her signature, and accused Beth of plagiarism because the 

wording in the contract was too close to the mode1 contract offered in the Field 

Placement Manual. If she caught Beth plagiarizhg anything again, she said, she would 

report it and have her expelled fiom the University. 

M e r  this incident, both Beth and Hannah began to have trouble arranging for us 

to meet with the Cornmunity Speciaity Coordinator. The Coordinator would cancel 

meetings or not cal1 back in response to their messages. Downstairs in the Native Student 

Centre, Laura and her supervision team were having the sarne problems. 

Even without the Coordinator's participation, Beth, Hannah, and their three 

supervison decided to sign the second draft of their leaming contracts This gave us some 

basis for proceeding with the field placements until an official contract could be 

completed and signed. We met every week to discuss the students' experience in the 

placement. During these sessions, we also heard the unfolding story of what was 

happening in the "Theory and Practice of Cornrnunity Work" classroom. 

Tension In the Classroom 

Beth and Hannah toid us h t  there was tension as soon as the class began in mid- 

September. According to Beth, "From the suirt [the Community Specialty Coordinator] 

picked on Hannah, and that started up the whole dynamic." Hannah said: "From the time 

I went into that class it was pure heL It was like she had a mission, a vendetta agaiast 

me." The two Native students protesteci and tri& to protect ha. 



The Black and Native students also noticed what appeared to be differential 

treatment between themselves and the one white student in the class. The white student 

was fiequently late because of the long drive fiom the city where she worked. The 

Coordinator always waited for her, told her how nice it was that she had corne, and took 

time to catch her up on anythuig she had missed. Once the Coordinator held up the class 

for forty-five minutes because a message fiom the white shident saying she was not 

coming had not k e n  wnveyed fiom the office. When the other students were late 

Coordinator would look obviously at her watch, or make a remark that it was about tune 

they decided to come to class. 

A third problem had to do with workload. The Theory and Practice of Community 

Work is an unusually heavy class, with seven major papers--one to be written fint as a 

drafi, then in publishable form-a five-part field journiil, and shorter assignrnents every 

week on the topic of that week's c h .  Beth, Hannah, and L a m  had been encouraged by 

the Community Specialty Coordinator to take an elective course in qualitative research, a 

course that was aiso famous for the amount of written work required. Al1 three students 

saw right away that they could not do it. In previous courses at the Social Work 

Department, they had successfully negotiated workload with professors. They 

approached both the Community Speciaity Coordinator and the Professor teaching the 

qualitative research course. Neither were willing to negotiate. As a result, Beth dropped 

the research course late in September, and Laura dropped it in October, after a farnily 

crisis began to claim much of her time. The Cornmunity Specialty Coordinator reacted 

with anger. She felt that although the qualitative research course was an elective, both 

dudents needed it for their program. Both held firm, however, and insisted on dropping 

the course. 

In place of the qualitative research course, Beth and Laura spoke to a Professor of 

Anthropology with a specialty in Native peoples about doing an independent reading 

course designed to help them obtain the background they required for their projects, both 



of which would be in the area of Native education. He agreed. The two students met with 

him several times during the fall to work on a coune outline, and asked the Graduate 

Coordinator and the Registrar at the Social Work Department what the application 

process was for an independent study. They were told to write the proposal, including a 

bibliography, and hand it in to the MSW cornmittee for approval. They did this; it was 

given back to them for re-wnting. This process was repeated several times. At one point 

the MSW Committee rejected the proposai because the two students wanted to take the 

course together, and by definition an independent study could oniy involve one student. 

The Comrnunity Specialty Coordinator was a member of the MSW Committee, and the 

penon with the final power to accept or reject the independent study proposal. 

In writing the list of books for the study, Beth and Laura used several books fiom 

a previous annotated bibliography written by Laura as an assignment for the Theory and 

Practice of Community Work course. When these same books appeared in the reading lis? 

for the independent study, the Community Specidty Coordinator rejected it, accusing 

Beth of plagiarizing Laura's work, and Laura of self-plagiarism; that is, submittir~g work 

for credit twice. 

The tension in the classroom grew, reaching an explosion point in mid-October. 

During the September 26th class, the students brought drafts of a book review 

assignment. The drafts were read by al1 of the students and the Coordinator, and 

comments were exchanged. The two Native students were impressed with Hannahts ciraft. 

They had w-ritten theirs quickly, just before class, but Haiinah had worked hard on hem 

and brought it to class quite complete. She was working with a tutor who had also gone 

over it and approved i t  The other students praised her for it, and the Coordinator seemed 

to agree. The next week the final papers were handed in, and when they were given back 

the foilowing week, the Native students had A marks, and Hannah had failed. AU three 

students objected to this as unfair. The Coordinator criticized them for comparing marks, 

saying this was too cornpetitive, but agreed to re-mark the papa if Hanaah re-wrote it 



She did this, but when it came back again it had a note saying that the papa was much 

better now, written at an acceptable level, but the failing mark would not be changed. 

AAer this incident, the Community Specialty Coordinator wrote a Ietter about Hannah to 

the Dean of Graduate Studies. Hannah went to the Dean with her point of view, and also 

opened a file with the University's Black Student Counsellor, who took up her case with 

the Dean as weli. For the time being, Hannah stayed in the class. 

Meeting alone with the Community Specialty Coordinator had also becorne a 

major issue among the students. According to Beth, "She started calling us into her office 

and . . . really putting us down, and yelling at us. She would tell us we were hcornpetent 

and we should quit, that we were troublemaken. She would give us more assignments. 

She would corner us, and pressure us, and yell at us." One example was the meeting 

recounted earlier, where Beth was reduced to tears over the issue of writing a personal 

statement. During another one-on-one meeting, Hannah said the Community Specialty 

Coordinator accused her of lying about the houn she spent at her field placement. When 

she suggested that the Cornmunity Specialty Coordinator check with the Field 

Supervisors, she said the Coordinator claimed that the Supervison would Lie on Hannah's 

behalf 

AfLer every class the Coordinator would try to take one or another of the students 

into her office. When they said they didn't want to, she would insist. If they tried to leave 

the door open, she would close it. During a one-to-one meeting with Beth, she also 

revealed that she was keeping two sets of files, an official file on each shident, and a 

private one, contalning al1 her personal notes on what they said and did in class and in 

their meetings with her. 

The growing tensions came to a head in class on December 5, when the students 

complained tha? rewriting assigamenîs for publication when they had no intention of 

publishing was not teachiag them anything. They had previously taken this issue to the 

Graduate Coordinator and had b e n  advised to raise it in class. In response, the 



Community Specialty Coordinator yelled at the students that she would only meet with 

them individually about this, and left the room. 

Attempts to negotiate change 

During the supervision meetings we also heard h m  the studenîs trkd h m  the 

beginning to negotiate solutions to the problems they were having with the Community 

Specialty Coordinator. At first they approached her directly, without success. lhen they 

went to the Graduate Coordinator with their cornplaints several times, ody to be sent 

back to the Cornmunity Specialty Coordinator each tirne. In November they asked to 

meet with the Director of the Social Work Department, a meeting that resulted in 

promises, but no changes. 

Hannah had been accepted into the program on a probationary basis, with the 

conditions of her study directly supervised by the Dean of Graduate Studies. She kept the 

Dean continuaîly infomed of her situation and received a measure of protection as long 

as the Dean felt she was meeting her commitments. When Beth md Lam approached the 

Dean. however, she would not take on an advocacy role for them. 

The students approached the Black Student Counsellor and Native Student 

Counsellor, the University's Access Cornmittee for Black and Native Students, and the 

Provincial Human Rights Commission. The Human Rights Commission process would 

have been too slow to be of use in the imediate situation. The two student advisors and 

the Access Cornmittee tried to intervene, but had no impact on the conditions the students 

were experiencing at the Social Work Department. 

Lillian, the Social Work Department's one Native facuity mernber, was chair of 

the Equality Commitîee that year. Beth, Hannah, and Laura were also members, dong 

with other Native and Black students and comrnunity members. They had re-organized 



the Equality Committee, making sure they had active representatives on al1 of the Social 

Work Department's governing bodies, including the BS W Committee, the MSW 

Commitîee, and the Executive Cornmittee. 

The MSW Committee is responsible for overseeing graduate prograrns, and had a 

mandate to act on the problems in Masters level courses. The student members asked the 

faculty members of this Cornmittee to inforni them about the process for cornplaints. 

They were told that they should go first to the Graduate Coordinator. If they could not 

achieve resolution at that level, they should go to the Director of the Social Work 

Department. The students pushed for the step beyond that. They were told it would be the 

Dean of Graduate Studies, but they were asked not to put that in the minutes. 

The student members of the MSW Committee also raised the issue of 

disqualification of their field supervisors. They were told that the decision to require an 

MSW degree for field supervisors in the Community Specialty had been made September 

15t4  but there were no minutes for that meeting. This raiseci questions for the students, 

who had not been told that their supervison m u t  have an MSW degree until late 

October. In the meantirne, Beth and 1 had received a memo from the Stream Coordinator 

written on October 3rd expressing an understanding that 1 wouid be Beth's supervisor. 1 

hadn't been asked for my resume until October 12th and I was told 1 would not qualifi 

because I lacked an MSW degree on October 18th. The Native Student Counsellor had 

not been disqualifiai for her lack of an MSW degree until November 8th der 

supe~sing her student since July. 

At this same meeting of the MSW cornmittee, the student representatives were 

told that they could not be present for any discussion of student m a m .  They objecte4 

because student matters are the reason for their presence on the Committee, but to no 

avd.  

That same fa11 (1994), the Native students and Professor at the Social Work Social 

Work Department re-convened a group they had started the year before, called the 



Native Support Circle. This group wrote a brief describing the treatment they experienced 

in their BSW field placements, and suggesting policy and practice changes to make the 

field placement system more quitable. The problems discussed in the bnef included 

some students feeling pushed into "Native" field placements where they could not 

accomplish their leaming goals, and otheis being denied Native placements or 

supervisors even when these were available and desirable. They also discussed the Social 

Work Department's procedures when there is confiict in a field placement, using Beth's 

and Laura's examples. In both cases the BSW Field Coordinator met with the rnemben of 

the field agency who were in conflict with the students, wrote up thek point of view, 

placed it in the students' files, and distributed it without informing or involving the 

students or their supervisors. The Social Work Department's field placement policy states 

that she should have met with both sides to resolve the conflict. The brief also pointed out 

that the problems the Native students had had in recent placements came about because 

they worked toward justice for the dispossessed in their field agencies, exactly as they 

were taught to do by the Social Work Department. The Native Support Circle dismbuted 

the brief widely w i t h  the Social Work Deparmient and University, and sent it to two 

extemal Native organizations as well. 

Lillian tried to speak to other Professors about the students' concem. In doing 

uiis, she was taking seriously her role as chair of the Eqdity Cornmittee. It's mandate, 

after dl, included "to promote knowledge of minority concerns within the Social Work 

Department's personnel and cuniculum." When one-to-one meeîings with the 

Coordinator became an issue in the Cornmunity Specialty of the MSW Program, she 

offered to a c c o m p y  the students to meetings. Hannah accepted the offer. Lillian 

accompanied her to a meeting in early November. As Hannah told the story, the 

Comrnunity Speciaity Coordinator reacted to Lillian's presence with great anger and 

asked her to leave. Feeling she had no choice, Hannah let her go. 



After this incident, in mid-November, the Equality Cornmittee wrote a bnef 

proposing that the Social Work Department adopt a policy giving students the right to 

take a support person to meetings. In the document they explained that there was often 

fear on the part of minority students facing professors and administrators alone, and the 

possibility of reacting so emotionally that they could not remember the contents of the 

meeting akrwards. They wanted a Social Work Department policy stating that students 

always have the right to take a witness or support person to meetings with them. It was 

not adopted. Later, they discovered that a University-wide policy gave al1 shidents the 

nght to be accompanied to meetings. 

When Christmas break arrived, it was a great relief to the students. Three of them 

still did not have their leaming conûacts signed. Beth had written four drafts; Laura had 

written six; Hannah had written seven. They were feeling anxious about if since the 

deadline for having a learning contract in place is January 16th. However, the work in al1 

three field placements was going well, and the tearn of supe~sors  and technical 

supervisor was working out well. They felt that they codd make a new start afkr 

Christmas. 

Sprlng Term 

Hannah and Beth arrived at their first supervision session of spring terni in tean. 

The T h q  and Practice of Cornmunity Work had met that moming, with the tension 

heightened even M e r  by the subject matter-race and racism. Hannah chalienged the 

Stream Coordinatois understanding of mcism, and was told that racisrn is simply a 

matter of perception. Hannah reported king told that she doesn't know what racism is. 

Even the white student in the class objected to this, Hannab and Beth told us, remarking 



that when it came to understanding racism, she would take Hannah's word over the 

Community Specialty Coordinator's. 

Less than two weeks later, the deadline anived for the field leamhg contracts and 

Beth and Laura's application for their independent study. On that &y, the Stream 

Coordinator canceled Hannah's field placement because there was no signed contract, 

threatened to cancel Beth's and Laura's placements, and rejected the independent study 

proposal once again The students told us that the Social Work Department tumed down 

their independent study proposal because it wasn't on the nght form. In dl the previous 

revisions of the independent study proposai, no one had mentioned that there was a fom. 

These actions rneant that al1 three students would have to repeat their year and pay 

another yeds tuition, someîhing none of them could af5ord. 

The students had continued their efforts to have sorneone pay attention to their 

problems after Christmas, speaking to the University's Employment Equity Cornmittee on 

January 13th. After the cancellation of Hannah's field placement and the Native students' 

independent study, there was an explosion of activity. Beth and Laura told their story to 

the Academic Vice-President on January 19th and to the Access Cornmittee for Black 

and Native Students on January 24th. Hannah went to the Dean of Graduate Studies. 

There was also an outcry fiom me and the other field supervison, who had not k e n  told, 

let alone comulted, about the cancellation of Hmaii's field placement and the threat of 

canceling Beth's and Laura's. 

On Jmuary 23rd, the Director of the Social Work Department issued an invitation 

to al1 five students in the Theory and PraCnce Course. Their class on January 30th would 

be canceled. Instead they wouid meet with her, the Community Specialty Coordinator, 

the Dean of Graduate Shidies, and the Dean of the Faculty of Health, The Dean of the 

Faculty of Health wodd facilitate the meeting, and they would try and settie the 

differences between the three students and the Community Specialty Coordinator. The 



Cornmunity Specialty Coordinator would bring a representative from the Faculty 

Association. 

The shidents refused to face such an array of powemil people without support of 

their own; they asked if they could bring their field supervisors. The Director refused the 

request The students asked the Ernployment Equity Oficer to intercede for them. The 

Social Work Department still refused. The Employment Equity Officer checked with the 

Vice-President of Student Senices and discovered that the University had a policy of 

allowing students to take support people with them to any meeting with faculty or 

administration. She went to the Director with this information. A few days later, the 

Director said that three of the four field supervisors would be ailowed to come; they 

would not accept my presence at the meeting. AAer another consultation with the Vice- 

President of Student Services, the Employment Equity Onicer insisted that the students 

could bring as many people as they wlshed. This was settled less than an hour before the 

meeting. By now the midents had invited the Black Student Counsellor as well. 

While the discussions went on about who would be allowed to come, the three 

students met for a &y and a half with their field supervisors to pull together and organize 

the points they wished to make. They asked us to make the presentation for them. 

In the end so many people were involved in the meeting that it had to be moved to 

another room. Present were all five Community Specialty students, four field supervisors, 

the Community Specialty Coordinator and her Faculty Association support person, the 

Black Student Counsellor, the Employment Equity Officer, the Director of the Social 

Work Deparûnent, both Deans, and a note taker for the students. The meeting began with 

the field supeMsors speakmg for Laura, Beth, and Hannah, listing off the problems they 

had d e h e d  and organized into categories during their planning meetings. The List 

included the treatment received in class and one-toone meetings, the problems over the 

leaming contracts, the disquaiification of the field supervisors in mid-tem, the issue of 

personal statements, the personal and academic accusations, the difficulties gening the 



independent study course approved, hconsistent and changing rules, the contents of 

students' files, and the double files. 

The field supervisors had also prepared their own statement objecting to several 

aspects of the field placement system, including: the students being responsible for 

finding their own placements and facing a series of rejections instead of a continuing 

Social Work Department-agency relationship to provide and supervise field work, the 

disqualification of supervison in mid-term, the requirernent that students replace their 

own supervison, again facing a series of rejections, the long and difficult process for 

approving leaming contracts, the fact that the delays and problems were aii blamed on the 

students, the stereotypical accusations that Native and Afican-Nova Scoitan students are 

lazy, lie, plagiarize, and lack initiative, the accusations that the field supervisors 

pressured the Cornmunity Speciaity Coordinator to sign contracts, and would back up 

students' alleged lies about the hours spent in the field placement, and f d l y ,  the 

cancellation of field placements without consultation with, or even notification of, the 

supervisors. 

In response, the Director of the Social Work Department and the Dean of the 

Faculty of Health said that procedure was being followed in the case of the independent 

study-the Specialty Coordinator is the one who approves it, and it simply didn't meet the 

standard. The S pecialty Coordinator's responsibility is to see that academic and 

professional standards are met in every aspect of the course. She also has nghts under the 

Collective Agreement 

The students raised the issue of Lillian s u f T e ~ g  because they had raised their 

issues through the Equality Cornmittee, and the D m  of the Faculty of Hedth and the 

Director of the Social Work Department told them that the Social Work Department has 

been diverse for many years, so that white faculty have experience in supporting Black 

and Native students. They said that there were many charinels that the majority of 

students were using to resolve their problems, including the Black and Native Student 



Counsellors, the Vice-President of Student Services, and the Deaas. Aiso, the Social 

Work Department's Black professor would be retuming the next fall, and she would help 

sort some of these issues out The students objected that they had tried al1 of these 

channels, to no avail. The Black Student Counsellor objected that when she takes issues 

forward, the University will not deal with them. Several people present objected to the 

assumption that the one Biack faculty member should be seen as responsible for sorting 

out the problems. 

The Dean of Health and the Director of the Department repeated that their main 

concems are maintaining academic standards and making affirmative action work. The 

Dean refened to the Social Work Department as "the flagship of affirmative action in the 

Facdty," and the Director remarked that the affirmative action process "just gets harder." 

In the end the Dean of Graduate Studies asked the field supervison if they were 

satisfied with the students' performance in their field work. A M  receiving an affrmative 

answer, she asked each of the five students in tum if they wanted to stay in the 

Cornmunity Specialty Coordinator's class or have another teacher for the rernainder of the 

tem.  Hannah, Beth, and L a m  responded that they wanted another teacher. The white 

student said that she had no trouble with the Community Specialty Coordinator and 

would stay with her. 

The attention thea fell on Yuen. She objected that she was being put in a dificult 

spot, having to choose between her teacher and her classrnates. In spite of her desire to 

remain silent, and regardless of a guideline agreed to at the beginning of the meeting that 

everyone had the right to refuse to commeng the Dean pushed her for an answer. She 

finally elected to stay with the Community Specialty Coordinator. The Dean of Graduate 

Studies then approved the budget to hire someone else to teach the three snidents who 

wmted to leave. She also made a comrnitment to see that Beth and Laura had another 

chance to get their independent study approved in spite of the passed deadiine. 



On Febnwy 6th the Community Specialty Coordinator met with her two 

remaining two students. Beth, Hannah, and Laura had been barred from the building on 

class days. By the next week, space had been found in a different building, and two 

instmctors had been engaged to teach them. The remainder of the terni did not go 

smoothly. One of the new instmctors questioned Beth and Laura's desire to study the 

experience of Native people in the education system; he did not view this as a subject 

related to community work. The result was a strained relationship, and extra work for the 

midents as they were required to write additional material and participate in a meeting to 

defend their view of the relationship between formal education and community 

development for Native people. Al1 three students also had their lives disrupted by family 

crises during the spring. Everyone concerned, however, simply wanted to finish out the 

remaining ten weeks of the course with as little disturbance as possible. Students and 

professors alike did their work, and all of the students passed. The students also fnished 

their field placements. 

With the support of the Dean of Graduate Studies, Beth and L a m  rewrote their 

independent study and put it on the correct fonn. By the tirne it finished going through 

the approval process, however, the professor who was going to guide the work had gone 

on leave. The students fond  another professor to supervise the study. At last, they went 

into the office of the Social Work Department to register for the course. When the 

Regism opened the file, however, there was nothuig in it but the first draft of the 

independent study with the Community Specialty Coordinator's cornments on i t  Ali the 

subsequent cirafts and dl the correspondence with the Dean of Graduate Studies, dong 

with the notification of the change of professor were missing. The Registrar could not 

register them for the course under those conditions. That afternoon Beth and Laura 

dropped a letter off at the Graduate Studies office for the Dean. By the next moming, al1 

documents had been retumed to the file, and they registered for the course. 



Laura completed the course during the suwaer, then went on to begin work on 

her project. Beth did not complete the course, but left her studies altogether, exhausted 

from family crises and her experience at the Social Work Department The MSW degree 

was so degraded in her estimation that her motivation to go on and finish it was very low. 

Ham& worked through the summer completing her project under Lillian's 

supervision. She re-wrote her work four times before both student and s u p e ~ s o r  were 

happy with i t  Hannah was put on the graduation list for October 20t4 1995. She 

demibed her relief to me as "having the weight of the world removed from her 

s houlders ." 

A few days later, however, 1 received a cd1 from her, very upset. She had just 

been informed that she had been removed fiom the graduation list and refened to the 

Senate Discipline Cornmittee. She was king accused of self-plagiarism because of the 

similanty between the literature review paper witten in her first core course and the final 

Iiterahire review in the project Self-plagiarism in the University's Graduate Calendar is 

defined as submitting work for credit in more than one course without the professor's 

knowledge or permission. It is a very serious charge; if the student is found guilty, Senate 

cm require that courses be re-taken, or they can take away the degree altogether. 

The University's Senate had just met for the first time that fall. The Discipline 

Cornmittee had not been struck yet, and for a time it looked as  though Hannah would not 

graduate in October simply because a Committee could not be formed in t h e  to hear the 

case. Hannah's support person in such straits had ail dong been the Dean of Graduate 

Stuclies, but she had left the position and gone on sabbatical leave. H m a h  contacted the 

VicePresident of Student Services and even the President of the University. Once a 

matter is before Senate, neither of them can do anything about if however they, or 

someone else, did see to it that a Disciplinary Committee was stnick quickly enough to 

hear Hannah's case before graduation. The hearing date was set for October 16th. 



Hannah hired a lawyer who did some research on the procedure and collected 

severai witnesses, al1 former MSW students ready to test@ that they were told to write 

their literature review as an assignment in their core Masters course, and use their other 

course papers to develop parts of their project or thesis. The lawyer tried to get a faculty 

member to testifi about the structure of the program. She calleci the professor who had 

taught the core course where the literature reviews were written. It was he who had told 

Hannah and her classrnates, verbally and on the course description, that their papa could 

be the literature review for their project. He wouid not test@. Most of the other faculty 

members at the Social Work Department refused as well when asked to appear by 

Hannah's lawyer. At the last minute, just a &y before the hearing, one of Hannah's 

professors came foward to testify conceming the structure of the program. She had had 

conflict with Hannah when she taught her, but told Hannah at the hearing that this was a 

matter of justice. She had also just retired, and although she was working for the Social 

Work Department as an adjunct professor, was not as directly under the supervision of 

the Department Director as she might have ben. 

In the midst of Hannah's preparations for the hearing, the Vice-Resident of 

Student Services called to tell her to stop rnaking harassing calls to the Director of the 

Social Work Department Hannah had not made any calls to the Director. She told me 

that her response was: "If you can't help me, and the President canY help me, why would 1 

cal1 her? . . . What do you think I am, anyway?" 

The Director arrived at the h e a ~ g  to state the charge. Another professor firom the 

Social Work Department came with her for support. Hannah arrived with over twenty 

witnesses and supporters, including her family, friends, fellow -dents, and former field 

supervisors. Lillian also came, since as supervishg professor on the project, the hearing 

had implications for her. She was accornpanied by her Faculty Association 

representative. 



The first discussion took place in the hallway. At the request of the Director of the 

Social Work Department, the Chair of the Discipline Committee asked al1 of Hannah's 

support people to stay outside. The whole group objected, and Lillian's Faculty 

Association representative, a lawyer henelf, stepped forward to make the argument that 

the confidentidity of Disciplinary Cornmittee proceeduigs is in place for the protection of 

the student. If the student waives that right, she should be able to bring in as many 

support people as she likes. The Chair disappeared inside to consult with the Committee 

and the Director. The Committee over-niled the Director and decided that everyone couid 

corne in. 

Upon this decision, the Director decided to leave. She made the argument that if 

Hannah had twenty support people, so shouid she. She wanted the hearing canceled untii 

she could organize more support for herself. The Committee discussed this, and decided 

that because Graduation was only four days away, they would hear the case whether the 

Director presented it verbally or not. They would use the written charges as the basis for 

the heanng. At this point, the Director decided to stay, everyone but the witnesses entered 

the room, and the hearing began 

The Director outlined the case against Hannah, that is, that her literature review 

paper for her first core course, and the literature review in her project were essentially the 

same. Hannah's lawyer made the case that students were expected to use the papa in this 

course to write the literature review for their project, backing up her arguments with 

excerpts nom the course description and a memo frorn the course professor to the Dean 

of Graduate Studies. Hannah's witnesses were brought in to speak one by one: nrst a 

feLlow shident fkom the same class testifying that they were told that the paper couid be 

their literature review for their projects, then a shident fkom another MSW speciaity 

saying that the same policy applies there, and h d y ,  the one professor who a g r d  to 

testifjr, confiming that this process was intendeci in the original design of the MSW 

P=og=* 



The Committee questioned the Director on how she came to have the paper in her 

possession as well as the project, and why she had compared the two-did she have 

reason to believe there would be self-plagiarism? She claimed that she reads d l  student 

projects to "be sure they are up to standard." She was then asked if she had compared dl 

of the students' projects with the papen they had written for their courses. She responded: 

"1 suppose 1 did." 

The Committee deliberated for only five minutes before calling in theû next case. 

The next day word quickly spread among those of us who attended that the Committee 

had decided in Hannah's favour and she would graduate. 

On October 20th Hannah's trials were not quite over. Because her name did not 

appear on the Graduation List, the ushen tried to prevent her family from entering the 

auditorium. Hannah had a last-minute scrarnble to get authorization for them to corne in, 

and by then they had to sit in a back corner. However, she settled the issue in time to take 

part in the acadernic procession, and received her degree. 

Laura's project had been delayed in starting by the independent study course 

extendhg into the summer, but she completed it by the end of Febniary, and graduated at 

May Convocation. 

In October, 1994, when the Native Student Counsellor and 1 were disqualifieci as 

field supervisors because we lacked an MSW degree, the decision had been made to 

separate this issue from the progress of the midents. The students had been set up as 

quickly as possible with a technical supervisor. The three disqualified supe~sors,  

however, caiied a meeting of all MSW Communîty Specialty supervisors, past and 

present, for the third week in January. This group raised many concerns, with three nsing 



to the surface as the most pressing. The first of these was the impact on Black and Native 

students of needing an MSW-qualified supervisor. Black and Native students can ofien 

pursue their particular learning goals only in their own communities, and want the 

supemision of experienced practitioners from among their own people. However, MSW 

degrees are not common in these comunities. 

The second concern had to do with process. A Social Work Department- 

community cornmittee had re-written the Field Manual in the spring of 1994 and 

specifically decided that expenence was an appropriate substitute for an MSW degree in 

the case of Community Specialty supervisors. They had checked to be sure this was 

within the criteria for accreditation of the Social Work Department. The group were 

concerned that this policy had been changed abruptly, in mid-term when students were in 

supervision, and with no written documentation, not even a set of minutes from the 

meeting where the decision was made. 

The third concern had to do with the emerging practice of having a community 

worker do the actuai supervision, while another individual with an MSW degree was 

named "technical supervisor," and given the official responsibility and the payment for 

the supenision. The group felt that this practice "leads to exploitation of communiây 

practitionen and a de-valuing of the work we do." 

On February Zn4 the group sent a letter to the Director of the Social Work 

Department raising these concems and requesting a meeting to discuss them. The 

Director responded on March 20th: "1 am clear on the thinking of the community workers 

who have written and I will talk with faculty at the earliest opportunity, not likely before 

planning meetings in May or early June. Once we have had a chance to review our own 

thinking on s u p e ~ s i o n  policies and pradces, we will be in touch with you and other 

colleagues to arrange a meeting." When we had not heard fiom her by late surmer, a 

representative of the supervison' group called her. She claimed that the change in policy 

had simpiy been the Graduate C o o r h t o r  misundentandhg the Field Placement 



Manual. During the next fall, on October 4th the field supervisors' group received a letter 

fiom the Director saying that "the qualifications for field supervisor in the MSW Program 

remain as outlined in the MSW field manual, that is, field supervisors may hold a MS W 

degree, or its academic equivalent, or in the case of community practitionen, an 

equivalency reflected in an advanced level of practice activities . " 

In November, 1994, while I and the other field supervisors were supponhg the 

students in their stmggle to have their learning contracts accepted, Lillian also called to 

ask me for support We met, and 1 heard the story of her experiences during this difficult 

fa11 term. What follows is a surnmary of what she told me at that meeting. 

Lillian had started working at the Social Work Department as a sessional 

insûuctor during the 1992-93 acedemic year. During the year before, in cooperation with 

the Social Work Department, she had developed a curriculum for teaching the 

Department's Cross-Cultural Issues course. It used the traditional Talkmg Circle of the 

Aboriginal Nations as the basis of an experiential, student-centred, action oriented 

pedagogy. The Black faculty member who usually taught the Cross-Cultural Issues 

course was away on a sabbatical leave, and Lillian was asked to teach the corne in her 

stead. The course had gone well, with a few discontented students, but for the most part 

enthusiastic response and high evduation scores. When the Blask professor decided to 

stay away another year, Lillian was asked to continue. She was given a full-time, tenure 

track contract. 

During her fmt year at the Social Work Department, Lillian had started doing 

some advocacy on behalf of Native and Black students, and during the second year she 



began challenging the negative attitudes her fellow facuity held toward students fiom 

a-ative action groups. 

During the sumrner of 1993 the Social Work Department faculty decided to 

introduce an attendance policy. According to the policy, students who missed more than 

two classes in a half-credit course, or three in a full-credit course, would be given an 

incornplete on the course. Lillian objected to this as a policy that would have a 

discriminatory impact on Aboriginal students. Student funding fiom the Department of 

Indian Anairs is dependent on attendance. If no records are kept, a student who misses a 

few classes will likely not get caught. However, if the school began to keep attendance 

records, Department of Indian Affairs could ask to see hem and more students would 

lose their education fbnding for rnissing a few classes, no matter what the reason. This 

degree of punishment wouid not be hovering over the heads of students fiom any other 

group. Also, the legacy of taking attendance in class is one that reminds Aboriginal 

students of the patronizing manner of the Department of Indian Affairs and before that, 

the Residentiai Schools. The policy, however, was passed. 

In the fall when the students retumed, the Aboriginal students, dong with many 

others, objected strongly to thz policy. A meeting of al1 students and faculty was called to 

discuss it. The professor who was chainng the meeting was doing most of the taiking, 

prevenùng the shidents fiom having a voice. Since the chairs were already arrange. in a 

circle, Lillian suggested that the meeting be conducted according to the principles of a 

Talking Circle, where each penon has an opportunity to speak their mind and hem on 

the issue. It took two efforts to control the chairperson's domination of the conversation, 

but evenhially, with the aid of a stone passed fiom hand to hanci, the meeting became a 

Circle. The Native saidents were not the only ones opposed to the policy; in fact, almost 

no one supported i t  Over the next few weeks, the Policy was defeated in all of the Social 

Work Department's cornmittees. Shortly after the attendance policy meeting, Lillian's 

teaching methods were questioned by the Executive Cornmittee of the Social Work 



Department However, she went on teaching the course, and developing her unique 

pedagogy within it 

During the spring terni in 1994, Lillian told me she found herself again in conflict 

with other faculty at the Social Work Department In March, the whole campus was 

involved in discussion of a proposed policy to deal with discriminatory harassment 

Canadian University had policies, procedures, and an officer in place for dealing with 

sexual harassment, but harassment based on any other form of power inequality had no 

recourse. The debate on the proposed discriminatory harassment policy brought out 

arguments becoming familiar al1 over North Amenca during this decade--fieedom of 

speech versus the right of al1 students to an atmosphere conducive to leaming, academic 

fieedom venus excluded groups' access to a university education, dong with all the 

issues involved in working out a fair and practical mechanism for deaiing with 

harassment. 

The proposed policy passed in the University's Senate, and then, on March 20, the 

day before the International Day for the Elimination Racism, the policy was defeated by 

the Board of Govemors. In the meantirne, Lillian's Cross Cultural Issues class had been 

discussing it, and for their action, decided to hold an Open Circle on Discriminatory 

Harassrnent and invite everyone in the Canadian University Social Work Department. 

The &y they chose was March 21, the International Day for the Elimination of Racism. 

Lillian told me the Circle was well attende4 including several facuity members 

and the Vice-President of Student Services. The students, now accustomed to speakmg 

their min& and hearts in the Circle format, did so, with the Black and Native shidents in 

particular giving emotional descriptions of their experiences of racial harassment at the 

Canadian University Social Work Department and in other locations on campus. They 

mentioned no narnes, but many of the incidents were r e c o g d l e  to anyone directly 

involved in them, includhg some of the faculty involved in the Circle. The coincidentai 



timing of the Circle, the &y after the defeat of the policy, gave an added degree of 

passion to the participants' contributions. 

The Circle had progressed most of the way around when the feather was passed to 

a professor who, instead of accepthg it, rose and left the room, gatherùig up the notes she 

had k e n  taking. No one had noticed her notes before. Note-taking is a major breach of 

the structure that gives Circle its safety as a place to speak. Leaving is another breach. 

The students who had s h e d  their expenences of harassrnent felt dangerously exposed 

and fwfid of retriiution. 

After the Circle, several of the students spoke with L illian about their concem. 

She, dong with the Black and Native Student Counsellors, who were also present at the 

Circle, issued a joint memo to everyone who took part, recognizing that the principles of 

the Circle had been breached. They promised that the rules would be made clearer in the 

future, and asked that anyone who experienced retribution fiom what they said in the 

Circle corne to them and they would do what they could. They had a cornmitment from 

the Vice-President of Student Services to back them in their efforts. 

The concems about the Circle were also brought to the next meeting of the 

Equality Committee. Lillian reported that this meeting was dominated by the anger of the 

Cornmittee's Chair, a senior Social Work Department professor, in reaction to the Circle. 

She questioned the honesty of the students who spoke, saying they could not be believed 

if they would not name names. In her opinion, people were slandered by hear-say. She 

also accused Lillian of coercing the students to speak, puning words in their mouths. She 

claimed that the Social Work Department had never had any problerns with Black and 

Native students before Lillian came, so she m u t  be inciting them, a statement she 

repeated to at i~ast one other faculty member elsewhere in the University. 

The Chairpenon was in tum wnf?onted by several of the community members of 

the Equality Cornmittee, incluchg the Native Student Counsellor, an Elder. She told the 

Chair that her problem, and that of the whole Social Work Department, is deniai. They 



refuse to see the racism that is rampant in their own Department. At that point the 

Chairperson resigned and lefi the room. 

This was the fmal Equality Cornmittee meeting of the year. Within two weeks, 

Lillian was called to the Director's office and told that she was intimidating the Chair of 

the Cornmittee, and that the joint memo regarding the Open Circle was not acceptable-it 

was too negative. 

The Director raised one more matter with Lillian at that meeting. Laura was 

Lillian's partner. The day before, Lillian had attended Laura's fmal field presentation. It 

was a last-minute decision to do so, made possible by the cancellation of another 

meeting. The Field Placement had not gone smoothiy; Laura was nervous about the 

presentation and had asked her partner to attend for personal support. She was carefbl to 

Say at the beginning of the presentation that Lillian was there in a personal support 

capacity, had no role in the placement, and would not be saying anything in the 

discussion. In the meeting the next &y, however, the Director told Lillian that it was 

unprofessional behavior and by her presence she had intirnidated the Faculty Supervisor 

involved in the placement. 

During the following surnmer, at the Social Work Department's annual faculty 

retreat, the Director proposed that since the Equality Committee had lost its chairperson, 

and no one else was willing to chair, the committee should simply be closed down. 

Lillian immediately offered to chair the committee and the topic was dropped In late 

September the committee started up, with Lillian in the chair. She expanded and re- 

organized the Committee, making sure that there were representatives on every other 

Committee in the Social Work Department. 

The newly re-organized and more active Equality Cornmittee soon ran into 

conflict. The first incident came when the Equality Cornmittee wanted to have an 

Honouring Ceremony for Afnrmative Action graduates. The Social Work Department's 



faculty objected to this, because it would leave out the white students. In the end, it was 

decidcd to have z reception for ail graduating students. 

The next major conflict arose over the re-appointment of two faculty members. 

Re-appointments are normally done in promotion and tenure cornmittees set up by 

departments specifically for that purpose. In the case of the Canadian University Social 

Work Department, re appointment, promotion and tenure decisions were made in the 

Executive Cornmittee, on which Lillian sat as the Equality Cornmittee representative. 

At this particular meeting two re-appointments were up for consideration, The 

BSW Field Coordinator, and the MSW Commwty Specialty Coordinator. It was 

Lillian's fmt experience with re-appointment decisions. She came into the meeting 

having just retumed from a major family crisis in another Province. She was exhausteci 

and had not seen the agenda for the meeting. When the re appointments came up, she felt 

obligea since she was there to represent the Equality Cornmittee, to raise the fact that the 

Native and Black students were having difficulty with both of the Professors being 

considered for re-appointment. In the case of the Community Specialty Coordinator, she 

raised the points, but did not vote against her re appointment. In the case of the BSW 

Field Coordinator, she did. She expressed her uncertainsr about the procedure, wondering 

if this was the time and place to raise these points. No one responded to her at the 

meeting, althoug h in fact, under the collective agreement between Canadian University 

and its faculty, voting against a candidate on the basis of material that had not corne 

before the cornmittee previously for consideration is considered a breach of "nahiral 

justice." Lillian did not know this, nor did the Director of the Department suggest that the 

cornmittee consider the materid and vote at a later date. 

Four days later, on October 18th, the Director wrote a long letter to Lillian about 

her "negative ways of workhg on issues related to race and racism." A list of accusations 

followed. Conceming the Cross Cultural Issues class, she said white students cornplain of 

feeling intirnidated by the atmosphere in Lillian's classes. On the subject of the Equality 



Cornmittee, she complained that the committee put a "negative spin . . . on every issue," 

was "badmouthing the [Social Work Department]," and was not "constmctive in its 

approach to dificult and painful issues." In the matter of her advocacy for the students in 

the Comrnunity Specialty, she said that Lillian had been "undermin[ing] other faculty and 

interfering with the academic &dom of faculty members in their duly constituted 

workloaûs" by "interfer[ing] with the requirements of other faculty with respect to the 

amount and standard of work required for credit." Conceniing the relationship between 

Lillian and Laum, she said that "the onus is on faculty to be impeccable in her or his 

conduct to prevent situations or actions that would be or appear to be biased" and "this 

standard is not being maintained in your case. " She said that she was hearing "frequent 

and serious concems about some of your actions" and if "1 cannot soon see progress, then 

1 will have [to] consider refemng these matters to the Dean for disciplinary action." 

At the October Equality Cornmittee meeting, there was concem over the letter. 

Members felt that Lillian wvas experiencing a backlash for raising student concems 

through what they had undentood to be the designated channels. The group was also 

concerned that some of the issues mised by the committee were Laura's, and therefore 

could be seen as a conflict of interest because of their relationship. They decided to 

divide tasks in a way that would make conditions safer for Lillian, or any other faculty 

member who chose to back the students in their concems. They divided the functions of 

the committee between two CO-chairs, with Lillian overseeing the intemal functioning of 

the committee, and a community member fiom outside the Social Work Department 

carrying fonvard student concerns. There was also a sub-cornmittee fomed to hear 

snident concems and decide how to wry them forward, thus removing this responsibility 

fiom faculty members. 

Lillian wrote a long and detailed response to the Director's October 18th letter. In 

it she stated her desire to "dari@ my positive intentions, and to dispel any negative 

perceptions of me and my efforts which appear to be producing and sustainhg barriers to 



healthfbl growth for both of us and for the [Social Work Department] community." In 

response to the Director's allegations, she pointed out that it is harassment and 

discrimination that are negative, not efforts to raise them for discussion. She also made it 

clear that the issues raised by the Equality Cornmittee were coming not fiom her, but 

fiom the experience of Native, Black and ethnic minority students dealing with 

discrimination and harassment in a "deeply euro-centric" setthg; the Equality 

Cornmittee's mandate was to bring fonvard these concems as a service to the Social 

Work Department in the context of its affirmative action cornmitment. The Director's 

request that no acadernic issues be brought forward, she said, seerns to contradict the 

EquaIity Cornmittee's mandate to address the concems of minority students. The issues 

brought forward at the Executive meeting were Lillian's attempt to fulfill this mandate as 

it seems to be expressed in the Social Work Department's govemance document, since 

there was no other place to raise affirmative action students' concem. In regard to the 

Cross Cultural Issues course, she referred back to an understanding she and the Director 

had already achieved about the reactions of a smail minority of white students, 

parhcularly white male students, to a fernale, Native professor teaching an anti-racist, 

social change oriented course. Conceming her attendance at Laura's fuial field 

presentation she said it was "well within protocol, as students can invite who they choose 

to their presentations," "1 identified myself as her friend, and that I was not in rny role as 

Social Work Department faculty member at the meeting," and as the only Native faculty 

member at the Social Work Department, there is no one else she can ask for support. She 

claimed that she had been open about the cultural requirement to respond to Native 

studentst need for support, whether it is included in her work or not, and open about her 

pnor relationship with Lma. She had never taught or advised Laura as a credit student. 

At the end of the letter, Lillian expressed her sadness that the Director could not sit d o m  

and deal with these concem on a face to face basis kt, nor could the othen who, 

according to the letter, had presented "fiequent and senous concemst' to the Director. She 



was unclear on the progress the Director desired, but hoped that removing herself nom 

the student advocacy function of the Equality Cornmittee would be seen as a positive 

step. 

On November 9th, the Director referred Lillian's case to the Dean of the Faculty 

of Health The Dean asked to meet with Lillian and the Director. Realizing now that she 

was in serious trouble, Lillian contacted the Faculty Association, who provided her with a 

representative, and invited the Dean of Graduate Studies, who had been open to 

supporting Hannah and knew some of the story. It was at this point that she came to me 

as well, asking me to accompany her, give her personal support, and take notes. 

The fxst meeting was held on November 28th. The Dean and Director insisted 

that it was not a disciplinary meeting, thus leaving everyone unsure of whether or not the 

protections provided by the Collective Agreement in a disciplinary situation applied, but 

the meeting followed the format of a disciplinary action, with the Dean and Director 

stating their complaints, and Lillian, along with her Faculty Association representative 

and support person taking notes. The complaints discussed at the meeting were those 

enumerated in the October 18th letter. According to a confirming letter written afler the 

meeting, the Dean and Director were asking Lillian to "make a genuine dissociation 

between your academic and personai affairs with respect to your partner. This would be 

applied whenever Ilaura] is in the role of a student and you are in the role of a faculty 

member. You are a faculty member in any activity relatai to the Social Work 

Department." They asked Lillian to stop student advocacy "at the point of interference 

with other faculty or with students' academic programs" and "not express any opinion of 

any other faculty membets work or any opinion on students' academic progress," and "it 

would perhaps be more helpful in the future if this advocacy were done in a more 

constructive fashion." Although early in the meeting the Director seemed to be asking 

Liiiian to resign fiom the chair of the Equality Cornmittee, later this was amended to be 

simply that s he " would accept illian's] resignation. " 



The requirement that Lillian dissociate from Laura immediately began to be a 

problem, shce they were two of only three people on campus studying in the area of 

Native learning and education. The third person was Beth. As a precaution, Lillian 

stopped attending gatherings of interest to her in their academic pursuits, including a 

colloquium at the Social Work Department on Native community healing. Lillian and 

Laura both felt they should not be seen in the same room together while the situation 

remained unresolved, even though it iimited their ability to pursue their academic 

interests, and this requirement could be seen as denial of their academic freedom. 

Lillian reported one more small incident before Christmas. On December 6th 

there was no one around the Social Work Department office except the clerical staff 

decorating the Christmas tree and drinking wine provided by the Social Work 

Department. Lillian had some work to do, so did it on the office computer. The next &y a 

memo was issued to al1 faculty reminding everyone that "the computer in the main office 

. . . is for everyone's use . . .please, then, try not to sit the whole moming or aftemoon or 

&y working at the computer." 

Lillian's second meeting with the Director and the Deans was set for Febmaq 9th. 

Two days before the scheduled date, she opened her mail to fmd four extremely negative 

student evaluations and a note fiom the Director saying that she wanted to talk about 

them. The documents were al1 anonymous, al1 written more than a month after the end of 

the course, and al1 typed on the sarne typewriter. Al1 said prominently on the fiont page 

"Please submit this page separaîely fiom the othea, as only your inshnictor will receive 

these written cumments." 

In preparation for the February 9th meeting, Lillian went to the penon responsïble 

for tabulating teaching evaluations to get copies of ail of her evaluations to date, and 

some help with interpreting the statistics. The evaluations given to her on February 7th 

were al1 fhm one class a Master's level class where she had met major resistance. Her 

average evaluation rating fiom that class was 3 out of 5. However, the rest of her ratings 



ranged fiom 4.3 to 4.8 out of five. In each case, the average was pulled down by one or 

two low ratings, but most students had given her high evaluation scores. The person who 

tabulates the ratings pohted out that hers were the highest at the Social Work 

Department, and among the highest in undergraduate teaching at the whole University. 

The same people who were present on November 28th gathered on February 9th.- 

both Deans, the Director, Lillian, her Faculty Association representative, and rnyself. The 

Dean of the Faculty of Health and the Director wanted tu mise the matter of the student 

evaluations. The Faculty Association representative immediately put that issue to rest, 

refemng to a clause in the Collective Agreement that forbids the use of anonymous 

student comments in facuity evaluation unless specificalîy approved by Senate or the 

F aculty . 

Lillian and the two of us who were supporting her had decided before the meeting 

that the best strategy would be to try and avoid a formal disciplinary procedure, 

suggesting an extemal mediator to resolve the confîict. The f ~ s t  mediator suggested was 

the Employment Equity Oficer. We had invited her to the meeting to discuss the possible 

mediation. The Dean, however, when asked if the Employment Equity officer codd 

corne to the meeting, called up the Employment Equity Officer and told her that if she 

came at Lillian and the Faculty Association's invitation, she would autornatically be seen 

as biased and associated with Lilliads side of the case. The Employment Equity Officer 

stayed away fiom the meeting. Al1 that was agreed to during the meeting was that the 

Dean and Director would consider mediation. ï'here was never any M e r  response on 

the matter. 

The day after the meeting there was a faculty meeting at the Canadian University 

Social Work Department Recent events were discussed, and according to Lillian, some 

faculty members expressed their opinion that there was no racism at the Social Work 

Department. One said that if he cannot see racism, it doesn't exist 



In the last week of Febniary, the Director wrote to LilIian asking her to meet with 

her about the student evaluations. Lillian, who by now was not at al1 inclined to meet 

with the Duector or anyone else without a witness, asked her Faculty Association 

Representative to corne with her. This was not acceptable to the Director, and a series of 

letters ensued 

On February 28th the Duector wrote a letter saying, "1 believe that I can and must 

be able to talk with faculty mernben about the ordinaiy work of the . . . [Social Work 

Department] . . . 1 have asked to talk about feedback on your teaching and you are not 

willing to meet. 1 will, therefore, refer the matter of feedback on your teaching to [the] 

Dean [of the Faculty of Health] and ask that this item be taken up in any future meeting." 

On March 6th, Lillian's Facdty Association representative wrote to the Director 

requesting clarification of the reasons for attempting to use anonymous student 

evaluations for facdty evduation, and why forms clearly marked as for the instructor's 

eyes only were in the hands of the Director. 

On March 9th the Dean wote  to Lillian saying: "It is normal practice for a 

faculty mernber to meet with hisher Director on matters related to the [Social Work 

Department] in a timely fashion. The matter of teaching is an appropriate point of 

discussion for a faculty member and Director. The concems expressed by students with 

regard to your teaching are senous ones which must be addressed. 1, therefore, suggest 

that you arrange a meeting between yourself and [the Duector] to discuss this matter as 

soon as possible. " 

On March 27th Lillian's Facuîty Association representative responded to the 

Dean, enclosing a copy of her letter to the Director clari&ing the use of anonymous 

-dent comments. She said: "As you can see, there are serious issues sunoundhg the 

plocedures to be employed regarding teaching evaluations. To date I have received no 

reply from [the Director] on this matter. Therefore, in my view your suggestion that 

[Lillian] meet with [the Director] is premature." 



On April25th, the Dean wrote to Lillian: "It is my impression that the informal 

meeting process begun in November 1994 with you has provided an opportunity for the 

airing of views but that it has not been a forum in which these issues have been 

satisfactorily addressed. There is now correspondence between yourself and the Director 

regarding the Director's desire to meet with you to discuss serious concems with respect 

to your teaching. It may be that our meetings have inhibited you from meeting with your 

Director. 1 feel it is, therefore, in the best interest of al1 concerned that we close the 

informal meeting process at this the .  1 would urge you to meet with your Director 

directly and to begin a one-on-one dialogue with her to discuss these teaching-related 

issues." 

On May Sth, Lillian wrote to the Director, saying: "1 am prepared to have these 

discussions, along with discussion of other and more recent course evaluations which are 

positive. 1 would also like to discuss the deployment issue for the Cross Culhiral Issues 

course for next year . . . Because part of this discussion is about student evaluations, and 

the legal and proper use of them under the Collective Agreement, 1 would like to include 

[my Faculty Association representative] in these discussions." 

On May IOth, the Director responded: "1 have asked many times to talk with you, 

[Lillian], about the student feedback on your teaching and 1 ask again in this letter. As 

you know, 1 have a right and a duty to talk with faculty members about their teaching and 

aU aspects of their work as faculty memben in this [Social Work Department]. 1 must 

insist that you and 1 meet in the normal Director and faculty member way." 

On May 12th, the Faculty Association representative responded: "Please be 

adviseci that it is the advice of the [Faculty Association] personnel counselling [Lillian] 

that she should not meet with you unless a [Faculty Association] representative is present, 

in the light of the sensitive state of afTairs that exists in respect to a variety of matten at 

the present the. Our advice to [Lillian] was that 1 should accompany her to this meeting 

because of my familiarity both with respect to the present coatroversy and with respect to 



the sigmficance of teaching evaluations under the Collective Agreement, and in the 

context of equity disputes." 

On May 19th, the Director wrote again to Lillian: "1 am writing again to ask to 

meet with you conceniing issues raised about your teaching in Cross Cultural Issues 

courses. As 1 have already said on many occasions, 1 am entitled as Director to have such 

a meeting with a faculty member. 1 believe that the presence of representatives on one or 

both sides will alter the nature and purposes of our meeting and wiii not facilitate a 

genuine discussion of the serious matters raised by students. If your position remains that 

which was expressed in [the Faculty Association representative's] letter of May 12, 1995, 

then I have to conclude that you refuse to meet with me to discuss in a collegial fashion 

the concems expressed to me. I am giving you one m e r  opportunity to reconsider your 

position. If 1 do not hear from you by or on May 25, 1995, then 1 will have to act upon the 

information 1 have without the benefit of your input." 

On May 24th Lillian's Faculty Association representative wrote back to the 

Director: "Your letter appears to be taking the position that if &illian] does not disregard 

the advice that the Faculty Association] has given her, and meet with you alone, that this 

will violate some unspecified managerial right, and give you cause to take disciplinas, 

action that will have an adverse impact on our Member. . . In [the Faculty Association's] 

view, it is neither fair nor reasonable to assert that a Facdty Association] member 

should be deemed uncollegial, denied an opportuity to share her views of facts that are 

in controversy, or subjected to disciplinary action because she accepted the advice of her 

Faculty Association on the handling of a sensitive and dificult matter, where there is a 

history of serious disagreement over bath issues of fact and legal interpretation of the 

provisions of the Collective Agreement. The right of a Member to have a Faculty 

Association] representative attend meetings that address these kinds of matters is clear in 

other parts of the Collective Agreement, and we believe that such a right exists in the 

present situation. Moreover, [the Faculty Association] is frequently invited by Members 



to attend discussions of the significance of student reactions to cornes, and the other 

administrators that we have dealt with on such matters have not objected to our presence 

at such meetings. Accordingly, 1 would suggest that we proceed to schedule a meeting to 

be attended by yourself, [Lillian], myself, and any advisor that you wish to bring." 

On June 18th, the Director responded: "1 have expressed my position many times, 

that is, that 1 have the right and the duty to talk with faculty members about their teaching 

and related work at the [Social Work Department] and that direct discussion between me 

and a faculty member is the best way to address and try to solve any concems or 

problems. 1 regret that meeting with me is not acceptable to [Lillian] or to you. Should 

[Lillian] decide to meet with me, she can cal1 me." 

In a letter written in August 16th, the Dean said: " 1 am aware that students have 

expressed concems to the Director and in teaching evaluations about the Cross Cultural 

Issues courses . . . You have yet to meet with your Director on these serious criticisms 

and 1 continue to urge you to do so. 

In July, the Dean asked for Lillian's annual report early. The facuity of the 

university were at that time restncted by a Provincial govemment wage fieeze, but one 

small annual increase was still allowed, the Career Development Increment (CDI), a 

recognition of increasing experience at the University. Under certain circurnstances, the 

CD1 cm be denied as a disciplinary action, with the Dean's recommendation and the 

President's approval. The Dean wanted Lillian's annual report early because she was 

making a decision on whether or not to grant her CD1 in the light of "the serious concems 

raised by sorne of your students and your Director with respect to your teaching 

performance." Lillian worked quickly and submitted her annual report about ten days 

later. There were a few changes in details, but in substance, the report was identical to her 

report of the previous year. The previous y&s report had emed specific praise fiom the 

Dean for king  "appropriate and informative;" this report earned three pages of critique, 

particularly concerning the ongoing problems over the student evduations given to 



Lillian in February, and the amount of her administrative work that had been "self- 

assigned, and difficuit to receive credit for without evduation through the normal routes, 

such as accountability for a cornmittee's work or assisting with the achievement of the 

objectives of the Unit" She did not, however, continue with the process to deny the CDI. 

Two other decisions were made during the sumrner. Lillian had discovered that 

the Social Work Department was planning a course in social work and the law, and went 

to the BSW Coordinator and offered to teach it. She had taught this course for several 

years at another University. The Social Work Department decided to have the course 

taught by a variety of guest insmicton and never responded to Lillian's offer. Also, the 

assignment of teaching assistants was reviewed. The Cross Cultural Issues course and the 

Equality Committee were both cut fiom a full-time to a half-time teaching assistant 

Also in mid-August the Director stopped insisting on meeting alone with Lillian. 

She assigned work for the comiiig year without consultation, giving her a double load of 

field supervision, mostly outside of her area of expertise, and geographically widely 

scatteted. She dso removed the Master's level of the Cross Cultural Issues course fiom 

her workload, and took her off of the Equality Committee. 

During the summer, Lillian stopped going to faculty meetings. She said that even 

the sight of them marked in her calendar made her physically sick. 

During June, 1995, the Director of the Social Work Department indicated that 

race issues would be discussed at the annual staff retreat Shortly after Lillian put in a 

request for vacation from Iune 2nd to 22114 and indicated that she had booked Bights to 

visit her family in another Province, the Director announced that the staff retreats would 

be June 2nd and 22nd. At these meetings a decision was made to abolish the Equality 

Committee and replace it with a body made up of a single student representative of every 

affirmative action group in the Social Work Department, chaired by the Director. 

On October 4 t 4  the Social Work Department's Annual Meeting was asked to vote 

on this motion. A large group of Black and Native students, graduates, community 



rnembers, present and fonner Equality Committee members, and their allies, including 

myself, gathered for the meeting. The Professor who chaired Equality Cornmittee before 

Lillian took over, who walked out during the discussion of the Open Circle on 

Discriminatory Harassment, presented the motion. She spoke on behalf of disabled 

people at the Social Work Departrnent, saying that they have felt Ieft out by the Equality 

Committee structure and without a voice of their own. Members of the Black and Native 

comrnunities and student bodies spoke to their need for the Equality Cornmittee, even if 

there is another body formeci, or perhaps an umbrella group fomed, to allow for 

representation of other groups as well. Lillian, in her last act as chair of the Equality 

Comrnittee, pointed out that she and the other current members of the Commitîee had not 

been consuited on this decision. 

The Annual Meeting decided to continue the Equality Comrnittee and strike a 

Task Force with the mandate of proposing a new structure to provide representation for 

al! affirmative action groups in the Social Work Department Later, in a faculty meeting, 

the decision was made to elect faculty to the Cornmittee rather than appointing volunteen 

as had been done in the past Two Professors were eleaed, including the BSW Field 

Coordinator who had b e n  the subject of severai cornplaints by the Native students. 

lnvest Igatlon and Report 

In March of 1995 another process had begun, involving the Black students. A 

fonner student and member of the Provincial Association of Black Social Workers 

chaired a meeting in which the shidents aired their grievances. These were cornmunicated 

to the Director in a letter. This led to a process in the Iarger Black cornm~ty, resulting 

in the Director of the Social Work Department being asked to corne to a meeting with 

representatives of some of the Black c o m m ~ t y ' s  major organizations. At that meeting, 



several cornplaints were raised, including Black students being asked to have field 

supervisors with MSW degrees even in their BSW field placements when other students 

didn't have to. 1 was not present at this meeting, but was told that the BSW Field 

Coordinator was present and denied this, whereupon the graduate who had raised the 

point produced a letter refusing her choice of supervisor because of the lack of an MSW 

degree-signed by the BSW Field Coordinator. 

The cornrnunity leaders present at the meeting asked for an investigation into the 

treatment of Black and Native students at the Social Work D e p m e n t ,  carried out by 

members of both communities. This request went forward to the President of the 

University, who decided to investigate, but not to involve anyone outside of the 

University. He appointed a Professor of Law to carry out the investigation. Several 

people involved in the events, dong with community members present at the August 

meeting, objected to the decision to keep the investigation intemal, but the President went 

ahead. 

There was also some protest over the mandate of the investigation. It was defmed 

as examining the "effectiveness of the Social Work Department's affmative action 

policy in the light of acadernic standards." Those who had requested the investigation in 

the fint place were not unhappy with the affirmative action policy, which is limited to 

admission, but with the treatment of students once they have been admitteci. Again, the 

President stood fhn. 

Those who were invited to be interviewed debated among themselves whether to 

participate in a flawed process or stay away . There was a high risk either way. In the end, 

most decided to participate. The Professor assigned to the task i n t e ~ e w e d  dozens of 

people during October and November. Hannah and Laura told her their stones. 1 took 

notes while Lillian talked to her for six hours. 

As the tirne for presentation of the report approached, the President announced 

that it would be given verbally only, and those present would be resüicted to himself, the 



Dean of the Faculty of Health and the Director of the Social Work Department. Later, 

under pressure, he admtîed the President of the Faculty Association, dong with the 

Association's lavqer. The verbal nature of the report increased the vuinerability of al1 

who had given information in the process. Some who had taken part said they regretted 

their decision to participate. 

The report was delivered verbally on December 14th. With the President's 

agreement, the Professor who did the investigation then produced a written report as well, 

which was widely distriiuted during January. Lillian and the students fiorn the previous 

year's MSW Cornrnunity Speciaity felt betrayed by the report. Their stories were absent 

fiom the text, while stones fiorn white participants' point of view were included. The 

pain on both sides was portrayed as equal, with no mention of the fact that with unequal 

power and security, the losses were much greater for those with less power. Also, the 

discomfort ofsome white students in the Cross Cultural Issues class was featured, while 

the discomfort of most Black and Native students in every other class was not mentioned. 

Re appointment 

Liliian's three year contract with the Social Work Department was due to expire 

on June 30,1996. By now the Social Work Department had created a Promotion and 

Tenure Committee to deal with faculty contracts One member of the Committee was the 

former chair of the Equality Cornmittee, who had said to thai Cornmittee that she 

believed Lillian was coercing the Black and Native students. 

The normal process would be for Lillian to apply for re appointment and prepare 

a dossier of her teaching and scholarly work for the cornmittee. According to the 

Collective Agreement, she would have to state her intention to stand for re appointment 

by October 3 1,1995. 



On Fnday, September 13th, 1995, she received a memo fiom the Promotion and 

Tenure Cornmittee asking her to state her intentions by Monday, September 16th. By 

Monday she still had not decided whether or not to go ahead. The chair of the Promotion 

and Tenure Committee came to her office door while she wvs on the phone informing a 

very upset Hannah about her referral to the Discipline Committee. He waited at the door 

for the full fifieen or twenty minutes that it took to finish the conversation. Lillian reports 

that by the t h e  she hung up the phone, she was very annoyed with him. He asked her if 

she was planning to apply for re-appointment. She said she was not sure if she wanted the 

job, because the conditions were so bad. The next day he circulated a memo saying she 

was not a candidate for re appointment. 

Lillian told me she panicked at this--suddenly the full reality of unemployment 

sunk in. She called her Faculty Association representative, who told her she legally had 

until October 3 1 to apply, but considering that there were major concem about conflict 

of interest on the Promotion and Tenwe Committee, she should apply for a year's 

extension while a fair way of evaluating her work could be worked out. Lillian made the 

application as suggested 

Both the Director and the Dean of Health Professions tumed down the application 

by the end of October. With the support of the Faculty Association, Lillian appealed the 

decision to the Academic Vice-President The Vice-President consulted with the Dean 

and Director, and tunied the application down as well. The application was then appealed 

at the level of the President. He referred it back to the Vice-President Academic again. In 

April, 1996, Lillian, her Faculty association representative and 1 met with the Vice- 

President Academic. Two weeks later, the President made a final rejection of Lillian's 

appeal. His reasons were: he felt L illian had had suficient time to state her intention to 

apply for re appointment before the September 18th deadline; the Director and Dean said 

that Lillian's allegations of bias in the process were unfounded; "your unilaterd decision 

not to participate in collegial processes, and your repeated refusal to meet with the 



Director contributed to the very circumstance you allege was created by othee," and 

finally, because the Law Professor's investigation, "in which you participated," did not 

give "any grounds to warrant extension of your appointment." 

Several months Iater 1 talked with the Law Professor who had done the 

investigation. The President had sent her a copy of his letter at the the .  She was angry 

that her report had been misused in this way, and showed me her letter back to the 

President. In this letter, she pointed out that "the suggestion that my Report could be the 

basis for either denying or extending someone's appointment is completely at odds with 

the mandate 1 was given or could properly have been given." She also objected to the 

President's statement that the Report provided no bais for finding extenuating 

circumstances explaining why L illian missed the September 1 8th deadline. "1 fmd that 

contradicted . . . by rny Report. 1 made clear to you my premise that the ordinary 

processes were unworkable in the circumstances. . . My understanding at the end of our 

conversation was that . . . there would be some sort of substitute process to deal with the 

merits of [Lillian's] case. Moreover, this dl had to be on the assumption that the missed 

deadline was not determinative. 1 was very surprised, therefore, when the next thing 1 

heard was that [Lillian] was not being renewed, without there having been any M e r  

process to consider the merits of her case beyond the issue of the missed deadline." 

Following the fial rejection, the Faculty Association launched a grievance. In 

early May, Lillian, her Facillty Association representative and 1 met with the President 

for the informal level of the grievance. At the end of the month, he again rejected the 

request At the end of June, the Faculty Association presented the Witten foxmai 

grievance, and again, on July IOth, the President rejected i t  In this letter he said "mhere 

are numerous allegations of fact and alleged breaches of the Collective Agreement with 

which we take strong exception. The tone of the grievance is in our view irregular and 

inappropriate. My decision in relation to the Mevance is that it is witbout merit." 



On July 11, the Executive of the Faculty Union decided to cary the case forward 

to Arbitration with a lawyer from the Canadian Association of University Teachers who 

has experience with systemic discrimination cases in University settings. The hearing has 

been put off several times over, and at the time of this writing, is scheduled for the spring 

of 1999. 

Lillian, however, lost her job on June 30th, 1995, and put her houe up for sale. 

She was still supervising the project and thesis work of three students, one of whorn had 

just subrnitted her second 1s t  draft and was trying to meet a deadline at the end of July. 

This student had used Lillian's personal contacts in the native comrnunity to do her 

research, and was depending heavily on Lillian to be sure she wrote up this matenal in a 

respectfil way. During the formal stage of the grievance, Lillian appealed to the 

President to be able to finish her work with at least this student, and possibly dl three. 

The President referred her back to the Director of the Social Work Department, where he 

"believ[ed] the [Social Work Department] has the ability to address the matter of student 

supervision to the benefit of al1 concemed." Meanwhile, the Director had written to 

Lillian asking her to report on the progress of her students in preparation for handing 

them over to another supervisor. Rather than enter yet another battle over wheîher or not 

she would meet alone with the Director, Lillian saw no option but to allow the Social 

Work Department to assign the three students to new supervisors. 

The "Smudge Memon 

Before leaving Lillian's story, there is one more incident to tell. Because Liliian's 

teaching was based in Native traditions, a key feature of her classes was the smudge. This 

is an herb, such as sage or sweetgrass, bumed to p u e  the room and parhcipants in the 

Circle. Smudging is also part of Lillian's personal spiritual pracfice as a Traditional 



Native person. During a dificult time in April, 1996, Lillian retreated to her office with 

Laura to talk and srnudge themselves before going on to other commitments. As they left 

the room, they told me, they overheard the Community Specialty Coordinator in 

conversation with another faculty member across the hall. The two of hem cornmented 

on the srneil and joked about marijuana. The next day the Director issued a memo to al1 

faculty and staff asking that no substances be bumed or smoked in School buildings in 

consideration of people with sensitivities and allergies. 

A student wrote to the Director protesting this policy as disrespecthi of religious 

fkeedom and Native traditional practice. She testified to the excellent leaming she had 

experienced in Lillianrs class, in part because of Native traditions such as srnudging. She 

expressed her mistaken understanding that the memo was addressed directly to Lillian. 

The Director responded explaining that "policies and practices are intended to 

support the right of al1 to a smoke and scent-fiee environment" She went on to Say: 

I find it troubling that you seem to base your letter on incorrect information and you make senous 
dlegations that are not substantiated. In doing so, you damage your own reputation, [Janice]. in 
socid work, as in ail professions and occupations, it is essential to act on full and acairate 
information and to be tniW and fair. I c m  only assume that this letter does not reflect y o w  usual 
way of acting, and that you would normally take the time to find out what was said or written to 
whom, what the policies are and why they exist. 1 also hope that you do not usually make careless 
accusations against unnamed people. It is pretty scary, to use your word, to see someone acting 
without thinking and causing harm to others. 

Research Question: How dld thls happen? 

During the meeting on F e b ~ a r y  9th 1995, when Lillian and her two supporters 

unsuccessfully proposeci mediation to resolve the situation, I asked myself what 1 would 

do if1 were ever asked to mediate a situation such as this one. In spite of ten years of 

professionai mediation experience, I didn't know. Also, in spite of fifieen years of 

teaching and writing about the dynamics of sexism, racism, and other foms of 

oppression, I couldn't Say how and why this situation escalated the way it did. I had k e n  



looking for a thesis topic; 1 had found it. 1 began to search the literature for others who 

had studied similar situations, and I spoke about it to Lillian and the students who were at 

the centre of the story. Word began to spread, bnnging both encouraging and 

discouraging responses. 

The peak of the discouraging response, at least to date, was a summons fiom my 

own Dean to discuss the rnatter. She had a copy of our Collective Agreement opened to 

the Conflict of Interest clause. This clause forbids teachers in my Faculty from 

"engag[ing] in any professional activity, paid or unpaid, which cornpetes or confiicts with 

[Faculty] activities." The Dean said that she felt I was destroying my Faculty's 

relationship with the Social Work Department, and since the Continuing Education 

Faculty's survival depends on good relationships with other facuities, 1 was in conflict of 

interest. She wanted me to change my thesis topic. She told me that she was doing this 

under pressure from the Dean of the Faculty of Health, who was responsible for the 

Social Work Department. A consultation with the Faculty Association assured me that in 

this case the Conflict of Interest clause would probably not stand up against the 

Academic Freedom clauses, which give al1 faculty the right to criticize our own 

institution. Perhaps the University's lawyer had the same opinion, for nothing has yet 

been done to discipline me under this clause. 

The encouraging side of the response has brought me supportive cornrnents, and 

many powerful stories f?om other Black and Native students and graduates of the Social 

Work Department. Given the carefullydrawn boundaries of this study, 1 cannot use most 

of hem, but they give me more motivation to go on and attempt to solve the riddle of 

what happened, and how it could have been done Merently. One story was given to me, 

however, that is directiy related, and added a new dimension to my picture of what 

happened in the MSW Community Specialty ciass during the 1994-95 academic year. 

This is the story of Yuen, the international student who was in the coune that year. At 

the t h e  of the events she felt she had to separate herself fiom her Native and Black 



classrnates, although her sympathies lay with them, and she felt she could not seek out 

potential allies like myself, because she was afiaid of losing her student visa. For various 

reasons, that would have been a personal disaster. By the time she talked to me, she had 

ternporary immigrant status, and soon afterward achieved landed immigrant status. This 

gave her enough security to tell her story. 

Yuen had trained in social work in her home country and had worked at the 

profession there for seven years. When she came to Canada, she did not have enough 

mastery of the language and culture to work in the profession here without M e r  

training. She completed a BA degree in psychology at another univenity. She came to the 

Canadian University School of Social Work to cornplete a qualifying year and an MSW 

degree. 

Yuen found she had to coach the Social Work Department careNly through the 

immigration bureaucracy. She wrote the letters fiom the Department affirming that she 

was a student there to avoid any error that might cause her to be sent back to her countxy 

of origin. She found the help she needed with writing in English at the University's 

Wnting Centre, a service that provides writing tutoa to help students with their papers. 

She was bored during her qualifjring year, because most of the work was a repeat of her 

psychology degree and her previous training. 

Between the qualehg year and her MSW year, Yuen asked the Social Work 

Department if she could register for a summer course. This would Save papenvork with 

the Immigration Office, the fare for a flight home, and allow her to keep her medical 

benefits, which wouid be lost if there were an intemption in her shidies. She knew of 

other students who were taking courses in the summer. Her request was refbsed for 



reasons she did not understand, forcing her to scrape together enough rnoney to buy a 

ticket to her original country and fiy there for the summer, as well as lose her medical 

benefits. In the fa11 she rehimed, successNly renewed her student visa, and began her 

MSW program. She chose the Cornmunity Specialty because she had a good experience 

with the Community Specialty Coordinator during her qualifying year. 

The tensions in the Theory and Practice of Comrnunity Work class during the f d  

immediately affected her, but she didn't know exactly what was happening. She told me: 

"Sometirnes [Hannah's] eyes are wet and they never tell me what's going on, but 1 feel it, 

and 1 don't feel cornfortable to attend the class, and sometimes the dialogue between [the 

Community Specialty Coordinator] and them, it's misplaced, 1 can feel if but I have 

nobody that I c m  talk to." 

Yuen was part of the efforts to negotiate workload, but when it became obvious 

that the Cornmunity Specialty Coordinator was angry about the other students dropping 

their elective research course, she was too fnghtened to join them. She knew she must get 

a leîter from the Social Work Department to maintain her student visa In her words: 

"[The Community Specialty Coordinator] knew my whole situation; so, in fact, she has 

this card in her hand. She knows she can control me. . . so 1 am under her mercy. . . So 

even though [the Native students] and al1 of them say, 'Oh change your professor, change 

this, change that,' they forgot she had the last card in her hand." She completed both 

courses at the cost of many hours sleep during the fist  term. She says she rarely slept 

more than four hows a night. The white student in the class, she told me, was never put 

under pressure to take the research coune. Later, when she was working on her project, 

she told Yuen that she was having difficulty doing her research, but the Coordinator 

coached her through it. 

While the Native and Black students stnggled to get supervisors in place and 

learning contracts accepted, Yuen took the ody field placement available that would 

allow her to pursue her interests. The Community Specialty Coordinator suggested that 



she be Yuen's supervisor herself AAer beginning her placement, Yuen discovered that 

the Comrnunity Specidty Coordinator was a former board member of the agency and had 

considerable power there. The Community Specidty Coordinator was her field 

supervisor and her faculty supervisor, as well as her Specialty Coordinator and Professor, 

and later would supervise her fmal project as well. Yuen wrote more clrafts of her 

learning contract than anyone else through the fall, adding the extra work to her night- 

tirne load. Her contract was signed by the end of the fdl tem. 

Mer a month in her placement, the Community Specialty Coordinator asked her, 

too, to write a personal statement Yuen objected because neither the Field Placement 

Manual nor the agency requûed i t  The Coordinator responded that she m u t  write one 

because "1 am your supervisor and 1 Say so." Ody later did Yuen realize the problems 

that could arise fiorn revealing too much information about her personal history, perhaps 

even affecting her ability to graduate and her future career. 

On January 23rd the Comrnunity Specialty students were invited to the January 

30th meeting with the Coordinator, Director and Deans. While the other students 

negotiated who would be allowed in to support them and prepared their presentation, 

Yuen went through an agonizing week She understood that it was very serious event, but 

could not figure out what the politics of the situation were, and wondered if she should or 

shouldn't be involved. She tried to get advice fiom the International Student Counsellor 

who simply dismissed the problem as not serious. She made two appointments to talk 

with the Director of the Social Work Department. Both appointments were canceled, the 

second one after she had waited in the Directois outer office for an hour and a half. After 

the meeting, the white student in the class told her that as soon as the meeting was called, 

the Cornrnunity Specialty Coordinator had telephoned to explain the situation to her. 

Yuen finally went to Student Counselling SeMces and had one of the counseilors 

help her sort out the situation. She reports that he told her she had the right not to go to 

the meeting, but his advice was to attend, observe, leam, but dont say mything. This 



proved impossible, since the Dean of Graduate Studies asked each student individually 

whether they wanted to stay with the Cornrnunity Specialty Coordinator, or have another 

teacher. Yuen objected that it put her in the dificult position of having to choose between 

the Coordinator and her classmates. However, the Dean pushed her to make a choice, and 

she felt she had to stay in the Coordinator's part of the class. 

The next week, the Cornmunity Specialty Coordinator met with her remaining 

two students. She asked Yuen if she wanted the situation explained to her. Yuen said no, 

she just wanted to get on with the work. She told me that the Coordinator spent half of 

the class explainhg the situation to her regardless. According to Yuen, she said: "Those 

students will be penalized . . . they may not graduate on time, and the Social Work 

Department will not let thern do it so easily. . . They are not the Mctim, they just 

manipulate the power . . . including PiIlian]. . . pillian, Beth], and those people have 

bitter lives and they have some issues outside the [Social Work Department], so they just 

vent it on me." Before the Community Specialty Coordinato?~ comments, Yuen did not 

know that Lillian was part of the situation at dl. Yuen penistently steered her back 

toward the content of the course, an effort she had to keep up for the rest of the term, 

although she felt very threatened henelf She told me: "But for me, I feel she is 

threatening me also. 1 don't know, this is my interpretation. 'If you don't CO-operate with 

me, you will be the next person to be penalized, and you will have trouble to graduate.' 

That's the message 1 get, although maybe she doesn't have this intention. And after that 

class 1 was homfied . . .because if anythmg happened in the [Social Work Department], if 

they deal with the immigration oficer and they terminate my student visa, 1 would 

disappear in this country forever." 

ûver the Christmas vacation, Yuen accompanied the Community Speciaity 

Coordinator when she went to stay with fiiends in another city. Between Christmas and 

February, Yuen told me, a nunour started, somewhere in either the Social Work 

Department or Yuen's field placement, that the Coordinator was having a lesbian 



relationship with Yuen, or sexually harassing her. The nunour was strengthened when 

Yuen sat with the Coordinator and her fiends at an evening of International Women's 

Day celebrations, although Yuen says that she was never under any pressure to take part 

in social activities with the Coordinator. 

After hearing the rumours both at the Social Work Department and in her field 

placement, Yuen went to the Community Specialty Coordinator to suggest that they 

shouldn't spend time together outside of class. A few days later, Yuen received a cal1 

from the Coordinator, who was at the University's Sexual Harassment Office. She asked 

Yuen to meet with the Sexud Harassment Officer and talk about the rumours. Yuen did 

not want to go, but felt she had M e  choice. "1 felt it's another thing of this 

disempowerment. 1 am scared to Say no by havuig witnessed how [Beth, Laura, and 

Hannah] were suffering. What if 1 say no? What will happen?" 

The three of them talked about the nimors, then the Coordinator left and the 

Sexual Harassment Oflicer talked to Yuen alone, then the Coordinator was invited back 

in to talk about a strategy to counter the m o n .  Both with the Coordinator present and 

alone, Yuen was asked if she thought the nunors were corning frorn Beth, Laura, and 

Hannah. She was also asked for the narnes of those who had brought the m o r s  to her 

attention. She insisted that she did not know where the rumors came fiom in the 

beginning, and she would not give the names of those who passed them on to her. 

Shortly afkr this, the Director of the Social Work Department cailed Yuen to her 

office and asked her for the names of those who told her about the nunors, and also asked 

her if she thought they were started by the three -dents who had left the Community 

Specialty Coordinator's class. Again she resisted implicaîing the others or giving 

information. 

During the following weeks, the Community Speciaity Coordinator put Yuen 

under, in Yuen's words, "extremely high pressure," calling her repeatedly at home to ask 

who had told her about the rumour. Finally bending under the pressure, Yuen told her the 



names of three white students who had rnentioned the m o r s  to her at the Social Work 

Department. She told one of the students that she had given her name to the Coordinator; 

the student was extremely angry with her. She decided not to tell the other students, but 

simply hope they could take care of themselves. 

In February and March, the Community Specialty Coordinator also made calls to 

Yuen's other professon asking them how she was doing and suggesting that she be 

separated and protected from Laura, who, she implied, was intirnidating Yuen. One of 

their professors checked this story out with Yuen and Laura, who were dismayed to hear 

of i t  Laura said the Director of the Social Work Department also stopped her one &y 

and said that she must stop intirnidating 0 t h  students. 

Yuen completed her project over the surnrner under the Community Specialty 

Coordinatofs supervision, and graduated at Spring Convocation. At the end of the 

process, the Coordinator asked Yuen for a letter of reference implying that it would say 

she was a good tacher. Yuen asked if this was required, and was told it was "general 

practice . . . it's the Canadian system." Later Yuen's Student Counselor told her there was 

no requirement to do this, and Yuen began doing everythmg possible to avoid the 

Coordinator. This proved to be difficult. Several professors at the Social Work 

Department, including the Community Speciaity Coordinator, are active in the 

commUI11:ty. They sometimes ran into each other. Yuen says she wondered how much she 

would suffer if she revealed what had happened to ha, and the poor treatment Black, 

Native and ethnic minority students receive at the Social Work Department. Perhaps she 

already had suffered, she told me, in her professional Life, particularly in her difficulties 

finding a job in the community. 



Research Questlon Again 

As recounted above, I was sim'ng in Lillian's second disciplinary meeting 

watching our mediation proposal fail when 1 decided that 1 must know more about how 

al1 of this happened, and what could have been done to prevent i t  

This particular Social Work Department had followed affirmative action 

admission policies for over fifieen years, bringing in a considerable number of Black, 

Native, and Acadian students over the years, as well as promoting female faculty into 

influential positions, and working to find and hire Black and Native professon. However, 

the incidents that took place during the fa11 of 1994 triggered a cycle of destructive 

institutional dynamics. The end result was disastrous for the students and the Native 

faculty member who supported them. niey were al1 labeled "troublemakers" and, despite 

exemplary records, were accused of "shouting racism" to cover mediocre academic and 

teaching performance. The repercussions for everyone involved continue to this &y. 

The Social Work Department cared enough about access and equality to uistitute 

the University's first afirmative action admission policy, and yet, when a major conflict 

arose, the least powerful players were blamed and punished. The very oppressive patterns 

the Social Work Department hoped to eradicate were reinforced. 

As someone involved, but n0t cenbal, hm but not incapacitated, comected by 

Eendship and common values wiîh those whose stones 1 felt should not be lost, witness 

to much of what happened, and holder of a great deal of information, 1 was, 1 felt, in as 

good a position as anyone to figure out what ha~pened, why it happened, and propose a 

mode1 for institutions to deal with conflicts of this nature. 

In May of 1994,I published a book called Becoming un Al&: Breubng the Cycle 

of Oppression (Halifau: Femwood). It consolidated fi fieen years of my experience with, 

and reflection on, oppressive patterns based on equity factors, such as gender, race, 



sexual orientation, age, language, religion, and ethnicity. In the process of condensing my 

experience into the book, I developed an understanding of the concept of oppression as it 

exists in, and is reproduced by, individuals. I answered rny own questions as far as those 

questions went at the tirne. 

My experience of the 1994-95 academic year opened up M e r  questions. The 

dynamics of oppression as it functions in and through individuals doesn't W y  explain 

what happened. I feel the need to examine the institutional dynamics of oppression, 

beyond "the sum of the parts" of the individuals within them. In particular, 1 want to 

increase my understanding of the institutional dynamics that corne into play when there is 

an allegation of racism in a pst-secondq institution; that is, the processes the institution 

uses to protect its interests and retum life to "normal" in such a case. In theological terms, 

1 want to examine the functioning of the "principalities and powers" in the face of efforts 

to achieve justice in institutional life. 

The Research Question 

What were the institutional dynamics following an allegation of racial harassrnent 

at the Canadian University Social Work Department during the 1994/95 academic year? 



ter 3: Methodoloqy 

This MTS thesis is part of a larger study. The methodology for the whole 

investigation wiU be an exploratory-descriptive study of interview transcripts from the 

institutional decision-makers involved in the situation, and the documents genented 

during the conflict. This thesis contains four introductory pieces of the larger study: 

1 .  the story; 

2. the literature review; 

3. the conceptual framework, and 

4. a proposal for data collection and analysis based on the conceptual 

Literature related to the Methodology 

My guides in designing and canying out the study, including the portion of it 1 am 

presenting in this thesis, are Pamela Brink and Marilynn Wood (1994), Matthew B. Miles 

and Michel Huberman (1994), and Sandra Kirby and Kate McKenna (1989). 



hapter 3: Llterature Revlew 

Ever since my decision to search for a better way for a University to respond to an 

allegation of racism, I have been searching the literature for others pursuing the same 

knowledge, n i e  f i ~ t  t s k ,  1 Iee!, is to understrnd the icstitxtional dynamics hwlved tl 

the University's response: Where does it corne fiorn? M a t  is it intended to accomplish 

from the institution's perspective? What is the institution's perspective? 

Because of my training at the Centre for Christian Snidies, for me understanding 

begins with three steps, description of the experience, naming the patterns in the 

experience, and then analysis, or proposing a logic that explains the pattern. The next 

step is to test the analysis by creating a strategy and taking action, then using the 

experience of the action to being the cycle again. In my review of the literature, 1 was 

looking for others who have published theù efforts to accomplish the fmt three steps- 

description, naming patterns, and analysis. 

Beginning with description of experience, 1 found a wealth of material. Women of 

colour and Aboriginal women have written painfûl and deeply moving accounts of their 

encounters with the racism of academe. Some of these storks include description of the 

backlash that takes place when they bring racism to the institution's attention. 

When I tried to find material narning the patterns in Universities' response to 

allegations of racism, I found very little. What 1 did find was work by white women 

naming the patterns they see in their Universities' response to ailegations of sexism, 

including some reflection on the parallels with other forms of oppression. 1 also found a 

related article naming the patterns in al1 organizations' resistance to conflict resolution 

when larger societal issues are involved 

Moving on to look for atternpts at analysis of the institutional dynamics involved 

in a University's response to allegations of racism, 1 found nothing. I did, however, find 



an extensive analysis of a church's response to allegations of sexual abuse that may 

provide a usefûl parallei to the situation 1 am studying. 

1 reached the conclusion that the task of understanding the institutionai dynarnics 

involved in a University's response to an allegation of racism has barely begun. The study 

1 am proposing, 1 believe, will provide new knowledge that will move us forward toward 

better ways of dealing with institutional issues of racisrn, and perhaps evenhially, dl 

equity conflicts. 

The "Chilly Climate" for Aboriginal Women and Women of Colour in the 
University 

Universities are not cornfortable places for women to study or work. Female 

faculty across Canada have adopted the phrase "chilly clhate," a term coined by 

Americans Roberta Hall and Bernice Sandler in 1982 (reported by Prentice, 1996,7), to 

descnbe their experience with systemic discrimination in academe. Their point is that 

systemic discrimination is not experienced in imrnediately obvious ways, through 

undeniable acts of discrimination, but rather it accumulates, day by day, through constant 

demeaning incidents mounting, eventually, to what Paula Caplan called "a ton of 

feathersn (reported by Prentice, 1996,7). The Chiliy Climate Collective at the University 

of Western Ontario published a collection of essays that describe the "chilly climate" for 

women on Canadian Mversity campuses in vivid detail (The Chilly Collective, 1995). 

Two of the essays in the Chilly Collective's publication are written by Patricia 

Monture, a Mohawk woman who studied law at three Canadian Universities and taught 

at two others. She underlines in a powerful and painfui way how much more "chilly" the 

university ciimate is for a woman who is rnarpinalized not only by sex, but by race as 

well. She w-rites about her experience of reading the first version of the ChiUy Climate 

manuscript, as a reviewer: 



"I sat with these women's words of their own pain and exclusion and I felt empowered by our 
common experiences. At the same time, 1 also began to feei invisible. invisible because race and 
culture have such a significant impact on my expenences of university and this layer was almost 
totaily absent fiom the women's storytelling (Monture, 1995, 14)." 

Later in the same essay, Monture writes: 

"It should be easy to recognize that women are under-represented in the academic fold. There are 
still few people of colour and Aboriginal people who hold faculty positions within Canadian 
universities. Abonginal women and women of colour are dramatically under-represented in 
institutions of 'higher leaniing.' Universities remain a bastion of White male privilege. My 
expsience of the university, and in particular the demands of an academic career, are complicated 
by the fact 1 am both Mohawk and woman. 

Many times during the last six years of my teaching career, 1 have felt either coafused 
about or uncornfortable with certain aspects of my job. This feeling is rooted in my difference 
either as a woman or as an 'Indian' or some combination of the above. I have named these 
uncom fortabl e and confusing experiences contradictions. The experience of contradiction is my 
expression for a state of being that i ofien slam into head first and the expenence Ieaves me 
overwhelmed and motionless."(Monture, 1995, 54)" 

Other Aboriginal women and women of colour who have studied and worked in a 

university semng have written about their experiences. These include Audre Lorde 

( 198 1 ), Wanda Thomas Bernard, Lydia LucasWhite, and Dorothy Moore ( 198 1 ), 

Patxicia Hill Collins (1989), Patncia Williams (1 99 1 ), Himani Banne rji (199 l), Linda 

Car& (199I), Martha Tack and Carol Patitu (1992), Betty Jones (1993), Roxanna Ng 

(1 993), bel1 hooks (1 994), Tem Sabattis ( 1 W6), Jean Graveline (1 W6), and Patti Doyle- 

Bedweil (1997). These authors provide a catalogue of the demeaning experiences that 

drive women in this position to a painful choice: assimilate (to the extent that visible 

difference allows), or engage in a banle with the institution (Sabattis, 1996,3 1). 

Some of the experiences described are particular to students. For example: 

exceptional economic hardship because of membenhip in a rnarginalized group 

(Sabattis, l996,32); 

invisibility or negative stereotypes of Aboriginal people and people of colour in the 

curriculum and literature, and students being asked to N1 the gaps thernselves when they 

point them out, even though this is the professor's job (Hill-CoUins, 1989,752; Carty, 



1991,13-37; Banneji 1991,69,74-100; hooks, 1994,32,43-44; Monture, 1995,57,60; 

Sabattis, 1996,34,4 1; Williams, 199 1,8043; Graveline, 1996,354); 

faculty responses ranging fiom discornfort to ridicule when issues of gender or race are 

raised in class (hooks, 30-3 1,39; Sabattis, I996,34); 

professorst assumption that their knowledge from the literature is always superior to 

students' knowledge fiom their experience (Carty, 199 1,13- 15,20-2 1 ; Monture, 1995, 

60) 

comrnents that if they are present in the wiversity it must be because of affirmative 

action or other special programs rather than ability (Sabattis, 1996,40); 

difficulty adjusting to the jargon of academic work or the particular profession they are 

studying (Cartv, 199 1,22; Sabattis, 1996,37); 

lack of appropriate field placements or supervison (Sabattis, 1996,43); 

lack of appropriate high school preparation because of streaming and preconceived 

notions of Abonginal and visible minority studentst potential (Sabattis, 1996, 66); 

and having professon assume they must have plagiarized otherst work or had extra help 

because they couldn't possibly produce a paper as good as the one they wrote (Carty, 

1991, 14). 

Other accounts apply to Abonginal women and wornen of coiour who enter the 

academy as faculty . The particul ar expenences include: 

disproportionate relegation to less secure, non-tenured, and part-time academic 

positions (Banne ji, 199 1,72; Tack and Patitu, 1992, 1); 

complete lack of support fiom supenors, even to the point of Deans and others backing 

white student cornplaints against them that would never be considered if made against 

other faculty (Tack and Patitu, 1992, 1 ; Williams, 199 1,2 1,28-32,97; Doyle- Bedwell, 

1997); 



negative, even hateful, student resistance in class and in teaching evaluations (Lorde, 

198 1,96; Banne j i ,  199 1,72-73; hooks, 1994, 153- 154; Williams, 199 1,95-97; 

Graveline, 1996,328-336); 

white student complaints of bias, too much personal involvement, "pushing" political 

opinions, discriminating against them, malung them feel unsafe or guilty, not teaching 

"real" law, or English, or whatever, even complaints about dress and jewelry (Ng, 1993, 

1 89, 19 1- 193; Monture, 1995,62,66-67; Williams, 199 1,2  1,28; Doy le-Bedwell, 1997); 

complaints £?om students that a minority professor did not teach a subject exactly the 

way a white professor d i4  assuming the white professor's approach to be correct 

(Monture, 1995,6 1 ; Doyle-BedwelI, 1997); 

physical and other threats corn students (Ng, 1993, 189; Williams, 1991,96); 

students' refusal to accept a low mark from an Aboriginal or visib!e minority professor 

(Monture, 1995,66, 73; Doyle- Bedwell, 1997); 

hostile comrnents in papen and on examinations (Monture, 1995,62); 

a n  excessive workload because of being asked to represent a minority group on every 

cornmittee, on every panel, and in every collection of articles that corne up, also because 

they are the only faculty member with whom students from minority groups feel 

cornfortable talking about their problems, or the only one who can supervise reading 

courses students want in order to fil1 the gaps in the curriculum (Monture, 1995,55,64); 

mcolleagues' resistance to including any perspective other than white ones in their 

teaching, and perceiving any suggestion that they do so as an attack on academic fieedom 

(Monture, 1995,63; Williams, 199 l,84); 

having white students attack minority students because they are angry over what the 

professor is teaching (Monture, 1995,63); 

mseeing today's minor* students experiencing the same problems they did as a student 

and realinng that there has been no progress (Carty, 199 1,15; Monture, 1995,65); 



.*discrimination in the promotion, re-appointment and tenure processes (Monture, 1995, 

66); 

m'being accused of putting ideas into minority students' heads, or coercing them to speak 

up about their experiences of racism (Graveline, 1996, 3 14); 

*'and discovenng that it lowers students' respect for the school when they see you in a 

professor role (Williams, 199 1, 1 15). 

Some experiences apply to women of colour and Aboriginal women in the 

university setting whether they are students or faculty. For example: 

"racist social noms surroundhg friendship, relationships, and information sharing 

(hooks, 1994,42; Sabattis, 1996,32); 

o'high cornmunity expectations of success and extensive service to the comrnunity 

(Sabattis, 1996,36); 

**an expectation that written expression will be impersonal, analytic, and "objective" 

when many minority cultures value the opposite (Lorde, 198 1, 125-126; Williams, 

199 l,47-5O, 92-95; Sabattis, 1996,37); 

+esearch/writing in areas of concem to Aboriginal and visible minority people being 

seen as unimportant, not serious, biased, or rhetorical rather than scholarly (W illiarns, 

199 1,4740; Carty, 1991, 14,21; Banneji, 199 1,69; hooks, 1994,38; Sabattis, 1996,37; 

Doyle-Bedwell, 1997); 

*'the expectation that al1 their opinions represent their group (hooks, 42-43; Sabattis, 

1996,41); 

*'the cornpetition and individualism of academic work, which is sometimes in opposition 

to minority cultures (Sabattis, 1996,4l); 

.'harassrnent by white students and faculty (Williams, 199 1,2 1,28-32,97; Sabattis, 

1996,43); 



+a classroom ethic that devalues experiential knowledge, and the physical, spiritual and 

emotionf aspects of life (Carty, 199 1,36; Doyle-Bedwell, 1997; hooks, 1994,7-8, 15- 

17,135- 13 8, 140- 14 1, 145- 146; Sabattis, 1996,45); 

'having to be excellent to be perceived as average (Sabattis, 1996,67), 

lack of role models (Sabanis, 1996,67); 

+the loneliness of being the "only one" in a class, department, faculty, university 

(Banne rji, 199 1,68-69; Carty, 199 1, 15; Jones, 1993; Monture, 1995,64; Sabattis, 1996, 

68; Williams, 199 1, 55); 

+ the pressure to become as similar as possible to white, middle class people and support 

white, middle class ideals (Bernard, LucasWhite and Moore, 198 1,267; hooks, 1994, 5); 

+betrayal when some white allies discover the cost of reai institutional change and 

withdraw their support (hooks, 1994,30); 

rconstant realization that minority people's opinions are not taken seriously (Banne ji, 

l99l,69; Doyle-Bedwell, 1997; hooks, 1994,39-40, 150); 

facing other difierences in perception because of working class or low income origins 

(books, 1994, 178, 182-185); 

the invisibility of racism to white faculty, students and administraton (Carty, 199 1, 14; 

Monture, 1995,62); 

+ the pain of encountering other rnemben of minority groups who have chosen denial of 

racisrn and sexism as a survival mechanisrn (Monture, 1995,58); 

#constant pain, fear, and anger (Doyle-Bedwell, 1997; Lorde, 198 1, 124; Monture, 1995, 

59,68; Graveline, 1996,35 1); 

characterization of rninority people as angry, confrontative, and tactless, even 

threatening and intimidahg (Monture, 1995,68; Williams, 199 1,56-57); 

+ facing statements that the university wodd have to "lower its standards" to accept 

rninority students or hire rninority facdty (Williams, 1991,5, 155); 



tokenization; for example, "1 wish our school could find more blacks like you," 

(Williams, 199 1,9- 10); 

the assumption that racism is just a matter of perception, or is "theoreticai," or 

"abstract" (Williams, 199 1, 13); 

being told to laugh racism off, "you take it too senously," (Williams, 199 1, 166); 

having everythmg you do noticed because you are visible (Williams, 199 1,55-56); 

and being "perpetually tired fiom perpetual stmggle" (Carty, 199 1, 16). 

Patty Doyle-Bedwell vividly describes the stmggle to resist intemalizing 

the racist experience of the University: 

"1 do the Lndian thing, 1 believe the pack of lies as the tnith. The trauma of living in an oppressive 
society is believing the dominant society's image of who 1 am. 

Hearing the word Indian brings certain images to mind such as Squaw, dnu& stupid, 
savage, less than human. 1 have fought these images al1 my life. I am different but not less than 
others. These images shape the mainstrearn perception of my reality. I have internalized these 
images. 1 have learned that racism fmls like being stabbed. The violence of racism feeIs like razor 
blade cuts al1 over my body. The bIeeding continues and 1 feel so empty. 

It takes incredibIe courage to stand up in fiont of a class where no matter what I Say, it is 
Mi'kmaq dribble. It takes incredibie courage to say 1 am a law professor. Who do 1 think 1 am? 
That, 1 do not know. Why do 1 do the Indian thing and believe in their perception that 1 am 
incornpetent as a teacher? 1 am fiozen for many weeks. 1 am scared to even cry, for fear b a t  I will 
never stop. (1 997)" 

Namlng Racism: The Universities' Response 

The authon who have descnied the conditions they live with as Aboriginal 

women and women of colour on a University campus have a terrible choice to make. 

Benjamin Bowser, Gale Auletta, and Terry Jones (1993), although spe?king from Black 

male and white female perspectives in a United States context, have wrîtten a vivid 

description of this choice: 

"There is nothing more degrading than feeling the bite of racial exclusion and put-downs made by 
even the m m  weli-intended white colleagues. The victim of such behavior has thtee newin 
choices. Firsf he or she can mention the offense in conversation, but this not only violates the 



middle-class European-Amencan's social mie of politeness but also presents additiond costs: 
Besides being considerd rude and possibly maladjusted, the injured party usualIy wilI be ignored, 
excluded, or Iabeled a troublernaker from then on. Second, he or she can avoid speaking up. Say 
nothing long enough, however, and the victim is lefi to stniggle with mounting interna1 anger, 
pain, doubt, and blame. niird, he or she can disassociate from other people of color and work 
toward being accepted as an individual apart from his or her race. This approach also has its pnce. 
The individual is never perceived sirnply as such. At best, this "honorary white" status lasts only 
as long as he or she is seen to be like a red white person and supports white interests (16-17)." 

Carty (199 1,261, ho& (1 994, S) ,  Williams (1991, 80-82),and Sabattis (1996,63) 

have al1 made the choice to speak out, and descnbe a response that echoes the quote 

above. AAer even their mildest efforts to name the racism they experience, they are 

labeled "troublemakers" and al1 of their subsequent actions are interpreted in the Iight of 

that designation The supposed reason for making this trouble is an atternpt to mask their 

mediocrity as a student or teacher. 

Graveline (1996) tells about the backlash expenenced after she and her students 

used a First Nations Talhng Circle to discuss their expenences of racism at their 

University: 

"(The Native participants) acculturation to Circle noms and their lived experience of racial 
harassrnent produced clear and compelling namtives. These nones, heard by ean open to the 
'accusations' but closed to the 'Iessons,' continue to impact on al1 our lives. . . When not dl 
members of the Circle are acculturated to Circle noms about type of speaking, or if m e  
members hold power-over others and are acculturatd and known to enact i& risks are magnifieci. 
Case mua be taken to not place speakm in vulnerable positions by sharing too 'personal' 
information. Some desire au silence. Some are shocked and afraid of the stones of pain and 
resistance. Some project their fear as our negativity. Beware of listeners who are acculnirated to 
use 'personal' information as data to maintain the institutional mais quo. WC leamed that the 
power of voice in Circle taik cari be used against the heart-full, truth-full speaker. The experimce 
challmged me to be cautious in using Talking Circle as a forum for taking up communicy issues in 
non-ative settings (3 14-3 1 S).' 

Graveline (1996) writes m e r  about backlash against students and 

teachers who speak out 

"Backlash I have found, is an integrai aspect of activism. Imperid authonty and Native resistance 
have been theorized as dialecticai; so can aaivisrn and backlash. Backlash is the action taken by 
the challenged authonty . It occm In-Relation to the resistance enancd (344." 

The first step in backlash is that those around the activist feel threatened, and 

uncornfortable. This sornetimes leads to threats, and "persona1 assassination" (Graveline, 



Graveline paraphrases and quotes Chandra Talpade Mohanty's description of one 

of the institutional dynamics involved in universities' reactions to allegation of racism- 

personalization. In order to maintain "business as usual" in the face of challenges frorn 

visible minority people, she suggests, system-wide conflicts must be hterpreted in 

"narrow, interpersonal terms," so that conflict resolution cm be applied to differences 

between individuals. (Mohanty, 1994, reported in Graveline, 1996,350). 

Leela Madhava Rau (1995) provides M e r  description of the reaction on a 

university campus when the experience of racism is made visible. She held the position 

of Race Relations OEcer at the University of Western Ontario for two years. Dunng that 

time one racial harassrnent case was highly publicized by the respondent, a professor 

accused of making a racist statement in class. She was cleared of the charge by an 

adjudicator, but also criticized for lacking "the hallmark of a caring and sensitive mernber 

of the teaching profession (Rau quoting fiom the written jlidgment of the adjudicator, 

323)." She proceeded to demand an apology, payment of al1 her legal costs, and a year's 

salary in compensation from the university. This action triggered media portrayais of the 

professor as a victim, demands by the faculty association that the race relations policy be 

scrapped and replaced, and demands fiom the student newspaper that the Race Relations 

Officer resign 

During the incident, many misrepresentations of what happened were circulated 

by the accused professor and others, but the Race Relations Oficer could not give out 

corrected venions of the story because of the confidentidity required of her office. 

Specific demands concerning the Race Relations Policy and Officer led to a discussion of 

fiee speech and academic fieedorn cn campus in which the Race Relations Officer was 

accused of being the powemil "thought police" in a totalitarian regime. 

In the end, the professor accused of racial harassrnent received the apology, her 

legal costs, and a year off with pay . The Race Relations Policy was re-written by a panel 

selected for their "neutrality" on race relations issues-the Race Relations Officer and any 



other visible minority members of the campus cornmunity were automatically considered 

biased. Rau resigned in complete discouragement, and describes the personal cost of the 

incident herself strong 

"For some time 1 have been trying to tiiink of an analogy which would convey graphically my 
feelings during these years. When the image first came, 1 rejected it in disbelief but the feelings 
engendered in me at Western have been a part of my life only once before, following a sexual 
assauft on a deserted Montreal Street in 1985. I do not rnake this cornparison lightiy; it has taken 
me some courage and time to urn'te these werds. They Zr\/ rc! he ppdor-the n;.d Dy n d z  cf x 
Race ReIations Officer will be seen by some as reducing the tragedy of sexual assault on women. 
However, for me the two experiences were alike. in both instances, there was a sense of Ioss of 
control, whether it is being dragged across a street, screams stifled by an h o w n  attacker or 
waiting day d e r  day for letters and editorials of hatred, intimidation, and vitriol. The sense of 
being m g ,  although intellectually you know you did the right thing, was very similar. But 
perhaps what rernains with me fiom both instances is the fear and violation. In one case the 
vioIation was physical, in the other, a more subtle form of mental or intellectual attack. But in both 
instances, 1 rvar exposed and there sewed to be no escape. 

The oniy ment which prevented the last two years from becoming unbearable was the 
birth of my son in April 1993. However, the time before his birh was an unremitting nightmare. 
Through the worst moments on campus, with the denunciations and calIs for my dismissal, what 
saved me was protecting and nurturing this being. Try to eat, try to relax, don't just sit there and 
weep, think of the child-these injunctions from friends, family, and midwives kept me going and 
gave me the courage to continue. Yet at the same time, this led to the dewelopment of a public 
persona. . . . 1 knew people didn't reaily want to hear that 1 felt I was balancing on the edge of an 
abyss so 1 strove to make others comfomble. What is surprising, on refi ection, is that so many 
people did not delve deeper, despite their innate knowledge that my Iife must be hellish. So 1 
fought to maintain my composure, nwer knowing what might be thrown at me from one day to 
the next, womed that at some time the armor would crack, and my anger and pain revealed to a 
university which had rendered me guilty without trial. During these bleak days 1 was toici, on more 
than one occasion, "You should expect ttiis, it is a part of yourjob," as if neariy a y&s worth of 
p e m t i o n  based on misinformation should be a minor imtant . . . 

What allowed much of the feeding freny to occur was the demonizabon of Leeia 
Madhava Rau, woman. Mer a while, I doubt that those spreading their slanderous letters aromd 
the campus ever thought about me as a human being (339440)." 

Naming Sexism: The Unlversitles' Response 

The writers discussed in the previous section are the only ones 1 have found to 

date who describe the reaction of a university to allegations of racism. There is, however, 

extensive literatue on universities' reactions to allegations of sexism, particularly the 

articles included in the Chiliy Collective (1995) collection. 



Al1 of the contnbutors to ths collection have experienced violent responses 

unleashed by reports describing the "chilly climate" for women on Canadian University 

campuses. The book is a catalogue of silencing tactics. These include: 

*openhg employment equity or sexual harassrnent offices and k n g  officers with the 

purpose of directing the discontent into safe channels (Wylie, 1995,46; Michell and 

Backhouse, 1995, 137); 

public relations staternents listing everything the university has ever done for women, 

touting the progress that ha been made ( Wylie, 1995,46); 

claiming that the discrimination is a thing of the pst ,  or the doing of people who are 

now gone (Wylie, 1995,47); 

'ignoring reports and biefs (Wylie, 1995,47); 

attacking the methodology of the reports, particularly the fact that the complainants are 

anonymous, and the sarnple is smail (Wylie, 1995,50; Michell and Backhouse, 1995, 

137); 

accusations of looking for attention or trying to create a "media event" (Wylie, 1995, 

50; Michell and Backhouse, 1995, 140); 

+blaming those who point out the tension for causing it in the fint place (Michell and 

Backhouse, 1995, 138; Mcintyre, 1995,2 16); 

'reduction of discrimination to a matter of perception (Backhouse, 1995,75); 

putîing the onus on the victims to prove the discrimination with "hard evidence" 

(Backhow, 1995,76); 

+use of shrinking budgets to c l a h  that nothkg can be done (Backhouse, 1995,77); 

+verbal attacks, in private and in public (Michrll and Backhouse, 1995,140); 

outcry about the implications for male faculty reputations (Michell and Backhouse, 

1995, 138, 148); 

quoting women who disagree with the reports (Michell and Backhouse, 1995,150- 15 1); 



isolation and vilification of those publicly associated with "chilly clirnate" reports 

(Michel1 and Backhouse, 1995, 152- 1 53); 

daims that the univenity's traditions are inviolable (President's Advisory Committee on 

the Status of Women, University of Saskatchewan, 1995, 1 80); 

aitempts to distinguish feminists, that is "extrernists," fiom other women (President's 

Advisory Committee on the Status of Women, University of Saskatchewan, 1995, 192); 

spreading of misinformation (McIntyre, 1995,2 15), 

threats fiom male colleagues (McIntyre, 1995,236); 

-and hate mail (McIntyre, 1995,213). 

A more recent article by Somer Brodribb, Sy lvia Bardon, Theresa Newhouse, 

Jennifer Spenser and Nadia Kyba, al1 members of the University of Victoria Chilly 

Climate Cornmittee, focuses attention on a particular set of institutional responses, those 

associated with the University's Ernploy ment Equity Ofice (Broàribb et al, 1996). The 

authors descriie their experience of the University attempting to force them to break their 

anonymity and prove their case through the Employment Equity Office. Beyond 

describing what happened, Brodribb, Bardon, Newhouse, Spencer and Kyba go on to 

name the institutional dynamics involved. They outline six successive stages: 1) 

"confidence tricks" which encourage the complainants to trust the Equity staff and share 

al1 their information, thus sharing it with the Administration, 2) "circling" by the Equity 

Office in order to figure out the relative political leverage of both sides, 3) 

"reconciliation/cooption" where the complainants were encouraged to enter mediation 

with the direct perpetrators of sexual harassrnent as a substitute for the univenity taking 

any responsibility for the situation, 4) "delaylsuspension" by means of two contradictory 

reports, intemal and extemai, 5) "distancing/unavailability" when the Equity Office 

began to block the cornplainants, and finally , 6) " doorslam /disappearance/denunciati~n'~ 

when the Equity Office abandoned the complainants altogether. 



The authors conclude that their Equity OEce reflects a professionalization of 

equity work that is deliberately designed to "manage dissent and reclaim authority (13)" 

by rnaking equity issues the sole property of the Equity Oflice, and convincing women to 

tmst the process, as well as provide jobs for anti-feminist women on campus (20). As a 

result of their experiences, the women "remembered how systemic, organized and 

sustained discrimination really is (20). " 

Although surviving the attacks that corne after pointing out sexism or racism in 

the univenity cm be exhausting and temfying, as described vividly by the authos in the 

Chilly Collective collection (1995), another aspect emerges as well: any cowageous 

expression of oppressive experience purges the pain, and can draw others who have 

experienced the same thing out of their silence to join in supportive groups and work 

toward change together, sometimes with some success. This effect is described by Sheila 

"Thmghout the writing 1 had incfeasing physicai energy and vibrancy, so much so by contrast 
with my spring persona that severd people remarked on it. 1 have seen the same vitality in dozens 
of women who relive and recover their own experience through reading the memo; and the same 
self-vacating numbness in women weighed down by intemalized misogyny. . . When we do not 
(repress what we know), we shine with unmuted vitdity so rare that those touched by it of€en 
distnist it as manipulation or 'charisma' or seduction. It is none of those things. It is no more than a 
glimpse of what women rnight look like unshackied by systemic submission to maie oppression 
(2 1 9)" 

My work was credited and supported by those for whom 1 remsin in tfüs profession; 
women and non-rnainstream students. But the memo, the süuggle it records, and the act of naming 
misogyny aIso led literaily hundreds of people-ovenvhetmingly women-to wrhe or phone or 
drop by my office or introduce themselves on the met Most supponed me and most discloseci 
comparable experiences from their own lives. Women faculty from some 30 Amencan and 
Canadian universiries and vimially evev academic discipline wrote offenng support or 
conoboration. 1 heard alro from department-store saleswomen, rny studmts' parents, prison 
guardq clergy, colleagues' wives, joumalists, homemakm, therapists, ahsans-in short womm 
whose lives connected with mine through the shaing of the daily lived experience of sexism. . . 

Whenever 1 spoke, women's faces grippeci me: faces hungry for validation, faces 
devastated to achowledge the privatized damage normally kept buried. It was these faces 1 locked 
onto when 1 spoke, not those of the skeptics or the hostile. AAw each address, women of the 
hungry, devastated faces would approach me privately and ask me, nedy  inaudibly, 'You mean I 
am not cray?' dreading 1 w d d  aot take them seriously. 1 think I n d e d  them as much as they 
needed me. The contact dlowed us al1 to exorcise and externalize the damage we are done by male 
legai institutions (255-256)" 

Within Queen's and at several 0 t h  acadeniic institutions, anti-sexism initiatives continue 
to be launched in the wake of the memo at the departmental and administrative levels, pahaps 
nowhere more than in my own faculty. And the consciousness of individual women and our 



supporters has noticeably shifted. Women across disciplines and across hierarchies are breaking 
their silence, fashioning new alliances, and pursuing new and old strategies to translate al1 this 
advism into permanent gains towards achieving substantive equality (21 3)" 

Narning the Patterns of lnstltutional Response: The University 

Two authon have attempted to analyze the institutional dynamics involved in 

universities' reactions to allegations of discrimination without specifically naming the 

type of discrimination. The fmt appeared in The Status of Women Supplement in the 

A pd,  1 996, CA UT (Canadian Association of University Teachers) Bulletin, written by 

Jennifer Bankier, chair of the CAUT Staîus of Women Cornmittee. 

Bankier, descnbes the destructive cycle of reactions trïggered by an equity 

compla.int, and names the centrai cause as the failure of academics to undentand that 

discrimination is a matter of impact, not intent. Her description of the cycle consists of 

five steps. In Step 1, she descnbes the memben of an equity-seeking group (Group X) 

naming their experience of discrimination in good faith. In Step 2, the dominant group 

(Group 2) react with "surprise, shock, pain and sometimes fear" (4). If they have 

forgotten, or never knew, that discrimination cm be unintentional, they equate an 

accusation of "X-ism" (4) with moral evil. Step 3 is divided into two possibilities: Step 

3% in which Group Z listens to and accepts that their practices are unintentionally 

hamiing Group X and proceed to work out a solution together, or Step 3b, demonization" 

Bankier describes Group 2's dernonization logic like t h :  

"1 didn't want to hurt anyone, therefore 1 didn't hurt anyone. The compIainant(s) are making this 
up! They're covering up their own infèriority at my expense! We nwer had any trouble d l  these 
p a r t i d u  member(s) of Group X came here. There isn't any general problem of discrimination 
against Gmup X It's just that these particular members of Group X are bad people. Fm dealing 
with an evil monster, a demon. Therefore, f m justifieci in taking any defensive measures 1 can 
think of. If we couid get rid of these particultir, desbuctive member(s) of Group X then we wuld 
al1 live happily evm after. Now, what's the most effective way to defend myself and perform an X- 
orcism?" (4-5) 



In Step 4, the memben of Group X, who may have originally understood that the 

discrimination they experienced was unintentional, are now being persecuted by Group 

2. They decide that everything is intentional after all, and take action to defend 

themselves, including further complaints of intentional persecution. Bankier narnes Step 

5 the "Tomado of Fire (9," and describes how each group seeks outside allies, with 

Group Z usually having more powemil and influentid allies than Group X, induchg the 

universityfs administration. If the administration joins in the "X-orcism," as they may if 

they have no understanding of equity dynamics, they will, according to Bankier, make a 

temble mistake. Whether they succeed or fail, they will inflame the situation m e r ,  and 

once Group X are outside of the institution, they will have nothing more to lose and may 

take legal action, or involve their comrnunities outside of the university. 

The solution Bankier proposes includes education in the possibly unintentional 

nature of discrimination, and preparation on the part of faculty associations and 

university administrators so that they cm intervene quickly, before the situation tums into 

a "Tomado of Fire." She suggests developing lists of possible intervenors, both interna1 

and extemai, with the skills and understanding of equity issues necessary to mediate the 

confiict. If the situation does escalate to an extreme point, however, there will be no 

alternative to formai, adversarial fact-finding processes such as grievances, inquiries and 

human rights complaints. 

The second article names several aspects of a "chilly climate," and descnbes more 

than one institutional dynamic in response to discrimination allegations. It also appears in 

the Status of Women Supplement to the CA UT Bulletin of April, 1996, written by Susan 

Prentice. She names th? following characteristics of a " chilly climate" : exclusion, 

marginalization, meritocracy, and academic fieedom defined as an individual rather than 

collective ri& In response to the well-publicized attacks on equity for women taking 

place at the University of Victoria and other Canadian universities, Prentice took on a 

research project for the Canadian Women's Snidies Association. Cornparing similar 



incidents on various university campuses, she named some of the dynamics of resistance 

to equity used by universities. They are: critiques of the methodology of "chilly climate" 

reports, denial of the problem, reattribution of the problem from the institution to those 

making the cornplaint, demonization of those who raise the issues, appeals to 

proceduralism and subversion of equity procedures to de-legitimize the complaints. 

Prentice set out to track the progress of the vanous "chilly climate" reports made 

on Canadian campuses since 1980, using publicly available documents, in hope of 

discovering why they have had very littie effect. She points to institutional neutrality and 

impartiality as the key reason for the "glacial Pace (8)" of equity work at Canadian 

universities. She names several dimensions of institutional neutrality: "making haste 

slowly," or researching the problem over and over again, under-resourcing of equity, 

disempowerrnent of equity work by making it advisory only , and the use of acadernic 

fieedom to limit any education on equity matters. 

Prentice criticizes her documentary approach to this research, because the women 

and minorities involved in equity work rarely have time to write, thus limiting the 

material available for study. She does suggest, however, that we continue to study our 

efforts to achieve equity, both successful and unsuccessful, because we need to leam how 

to make change in our institutions. At this point., she says, "we just do not know (8)." She 

adds: "Given that we are al1 in the 'knowing' business, this seems really odd(8)." She also 

proposes that equity-seeking academics unite intellechial work more closely with equity 

activism, and also form closer alliances with struggles for organizational change in other 

areas- labour, anti- raci st, ferninist and gay/lesbian carnpaigns--to leam stnitegy for each 

other. Her research suggests that this not happening (8). 



Naming the Patterns of Institutional Response: Resistance to Confllct 
Resolutlon 

A third article is not bas4  specifically in the university, but nonetheless makes a 

contribution to the discussion of institutional dynamics in response to allegations of 

discrimination. The authors are Anne Domellon and Deborah M. Kolb (1 994). Both 

Donnellon and Kolb teach management, spcializing in conflia resolution. In +As 

they make the point that "constructive conflict management practices," such as structural 

change, negotiation processes, and formal dispute resolution systems have become wide- 

spread in organizations, but they are not successful in addressing conflicts that are rooted 

in race, class, gender, and ethnicity (140). The structural change approach to conflict 

masks racial, sexual and other social diversity issues by subsuming them in other 

definitions of group interests within the organization (142), negotiation approaches 

falsely assume that al1 parties are equal in power (142), and formal cornplaint systerns, 

although they do not disguise sex and race issues, are not effective for other reasons. For 

example, very few disputes achially fmd their way into the process because the 

complainants fear the consequences, and such systems are designed to deal with only 

individual complaints, not collective conditions, thus putting the onus on the individuais 

to resolve the codlict mther than on the organization to change the culture and practices 

that caused the problem in the fmt place (143). Donnellon and Kolb's analysis of the 

ineffectiveness of applying conflict resolution practices to systemic issues relates back to 

Mohanty's insight into universities' insistence on the use of confiict resolution, not to 

resolve conflicts around race, but to "manage" people of colour through "divide and 

conquer strategies, to erode "the politics of collectivity through the reformulation of race 

and difference in individualistic ternis (Mohanty, 1994, quoted in Graveline, 1996,350)." 

Donnellon and Kolb point out that as organizations increase their interna1 

diversity, it is becoming more important to leam how to resolve the resulting conflicts, 

but there are four reasons organizations are reluctant to do so. First, diversity disputes 



challenge conventional understandings and agreements about how things are done. This 

is threatening and uncomfortable, because it leads to a redistriiution of power and 

benefits. Those with the most power in the organization will use it to prevent this from 

happening. The second reason is the pervasiveness of the belief that responsibility and 

rewards in organizations are distributed on the basis of merit. This causes pople to look 

for individual explanations for conflict rather than considering larger social divisions of 

status. The third reason is the absence of collective identity in our highly individualistic 

culture. Because of this, those who try to raise issues of social diversity are perceived to 

be using larger societal issues for individual gain, and are thus labeled malcontents or 

troublemakers. The final reason for organizations to ignore conflicts arising from social 

diversity is the fact that they cannot be ultimately resolved within the organization. Deep 

emotions are involved, and the conflicts and their resolutions have broad organizational 

implications. It is hardly surprising that many managers prefer not to risk opening up 

such discussion. There are costs involved in diversity conflict, the authors point out, 

whether they are opened up or buried, but if they are suppressed, the costs are born by 

one party only, those who experience the discrimination. If they are opened up, the costs 

are incurred by both sides. 

There are also serious consequences, however, to ignoring social diversity 

conflicts. They do not go away, but keep on surfacing over and over again, and the 

possible benefits of diversity, such as creativity and new perspectives on old problems, 

are never explored by the organization. 

The authors suggest four approaches that do seem to help organizations deal 

constructively with diversity disputes-increasing the scope of diagnosis of problems to 

include social diversity issues, legitimating the diversity "lens" for examining 

organizational conflict, supporting collective action by internal groups who share the 

same social diversity issues, and examining the consequences of power distniution so as 



to prepare for resistance, for exarnple, by clearly linking loss of personal power to 

organizational well-being. 

Donnellon and Kolb recognize that their suggestions are not a cornplete solution 

to organizational conflicts resulting fiom social diversity, but they do believe that it is 

important to begin opening up discussions of diversity in order to expand conflict 

management practices until they are able to deal with conflicts that anse fiom larger 

society inequalities. 

Although Domelloa and Kolb are not discussing the university directly, the 

institutional dynamics they name, particularly the reasons for managers' reiuctance to 

enter into diversity conflicts, seem to apply to an academic setting as well as any other 

organization. As Susan Prentice concludes in her article, "The unique idiosyncratic 

particularities of higher education must always be remembered But by looking outside 

the ivory tower, we might be able to better understand what is going on inside it. (1996, 

8)" 

Naming the Patterns of Institutional Response: The Church 

Another book that involves "looking outside the ivory tower (in order to) better 

understand what is going on inside it (Prentice, 1996,8)" is Is Nothing Sucred: When Sex 

Invades the Pastoral Reiutionship, by Marie Fortune. This account makes a strong 

contribution to our understanding of the dynamics of an institution resisting justice. 

Fortune tells the story, in great detail, of a case in which she was involved as advocate 

md pastor for six women who made public their sexual abuse by their minister. She 

describes the terrible price paid by the wornen for speaking out, paraIlel to that paid by 

the women confkonting "chiily climates," and the unsatisfying partial justice, she calls it 

"approximate justice (1 1 8)" that was al1 they codd achieve. 



She narnes the institutional responses she witnessed: "shooting the messenger," 

"misnaming the problem," and " blaming the victim. " ( 120- 122) " Shooting the messenger" 

involves the institution turning on the bearer of the bad news, usually the cornplainants, 

attacking their credibility, ethics, and motives. "Misnan;ing the problem" is the same 

dynarnic Susan Prentice (1995) labels "teattribution of the problem;" that is, turning the 

situation around into concem for the perpetrator in the face of the temble attack made on 

him (or her). "Blaming the victim" is, of course, portraying the complainants as the cause 

of their own problem. 

Fortune blames the outcome of incomplete, "approximate justice" on the power of 

paûiarchy. Each of the institutional dynamics she names reflect the patriarchal history 

and nature of the church, and they are automatic in the face of a revelation of intemal 

injustice against women. At the end of the expenence, she "finally realized that women 

will never find perfect justice in a patriarchal institution. We c m  only expect approximate 

justice, not because people are incapable of something more, but because patriarchy will 

not allow anything more.(l20)" She explains this conclusion m e r  by quoting Karen 

Lebacqz (1985): "The question is not simply whether the individual practitioner abuses 

the individual client. The question is also whether the social construction of reality 

provided by the profession is one that adequately reflects the needs and interests of 

society, or whether it papetuates biases and unjust structures(l23)." Fortune concludes 

that the church does not adequately reflect the ne& and interests of women in society, 

and does, therefore, perpetuate biases and unjust stnicnires in regard to women (123). 



Namlng the Patterns of Institutional Response: The Need for This Study 

This survey of the literature on institutional resistance to justice for its 

marginalized members underlines for me the need for the study 1 am proposing. The 

stories of women seeking justice in the face of pst-secondary institutions' sexism are 

being told, examined, analyzed, and there are a few attempts to group the phenomena into 

def~t ions of the larger institutional dynamics. The writen who have moved to this more 

theoretical level-Bankier, Prentice, Donnellon and Kolb-also treat al1 forms of 

discrimination as one pattern, and perhaps this is bue. 

On the other hand, women of colour point out the dificulty of boiling al1 

oppression experience into one pattern. Patricia Monture pointed out in her contribution 

to the Chilly Climate collection (1995) that her experience results from both her 

rnarginalizations-as a woman and as a Fint Nations person. These two aspects of 

experience are ofien inseparable. L inda Carty also writes: 

"As many BIack, South Asian, Native and Asian feminists have long stated, we do not share any 
cornmon experience of oppression with white women from which it could be possible to theorize 
'a feminist standpoint' and assume a uni ty of social relations in feminism. As a Black woman, my 
sisters and 1 continually . . .End it ludimus that seerningiy well-intention4 feminists . . . cannot 
(or are unwilling to) understand that we cannot be female ur Black, we are female and Bfack For 
us the two are one and the same, we do not have a choice. As Black women we experience our 
femaleness and Blackness together, always at the same time, and we challenge whether it is 
possible for white women to be white or female because we see them as white and femde. (Carty, 
1991,3 1)" 

The aorks of women fighting discrimination based on race as well as gender 

have not yet appeared in the Iiterature to any great extent, nor have the specific pattern 

of institutional resistance in cases iike this k e n  defined There may well be differences 

as weil as similarities. 

The distinction between sexism and sexism/racisrn on campus, if there is one, 

may become clearer by midying an equity battie in a pst-secondary school where most 

of the major players are women Al1 share oppression as wornen; the equity ciifference at 



the centre of the conflict is prirnarily race. This is the situation 1 find myself in, and it will 

provide, 1 believe, a great deal of information about the racial aspect of equity conflict. 

In order for such a study to be usefùl in leaming how to end discrimination at the 

systernic level, and also appropriate for the work of a white woman, it should contribute 

to understanding how the institution keeps systemic discrimination in place when faced 

wth pressure to change. The heart of my exploration into the literature on equity 

struggles in the university setting has been a search for others who have attempted to map 

the particularly racial aspects of the institutional dynamics triggered by an equity 

challenge. I have not yet found anyone who has attempted to do this. 



hapter 4: Concepwl Frarnework 

The Process 

Mer reviewing the literatm related to my study, and developing a collective 

accounl of what happened during the i994-95 acaàemic year from the perspective of 

those who expenenced racism, the next step in the process was the development of a 

conceptual Framework based on those two pieces of work. 

1 began this process by defining the concept of "institutional dynamics," since it is 

the variable 1 am studying. 1 have found extensive descriptions of "institutional 

dynamics" in the literature 1 have read, along with a debate about whether or not they 

exist. 

My next step was to "map" the collective account in various ways. The most 

revealing method involved a vertical scale of the hierarchical levels in the University, and 

a horizontal sale  of the time m e .  This drawing pointed to the concepts of "scapegoat," 

and "token." 1 pursued these concepts in the literature, again fmding definitions, and in 

the case of "scapegoat," another debate. 

Another attempt to "map" the story resulted in a picture of the institutional 

dynamics involved in the choices available to University decision-maken fwed with an 

allegation of racism, pdcularly the pressures and assumptions that have an impact on 

their choices. Completion of this drawing required a defit ion of different "ideological 

~ e w o r k s "  that are the source of University decision-makers' assumptions, especially a 

"liberai" fkamework, and a "structurait' framework. 

After considering the importance of ideological frameworks in the institutional 

dynafnics of a University's response to an allegation of racism, 1 used the two ideological 

frameworks 1 had defked to create two conceptuai models of institutional approaches to 



equity, showing how a process based on structural assumptions can break through some 

of the blocks our institutions experience when we approach equity on our more common 

liberal assumptions. 

Concept No. 1 : Institutional Dynamics 

Marie Fortune's (1989) characterization of the church as an institution capable of 

preventing a just solution, even though the individuals involved are capable of it, her 

reference to the "social construction of reality provided by the profession (1 989,123)," 

and its ability to act in the interests of one group in opposition to another, place her 

among writers who argue that institutions are capable of a collective dynamic beyond the 

sum total of the individuals who make it up. She explains this approach in more detail in 

her introduction: 

" Aithough this is a story about a church, its pastor, and its laity, about a particular time and place 
and particular people, it is also a story about an institution. As such it could be a story about any 
institution. Wc create institutions and give hem power in order to sewe our needs. But the power 
that we give institutions can also be abusd. Institutions have designated, authonzed leaders who 
are assumed to be tnistworthy, but who can and do betray that trust. Whether in schools or 
hospirais, courts or churches, governments or families, we assume that we cm trust the people 
authorized, elected, or hired to cary out their duties in the best interests of the people they serve. 
Ordinarily, we can, but sometimes we cannot. 

Institutions also share a pattern of response to the misconduct of an authonzed 
representative and to the public disclosure that misconduct. An institution acts first on what it 
perceives to be its self interest. Seldom does it identiG its seltinterest to be the same as the 
interests of the people it is supposed to serve. Thus it tries to protect itsetf by preventing disclosure 
of professional misconduct. It prefers instead to shoot the messenger, that is, to denigrate whoever 
had the courage to teU the secret. But protecting unethical individuals from the consequemes of 
their unprofessional condud dtimately undermines the credibility of the entire institution. . . 
Evennially, the institution may redite that its interests are in fact not served by avoidance, but by 
facing the reality that some very few of its ieaders are unaustworthy and dangerous and shodd be 
removed from their professional roles. The institutions has the power and responsibility to protect 
the people it is called to sewe, thereby safeguarding its own credibility. Once it accepts this 
responsibility, it has the capacity to name the evil in its midst and to act jusiy in order to rectify 
h m  done (xiii-xiv)." 

Throughout the above passage, Fortune refen to institutions as entities capable of 

action and reaction. Not everyone agrees that this is possible. At least one writer even 

argues that the concept of institutional dynamics is dangerous to the stmggle for social 



justice, because it takes moral responsibility away from the individuals within the 

institution. 

This is the argument made by John Sibley Butler (1978). Addressing institutional 

racism specifically, he wanü to see the concept discarded because it makes institutions 

"mystical." Only the actions of individuals and collectivities of individuals can explain 

the continuance of Black inequality, he argues @13). He says: 

"It is important to view institutions not as things which take on a life of their own and account for 
inequality, but rather as labels which refer to abstractions invented by sociai scientists as a 
convenience for handling the data which they are trying to understand. Thus, when a staternent is 
made, for example, that 'educational institutions demand racist policies,' it shodd be viewed as a 
figure of speech or an abstraction, because institutions cannot demand anything (13)." 

An institutional perspective, Butler says, suggests that individuals and groups cannot act 

to bring about change (13). 

John Sibley Butler was participating in a discussion that took place in the late 

1970s when the concept of institutional racism was first promoted by Charles Hamilton 

and Stokley Carmichael (Butler, 1978,6). 

Most current students of social justice take the existence of institutional dynamics for 

granteci, inciuding al1 of the authors already encountered in this review of literature. 

There is not one writer named here, apart from Butler (1978), who does not refer to the 

concept of systemic discrimination, which is an institutional dynamic. 

Some d t e r s  go M e r  in describing and analyzing particular aspects of 

institutional dynarnics . 
Roxanna Ng (1993) describes how individual interactions accumulate over time 

and form systemic patterns. She suggests that equity rneasures have not yet been 

successfbl because they havenlt yet had an impact on the systemic level: 

"The dynarnics th8t ppartly shaped the interactions desaibed in the incident (I have chosen) involve 
relations of gender, race and c h .  These relations, which I cd1 'sexism' and 'ratism,' are not 
peailiar to this incident but are rather relations that have developed over time in Canada and 
elsewhere as groups of people have interacted. They have become systemic, that is, they are taken 
for granted and not ordinady open to interrogation. In acamining the incident, my intention is not 
to aüribute blame or to iden@ victims, but to explicate the sy stemic character of sexism and 



racisrn as they are manifested in interactional settings. I maintain that in so doing, we move away 
frorn treating these incidents as idiosyncratic, isolateci "wrong doingn perpetrated by a few 
individuals with attitudinai probiems. Instead, we aim at a fiindamental re-examination of the 
structures and relations of universities, which have rnarginalized and excluded certain groups of 
people historicaliy, and continue to do so despite equity measures irnplemented in the last ten 
years or so (191)." 

Ng also uses a concept developed by Susan Heald (1990) in an effort to explain 

the mechanism that allows institutional dynamics to influence individual behavior: it is 

called "summoning." In a footnote, she explains Healds understanding that an institution 

can cal1 on and comrnand particular aspects of our "multidimensionai and contradictory 

identities (Ng, 1993,202)." Ng describes a student lodging a complaint againsi the 

feminist and anti-racist matenal presented in her class. When the student threatened legal 

action, the adrninistrator to whom the complaint was made became more attentive: the 

student had "surnmoned" him in his role as an administrator rather than his role as Ng's 

Karen Lebacqz (1985) uses research on nurses to illustrate the impact an 

organization can have on individual behavior. The nurses received the same professional 

formation, graduating from the same school, but once in different departments of a 

hospital, their professional behavior differed depending on the culture and n o m  of the 

particular department. 

Margaret Green, in her article " Women in the Oppressor Role: White Racism," 

(1987) taiks about another aspect of institutional dynamics, the fean that prevent people 

from risking change on the institutional level. She quotes Paul Scott, speaking as Daphne 

Mamers in The Jovel in the Crown, describing the British Raj in India as a "robot:" 

"They were predictable people, predictable because they worked for the robot. What the robot said 
they wodd aiso Say, what the robot did bey would aiso do, and what the robot believed was what 
they believed because people like them had fed that beliefinto it. And ttiey wodd dways be nght 
so Iong as the robot worked, because the robot was the standard of rightness. There was no 
originating passion in them. Whatever they felt that was original would die the moment it came 
into codic t  with what the robot was geared to feel. (192-93)" 



The writers quoted thus far show how institutions influence individual behavior. 

One theologian goes even M e r .  Walter Wuik, in Numing the Powers: The Language 

of Power in the ly, Testament (1984), explains the seed that grew into his understanding 

of institutional dynamics: 

"It is a virtue to disbelieve what does not exist. It is dangcrous to disbelieve what exists outside 
Our current limited categones. The three volumes comprising this study are themselves the record 
of my own pilgrimage away from s rather naive rswmre fioc me 'prinC.p!itits m d  pc\vers' 
mentioned in the New Testament could be 'demythologized;' that is, rendered without remainder 
into the categories of modem social, depth psychology, and generaf systems theory ((4-5)" 

The most complete summary of Wink's understanding of the "powers and 

principalities" by the end of the three-volume piignmage can be found in Engaghg the 

Powers: Discernment and Resistance in a World cf Domination (1992). Here he 

describes his understanding of "principalities and powers," "angels," and "demons" as the 

"interiontyn of, or the spintual force emanating from institutions (4-7). An institution tnie 

to its beneficial calling of service to human society has a spirit described as an "angel;" 

one that has betrayed its vocation is "fallen," and is described as a "demon" (8-9). The 

powers, according to Wink, are impersonal, but they seem to act willfùiiy because they 

can replicate themselves; they have no body independent of the institution of which they 

are the "interîority," but they can take action through people(8-9). They are not "beings," 

but "entities." "It is characteristic of the Powers," he says, "that, although they are 

established, staffed, and perpetuated by people, they are beyond merely human control 

(4 1). " 

He explains the concept f.urther by using the example of a riot at a soccer game. 

Decent people are caught up in the crowd madness, acting in violent ways that they 

would never consider under normal circumstances. The spirituality of the situation could 

be described as a "riot demon," crystallized suddenly out of the conjunction of 

permissiveness, heavy drinking, the violent ethos of competi tive sports, the inner 

violence in the fans, and a triggering incident E v e n W y  the situation is subdued, and 



the demon disappears, not "rocketing back to heaven," but dissipating, going out of 

existence as its hurnan participants are scattered (8-9). 

According to Wink's analysis, racism in an institution such as Canadian 

University could be thought of as a demon, or part of a demon, existing within the 

institution. Wink is not the fmt theologian to narne institutional racisrn in this way. In 

fact, he was onginally inspired in this line thinking by William Stringfellow. According 

to Bill Wylie-Kellerman (1 W8), Stnngfellow addressed a 1963 conference on religion 

and race with the following words: 

"From the point of view of either biblical religion, the monstrous American heresy is in thinking 
that the whole drama of history takes place between God and humanity. But the truth, biblically 
and theofogically and empiricdly, is quite otherwise: The drama of history takes place amongst 
God and humanity and the principalities and powers, the great institutions and ideologies active in 
the world. It is the corruption and shallowness of humanism which beguiles Jew or Christian into 
believing that human beings are masters of institution or ideology. Or to put it differently, racism 
is not an evil in human hearts or minds; racism is a principality, a demonic power, a representative 
image, an embodiment of death, over which human beings have little or no  control, but which 
works its awfûl influence in their lives." 

Wylie-Kellerman argues that the recognition of the spinnial as well as the 

institutional nature of racism moved the stniggle for racial justice forward, but then was 

10st again as the banle became purely a civil nghts movement with a legislative agenda. 

Now, however, with the legal structure of rwism dismantled, he says, we find racism 

itself still present and active in United States history. 

Wylie-Kelleman narnes racism as a fom of idolatry. It has been given so much 

power to order human flairs that it has become a god. It gants "moral worth" (p 18) to 

some people and some comrnunities over othen based on skin colour, thereby pwiishing 

those who are not white, and cutting us all off fiom the rich gifb of our full humanity. 

Those whose meaning and self-worth cornes fiom "whiteness" have allowed a lie to 

"preempt and usurp the tnith of God's grace" @ 18-19), and are tied to the principalities 

and powers, which are the powen of death. To fiee ounelves, he says, we must 

participate in baptisrn as a declaration of our common humanity and our freedom from 

the powers of death. 



IS as Wink and Wylie-Kellerman argue, our institutions have a spirit that can be 

expressed as an entity, the principalities and powers, that cm act and influence individual 

human behaviour, then surely that entity could be said to have a theology, discernible by 

observation of its words and actions. In the case of Canadian University, the institution, 

particularly in its Department of Social Work, has stated its intention to overcome racisrn, 

but its actions in this case suggest otherwise. What, then, can we say about the 

University's theology? A helpful distinction is made in the Kairos Document (1985). In 

this powerful book, church leaders reflect on the theology of the churches in South Afnca 

during the anti-apartheid struggle. They make a distinction arnong three types of 

theology: State theology, Church theology, and Prophetic theology. State theology 

reinforces systemic racisrn and other forms of injustice by stressing law and order, 

obedience, and the God of the State. Church theology advocates non-violent pursuit of 

justice through reconciliation. Prophetic theology, on the other hanci, recognizes the 

ineconcilable interests of the oppressor and the oppressed. In a situation where one group 

has enriched itself by dehumanizing another, reforms are not enough. Oniy a cornpleîe 

change in the nature of the power structure can bring about justice. 

The distinction between Church and Prophetic theology is relevant to rny study, 

because both seek change of the curent oppressive state of fikirs, but in different ways. 

The Kairos theologians recognize the sincere demands for justice of Church Theology, 

but not also that all of the churches' statements and appeals are made to the State or to the 

dominant white community. The underlying belief seems to be that 

"one must simply appeai to the conscience and goodwill of those who are responsible for injustice 
in our land and that once they have repenteci of their sins and f ier some consultation with othm 
they wilI introduce the necessary refoms to the system. Wby eIse wouid Church leaders be having 
talks with W.P. Botha if this is not the vision of a just and peacefid solution to the problem?" @29) 

The limitation of tbis reliance on "individual conversation" @29) to change the 

structure of the society is that a cruel, brutal system, dong with those who benefit from if 

and put it in place, just doesnft change that way. The problem is not a few racist 

individuals, but stnichiral injustice. Al1 that can be gained fiom this approach is reforms 



fiom the top, which "seldom do more than make the oppression more effective." (p  30) 

Instead, "true justice, God's justice, demands a radical change of structures. This can only 

corne from below, from the oppressed themselves. God will bring about change through 

the oppressed as he did through the oppressed Hebrew slaves in Egypt God does not 

bnng his justice through reforms introduced by the Pharaohs of this world." (p 30) 

The Kairos Document doesn't use the term "principalities and powers" but in that 

it refen to the difference between change through individuals, and deeper change in 

stnictures, it seerns to be saying that the distinction between Church and Prophetic 

theology is the latter's engagement with the principalities and powers. 

In the task of discerning the theology of the institution 1 am studying, it will be 

important to keep the definîtions of the Kairos Document in mind. Those who held 

institutional power in the incident 1 am studying wanted change, but did they want a deep 

change in the power structures of the institution? Their actions would suggest no; they 

were apparently only interested in refom--reform they could control. 

If we recognize the principalities and powen in institutional injustice, and accept 

that there is a spiritual as well as a practicai stmggle facing us, what kind of strategies are 

there for us to cal1 on? 

The Cornwall Collective, a group of women associated with theological colleges 

in the United States, provide an excellent "catalogue" of the strategies and choices we 

currently have available for changing institutional structures and the power on which they 

are based. Theis book, Your Daughters ShalI Prophesy: Feminist Altemut ives in 

Theologicul Educatzon, names a range of tactics fiom less to more contiontational. They 

include: using the regular channels for change, organizational developrnenf data 

feedback, going by the book, building an interna1 pwer base, forming coalitions with 

external groups, using legislation to pressure those in power, and seizing power to 

conf?ont the administration @ 87-90). 



Wylie-Kellerman ad& some specifically spiritual strategies to the list, such as 

reconfirmation of baptism (p 20), and prayer and worship as a prelude to, or an integral 

part of, social action (p 10). 

Walter Wink argues that the predominant spirituality of the modem world's 

institutions is violence (13), and descnies in detail how the "principalities and powers" 

act; that is, their institutional dynamics, to perpetuate violence using such strategies as 

addiction (73), threat of punishment or death (92), scapegoating (144-153), and lies (99). 

The hurnans within our institutions support the perpetration of violence through numbing 

ourselves (42), prefemng to neutralize facts rather than changing our beliefs (94), and 

above al], silent tolerance of injustice and lies (98). 

In order to fight for justice, therefore, we must break the silence (99), abandon our 

fear of punishment and death by "dying to the intemalized bondage of the systern" (157) 

,create ways to resist non-violently (185-1 86,207,227,233,244), let go of hatred, 

because we become what we hate (195-205), and resist on a spiritual as well as a physical 

level through prayer (309-3 12) and "believing the future into being;" that is, by acting as 

if the future we hope for is already here (299). "History belongs to the intercessors, who 

believe the friture into king (299)." The Powers are mortal, Wink explains, and become 

vicious when they see that their days are nwnbered, but when enough people withdraw 

the consent they need to survive, they will fd l (3  13). 

The work of Wylie-Kellerman, Wink, and the Cornwall Collective not only adds a 

new and powerful understanding of the existence and functioning of institutional 

dynamics, it illuminates our efforts to bring about justice in our univenities. Speaking as 

a middle class, white woman, much of our justice work in every setting has been 

intellectual and political, thought out in the ways we have been taught to think. Where 

were we taught how to think? For most of us, the answer is-in University! We are 

fighting extemally sornething we have thoroughly intemalized; we are trying to 

"dismantle the master's houe with the master's tools (Audre Lorde, 1984, 112)." If 



Walter Wink and Bill Wylie-Kelleman are nght in portraying institutions as not ody 

having their own dynamics of operation, but having a spirit, an angel or demon, able to 

function as an entity, our analysis and strategies must both be reworked. They must be 

made much more expansive, much deeper. They must take in an understanding of 

ounelves and our institutions that is emotional, willfùl, physical and spiritual as well as 

intellechial. These authorst work also implies that in my midy 1 must take psychological 

and sociological concepts as far as they will go in exploring the institutional dynamics I 

have witnessed, but I must aiso go on and consider the spirituality of Canadian 

University, define its theology fiom the words and actions of those who reflected its 

spirit, discern its angel, and consider how it became a demon in this paticdar story. Any 

strategies 1 can suggest at the end of my work must take this whole picture into account 

Drawlng No. 1 : Mapping the Story-Chronology and Hierarchy 

My process of creating a drawing, or "mapping" the institutional dynamics of the 

story 1 want to snidy, 1 began by placing the timeline horizontally along the top of the 

page and the University's hierarchy vertically along the side. My fust version contained 

every incident; it was over six feet long and full of tiny details. 1 began a process of 

simplification, looking for more generai patterns in the dynamics. Through seven cirafts 1 

boiled the story d o m  to three essentiai types of interaction-requests for support, 

supportive, or "ally" responses, and blaming, punishing responses. The resulting drawing 

was still complicated; it looked like this: 





In order to see the patterns more clearly, 1 broke the drawing down. The fint part 

shows just the playen. At the bottom are the four students involved in making the 

allegations-one Black, two Native, and one international student The next level shows 

the faculty members who were involved to sorne degree. They form two groups-the two 

individuals who supported the students, one of whom was Native herseIf', and the five 

who seemed to blarne the students for the problem. The next level shows the Director of 

the Social Work Department, and the next shows the two Deans-the Dean of the Faculty 

of Health, who held the direct institutionai authority, and the Dean of Graduate Studies, 

who had jurisdiction in relation to the students. The next level shows the Vice-President 

Academic, who held direct institutional authority, the Vice-hesident of Student Affairs, 

and the Employment Equity Officer, both of whom had some influence to apply to the 

situation. The next level is that of the President, show twice because he played a key 

role at two different times. The top level show the Board of Govemors, since the 

President was acting on their behalf. 

Ir was ody afker mapping al1 of the other exchanges that 1 realized the Board of 

Governors shouid also appear at the beginning of the chronological tirne scale. In March 

of 1994 they made a key decision that probably set the tone for the subsequent events, 

and may have triggered them. The University has a policy and procedure for sexual 

harassment As recounted in an earlier Chapter, "The Story," in March, 1994, they 

considered a broader policy and set of procedures that would apply to al1 fonns of 

discriminatory harassment Senate had accepted the new policy, but the Board of 

Governors defeated it. As a resuit of this insight, I cdded another portrayal of the Board 

of Govemors at the beginnuig of the chronological d e ,  showing that important 

decision. 

Before leaving the portrayal of the players involved in the story, 1 added marks to 

distinguish the males and fernales, and filled in the ckcles for the five wornen of colour. 



An interesthg aspect of the story is the number of females involved. Canadian University 

is an older, "élite" University, and has been the scene of a long, slow stmggle for wornen 

seeking equal participation. This battle is by no means won, but just before the events in 

question, white women made sorne breakthroughs in entenng the hierarchy of the 

University above the level of Professor. The first female Dean was appointeci in 199 1. 

The Deans involved in this story were the first and third female Deans at the University. 

There has since been a fourth as well, who is also the fint in what is considered to be a 

major faculty. The Academic Vice-President was the fust woman to hold a position at 

that levei in the institution as well. As a result, al1 the key decision-makers up to the level 

of the President were women, a very new and unusual situation at this University. This 

factor may become important during the data analysis phase of the research. 

The drawuig of the players looked like this: 





The next drawing shows the appeals for help. The students, and later the Native 

professor appealed their cases, level afler level, right to the top of the hierarchy over a 

period of two years. It looked like this: 





The next drawing shows the supportive responses that resulted fiom some of the 

appeals. Two of the faculty members, including the Native teacher, gave support to the 

students. The students also received supportive responses £Yom the Dean of Graduate 

Stuclies, the Vice-President of Student Services, and the Employment Equity Officer. 

Later, when the Native faculty member came under attack, she received support in tum 

fiom only the Vice-President of Student Services, and the Employment Equity Officer. 

The drawllig looked like this: 





The final drawing shows the blarning/punishing responses. One arrow travels 

frorn the group of five faculty to the students. Al1 of the other anows, from the Director 

of the Social Work Department, the Deans, the Vice-President Academic, and the 

President, are directed at the Native Faculty member. 

The drarnatic pattern of the blaming/punishing responses brought out a key 

feature of the institutional dynarnics. The criticism of the Social Work Department, 

including allegations of racism, carne originally fiom the students, but the 

blaming/punishing responses fell mainly on the Native faculty member. This 

concentration of blame for a larger problem on one penon was remforced by faculty 

comrnents such as: "She coerced them into saying those things," and "We didn't have any 

trouble with Black and Native students before rhe carne." The act of focusing blame for a 

larger situation on one penon is called "scapegoating." This drawing is reproduced on the 

next page. My next step was to explore the concept of the scapegoat. 





Concept No 2: Scapegoat 

The scapegoat appears in Leviticus: 

He shall bring forward the live goat. He shall lay both his hands on his head and confess over it ail 
the iniquities of the Israelites and dl their acts of rebellion, that is, al1 their sins; he shall Iay them 
on the head of the goal and sent it away into the wilderness in charge of a man who is waiting 
ready. The goat shall cany al1 their iniquities upon itseif into some barren waste and the man shall 
le; i; go, &ere iii ;Llz wildeness. 

In other words, collective "sins" are projected on to the goat, and the goat carries 

them away, "into the wildemess." The image became even more powerful for me in light 

of the fact that the Native faculty member was forced to leave the University because of 

the situation 1 am studying. 

There is a disagreement about scapegoating in the literature. A discussion of both 

sides of the debate can be found in the work of Walter Wink (1992). He gives an mount  

of Rene Girard (1 977 and l986), who argues that scapegoating is a positive social 

mechanisrn that permits reconciliation in situations of conflict; it pays a small price in 

violence to avoid much larger violence. 

Wink disagrees with this analysis, pointing out that there are rnany non-violent 

mechanisms for reconciling conflict, such as apologies, gifts, agreement to cooperate, 

submitting, and third party mediation. He also cnticizes Girardts belief that conflict 

comes fiom scarcity, and is therefore simply a function of nature. In his own analysis, 

conflict comes fiom the unequal distribution of power in society. What the scapegoating 

rnechanism does is project the anger that results From systemic injustice on to one peson, 

or group, always choosing those who have the least power to defend themselves. They 

cm then be blamed and destroyed, the anger is vented for the moment, and the systemic 

injustice is preserved and maintaias its invisibility. Those who hold and benefit fiom 

power, dong with the institutions that house the power, are off the hook (144- 153). 



The concept of scapegoat also appears in the literature on tokens, that is, those 

who are the only one, or one of two or three of their hnd in an organization. Tokens 

make ideal scapegoats because they are both visible and vulnerable, in a setting where the 

historical injustice oppos ing them is invisible and deeply , unconsciously , rooted. 

Concept No 3: Token 

The concept of the token is found in sociological literature. When 1 tracked it to 

ifs source, I discovered the work of Rosabeth Moss Kantor, particularly in the published 

version of her PhD thesis, Men and Women of the Corporaiion (1977). 

First, the basic definition, and some related ones-a "unifom" group is made up 

entirely of one social type (100:O); a "balanced" group is made up of two social groups in 

roughly equal numbers (5050); a "tilted" group has a preponderance of one social group, 

that is, a "majority" and a "minority" (65:35); a "skewed" group is made up of one social 

group with a few representatives of the other, that is a "dominant" group and the "tokens" 

(fiom 99: 1 to about 85: 15). Usually a skewed group has only one or two token members 

(209). 

Kantor has a structural view of organizational dynamics. She believes that 

individual behavior can never be understood without understanding the context, 

particdarly the person's re lationshi p to structures of power, influence, status, and 

potential for movement up or down the "ladder of success" as defined by the person and 

the organization. She also believes that no individual action can be understood without its 

context in time, in relation to the past and the predicted future. Behavior in organizations 

is adapfve, she says. What people do and feel reflects what they cm do to accomplish 

material cornfort, satisfaction, and dignity within the limits of their situation. Individual 

actions are strategic and rational in context. Behavior is not mechanically inevitable, but 



a response chosen within a certain latitude of fieedom. Organizations do not control so 

much as they limit, define, and reward with opportunity and power (250-3). 

Kantor believes that organizational change cannot corne about from analysis 

based on individual behavior and change. In fact, analysis based on individual behavior 

Frees organizations fiom their responsibility for shaping the actions of individuals, and 

pits people against each other instead of pointing to their joint interest in change. In an 

individual behavior model, peuple are encouraged to compte for scarce resources rather 

than change systems to benefit many more people. Organizational change, according to 

Kantor, cornes £tom structural models, particularly those that pay attention to 

oppominity, power, and numbers (26 1-4). 

According to Kantor, numerical relationships influence social interaction, and 

therefore, the implications for an individual of being in token position are immense (207). 

In the first place, a token is visible; his or her strengths show up better, sometimes 

causing others to be jealous, even in some cases bringing on retaliation (2 17). Mistakes 

show up as well, creating immense performance pressure. The token is always a "test 

case," measured not only against work standards, but also against the stereotypes the 

dominant groups hold of his or her group (2 14). The token is not allowed to be just an 

individual, but rnust become a syrnbol, representative, and spokesperson. This can cause 

the token to become trappeci in his or her role in a way that a member of the dominant 

group would never bey and can cause exhaustion, as the token tries to keep up with the 

pressures of visibility, along with the necessity of representing his or her group on every 

cornmittee and board in the organization (2 10- 1 1). 

On the other side, the presence of the token makes the dominant goup more 

aware of their commonalties as a group, and anxious to preserve these features, causing a 

tendency to exaggerate them, and heighten the cultural boundanes (234-6). The dominant 

group constantly tests the loyalty of the token., forcing him or her to laugh at derogatory 

jokes, accept hanissment, r e m  fiom expressing criticism or requests, hirn against his or 



her own group, and act in a rnanner that excludes others of his or her kind. This gives the 

dominant group the impression that members of the token group are always fighting each 

other (228-9). 

When there are two tokens, the dominant group prevents them from acting in 

solidarity by making one superior, the other inferior, one a success, the other a failure; 

one a "good" token, and the other a "bad" token (237). 

The cycles of advantage and disadvantage for the two groups becorne intemalized 

and institutionalized. The tokens, punished for both success and failure, cm develop 

behavior which reflects their lack of power, and can increase their disadvantage, while 

mernben of the dominant group adopt behavior in line with their aspirations, and get 

promoted for it (158). People in a token position become less committed to the work, not 

because of their character, but because of the structural nature of their numencal position. 

Ironically, in the end, the organization sometimes decides not to bring in more of the 

token's group, because they aren't successful, when in facf more numbers would soive 

the problem (172). 

Rosabeth Moss Kantor has written and produced a video for diversity training, 

called "The Tale of '0." In the film she expands on her earlier work. She defmes the 

choices a token has for survival--overachievement (with the ensuing nsk of exhaustion), 

imitation of the dominant group, or hiding behind a member of the dominant group and 

giving this dominant credit for the token's work. She also expands her description of the 

two-token situation: Afier the dominant group labels one token "good" and the other 

"bad," they have a tendency to treat them in opposite, but equally destructive ways. The 

"good" token is overprotected, iiot allowed to take risks. Since risk is the basis of 

advancement in organization, the "good" token is never allowed to advance. The "bad" 

token, on the 0 t h  hancl, is overexposed, put through extra tests. The dominants wait for 

this person to fail, then punish him or her, and concludes that he or she "just couldn't 

make it." 



Kantor's work has implications for understanding three aspects of the situation I 

am studying-the nature of the organization, and how it limited and defuied the choices of 

the individuals; the impact of her token position on the Native faculty member in the 

situation, particularly how it exposed her to becoming a scapegoat; and the impact of 

token statu on the institutional decision-rnakers involved in the situation. Most of the 

institutional decision makers in this case were women, in a University that has been very 

slow to recognized women's leadership. The Director of the Social Work Department, the 

two Deans, and the Vice-President Academic were al1 in token positions. If Kantor's 

analysis is correct, their use of their power would be greatly influenced by the unique 

pressures of the token's position. 

Drawing No 2: Institutional Power Holders-Assumptions, Choices, Results 

In Drawing No. 1,1 had re-defined the "blarning, punishing" responses 1 

witnessed as "scapegoating," and entered a process of reflection on the role scapegoating 

plays in preventing an organization fiom achieving more just relationships. 1 had also 

clarified the dynamics surroundhg tokens in an organization. At that point, 1 tunieci my 

attention back to my original quest: to understand the institutional dynamics involved in a 

university's response to an allegation of racism: By what process did those who carried 

the power and responsibility for decision-making in the University make the choice 

between change or preservation of the status-quo? 1 needed to defme concepts that would 

help me understand the position in which institutionai power-holden find themselves 

when they make such a decision. With the help of a graphic artist, I developed a picture 

of the forces acting on a decision-maker in a situation such as this. 

The diagram shows an institutional power-holder faced with a person fiom a 

group tradit iody excluded by the institution. Sornetimes in the fmt instance the 



decision-maker is called in to resolve a conflict between people of relatively equal power, 

except for the equity factor. In other situations, the person From the traditiondly-excluded 

group is directly challenging the power-holder. For simplicity's sake, the drawing shows 

the latter situation. The pressures on the decision-maker are the sarne in either case. The 

drawuig is reproduced on the next page. It will provide a framework for discussion of the 

next two concepts. 





Concept No 4: Oppression and Privilege 

Before continuing with the pressures on and choices facing the decision-maker in 

the drawing, 1 think it is important to descnbe oppression and privilege. My book 

Becoming w My:  Breakzng the Cycle of Oppression (1994) is completely dedicated to 

an exploration of these concepts. Here, 1 hope, a few points will serve to clarify the 

relative positions of the two figures in the drawing. 

First, a definition of oppression: Oppression occurs when one group of people 

uses power in al1 its different forms, to decrease the self-detexmination of another group 

in order to exploit their wealth, resources, labour, or capacities. Oppression cari function 

between individuals as well. Privilege is the other side of the coin; it is the s u .  total of 

the benefits obtained by the group or person perpetrating (or perpetuating) the 

oppression. Peggy McIntosh, a scholar who has made a major contribution to our 

understanding of privilege, defines specifically white privilege as: 

"an invisible package of unearned assets which I can count on cashing in each day, but about 
which I was meant to remain oblivious. White privilege is like an invisible knapsack of special 
provisions, assurances, toolq maps, guides, code books, passports, visas, chthes, compass, 
emergency gear, and blank cheques." 

ûppression and privilege are the inevitable consequences of a socieîy based on 

hierarchy, competition, and the legitimacy of power over othen. They also develop 

through a long history, which makes them appear "normal," simply a matter of "human 

nature;" although 1 do not believe this to be me. There is plentifid evidence that in other 

times and places human beings have organized societies around principles of equity, 

coopenCion, and the immanent value of al1 things. 

The overall oppressive systern that we face today is held in place externally by the 

operations of large, powerful, well-established institutions using their immense power to 

organize international rnilitary forces, politics, economics, and culture to bene& 

themselves. Oppression is also held in place by its deep and ofien unconscious 



intemalization in hdividuals. We know a great deal more about how oppression affects 

us, is internalized and acted out than we know about how we experience, internalize and 

act out our oppressor roles. This invisibility of privilege is another powerful factor 

keeping the whole system in place. 

The dynamics of control in our social structure depends on people being divided 

into groups with certain distinctive charactenstics such as age, language, race, gender, 

and sexuai orientation. A long history of domination and oppression has fonned around 

the interations of these groups, creating differences in the experience of oppression, 

although there are also features of the experience shared by al1 oppressed groups. 

However, the differences in experiences of oppression make it easy for oppresse. groups 

to compete with one another. This cornpetition between people who suffer from different 

forms of oppression serves to keep al1 oppression in place. 

Drawing No 2: Contlnued 

The two figures in the drawing corne fiom peoples with different histories of 

oppression and privilege. The setting for the confrontation between the two figures is one 

of the very institutions that holds the social relations of oppression and priviiege in place. 

It is an invention of the privileged, with a role to play in maintainhg privilege. Until 

recently, only members of the privileged group have had access to the institution, but thai 

situation is changing. The smaller figure represents a person fiom a group historically 

baned fiom the institution as a result of society's oppressiodprivilege relations. He/she is 

now present in the institution, although in a position of little power. 

At the fmt level, the conflict itself, the relationship around the oppression and 

privilege factors are rarely clear. It is more often complicated by personality factors, 

cultural factors, the complex interweaving of oppressions experienced by both parties, 

personai and collective past histories, and the compounded effects of oppression. For 



example, the person from the traditionally excluded goup may have low self confidence 

fiom intemalized oppression when faced with a person ftom the dominant group, or 

academic skills affected by an earlier inferior educational experience. Both players corne 

to the conflict with their own dreams and aspirations, and behind tbat, their own 

experiences of injury and support from family, community, and a unique intenveaving of 

oppression and pnvilege. The institutional power-holder will almost aiways have more 

experience of privilege than the person fiom the traditionally excluded group; he or she 

may experience oppression, but in a different social cotîtext or in the past. 

The decision-maker, however, holds far more than a personai history. He or she 

also holds a role, with certain power and responsibilities on behaif of the institution. 

Shown surrounding the two initial players, the institution brings to the picture its history, 

stnictures, assumptions, culture, and need for self-preservation. Its culture may corne 

fiom a structural view of the world, either conservative or progressive (although the latter 

is extrernely rare in institutions), or an individudistic (liberal) view of the world. If it has 

a structural view of the world, it may be aware of the discriminatory assumptions 

encoded in its history and structures; if it has a individuaiistic view of the world, its 

assumptions, particularly the discnminatory ones, are more likely unconscious, even 

actively denied. The institution's culture may have a tradition of being open or closed. 

The institution has great power to punish and reward those within if and cm both choose 

and shape those who play its designated roles and represent its interests. It's power often 

cornes fiom its role as a gateway to certain extremely important conditions of Life; in the 

case of the University, access to most cornfortable jobs in our society, and al1 professions, 

depend on having pst-secondary education. 

Behind the power of the institution is a history of power generally, for those who 

hola or have held, power in the sociew have shaped it to perform certain functions in 

their interest. This history of power also bas a role to play in the personal history of the 



institutional power-holder, and possibly, to a lesser extent, on a smaller stage, the 

personal history of the traditionally-excluded person as well. 

Faced with the conflict at Level 1, the institutional power-holder must make a 

decision. He or she faces a personal choice, although it is severely lirnited by the defmed 

job-role, and the powers of the institution to reward and punish. The choice is informed 

by the person's own assumptions, which corne from his or her own world-view. Like the 

institution's culture, the decision-maker's assumptions can be either structural or 

individualistic. At this point, 1 feel it is important to define these two worid-views. 

Concept No 5: lndividualistic and Structural World Views 

Individuals cm perceive the sarne events in cornpletely different ways if their 

world-views differ. WorId-view c m  also be called ideology, the sum total of a person's 

beliefs, values and assumptions.' Ideology includes theology: one's understanding of the 

nature of God (or the Holy), and Hisots relationship with the world and humanity, as well 

as one's definition of Wl humanity, in relation to God and one another. 

The dominant world-view in Canada is an individualistic one, ofkn refend to as 

"liberal." According to this wor!d view, the world is made up of individuals who are 

essentidly fiee and equal, and interact according to their interests. Events unfold 

according to the decisions, actions, and behaviors of the individuals involved. In a liberal 

world-view, institutional dynamics play a very small role in events, or don? exist at all. 

Certain assumptions fiow fiom these understandings: 

-an individualistic world-view is a-historical; therefore, it assumes a fksh start can 

always be made; 

-an institution is made up of the individuals in it; 

' See Bishop, Anne (1 994) Becoming und Al&: BreaRing the Cycle of Oppremon, Halifax, NS: 
Féni~OOd, p 37-39. 



'the institution and the people in it are basically fair-minded and free of discrimination; 

rgood intentions are enough; 

comfort is important; therefore, conflict is undesirable; 

%II voices carry equal weight 

Liberal theologies are based on similar assumptions. Behind the "Church 

theology" descri'bed in the Kairos Document (p 25-27) lies a belief in the essential 

equality of individu&, good intentions, and the ability to make a h h  start. In other 

words, it is ahistoriml and lacks a sense of social and institutional structures. To change 

the society in Church or liberal theology, you brhg individuals to repentance and change, 

particularly powerful individuals. 

In opposition to an individualistic world-view, a structural world-view assumes 

that human behavior is shaped by the collective forces of history and the 

sociaUpoliticaVeconomic structures that make up the society. It's assumptions include: 

rhistory is always with us, influencing our perceptions and behavior; 

@an institution is a structural entity that functions to reinforce its own statu quo, 

particularly its traditional power relationships; 

'al1 institutions and individuals in a discriminatory society reflect that discrimination; 

@intentions don't count, only results; 

confiict is the means to growth and is therefore desirable; 

+privilege is invisible, therefore, the word of those who expenence a certain fom of 

oppression are given more weight 

A stmcturalist world view shares its assumptions with what the Kairos Document 

calls "Prophetic theology." (p 28-30) Here, history is taken into account, and it is 

undentood that changing the structures of power and privilege goes far beyond the 

conversion of individuals. It is here, in Prophetic or stmcturalist theology, that the 

principalities and powers b e ~ m e  more than a colourful myib. 



Drawing No 2 Continued 

With this understanding of the contrast between individualistic and structural 

world-views, we retum to the institutional decision-maker in the drawing, and the 

decision hdshe faces conceming how to respnd to a conflict with a person fiom a 

traditionally excluded group. 

With assumptions nom a structural world view, the institutional decision-maker 

will see the situation as a systemic one, a result of the oppression and pnvilege that 

configured die situation in the first place. The allegations will not be taken personaily, 

nor will conflict itself be seen as a negative thing, but as an indication of where the 

systems need change. There will also be an understanding that discrimination is a matter 

of effecf not intention. 

Based on stnictural assumptions, the institutional power-holder will believe the 

word of the traditionally-excluded person, respond with curiosity, and proceed to explore 

the situation, analyze it, and engage in collective problem-solving, involving al1 parties. 

At Leve14, Results, this process will lead to new solutions, and learning at both the 

personal and institutional levels. The traditionally-excluded group will continue to be 

included, and eventuaily the process will result in changes to the institution. This process 

can, of course, be stopped at a higher m g  of the hierarchy by a decision-maker with 

more iadividualistic assurnptions. Hereio lies the risk for the lower-level decision-der, 

who in that case will probably be punished dong with the traditionally-excluded person. 

The fear of punishment alone is sornetinies enough to prevent a lower-level decision- 

maker from supporthg institutional change, even if he or she holds a structural world- 

view and believes change is the right course of action. 



With assumptions From an individualistic, or liberal, world view, the decision- 

maker will not see the histones of pwer and oppression working in the situation, and 

may not even recognize or admit his or her own power-base in the institution. There will 

be no distinction between intention and effect, and conflict wiil be seen as a negative 

thing in itself This institutional power-holder will perceive the situation as an unjustifid 

persona1 attack, especially if he or she has played any role in admitting the traditionally 

excluded person into the institution in the fint place. 

The result of these assumpons will be a reaction of injured innocence and feu, 

leading to selfdeferne, the institutional dynamic descnied by Bankier in "Trapped Inside 

the Circle: The Myth of Intent and the Resolution of Equity Disputesti (See Literature 

Review, page 87-89 ). The action taken will usually be punishment, and because it is 

directed at an individual, the result will be scapegoating. This distracts al1 attention fiom 

the systemic conditions that gave rise to the confiict in the fust place, and the result is the 

perpetuation of oppression in the institution. Nothing changes at the systemic level, and 

the pressures begin, almost immediately, to build toward a repeat of the same process 

with different individuals M e r  d o m  the road. The pattern of action and r&on 

becomes a cycle, with a scapegoat (or more than one) ejected on each round, and the 

institution is preserved in its current fom. 

These are possible responses based on world view. Like an institutions, a person's 

world-view limits his or her range of  responses, but there are still personal choices to be 

made. When 1 first showed this h w i n g  to the informants for the collective account, they 

quickly pointed out that some individuais who played d e s  in the story held a structural 

world-view, but still responded by scapegoating, or at least did not take a stand against 

the scapegoating , presurnably out of fear and vulnerability to the possible punishments of 

the institution. 



Drawings No 3 and 4: Two Patterns of Institutional Response to Equity 
Conflict 

Following my analysis of the forces surroundhg the individual decision-maker 

faced with an equity conflict, Drawings No 3 and 4 show two altemate patterns of 

movement toward equity in the institution. One rcsults fiom an individualistic world 

view; the other !hm a stn~ctu,d one. The asri'mptiom ii?herent in =ch world arc: 

listed at the top of the illustration. 

In the individualistic, or liberal, model shown in Diagram 3.1, those traditionally 

excluded are invited into the institution with a minimum of critical or informed policy 

development. There is a honeymoon period when everyone is pleased with the 

arrangement, and any discontent that the newcomen feel is not expressed As time goes 

on, however, the situation becomes less bearable, the newcorners becorne more familiar 

with the ways of the institution, and their nurnbers increase to a critical mass. At this 

point, they express their discontent The institution represses the impending conflict as 

long as it cm. When it cannot be contained any longer, it explodes and becomes visible. 

At this point, the institution blames, scapegoats and punishes whoever appean not 

to fit. This may be identified as the newcorners, or it may be a member of the more 

established group whose reaction to the newcomers goes beyond liberal sensibilities. 

Existing policies and procedures are used to try and push the "misfit" out of the 

institution. If the "misfit' is a traditional "insider," others among their group can direct 

their considerable institutional power against the institution and the traditionally- 

excluded group, escalating the confiict into a generai backlash against the newcomen. 

The most cornmon end result is for the curent group of newcomers to leave. In their 

absence, there is considerable pressure to invite new members of their group in, to prove 

that the institution is not discriminatory This initiates the cycle all over again. 

In contrast, the model based on structural assumptions is a spiral, as shown in 

Diagram 3.2. There is a much longer period here between the initiation of the idea and 



the entry of members of the traditionally excluded group into the institution. This time is 

spent developing comprehensive, informed policies and procedures through a process 

designed to achieve as much consensus as possible. 

When the newcomers arrive, there is still a honeymoon penod, but when the 

conflicts begin, the reaction is quite different fiom that of the liberal model. Conflict is 

not seen as negative in this model, but as the source of leamuig. There are also the 

procedures defined in the policy for healthy processing of conflict as it arises. This means 

that, unless there is extreme and continuous unacceptable behavior fiom someone, no one 

has to leave. The process of conflict and leaming becomes established, with occasional 

evaluations and adjustrnent of the policy framework With each conflict, the institution 

itself changes, so that the pattern becomes a spiral rather than a circle. The two drawings 

are displayed on the next two pages: 
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Reflection: Women as üefenders of the Institution 

In the case I am proposing to study, the racial dynarnics are fairly clear because 

the defenders of the institution--implementers, at least on the front lines, of the 

institution's strategies for resistance-were women. Not only were they women, but they 

were, for the most part, self-deciared réminists who participateci m white women4s 

stmggles for access to the University. 

Some of the visible miriority and Aboriginal women discussed in the Literature 

Review comment on the lack of sensitivity displayed by feminists in relation to issues of 

race, for example, Monture (1 995) and Carty (1991). Himani Banne j i  tell of her deep 

disappointment when she realized most feminists did not see racism as an issue (199 1, 

71). Her whole chapter, "Who Speaks For Us?" is about the absence of women of colour 

from feminist academic work ( 199 1,67- 1 08). bel1 hooks dedicates three chapters of 

Teaching to Transgress(I994), and the whole volume of Feminist Theory: From the 

Murgins to the Centre (1984), to the smggle between women of colour drawn to 

feminism and white feminists. Why are white women, including feminists who 

intellecnially grasp the parallels among different forms of oppression so often closed to 

understanding racism when confrontai with it directly? 

In Becorning an Ally, 1 explored the work of Alice Miller and Arno Gruen, both 

psychotherapists who searched for the ongin of cmelty in the conventions of Western 

child rearing. They proposed that we leam the oppressor role through our own expenence 

of oppression, especially when we are children. The pain of childhood experiences of 

powerlessness left unhealed, they said, lead to loss of feeling and empathy, and a quest 

for self-protection by using power to control others. 

The Cornwall Collective also provides a critique of feminist response to racism @ 

38-48). Even though the wornen's theological programs they examine in this book are 



race-conscious and have the best of intentions, the authors give multiple examples of how 

the women's programs continue to "mirror the dominant system," includiog incorporating 

the dominant system's racism. 

The problem, as they describe if is the tendency of white women to identify with 

white men because of our need to be included in their world, and the liberal assumptions 

we have about equality and the power of our good intentions and individual efforts. We 

fail to realize that individual repentance does not bnng about societal change: 

A theology of individual sin and individual salvation prevents us from addressing systernic issues 
because it implies that if we 'repent' (recognize the evils caused by racism and sincerely want 
change), we can claim to be non-racist (individual salvation results from individual repentance). 
To make such a daim denies the systemic reality (which, theologically speaking, involves 
corporate sin and corporate salvation), and in so doing short-circuits any steps we might make 
toward lasting change. @ 43) 

Elsewhere in the chapter they Say: "Only if we can say the '1'--II am a racistl--wiU 

we be able to move beyond a liberalism that adopts the language of equality but 

maintains the mucture of oppression." (p 41) In other words, we must accept our 

responsibility for changing our structural cuntext. 

Margaret Green goes even m e r  in her analysis of the relationship of women's 

oppressed and oppressor roles. In "Women in the Oppressor Role: White Racism," she 

writes about her experience as a therapist leading anti-racism workshops with white 

women She concludes that our experience of oppression in childhood provides "fertile 

ground in which the unconscious roots of racism develop and are aliowed to flourish. 

(179)" When childhood curiosity brings improbable responses, such as "they're no 

different fiom us," or " he's black because he's coverexi in chocolate," accompanied by 

tension or anger, our curiosity is discouraged, and we experience the pain of lies fiom 

adults we love and trust. Many children also experience pain and powerlessness when 

they try to stand up to injustice. Later, when we are grown, this pain can result in 

projection of fean or idealization on to people of colour. 



Green explains that when white wornen are accused of racism, we become guilty 

and defensive, but underneath that is rage at what we perceive to be an unjustified attack. 

Any perceived attack raises feelings from past unjustified attacks expetienced because as 

women we are also targets of oppression. When white women work on ourselves as 

oppressors in racism, Green notes that we m u t  go back again and again to our experience 

of oppression as women. She even finds that specific f o m  of oppression are connected; 

for example, during her workshops, a woman having trouble when her job involved 

welcoming new immigrants discovered the pain of never feeling welcome in her own 

family, where she had been "an accident;" women who admitteci feeling that Black 

people are stupid discovered theû own feeling of stupidity as a resuit of their oppression; 

and woman who felt that Black people are more s e x d  han white people discovered 

their own sexual repression and self-hatred. 

According to Green, our repressed pain emerges as re-enactmenf either seeking 

re-victirnization for ourselves, or passing on the hurt to someone less powemil. Society's 

major oppressions provide a sociaily acceptable way of projecting negative self-esteem 

and channeling hurtful behavior. As white women, it takes much more than an 

intellectual understanding of racism to overcome if we have to successfully see, take 

responsibility for, and heal our own pain before we will truly be able to function 

successfdy as allies and stop perpetuating racism. 

Most of the institutional power-holders in the situation I am studying were 

women, and pioneers in advancing the participation of women at Canadian University. 

They also grasped the parallels among oppressions well enough to be pioneers in 

establishing affinnative action policies for minorities on campus. This may have played a 

role in the way they interpreted and acted upon allegations of racism In my observation 

of events, the female decision-makers' history of fighting against sexisrn contributed to 

their relu~bnce to see the m i n  allegations as valid, accornpanied by intense feelings of 



hurt and betrayal. This observation remains to be tested during the data-gathering phase 

of the research. 

Another piece of the conceptual framework should be noted here. This one comes 

from conversation with Robert Wright, former Race Relations Officer for the Dartmouth, 

Nova Scotia, School Board. He notes that the teachers who have advanced the fkrthest in 

anti-racist practice are the most likely to take risks; for example, teaching controversial 

material and encouraging open discussion of racism among students. The process of 

teaching about racism inevitabiy raises strong feelings among the students, and 

sometimes conflict. As a result, these teachers are more likely than their colleagues to be 

accused of racism by shidents and parents, but also more likely to reject the allegation, 

because they have clearly progressed M e r  than other teachen in anti-racist practice. 

Their reaction, of hurt, betrayal, and defensiveness, creates an opening for the larger 

organization and society to react against the accusers with the full force of 

institutionalized racism. The accusers are punished. Mr. Wright refers to this as the 

"second stage" of anti-racist practice, and says that anti-racism educators need to better 

prepare white allies for this stage when it comes. 

There is a strong parallel here with the situation 1 am studying. In meetings those 

who felt accused of racism often referred to the fact that the individuals involved, and the 

Social Work Department in question, were pioneers of affmaîive action in the 

University. This seemed to mingle with the perception that feminists who understand the 

parallels between oppressions cannot be oppressors themselves. Again, 1 am making 

these observations fiom persona1 experience, and they remain to be tested by my 

research. 

Another important element of the situation is the way the white women in this 

story used their access to institutional power. It seems important to, at least briefly, 

survey the literature on white women in institutional leadership positions. As far as my 

search has gone, 1 have found nothing on Aboriginal women and women of colour in 



institutional leadership positions. There are a few who could be studied, but very few, 

and it seems no one has yet published any research on their use of institutional power. 1 

have also found no studies of white women in university leadership roles. Most of the 

research on white women in powemil positions has been done in corporate settings, 

where some of the boundaries and conditions are quite different from the academic 

setting. It seems worth noting, however, that most of this research concludes that white 

women' behavior in such positions is no different fiom men's (Bunker, 1994; Hostetier, 

1994). 

This is not to say that the research found no differences. Women have greater 

dificulty getting into corporate leadership positions, and do so under different criteria 

than those used for men. For example, the primary reason for a woman to obtain a high- 

level executive position is her relationship with a man at the top, while the primary 

reason for a man to climb to that organizational Ievel is his track record (Bunker, 1994, 

171). Once in such positions, women face stereotypes and a "narrower range of behaviors 

than is ailowed for men (Bunker, 1994, 173)" Men are rewarded for extremely 

"masculine," that is, aggressive, behaviors, and also for "ferninine," or numiring, 

behaviors, as long as the masculine behaviors are also in place. Women s d e r  for being 

perceived as being either "too masculine" or "too feminine," and must be consistently 

outstanding (Bunker, 1994, 1 73). 

Whatever white women's performance in the workplace proves to be, most of us 

apparently have different pressures and anxieties in our working life than those 

experience by most men. This is documented in a collection of papes entitled Women'i 

Growth in Conneetion: Writingsfiom the Stone Cenîre (Jclrdan, et al, Eds, 199 1). 

It is always important to keep the context in mind in a work such as this. The 

women who provided the data for the analysis had corne voluntarily to work with a 

tberapist Many negative stereotypes have been created and spread by research based on 

people involveci in personal smggles at the t h e  they were studied. For example, maay 



common beliefs about the "sickness" of gay and lesbian people resulted fiom yean of 

studies based only on those individuals who were in psychiatric are .  It came as a shock 

to many people when, in 1956, Dr. Evelyn Hooker studied a population of gay men who 

were not in psychiatric care and concluded that they were at least as happy and well- 

adjusted as her control group of heterosexual men. 2 However, with that caution in mind, 

the concems of the women shidied in Wumen's Growth in Conneclion sound very 

farniliar to this working woman, not only fiom my own experience, but from years of 

conversation with female fiiends and colleagues. 

In Irene P. Stiver's paper, "Work Inhibitions in Wornen," she discusses her clients' 

conflicts and distress in their jobs, their self-doubts, and their tendency to "minimize their 

worth and ambitions," "worry about being 'too aggressive,"' and "phonies and frauds." 

They "aîûibute success to chance events," "ignore opportunities to advance, fear the 

destructive potential of cornpetition and wony about thernselves and other women 

behaving 'unprofessionally." According to her clients, "unprofessional" behavior consists 

mainly of showing feelings in the workplace. (ail quotes, p 225-228) 

Stiver attributes these anxieties to the fact that women's sense of self is relational, 

and therefore her clients find it hard to accept the dienation required by the drive, 

arnbitioq competitiveness, and suppression of emotion in the workplace @ 226). She also 

points out that women's relationships are formed by our ambivalent relationship with our 

mothers, where we receive empathy and support, but where we also find ourselves tied to 

and identified with a devalued person @ 23 1-3). She also points out that women may not 

fear success so much as we fear its negative consequences, and asks if women should be 

trying to fit into a male mode1 of success, or questioning it @ 233-4). 

Irene P. Stiver has a second papa in the same collection where she also discusses 

her clients' workplace problems, "The Meaning of 'Dependency' in Fernale-Male 

S e  Shemoff, Michael and William A Smt î  (Eds) (1988) n>e Sourcebookon LesbidGay 
Heuithcare, SecondEùïtion, Washington, DC: National LesbiadGay Health Foundation, p 16, 107. 



Relationships." In this article, she daims that "women do not keep persona1 

interconnections in and out of the workplace as separate as men do. (p 152)" 

In the same volume, Judith V. Jordan writes about men's and women's different 

views of muhial relationships in the workplace. Her clients' male colleagues have told 

them not to "care too much" about the people they work with, because they will 

"compromise their power base." In other words, "the client will lose respect for [them]" 

(p 93-94). Women she has counselled have also been cnticized by male colleagues for 

"squandenng attention on people who can't help [them] get ahead (p 94)." She speaks 

also of women wbo feel betrayed when what they thought was a relationship with 

intrinsic value in the workplace turns out to be part of sorneone else's plan to get ahead (p 

94). 

Jean Baker Miller, another author included in Women's Growth in Connectzon, 

writes about " Women's Power." She speaks of the cultural myth that women should not 

have power and don't need power @ 199), and women's fear of pwer because it is selfish 

and destructive (p 200-20 1). In a statement that connects closely with the story 1 have 

recorded of Native, Immigrant, and Black women at Canadian University, she says: 

In most institutions it is still true that if women do act from their own perceptions and motivations, 
directly and honestly, they indeed rnay be disrupting a context that has not b e n  built out of 
women's experience. nius one is confronted with feeling like one must do something very 
powetfiil that aiso feels destructive. (p 203) 

Miller suggests that women deal with this fear of power and the abandonment that 

may resuit fiom its use (p 203) by using our power only in service of others or in 

fostering the power of those less powerful than ourselves, for example, children (p 199). 

Al1 of the authors in Women's Growth in Connection are working with the self- 

perception of their clients, not their actual performance in the workplace, so they cannot 

compare the two. Studies of white women's corporate leadership, however, have. 

Research on corporate leaders has also shown that there is a significant 

relationship between leadership style and sex role, that is "hi& directiodlow support" 



management is related to masculinity , "low directionmigh support" styles to femininity , 

and "high directiodhigh support" management is androgynous. This research did not find 

a CO-relation, however, between the sex roles they defined as "masculine" and "ferninine" 

with actual men and women. Both could display both roles and styles (Hostetler, 1994). 

In reviewing the actual studies of women in corporate leadership, however, 

researchers Eagly and Johnson (in Bunker, 1994) concluded that "differences in style 

between men and women do not emerge in organizational settings (Eagly and Johnston, 

quoted in Bunker, 1994, 173)." Ln the studies surveyed, difference did emerge between 

men and women in laboratory and assessrnent studies, particularly the fact that men were 

more task oriented and women were more interpersonally oriented; men tended to lead in 

a more autocratic manner, women in a more dernocratic manner. The fact that these 

differences do not show up in achial corporate leadership "suggest that organizational 

roles require behaviors from both men and women that overwhelrn any sex-role 

preference (Eagly and Johnston, quoted in Bunker, 1994, 173)." 

In one respect, Eagly and Johnston's conclusions agree with those of Kantor, 

discussed earlier. She concluded that men and women do not have inherently different 

leadership styles. However, she does define differences based on relative power, 

oppomuiity, and numbers in the organization. Since women more often have l a s  power 

and opportunjty, and fewer numben, low-power work and leadership styles are oîten 

mistakenly atûi'buted to women (See the earlier section "Concept No. 3: Token" ). 

A conclusion similar to Eagly and Johnston's emerges £Yom Sally Purvis' study of 

two women in the pastorate, The Stained GZass Ceiling: Churches and Their Women 

Pusfors. In an earlier study, Lynn Rhodes established that the white fernale clergy in her 

sampie had a different vision of rninistry from their male colleagues, one based on 

empowerment of others and acceptame of cross cultural diversity rather than hierarchy, 

however, there is no attempt to compare these women's visions with their leadership in 

reality by observing them in their work Purvis and her research team observed two 



women at work in their senior pastoral positions. Their research questions had to do with 

women's leadership-is there a "women's way of leadership"? Was the structure of power 

and authority in these two churches changed by having a woman in the senior pastor or 

priest position? 

Their answer was "no." They found different expectations of women clergy fiom 

those imposed on men, some of them conflicting expectations. They also found that there 

is a price to be paid in facing those expectations, but no "wornen's way of leadership," 

and no changes in the established operation of power and authority in the two churches 

studied. 

There are, of course, stnictuml differences arnong leadership positions in the 

corporate, ecclesiastical, and academic worlds. We are still Ieft with the question, how do 

women use power in univenity senings? 1s there a difference between female and male 

leadership in academe? My experience would seem to suggest that there are some 

differences, although not differences in conformity to the institution's self-perceived 

interests, only differences in style. The research 1 propose will hopefully shed more light 

on these questions, but in the meantirne there may be some ches in Eva Margolies' book 

The Best of FrienclS, The Worst of Enemies (1985). 

In this book, Margolies, a psychotherapisf explores women's fiiendships, how 

important they are to us, and how they affect us in different settings, including the 

workplace. Although severely limited by it's Freudian approach, and itts extreme 

heterosexism, the book offers some thoughts that may be relevant to the situation 1 wish 

to study. Margolies surveys the literature on chikiren's fiendships and finds a difference 

between boys and girls. Boy's fiendships, she concludes are more distant emotionaily, 

more task oriented, and more stable and predictable. Girl's fiiendships, on the other han4 

are closer and warmer when they are "on," more vicious when they are "off" Girl's 

deeper emotional understanding of each other allows them to go "straight for the jugdar" 

when they are fighting (1 7-20). Like Irene P. Stiver in Women's Growth in Connecth , 



Margolies theorizes that this difference cornes fiom the different relationsfiips sons and 

daughters have with their mothen. Mothers tend to love boys, she suggest., for their 

independence, and therefore there is no choice for sons between becorning independent 

and being loved. Girls, on the other hand, are "tied to mother's apron strings." For them 

independence means separation, which equals not pleasing mother, which equals a loss of 

love (8-10,2 1-23), 

Carried over into adulthood, Margolies believes, these patterns lead to men king 

freer to perform in the workplace based on professional concerns alone, without fear of 

loss. Women, on the other hand, are tied to relational issues as well-liking and k ing  

liked, sharing, inclusion Wornen are more tom about competition in the workplace; 

professionalism can be equated with rejection (225-227). The result is that sorne women 

reject their ferninine side and become "wone than men," "dragon lady bosses" (254-255); 

others cm compromise their professionalism to become "good mommy bosses" (256- 

However the university has shaped the women who acted in its interests in the 

situation I am studying, there does seem to be a difference in style, and it does seem to be 

related to the personal fnendships that exist (or existed) among the various players, and 

the related sense of personal betrayal. There is an institutionally-sanctioned role for 

personal fkiendship in the "collegiality" aspect of academia, after dl. B o w r ,  Auletta and 

Jones (1993) describe it this way: 

"Facuity rnembers who have been with one another for decades constitute maII insulateci 
communities with long pemnai histories. Their relations with one another are professiod only 
on the surface. Departments such as this are total institutions and insulate themselves fim the 
'outsider' much as do police officers and firefighters, arnong others. 

Departments have to make major psychological adjustments when new faculty arrive 
with familiar backgrounds and histories. So the informa1 workings and psychol~gical isolation of 
department manbers are highlighted when they hire a person of colour. Such an individud brings 
more than questions about what kind of work he or she will do or who he or she is. Besides taking 
a facuity line, this person also has an implicit invitation to become a part ofthe personal life of the 
department. He or she cm meet the family, l e m  of personal likes and dislikes, find out about 
pwsonal flaws and insecurities. Academic appointments are much more tban professional jobs. 
They can be invitations into people's liveq living m m s ,  and private worids(1û-11)" 



The Canadian University Social Work Department may be in some aspects a 

department such as Bowser, Auletta and Jones describe. It's members have certainly been 

together for decades. When one professor left in 1992, he wrote an article looking back 

over his yean at the Social Work Department, including the fact that: 

~ ~ , m  I ftrtcd at [Cmadia;; Utiireni@] se-ieiltecn y e ~ ~ i  ago, 1 was the youngzst of jome twenty 
ml-time and part-time faeulty in my department. When I lefi iast July, there were ody three 
colIeagues with less seniority than me. For over a decade, universities haven't been hiring and 
faculty members haven't been moving . 

Perhaps because fkiendship plays an institutional role in the univenity, the nature 

of female fnendship is an important piece in the institutional dynamics of the equity 

battle that took place during the 1994-95 academic year. As my research unfolds, it will 

be interesting to see if Margolies' theory can be applied to the data. 



Refemng back to page 5, the research question for this study is: 

What were the institutional dynamics following an allegation of racial harassrnent at the 

CmaOian LTniawsity Social Work Den+rtnent durhg the 1994'95 acadmic jea? 

The purpose of the study is to test and M e r  develop the conceptual h e w o r k  

in Chapter 5. With a sound conceptual fiamework for understanding the institutional 

dynamics involved in this situation, particularly the limitations and choices faced by the 

institutional decision-maken, it will be possible to develop guidelines and procedures for 

teaching University decision-maken to respond to allegations of racism, and other fonns 

of oppression as well, in a way that is healthy, creative, respectful, and leads toward 

justice in the institution. 

Sample 

Again referrhg back to page 5, this is an exploratory-descriptive study. The heart 

of it involves finding out the assumptions and perceptions that lead the decision-makers 

involved to make the choices they did in the events under study. Fifieen people held some 

form and degree of institutional decision-making power and responsibility during the 

events of the study, and six who were in a position to advocate for the Black, Native and 

immigrant students and faculty rnernber. Of the fifteen, eight were facdty at the 

Canadian University Social Work Department, one was the Director of the Social Work 

Department, two were Deans, two were Vice-Presidents, one was a Presidential Advisor, 

and one was the President. Of the six, two were student advisors, three were field 

supervisors, and one was a Grievance Officer for the Faculty Association. One of the 



field supervisors was also a member of the Faculty Association who bemme actively 

involved in support for the Native faculty member in the story. The person with the 

double role was myself, the author of this thesis. 

AU of the six advocates, and three of the decision-makers responded with support 

for the students and faculty member who made the allegations. There is no need to 

explore the thinking of this group, as I belong to it myself, and the group was, and still is, 

in close and m u e n t  contact with one another. Because of this, I am very familiar with 

the perceptions and assumptions that led this group to support the Black, Native and 

immigrant participants. 

The remaining twelve players responded in ways I don't understand. Six of them 

were directly involved in making decisions, the other six had influence and chose to use 

if or not use it, in ways that were not supportive of the Black, Native and immigrant 

participants. It is the perceptions and assumptions of these individuals that I seek to 

understand. Therefore, they make up the sample for this study. 

Most of the twelve individuals in the sample Ieft an extensive "paper trail" during 

the events in question, revealing some of their thinking. These documents and the 

transcript of the Arbitration Hearing scheduled for the spring of 1999 will fom my 

prirnary source of data. I hop ,  however, to supplement this with interviews. To keep the 

project manageable, 1 will attempt to interview only the six who were directly involved in 

making decisions. 

Data Collection 

As my prMary source of data, 1 am proposing to coilect all of the mernos, letters, 

reports, tramcripts, and other documents 1 can relating to the events 1 am studying. Many 

of these are in the possession of the Black, Native and unmigrant participants, who are 



willing to lend them to me. Beyond the documents, I will ask the six directly-involved 

decision-makers for interviews. There is a possibility that they will not agree to be 

interviewed because of the conflictual nature of the situation, and the fact that 1 am 

identified with the "other side." In this case, I will offer them the alternative of writing 

their responses to my questions. In the event that they refuse even this level of 

participation, 1 will have to rely entirely on the available documentation. 

Analysis 

Afier reading Miles and Huberman (1994), and using the Intemet to obtain more 

information about the data analysis cornputer programs they list, I have selected the 

NüD*IST (Non-numerical Unstmctured Data Indexing Searching and Theory Building) 

program as the one that 1 feel best suits the needs of this study. The documents cannot be 

entered in«, the program intact because of copyright legislation, which says that although 

a document belongs to the recipienc the content belongs to the author. However, the key 

words and phrases in the documents cm be coded and entered, dong with transcripts of 

the interviews. From that point on the program can index, manage and search the data, 

organize the codes into hierarchies, record and edit memos, compare, relate and contrast 

sections of data, and generate matrk and network displays. 

My plan is to use NUD*IST to analyze the data, and generate displays of new 

conceptual ~ e w o r k s ,  grounded in the data. These cm then be compareci with the 

concepaial fi-arneworks created in the first stage of the study in order to refhe, develop, 

or completely change them. 



Reliability and Validlty 

In keeping with the exploratory descriptive nature of this study, it will eventually 

provide a better understanding of the variable, "institutional dynamics," in a particular 

kind of situation--"following an allegation of racism," in a particular setthg, Canadian 

University. The design is flexible, and there will be no attempt to control the shidy in 

relation to the variable, nor will we know if the results of the study can be applied to 

other situations without M e r  research. 

Bias in this study is unavoidable because of the conflictual nature of the situation. 

It wiii therefore be necessary to try in every possible way to overcome it, and when the 

limits of the attempt are reached, to be clear about what rernains and why. 

In the introduction to its eleventh edition (191 l), the editon of the Encyclopedia 

Britannica give the* definition of objectivity in situati~ns of controversy: 

"Evexy effort has been made to obtain, irnpartidly, such statements of .  . .belief . . . as are 
satisfactory to those who hold them. . . . n ie  easy way to what is sometimes considered 
impartiality is to feave controversy out altogether, that would be to avoid responsibility at the cost 
of perpetuating ignorance . . . Amid the variety of beliefs which are hetd with sincere conviction 
by one set of people or another, impartiality does not con& in concealing cnticisrn, or in 
withholding the knowledge of divergent opinion, but in an attitude of scientific respect which is 
precise in stating a beiief in the tenns and according to the interpretation, acceptai by those who 
hold it." (xxî) 

In the tradition of the Encyclopedia Britannica, everyone who takes part in this 

study will be asked to approve the final version of their story, to be certain it reflects their 

point of view as accutately as possible. Ideally, everyone in the sample would contriiute 

and approve their version of the events, thus creating an objective account 

However, since this is unlikely, the study will be biased toward the 

"complainants," My thinking is, however, that this will not damage the study as long as it 

is made clear. In their introduction, Miles and Huberman (1994) provide a "graphic 

o v e ~ e w  of qualitative research types" dehed according to purpose by Tesch (1990). In 

tracing where rny work fits, I traveled down a major branch labeled "discemhg of 



patterns," and found a sub-bmnch labeled "as deficiencies, ideologies," which led to 

"qualitative evaluation, action research, collaborative research, criticaVemancipatory 

research." The study 1 am proposing belongs in this "criticaüernancipatory research" 

tradition, and therefore has a certain understanding of truth in relation to power. One of 

its basic assumptions is that the clearest view of a situation cornes fiom the perspective of 

those with the least power. 

The reason for this is that the less power one holds, the more swival depends on 

undentanding and being able to predict the situation. There is no need for power-holden 

to undentand dl aspects of a situation; in fact, a lack of understanding on their part 

facilitates the denial required to perpetuate the unequai distribution and unjust use of 

power (Bishop, 1994,96,98). 

Marie Fortune(1989) supports this approach when she explains her choice to tell 

the story of sexual abuse in a congregation fiom the point of view of the victims. She 

Say s: 

"1 wiIl tell this story as truthfully and caretully as 1 can. 1 will tell it h m  the perspedve of the 
women, because when considering the question of whose perspective shodd be taken as definitive 
in an ethical situation, 'the one against whom power is used has the more accurate perspective on 
the situation' (xvi-xvii. The intemal quote is fiom Lebascq, 1985, 128)" 

In my view, although those in the sample unlikely to be sympathetic to the study 

would greatly enrich the data, but the study is vaiid without them. 

Another issue here is rny own passionate involvement in the incident 1 propose to 

study. 1 am both researcher and subject in this case. Fominately, the sample in this study 

is srnall and individuals will participate or not by their own choice. 1, as researcher, can 

exercise no control over the sample. 

During the data analysis phase, 1 plan to lean heavily on computerized methods, to 

reduce my own ability to bias the analysis as much as possible. 



Ethics 

It will be difficult to protect the human subjects in this study because the sarnple 

is small, and even though the people and location will not be identified in the text, anyone 

close to the situation will be able to identi@ both the context and the individuals. 

Therefore, there will be some risk in participating in this study. 

Each person who grants me an interview will have to choose the degree of risk 

they want to take. I will make that choice as fiee and well-informed as possible by giving 

potential interviewees as much idonnation as 1 cm, and putting them under absolutely 

no pressure to participate. 1 will also protect them as well as I can by keeping the raw 

data fiom any eyes but theirs, mine, and rny transciber's, and by having them approve the 

transcript of their interview. 

The documents I will use in the analysis will either be already in the public realm, 

or will be used with the permission of the recipient Two consent foms are attached to 

this document: one to be signed by those who grant interviews, the other by those who 

contrîîute privately held documents. 



Any diaconal minister cornmitted to social justice will probably be involved in 

challenging an institution at some point in our career, simply because so much of our 

working \ives take place inside ihtitutions, and most i n sO~ions  houe s !mg histoxy of 

injustice. Given my experience, during the incidents related in this thesis and in other 

situations, I believe challenging an institution in a naive way can result in more deeply 

embedded injustice. My hope is that this study will contribute new lmowledge of how 

"principalities and powers" react to a challenge from those seekmg justice, by studying a 

particular example of a University's reaction to an allegation of racism. May we al1 

become more wary, skilled, and knowledgeable in our work for institutional justice- 

"wary as serpents; innocent as doves." 3 

Matthew 10: 13, The New English Bible, Oxford, Cambridge: Oldord University Press, Cambridge 
University Press, 1970. 
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The following charts are intended to aid the reader in navigating the complicated 

chronology of "Chapter 1: The Story." The fint item is a diagram of the institutional 

structure of Canadian University, and the second is a timeline of the events recounted in 

"The Story." 





%? 
9 - 4  

The Story: Ti mcl i nc 

Field Placements 
Students' Story: 
"Theory and Prac- 
ticc of Community 
Work" Class 

to Negotiate 
Change Obfect to MSW 

Policy: 

In cooperation with 
the CUSWD, LUlian 
develops a currku- 
lum based on the 
Medicine Whecf for 
teiiching cross-cul- 
tural issues. 

Liilian asked to teach 
cross-cultural issues 
in place of a profes- 
sor away on sabattical 
leavc. 

At the end of the 
year, shc is offered a 
full-timc, tcnure track 
contract. 

Ouring the sumrner, 
the School decides to 
introduce an attend- 
ance pulky. 

Yuen's Story 

Yuen cornes to Canada 
and takes a BA in Ysy- 
chtllogy at an Ontario 
Unlvcrslty. 



Lillian helps stu- 
dents sucçessfully 
resjst the introduc- 
tion of the attend- 
ance policy. 

Wllim's teaching 
methods questioncd 
in the kecutive 
Cornrnittee. 

Opn Circle on 
Discriminatory 
tiarassmen t dis- 
cusses the Board of 
Governors' rejcc- 
tion of a proposed 
i)iscriminatory 
Harassrnent Polky 
for Canadian Uni- 
versity. 

Ullian, the BIack 
and Native Studcnt 
Counsellors send 
out a mcmo offer- 
h g  support to any 
student who experi- 
enccs retribution 
because of faculty 
anger over the 
Open Circlc. 

Chair of the Equal- 
ity Cornmittee 
accuses Lillian of 
putting words in 
the studcnrs' 
mouths. When 

Yucn cornes to the 
CUSWD and begins 
her quallfylng year for 
MSW admission. 



Field, , . 

june, 1994 

July, 1994 

Bcth begtns her 
Cield placement at 
the single-parent 
resourct centre 
which b a h  Itcr 
part-timc cmploycr. 

Beth asks the MO 

cwinstructors of the 
Certificatt in Com- 
munity Devrl(ip- 
ment if she can du 
her Musters lcvel 
neld plucemerit in 
the program, the 
Instructors agree to 
have her and to 
serve as her field 
supervisors if the 
nrrangemcn t ir 
acceptable to the 
CUSWII. 

Lillian . . . 
othcrs on the commit- 
tee object, she resigns 
and walks out. 
Liflian attends Laum's 
final neid prcscntii- 
tfon for personal 
support. 

Lillian called to the 
Director's office, 
accuscd of intimidat- 
ing the Chah of the 
Commlttee, Laura's 
field supervlsor, md 
the BSW Field Cmrdi- 
nütor, uiid criiicised 
for issuing a n  overty 
negative memo. 

Lillian voluntecrs to 
chair the Kyuallty 
Cornmittee. 

Yuen 1s refused per- 
mlsslon to siudy 
during the summer 
and rnust return to 
hcr home country. 



September, 1994 

Field . . . 
Meth 8s caugn t up 
in a conflirt be- 
tween the diiector 
and staff of the 
single pareni 
centre and is fired 
from her position. 

Shc conipletes her 
BSW neld place- 
ment at  another 
community 
agcncy. 

h u r a  bcgins her 
Masters level field 
placement fn the 
Native Studeiit 
Counselling (:entre, 
with the Native 
Studen t Counsellor 
as her supen  isor. 

k t h  begins her 
Masten level field 
platement wi th the 
Certincate in Com- 
munlty ûevelop 
ment Prograni, 
with the undcr- 
standing that the 
two instructors in 
the program will 
superviser her 
wotk together. 

lmmediate tensions 
in the classrwm- 
the Community 
Stream Coordinator 
treats t lannah badly, 
Laum and Beth stand 
u p  for her. 

'îhe Cornmunity 
Stream Coordinator 
telis Beth, taura, 
lhnnah  and Yuen to 
register for a 
qualitive research 
elective course. They 
soon realize thût the 
combincd workloads 
of the "ïheory and 

Equali ty Corn reorgan- 
izcd with a rnember or 
cach of the other 
CUSWD Standing 
Committecs. 

'Ihe Nailve Support 
and Action Circle re- 
convened from the 
year befote. 

Equality Com begins 
advocacy on behalf of 
the students with the 
other Standing Com- 
rnittees and individual 
friculty rnembcrs, 

~~~~~~ 

The Equdity Corn 
starts u p  for the fall, 
expanded and reor- 
ganfzed, with a mem- 
ber on each of the 
other Standing Com- 
mittees. 

Yuen retums to 
Canada and success- 
fully renews her 
Student Visa to begin 
her MSW coune In 
the Community 
Stream. 

She fecls the tension 
in the "Iheory and 
Prnctice of Commu- 
nlty Workw ctass, but 
does not feel she can 
ask anyone about It. 



The Community 
Stream Coordinator 
rules that one of the 
instructors cmnot 
be a supervisor 
bernuse she is an 
MSW student herself, 
but assumes that the 
other instructor will 
he the supcrvisor of 
the placemcn t. 

llannah begins her 
Muters level field 
placement with the 
Certificate in Com- 
munity Develoj>ment 
Program, with ihc 
sûme supervisor as 
Bcth. 

The Ccrtinmtc in 
Community I)cvelop- 
ment Instructor and 
Native Student 
Counsellur are dfs- 
qudified us field 

Pnctice of Communfty 
Work," and the 
quaIltiatjve researc h 
elec tive witl be impossi 
ble to accornplish. 

Ntcr an unsucccssful 
attempt to negotiate th 
workloûd with the 
two professors, Btth 
drops the elcctive. 

-- 

Iaura drops the electiv 
course in qualitative 
rcsearth. After the 
Community Stream 
Coordinator reacts witt 
mger to Beth and Laur 
dropping the course, 
Yuen feels she must 
completc it. 

Beth and Laura begin 
negotiating wlth a 
professor and the M W  
Committee tu replace 
the qmlitative rcsearcl 
course with an inde- 
pendent study in Natfv 
cducation. It As rejcctcr 
and re-written sevenl 
times fram October to 
December. 

Beth and h u m  are 
accused of plagarism 
and self-plagarlsm 
bccause the independ- 
cnt study booklist 

- - 

tncluding the Com- 
munity Stream Coor- 
dinator. 

Students appeal to 
the Gradunte Coordi- 
nator scvcral timcs, 
only to bc sent back 
to talk to the Com- 
munity Stream Coor- 
dinator each time. 

Hannah in constant 
contact with the 
Dean of Graduate 
Studits. She does 
not, howcver, take 
on an advocacy role 
for Beth and Laura 
when they ask her. 

Studcnts a p p d  to 
the Native and Black 
Student Counsetlors, 
the University's 
Coordinating Com- 
mlttee on Access for 
Black and First Na- 
tions Stucleno, and 
the Provincial tIuman 
Rights Commission. 
'Ihey receive support 

Equality Com plans 
an Honouring Cer- 
emony for minority 
graduates. Faculty 
object, and hold a 
reception for al1 
graduates. 

Li lllan objcc ts to the 
re-appointment of 
the Communi ty 
Stream Coordinator 
and the BSW Field 
Coordfnator ln hcr 
role as Equrility Corn 
Representative on 
the Executive Cum- 
mittee. 

'me Director scnds 
Lillian a letter con- 
tainhg a list of allega- 
tions and a threat to 
t e k t  her to the Dean 
for disciplhary action 

Beth and Laura &op 
the qualitative re- 
search electfve, but 
Yuen doesn't feel she 
can because of her 
vulnerability as n 
foreign student. She 
works day and night 
to completc the work- 
load required by al1 of 
hcr courses. 

Yuen accepts the 
Community Stream 
Coordinator iis her 
field supervisor as 
well as her teacher In 
the I h e o r y  and 
Prnctice of Commu- 
nity Work" coume. 
She writes multiple 
dmfts of her field 
Iearning contract 
before it is findly 
accegted, and is 
forced to write a 
personal statemen t. 





Field. . . 
The Community 
Stream Coordinator 
withdraws her 
signature from 
Beth's contract and 
accuses her of 
plagarism. 

laura arcuscd of 
plagarism. 

Bcth, Hrrnnah, and 
Laura begin to have 
trouble setting up 
further riicetings 
betwecn their field 
supcrvisors and the 
Community Stream 
Coordinator. 

The students and 
supervisors sign the 
learning contracts 
without the partici- 
pation of the Com- 
munity Stream 
Coordinator. 

student. eeting with the Dircc- 

'me siudents on the 
VSW Cornmittee are 

Id that the student 
devance process con- 
isis of golng to first tht 

Jraduate Coordinator, 
.hen the Direcior of the 
SW, thcn the Dean of 
Graduate Studies. At thi 
samc meeting, they are 
iold that the decision tc 
vquirc Community 
Stream field supervisor! 
,O have an MSW degrcc 
was made Scptember 
1 Sth, and also that they 
~ i l l  be askcd to lcavc 

eetings when studeni 
a t ten  arise. 

ith the Community 

:quality Corn proposes 
~ l i c y  that would allow 
studcnu to be a c c o m p  
?ied to al1 meetings 
d t h  facuhy. 

lhe  studcnts ques- 
:ion the uscfulness 
~f re-writing a paper 

Lillinn . . . 
u k s  Beth and 
Uannah's former field 
supervlsor to nccom- 
pany hcr aî a support 
person. 

ï'hc Dean anci Directoi 
rnake their allegatlons 
ut a meeting which 
they dalm is not a 
disclplinary niecting. 
The h a n  of (haduate 
Studies is alsc~ prcscnt, 
Lillian attends with hei 
Faculty Representative 
and her support per- 
son. 

911 faculty rec cive a 
nemn about iaing 
.he office cornputer 

lucn travcls with the 
:ommuni ty Stream 
:oordlnator to anoihcr 
*ity ovcr Christmas. 



I)eadllnc for comple- 
tion of field learning 
contracts passes, the 
Community Stream 
Coordinator canccls 
Hannah's flcld pluce- 
ment, threatcns Beth 
and Laura with 
cancellatlon. 

anuary 30th mcctlng: s 
tudeni Counsellors, tht 

for puhlicütion when 
thcy don't intcnd io 
publlsh. The Commu- 
nity Stream Coordina- 
[or yells a t  them and 
wrilks out of the class- 
room. 

Tension and canflict 
over Communi ty 
Stream Coordinator's 
assertion that racism 
is a maticr of percep 
tion and  Hannah 
doesn't know what 
racism fs. 
kadline for indcpcnd- 
nt study application 
WSES, k u r a  and Bcth 
ire told their independ- 
nt study 1s rcjccted 
mause  it is no1 on the 
ight form. 
~ d c n t s ,  the Community 
Ernployment Equiiy Of1 

&th, laura,  and 
lannah arc  given a 
e p a n t c  class with 
iew instructors. Yucn 
s put in a position of 
~aving to choosc 
wblically hcnveen t hc 
:ommunity Stream 

treüm Coordinütor, hc 
cr, the S W  Director, I 

Communlty Stream 
neld supervisors 
meet and objeci ta 
MSW requirement 
and a d  hoc changes 
whilc studcnts ure in 
mid-pîacemcni. 

Faculty Associailan Re1 
e Dcan of Craduite Stu 

jus t iiftcr I.iII 
used it. 

seniatlvc, fie 
es. the Dean 

Shortly aftenririrds, 
rumaurs appear in 
hcr flcld pliiccrncni 
agcncy and the SWIJ 
that thcy arc huving 
a n  iiffair, o r  that thc 
Communlty Stream 
Coordinator is sexu- 
ally harassing hcr. 

Whcn the Junuary 30 
meeting is called, 
Yuen tries to find out 
whüt is golng on. The 
International Student 
Adviser dismisses hcr 
conccrn, and the 
IJircc tor of i he SWD 
canccls two meetings. 
Evcntually a Student 
Counscllor adviscs hcr 
to go to the meeting, 
but not ta spcak. 

Drs, the Blück und Native 
1 prcscnt. 

Y ucn and i he one 
white student con- 
tinue to meet for class 
a t  the rcgulrir timc 
and place. The Com- 
munity Stream Coor- 
dinator states her 
opinion on the threc 
studcnts who have 
left. Yucn fcels that 
there is an lmplicd 
thrcat. 



Field. . . 

- - - -  -- 

March, 1395 

3. 

Coordinator and hcr 
fellow students. She 
suys in the Commu- 
ntty Stream Coordi- 
natois  class. Beth 
and Laura are glven 
another chance to 
submit thcir inde- 
pendent study 
proposal. 

Bah, Hannah and 
laura mect with 
thefr ncw instruc- 
tom. 

Bcth and laura 
registered for thclr 
Indepcndcnt study 
course. 

Letter to Dirt 
the SWD aski 
dlscuss the i5 

Dlrector writ 
saying she w 
the issue at t 
ulty meeting 
June. 

Lillinn receives four 
critical studttnt 
evaluatlons lrom the 
Director, al1 typed 
on the SWIYs office 
typewriter and 
unsigned. 

xtor of 
ing ta 
;sue. 

.es bac k, 
il1 raise 
he fac- 
s in 

Lillian's second 
meeting witli the 
Direcior and the 
Deiins. The 1:uculty 
Association Ikpre- 
sentarive refuses to 
admit the urisigncd 
teaching cvdluations 
into the proress 
under the Collective 
Agreement, m d  
proposes media tian. ,- 

A circle of letters 
bcgins, with the 
Dtrector Insisting a n  
meeting alorie with 
I.illian, and I.iliian's 
Fuculty Associatfon 
Representiitive in- 
sisting that she has 
the right of riccam- 
panimcnt. 

African-Novii Scotian 
students and gradu- 
ates wrlte a lcttcr 
about their gricv- 
ances to the Direc- 
tor. 

Yuen sits with the Coin- 
munity Stream Coordi- 
nator and her Friends at 
the International Wom- 
en's Day celebrations. 
The rumours of an 
imprapcr rclationship 
between them incrcnsc. 

Yuen tells the Commu- 
nity Stream Coordinator 
that thcy shauld no1 
spend tirne togcther 
outside of class any 
longer. 

The Community Sircam 
Coordinator cisks Yuen 
to came to the office of 



Timeline Field. . . 

May, 1995 

Junc, 1995 Studenrs complcte 
the "Theory and 
Prictice of Cammu- 
nity Work" course 
and thelr field 
placements. 

Supervisors . . . 

'Ihe circle 01' Ietters 
continues. 

'I'he circle ol letters 
continues. 

'me circle of Icttcrs 
continues. 

While Lillian Is away 
on vacation, the 
Faculiy mets and 
dccides 10 abollsh 
the Equülity Corn, 
replacing it 14th a 
mu1 ti-issue group 
chaircd by the 
Director. 

- . . . . - . . - 

the Sexual I lürüssment 
Offlccr to loin thcir 
conversation übnut 
the rumours. They ask 
hcr to tell thcm who 
iold her about thc 
rumaum, and I f  shc 
thinks Rcth, Iaura, 
and linnnah startcd 
thcrn. Yuen docs not 
reply. 

Yucn dlscovers that 
the Community 
Stream Coordinator 
hm heen calling hcr 
professors to tell them 
that I ~ u r a  b lntimi- 
datlng Yucn. The 
Dlreciar also stops 
Laura one day to tell 
hcr to stop intimidat- 
ing Yucn. 

I h c  Community 
Stream Coordinator 
rcpeatcdly tries to gct 
Yuen to say who told 
her about the ru- 
mours. The Dircrtor 
also calls hcr in to try 
and gct this informa- 
tion. Yucn eventually 
gives them the namcs. 



Timeline Field, . . 
le th leaves the MSW 
irogram. 

aura completes the 
ndependen t s tudy 
ourse. 

lannah completes her 
laster's praject. 

Negoriarion . . . 
' îhc Dcan of Ilealth as1 
Lillian for her annunl 
report early. 1.llltan 
prcpares it and hands i 
in. 

The Dean thrmtcns ta 
deny 1.illian's Cstreer 
ücvelopmen t 
Incremcnt evcn 
though the report is 
almost ideritiral ta hcr 
report the yciir b c  
fore, which gitrncrcd 
praisc from die Dean. 

The Director itssigns 
1,flllan her workload 
for the coming ycar 
wiihout consiiltatian. 
She is given a double 
load of supervision, 
outside of h a  area of 
expertise and scat- 
tered over a wide 
gcographical iirca, 
and is removtd from 
the Master's 1i:vcl of 
the cross-cultural 
issues course cind ihe 
Equality Com. 

h s n  of Biack %ciai 
Workers calls a mect- 
ing to air their grlev- 
ances and dcniand an 
investigation hy mem- 
bers of the African- 
NOM Scotian iind 

Y uen cornpletes hcr 
profeçt under the 
supervision of the 
Communlty Stream 
Coordinator. ' f i e  
Cammunity Stream 
Coordinator asks hcr 
for a Icttcr of rcfcrcncc 
saying shc Is a good 
teac her. Yuen refuses. 
Yucn also tries to cut 
off al1 contaci with the 
Community Stream 
Coordinator, but flnds 
this dimcult. 



Timel ine Field. . . 

Hannah is removed 
from the gradua- 
tion list and r r  
ferred to the Senate 
Discipline Commit- 
tee, ûccused of self- 
plagarism. 

Supervisors. . . 

The Dircctor claims 
during a telephone 
cal1 that the MSW 
requlrernent was a 
matter of the Gmdu- 
aie Coordinator 
misreading the field 
manual. 

Lillian . . . 
Native communfties 
Into the treaiment of 
minority stuclents at  
the CIJSWD . 

The CU Prcsident 
decldes on ail inter- 
na1 investigtion 
conducted hy a Inw 
Professor, and gives 
hcr the mandate to 
examine "the effec- 
tivcness nf the 
School's affirmative 
action admission 
policy in the light of 
acadcmic standards." 

I.lllian hsrs to tell 
Hannah that she has 
bcen removed from 
the graduation Hst 
and rcfcrrcd to the 
Scnate Dlsclpltnary 
Committec. [luring 
this cal1 the r hair of 
the Promotions and 
Tcnure Comrnittee 
asks her if she will 
apply far reiippoint- 
ment in the spring, 
Shc says she dacsn't 
know if she wants 
the job. lie issues a 
rnemo saying that 
she has decided not 
to stand for re- 
appointment. 



Time fine Field. . . C l u s .  . . Newtiurion . . . Supervisors. . . Lillian . . . Yuen . . . 

thmah's case is 
hcard by the Senate 
Disciplinriry Commit- 
tee. She i s  grantcd her 
degree. 

tiannah graduates. 

The Dircctor wrltes a 
Ietter to the supervi- 
sors saying that Corn- 
munity Stream super- 
visors will not bc 
rcquired to have an 
MSW degrce. 

I.illian applies for a 
special process for re- 
appointmeni, since 
ihcrc is conflict of 
Interest on tlic 
I1romotion and 
l'enurc Cominitiee in 
her case. 

The S W  Annul 
Meeting is asked to 
votc on the motion 
to replace the Equiil- 
iiy Corn wlth a multi- 
issue commlucc. 
This is succeesfully 
rcsistcd by a large 
group of African- 
Nova Sca tian and 
Native students, 
graduntes, and corn- 
rnuniiy mcmbcrs. 

'Ilie Inw kot'essor 
carrles out her inves- 
tigation. 

The Director and the 
man of Hcalih turn 
down iJllianls appli- 
cation for an alter- 
nate re-appointment 
proccss. 

The results o f  the 
investigation iirc 
givcn in camera io 
the Presldenr, the 
üean of Ilcalth, the 
Director of the SWD, 

fucn graduates, but hüs 
ilfficulty in flnding a job 



Field. . , 

aura completes her 
laster's project. 

and twp reprcsenta- 
tives of the Friculty 
Association. 

A written version of 
the invcstlgiitlon 
results is released ta 
the Ilniversity com- 
muniiy. 

L.iIlian meea with the 
Vice President Aca- 
dernic to explain hcr 
case for an sdtcrnate 
re-appointment proc- 
ess. 

'me Prcsidciit iurns 
d o m  Lillittn's applica- 
tion for an alternate 
re-appointment proc- 
css, claiming that the 
Law Professt~r's inves- 
tigatlon showed no 
reason for it .  

The law Professor whc 
conducted the invcsti- 
gation objects that hei 
repart suppms 
1.illian's application 
for an alternate proc- 
css, and rcrninding thc 
President thiit he had 
made an agreement 
with her to allow 
Lillian to be 
cvaluated b ~ l  an alter- 
native process. 






